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Abstract 

This research makes an original contribution to knowledge of factors that promote e-

learning engagement in online social networking sites (SNS) for a small sample of 

Māori school students (Y9-11) in the rural Northland area of New Zealand. The study 

helps address a lack of data on how Māori students, in particular, engage with e-

learning, by a focus on Ministry of Education’s Māori education strategy policy 

drivers: 

1. to be involved in initiatives that increase Māori engagement; 

2. to integrate new technologies into teaching and learning programmes; and 

3. to increase Māori students’ engagement with e-learning. 

Students were engaged in learning through a series of secure educational social 

networks (ESN). They functioned as a community of online learners operating both 

inside and outside of their classrooms, demonstrating increased bonding and bridging 

social capital, and incorporating tuakana-teina (peer group learning) relationships.  

Four key themes were used to identify similarities and differences of practice, to help 

understand how Māori pedagogies and values might be reflected in an ESN 

environment, and contribute to student engagement. These themes were summarised 

as the learning environment,  quality relationships,  cultural understandings, and 

challenges to pedagogical practice. Comparisons were able to be made between 

Activator Practice (Hattie, 2007, 2010), Discursive Practice (Bishop, 2007, 2011), and 

ESN practice emerging from this research.  

The digital student identity, was not seen to have the same pressures or social 

restrictions identified in some Māori students as whakamā (shyness or 

embarrassment). Students were not reluctant to ask basic questions, make comments, 

or raise ideas in front of the whole community, and were happy to accept public praise 

from their teacher. This lack of whakamā was observed by teachers to transition from 

the ESN back into the classroom. 

Students were able to manipulate their online identity by forming their own student 

led, self directed learning program that was represented as a 'crossover learning 



iii 

framework'. They sometimes chose self-instruction in e-learning, over kanohi ki te 

kanohi (face to face) teacher instruction, as observed in classroom 'dual learning 

pathways' adaptations. The research identified challenges between SNS and ESN, 

when developing an understanding of public vs private boundaries. 
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kaupapa  philosophy, programme, theme 
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kawa  rules and organisational principles, social protocols 

kōrero   speak, talk, discuss, discussion  

kotahitanga  unison, empowered special groups 
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kura   school 
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mārama   understanding  

mātau   wisdom 

matua   male teacher, father, parent, uncle 

mihi   opening address, introduction speech 

mōhio   knowledge 

moko   endearing term for grandchild 

paki waitara  the art of storytelling, narrative 

pātere  traditional Māori songs or waiata, usually recited, composed to 

reply to gossip or slander  

pepeha   tribal saying or proverb 
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powhiri  welcoming ceremony 

rangatahi  young adults, students 

rangatiratanga  self-determination, the principle of relative autonomy, control 
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taupatupatu  debate 

tautoko  support 

Te Ao Māori  the world of Māori 

te reo Māori  Māori language 

Te Tai Tokerau Northland of New Zealand, also Te Hiku-o-te-Ika, ‘the Tail of 

the Fish of Maui’ 

te whare tapa wha the four walls of a house 

teina   older teacher role, older sibling 
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tikanga   customs and protocol, ways of doing things 

tinana   the physical body 

tino rangatiratanga the principle of relative autonomy 

tohatoha  sharing 

tuakana  younger learner, younger sibling 

tuakana–teina  teaching relationship between younger and older students, peer 

group learning 

tumuaki  principal  

waiata   Māori traditional song or poetry 

wairua   spiritual associations 

wānanga  school of learning 

whaea   female teacher 

whaikōrero  ceremonial speeches, welcoming speeches 

whakamā  shyness or embarrassment  

whakapapa  genealogy, lineage, descent 

whakapiringatanga well-managed environment 

whakaputa whakaaro dialogue 

whakarongo  listening 

whakatau  ceremonial welcome 
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whanaunga  relatives 
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Glossary of ICT Terms 

There are a number of key ICT terms employed in e-learning social networking. The 

definitions of these terms in the course of this research are assumed to be as follows. 

E-learning term Standardised definition utilised in research (collaborative 

community definition: www.wikipedia.com)  

Asynchronous ‘Occurring at different times’ as in sending and replying to an 

email. 

Blog A blog (a contraction of the term ‘web log’) is a type of 

website, usually maintained by an individual with regular 

entries of commentary, descriptions of events, or other material 

such as graphics or video. Entries are commonly displayed in 

reverse-chronological order. Many blogs provide commentary 

or news on a particular subject; others function as more 

personal online diaries. A typical blog combines text, images, 

and links to other blogs, web pages, and other media related to 

its topic. The ability for readers to leave comments in an 

interactive format is an important part of many blogs.  

Microblogging A blog on which one posts brief, frequent updates on one’s 

activities. 

Search engine A tool designed to search for information on the World Wide 

Web. The search results are usually presented in a list and are 

commonly called hits. The information may consist of web 

pages, images, information and other types of files. 

SMS/text Short Message Service, a service for sending text messages on 

a cellular phone. 

Synchronous ‘At the same time’—as in a phone conversation. 
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Social networking The (digital) interaction between a group of people who share a 

common interest. 

SNS Social networking site (SNS): A social network is a social 

structure made up of individuals (or organisations) called 

‘nodes,’ which are tied (connected) by one or more specific 

types of interdependency, such as friendship, kinship, common 

interest . . . or relationships of beliefs, knowledge or prestige.  

Video-

conferencing 

A set of interactive telecommunication technologies which 

allow two or more locations to interact via two-way video and 

audio transmissions simultaneously. It has also been called 

‘visual collaboration’ and is a type of groupware. It differs 

from a videophone call in that it is designed to serve a 

conference rather than individuals. 

Web 1.0 A retronym which refers to the state of the World Wide Web, 

and any website design style used before the advent of the Web 

2.0 phenomenon. 

Web 2.0 Commonly associated with web applications which facilitate 

interactive information sharing, interoperability, user-centred 

design and collaboration on the World Wide Web. Examples of 

Web 2.0 include web-based communities, hosted services, web 

applications, social networking sites, video-sharing sites, wikis, 

blogs, mashups and folksonomies. A Web 2.0 site allows its 

users to interact with other users or to change website content, 

in contrast to non-interactive websites where users are limited 

to the passive viewing of information that is provided to them. 

Webcasting A media file distributed over the Internet using streaming 

media technology. A webcast may either be distributed live or 

on demand. Essentially, webcasting is ‘broadcasting’ over the 

Internet. 
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Chapter 1: Definition, Objectives, Positioning 

1.1 Introduction 

Can creating and applying educational social networks (ESNs) through teaching and 

learning programmes help enhance student engagement at the secondary school level, 

in a school with predominantly Māori students? 

Over the course of the last decade New Zealand schools have increasingly embraced the 

digital age. A report prepared for the Ministry of Education (Tiakiwai & Tiakiwai, 2010) 

noted that there is a dearth of research addressing this area, and a general lack of data on 

how Māori students, in particular, engage with e-learning. While there is a large amount of 

interest in social networking sites (SNSs) from many students, there are few indicators in 

the current research that support understanding of the extent of the use of social 

networking tools by Māori students in New Zealand schools. 

As a facilitator at Team Solutions and Te Puna Wānanga (Faculty of Education, University 

of Auckland) I have worked with e-learning in semi-rural and isolated areas in Northland 

schools over the past 12 years. From my observation working with Māori students, these 

ākonga (learners) often have strong associations to traditional Māori pedagogies and 

values, which possibly correspond and draw from their social interaction on their marae 

(tribal centre and symbolic ancestral buildings where formal greetings and discussions take 

place). 

At the same time, there is also anecdotal evidence for this age group to be highly engaged 

in social networking tools. It is hypothesised that if there are similarities between social 

interaction on the marae and social networking online, that this may be a factor 

contributing to increased engagement in an e-learning environment for Māori students in 

schooling. There may be links between interaction in a Māori social context (modes of 

communication) and social networking in an educational context (classroom teaching and 

e-learning programmes in an ESN). 

The study investigated the relationships between e-learning (social networking) and 

engagement for ākonga in a rural Māori school environment. The research sought to 

identify how Māori pedagogies and values might be able to be expressed in an e-learning 
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environment, and how this relationship between Māori pedagogies within an e-learning 

environment may further contribute to engagement with learning in schools. 

In this research, data collection and analysis has focused on two key areas: 

1. What factors promote engagement for Māori students learning in an ESN 

environment? 

2. To what extent can Māori pedagogy and values be reflected in an ESN 

environment to promote engagement for Māori students? 

1.2 Positioning in the New Zealand Educational Context 

The Ministry of Education in New Zealand expects schools to develop culturally 

responsive programmes of learning that support ‘Māori enjoying and achieving education 

success as Māori’ (Ministry of Education, 2009b, 2012). Ministry of Education policies 

have identified three areas of need related to this objective, and aim for schools to address 

these in their teaching and learning programmes. These policy drivers are the main 

imperatives for this study, and help inform the focus, which is for schools: 

1. to be involved in initiatives that increase Māori engagement; 

2. to integrate new technologies into teaching and learning programmes; and 

3. to increase Māori students’ engagement with e-learning. 

This research crosses over all three of these policy drivers in an integrated approach 

towards increasing Māori student engagement, through the introduction of new e-learning 

activities into classroom teaching and learning  and e-learning research (Andrews & 

Haythornewaite, 2007). 

1.2.1 Positioning Social Networking within a Māori Context 

In my work as a school support facilitator in Northland schools, I have observed the strong 

association Māori students have with traditional pedagogies and values in their education 

through their normal social communication networks. These networks may be seen both 

from school and to a larger extent from their communities, and may move from differing 

levels of te reo Māori (Māori language) usage, to protocols and social restrictions, 

preferred learning styles, and eventually to ethos. 



3 

Through my work with Northland Māori, I have observed that social occasions such as hui 

(gathering or meeting with a set protocol), as noted in research on Māori (Barlow,1991; 

Bishop,1996; Hemara, 2000; King, 1978; Patterson, 1992; Pere,1991; Salmond, 1985) may 

be infused with elements of teaching and learning utilising narrative to some degree. For 

example, whaikōrero (ceremonial speeches, often as welcoming speeches) on the marae 

may contain teaching references to cosmology, genealogy, personal identity, religion, and 

recent or past history. This is often woven into a narrative and accompanied by a waiata 

(Māori traditional songs or poetry that may function as ‘teaching songs’ to instruct young 

people in a specific knowledge base) that has significance to the theme. The narrative of 

paki waitara (the art of storytelling) is also important as a traditional teaching and learning 

tool in the illustration of ideas (Brake, 2008; McWilliam, 2008). 

Pere (1991) describes hui as showing: 

respect, consideration, patience, and cooperation. People need to feel that they 

have the right and the time to express their point of view. You may not always 

agree with the speakers, but it is considered bad form to interrupt their flow of 

speech while they are standing on their feet; one has to wait to make a comment. 

People may be as frank as they like about others at the hui, but usually state their 

case in such a way that the person being criticised can stand up with some dignity 

in his/her right of reply. (p. 44) 

Teaching and learning can potentially be facilitated by a variety of teachers within school, 

community, home, peer group or extended whānau (family or people operating in a 

supportive role). However, ESN activities in online learning may potentially represent a 

different environment for identifying student engagement (OECD, 2009). Facilitation of 

learning may involve changing roles in the educational use of social media (Mason & 

Rennie, 2008). 

1.2.2 Methodology to Identify Engagement 

This project has investigated the perceived importance of Māori pedagogies and values to 

student engagement as measured by their responses and actions. It has also explored the 

possible links between e-learning and engagement for Māori students, as evidenced by 

current use in the classroom. 
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Student questionnaires and teacher interviews, combined with the researcher’s experience, 

were used to identify areas where pedagogies and values might be best incorporated into 

an ESN to further engage students (JISC, 2009). Research then tested this expression in a 

particular e-learning context through curriculum-focused ESN interventions. These 

interventions were collaboratively designed by the researcher and teachers in a focus group 

environment, and then applied in the case study schools. The ESN environments were 

constructed to supplement classroom teaching and learning based on curriculum directions 

(Boettcher, 2007). Activities and discussions were focused on the students’ needs, their 

prior knowledge and their cultural capital. 

Frameworks were developed to identify characteristics of e-learning practice (illustrating 

the differences between SNS and ESN usage) for a small group of Northland Māori 

students in the study. These were used to describe who these learners are, position them as 

users of technology and identify possible organisational structures or trends in behaviour in 

the rural Northland area (Stevens et al, 2007). 

1.3 The Ethnicity of the Students in the Research 

The schools selected for the research are representative of an area of New Zealand where 

Māori student numbers are significantly larger than the national average. 

Northland or Te Tai Tokerau, (also Te Hiku-o-te-Ika, ‘the Tail of the Fish of Maui’) is New 

Zealand’s least urbanised region, with only some 50% of the population of 155,800 living 

in urban areas. Northland covers an area of 13,940 km², a little over 5% of the country’s 

total area. Approximately one-third of the Northland region’s population are Māori 

(Statistics New Zealand, 2013). These statistics are significant to this study, in terms of: 

• the larger proportion of Māori students in schools, 

• the rural isolation of these communities and their schools, 

• the importance in developing culturally responsive programmes of learning for 

Māori students as required by the Ministry of Education Ka Hikitia Māori 

education strategy. 

Information from this research may help us learn how Māori students, represented by two 

small rural school communities in the Northland region, are similar to and different from 

other groups that have been studied and featured in both national and international 
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literature (Noble & Schewe, 2003; Stevens et al, 2007). The two schools selected for this 

study were chosen as representative of smaller rural Northland schools. This comparison 

may provide an insight into the needs of other schools throughout the region, in terms of 

strategies to address Māori students enjoying education success as Māori and engaging in 

e-learning. 

1.4 Relevance of the Research to Ministry of Education Policy 

Ministry of Education has a number of policy and strategy documents relevant to this 

research. The e-learning plan (Ministry of Education, 2006, 2009b) examines the likely 

impact of information communication technologies on classrooms. They point to the 

importance of: 

1. connectivity, 

2. access to information, 

3. relationships with the community, 

4. capability building. 

This research references a number of Ministry of Education capability initiatives outlined 

in Enabling the 21st Century Learner (Ministry of Education, 2006), such as NetSafe, e-

learning exemplars, digital pedagogical frameworks, online learning environments, 

information and communications technology (ICT) learning experiences, and ICT in 

schools. The rapid changes in technology (Sturgess, 2004) since these ministry documents 

were written may be reflected in trends in student use of Web 2.0 tools that have affected 

e-learning in the classroom. This engagement of Māori students as 21st-century learners 

also aligns with the Ministry of Education’s Ka Hikitia: Māori Education Strategy. 

The three principles of a Māori potential approach identified in Ka Hikitia (Ministry of 

Education, 2009a, 2012) are: 

1. Māori potential, 

2. cultural advantage, and 

3. inherent capability—working together and sharing power towards four broad 

student outcomes. 
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This research helps to identify some of the learning connections made by Māori students 

that enable engagement and the strengthening of Māori student success. Ka Hikitia 

outcomes (Ministry of Education, 2009a, 2012) are also policy drivers that are relevant to 

Māori pedagogy: 

1. working with others to determine successful learning and educational pathways, 

2. successfully realising their cultural distinctiveness and potential, 

3. successfully participating in and contributing to Te Ao Māori (the world of the 

Māori), and 

4. gaining the universal skills and knowledge needed to successfully participate in and 

contribute to Aotearoa New Zealand and the world. 

Similarly, the Māori medium schools’ New Zealand Curriculum document (for all 

Kaupapa Māori and many bilingual schools) is called Te Marautanga o Aotearoa (TMoA; 

Ministry of Education, 2008b) and points to the Māori traditional values linked to the 

relevancy of social networks for Māori students. These may be important foundations for 

Māori students’ engagement in e-learning. 

TMoA defines the importance of a combination of the traditional knowledge base with 

contemporary and future developments. TMoA also refers to the importance of e-learning 

as an effective method of teaching and learning for the current generation of Māori 

students (Ministry of Education, 2008c). 

For Kaupapa Māori and bilingual schools, TMoA contains essential curriculum guidelines, 

and these schools are expected to develop programmes based on the document. This 

research looks at the areas of potential alignment between the concepts of Māori pedagogy 

and values (the TMoA combination of the traditional knowledge base with contemporary 

and future developments) and the use of new digital technologies (the importance to 

TMoA of e-learning as an effective method of teaching and learning). 

For teachers, the Ministry of Education’s document Tātaiako (Ministry of Education, 

2011) outlines the cultural competencies required for teachers of Māori Learners. For 

example, it defines the Māori pedagogy manaakitanga as expressing the care for ākonga as 

culturally located human beings above all else. This is developed over a series of 

behavioural indicators of cultural competency for teacher practice and is clearly laid out 

for teachers to help them define cultural knowledges: 
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1. Displays respect, integrity and sincerity when engaging with Māori learners and 

their whānau, hapū, iwi and communities. 

2. Demonstrably cares about Māori learners, what they think and why. 

3. Displays respect for the local Māori culture in engaging with Māori learners, their 

parents, whānau, hapū, iwi and communities. 

4. Incorporates Māori culture in curriculum delivery and design processes. 

5. Can describe how the Treaty of Waitangi influences their practice as a teacher in 

the New Zealand educational setting. (Ministry of Education, 2011, pp. 4–15) 

1.5 Supporting Ministry of Education Research 

The Ministry of Education’s recent report (Tiakiwai & Tiakiwai, 2010) on virtual learning 

environments (VLE) and e-learning in the context of te reo Māori and kaupapa Māori 

(educational theory based on a number of key Māori principles) identified a need for 

research relating pedagogical knowledge to e-learning. It suggested that emphasis in e-

learning is focused more on professional development in using technology than on 

understanding how the technology can be utilised in teaching and learning programmes. It 

noted a need to address this issue with a greater focus on pedagogy in e-learning. 

One of the aims of this study was to support the alignment between technological and 

cultural practices, and explore ways to embed traditional Māori values and learning 

structures into pedagogical design. Rather than look at the development of skills in the use 

of technologies around e-learning, the focus for schools in this research was mainly on the 

ways e-learning could be incorporated into an existing programme of work. 

To promote engagement in education for Māori students, research has pointed to the 

benefit of communication and delivery of classroom activities organised in a social order 

of educational priority (Parata, 2006). This begins with establishing the identity of the 

participants and moves to the rationale for the activity, before content is addressed. The 

following sequence is identified: 

1. connections (who?), 

2. purpose (why?), 

3. methodology (how?), 

4. knowledge (what?). 
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This sequence was used in the collaborative sections of this research (interviews, focus 

groups) and has informed the order for the development of the ESNs, as the preferred 

method for learner engagement. The sequence is also outlined as general cultural and 

social expectations, teaching and learning expectations, differences in the use of language 

and symbols, and technological infrastructure (Tiakiwai & Tiakiwai, 2010). The concepts 

are very similar to current Ministry of Education (2016) curriculum support material in 

Universal Design for Learning. 

The literature reviewed for the recent Ministry of Education report (Tiakiwai & Tiakiwai, 

2010) identified four key themes, which will be used to analyse the observations and data 

collected in this research: 

1. The importance of the learning environment: this included access to and 

availability of reliable Internet and data connections, technical support and 

expertise and more support in pedagogical understanding of e-learning in kaupapa 

Māori settings. 

2. Quality relationships: the need for quality relationships between teachers and 

their students. 

3. Cultural understandings: the ability for new technologies to appropriately 

incorporate te reo Māori and Māori ways of knowing and doing (e.g., cultural 

practices of kanohi ki te kanohi (face-to-face) learning, or whanaungatanga 

(establishing respectful relationships with Māori learners and whānau) into e-

learning practice). 

4. Challenges to pedagogical practices: the need to explore the relationship between 

Māori and e-learning pedagogies. 

These four themes are important directions for collecting and analysing evidence of the 

benefits of an e-learning programme designed to engage Māori students. They point not 

only to the identified need for pedagogical support in e-learning, but also to the value of 

the relationships for Māori learning between traditional knowledge and contemporary 

teaching practice in e-learning. These themes were used to guide the directions taken by 

this research, and reinforce the value in this study responding to a documented need for 

sound pedagogical knowledge relating to e-learning. 
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Chapter 2: Background and Literature Review 

2.1 Introduction 

While there is minimal research on the specific focus of this study, as identified in the 

recent report prepared for the Ministry of Education (Tiakiwai & Tiakiwai, 2010), some of 

the literature identifies frameworks that can be potentially used to formulate a lens to view 

or investigate Māori student engagement. These frameworks can help us understand how 

an ESN can facilitate learning for the Māori student. 

The literature review is presented over four sections: 

1. E-Learning Practices in Educational Frameworks (Section 2.2) 

2. Factors and Influences on a Māori E-Learning Environment (Section 2.3) 

3. Identity Production in an E-Learning Environment (Section 2.4) 

4. Related Social Science Theories and Relevant Research (Section 2.5) 

2.2 E-Learning Practices in Educational Frameworks 

I have categorised three relevant educational frameworks into the following areas, which 

are explored in Sections 2.2.1–2.2.3: 

1. Student-centred learning: the teacher as facilitator of student-centred learning 

(Condie & Livingstone, 2005) using interactive Web 2.0 tools to make connections 

in a supportive learning environment. 

2. Classroom delivery: the teacher as an activator or as a facilitator (Hattie, 2007, 

2010) in a classroom utilising student prior knowledge and cultural and self-directed 

learning. 

3. Discursive classroom: students involved in teaching and learning activities where 

they are doing, stating and theorising in an environment that is culturally 

appropriate, and is a responsive context for learning (Bishop, Berryman, Cavanagh, 

& Teddy, 2007). 
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2.2.1 Student-Centred Learning Framework 

The use of e-learning tools in a teaching and learning environment supports the 

contemporary shift towards student-centred learning (Brake, 2008; Chandra & Lloyd, 

2008; Fewkes & McCabe, 2012; Harlow, Cowie, & Jones, 2008). Here, teachers are in a 

facilitator role, scaffolding ākonga to construct their own learning. This may represent a 

significant change of pedagogy for some teachers, in terms of how they engage their 

students, and how they structure their teaching and learning programme. However, it is one 

that is supported by the New Zealand Curriculum (Ministry of Education, 2007a) and 

enables teachers in e-learning to: 

1. assist students in the making of connections in new learning environments, 

2. facilitate shared learning, 

3. create supportive learning environments, 

4. enhance opportunities to learn. 

In dealing with recent changes in the classroom delivery practice, British researchers 

(Condie & Livingstone, 2005) believe that the move towards student-centred learning with 

the teacher as facilitator is not yet fully understood. The resultant changes of pedagogy that 

take the classroom focus away from the teacher as the ‘font of all knowledge’ can cause 

difficulties in the more traditional school programmes. They see the ‘teacher-expert’ 

identification as being firmly embedded, and point out the challenges a facilitator practice 

would pose, for example, as a fundamental change to the identity of the teacher and the 

student. 

When this is viewed through a Māori pedagogies and values lens, it may take on another 

perspective. In a Māori student-centred learning framework, the cultural dimensions of 

classroom practice may be underpinned by Māori pedagogy and values such as paki 

waitara (narrative), for example. There are connections here with Australian research 

(Williams & Durrance, 2008) investigating social capital connections within communities 

with a common interest, when facilitating digital narratives. This traditional Māori 

narrative pedagogy of paki waitara (Karetu, 1992) may engage student participation 

through links with their own experiences, cultural practices and cultural identity (Jacob, 

2014), rather than the teacher-expert being the leader of learning. 
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2.2.2 Classroom Delivery Frameworks 

Hattie divides the classroom delivery framework (Hattie, 2007) into the teacher either as 

an activator (reciprocal teaching, feedback, teaching students self-verbalisation, meta-

cognition strategies, direct instruction, mastery learning, goals challenging, frequent / 

effects of testing, behavioural organisers) or as a facilitator (inductive teaching, inquiry-

based teaching, smaller class sizes, simulations and gaming, individualised instruction, 

problem-based learning, web-based instruction, whole language reading, different teaching 

for boys and girls). These definitions may be useful in this research as positional 

descriptors, to illustrate features of classroom practice that may be observed in varying 

degrees. His data on achievement and engagement in the classroom (Hattie, 2007, 2010) 

point to the importance of prior knowledge and cultural capital (teachers seeing learning 

through the eyes of their students), and self-directed learning (students seeing themselves 

as their own teachers). 

While having an identifiable classroom delivery framework such as Hattie’s is useful, there 

may well be movement from one group to another (activator in one class situation, 

facilitator in another) as part of a continuum. Classroom delivery at any one time may not 

fall squarely into one or the other. Hattie’s research does not directly address to what 

extent the facilitator classroom practice framework might be considered effective practice 

for Māori students. Hattie’s (2007) facilitator practice as a framework may be better suited 

to engaging students in an e-learning environment than his activator practice based on 

older and non-interactive/non-collaborative information sharing. 

2.2.3 Discursive Classroom Framework 

In their research for the national Te Kotahitanga initiative (a research and professional 

development programme to support teachers to improve the learning and achievement of 

Māori students), Bishop’s work (Bishop, et al., 2007) sees Māori students as co-

participants in learning conversations where they are doing, stating and theorising with a 

wide range of learning activities, assessment practices and varied tasks. Their study finds 

that for teachers to effectively teach Māori students, they need to create a classroom 

context for learning that is culturally appropriate and responsive to student needs. This 

approach also anchors the learning firmly to prior knowledge and cultural capital in 

addressing student needs. 
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In a social networking virtual environment, these culturally appropriate learning contexts 

may be designed in a number of ways. They might involve the formatting of a site, 

language levels used and kawa (rules and organisational principles). For example, in 

formatting, ESN websites may have a range of generic interactive templates that can be set 

up to suit the needs of the users. There may be few operating rules, with users largely free 

to pursue their own directions, content and membership, usually without interference. In 

contrast to this, in the students’ real environment (the outside world) social structures may 

be historically and socially constructed, and students may have little chance for input or 

response. 

In a discursive classroom framework, students may be able to engage in a virtual world 

where they can construct and structure their environment to suit their needs, as opposed to 

a real world where they have many social restrictions. By comparison, there is a 

fundamental difference in the classroom pedagogy of the traditional teaching model, which 

involves the input of new knowledge, achieving control, evaluation and assessment of set 

knowledge, practising/listening/reproducing, and all students doing the same task (Bishop 

et al., 2007). 

A discursive classroom framework may allow for e-learning to be introduced more easily 

into any teaching and learning programme than the more traditional teaching practice (for 

example, Hattie’s activator practice).  

2.2.4 Learning Practices 

There are some indications in the literature how student-centred learning with cultural 

dimensions in classroom practice may be underpinned by Māori pedagogies and values. 

Frameworks such as Hattie’s facilitator practice (pointing to the importance of prior 

knowledge, cultural capital and self-directed learning), or Bishop’s discursive framework 

(with Māori students as co-participants in learning conversations), may be better suited to 

an e-learning environment than other traditional teaching models based on input of new 

knowledge, evaluation and assessment of set knowledge, and all students involved in the 

same task. 
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2.3 Factors and Influences on Māori E-Learning Environment 

Some of the literature (Tiakiwai & Tiakiwai, 2010) refers to the factors and influences on 

an e-learning environment that may contribute to Māori student engagement in a teaching 

and learning programme. 

These factors and influences may involve elements of the following, which are explored in 

Sections 2.3.1–2.3.4: 

1. Traditional Māori pedagogies and values: teaching and learning in an 

environment where cultural connections are pivotal to the structure. 

2. Digital learning environments for Māori: Māori utilising digital communication 

technology to enhance their learning using Māori cultural values and beliefs in an e-

learning environment. 

3. E-learning as a factor for Māori engagement: designing learning experiences 

using ICT to engage Māori students. 

4. Focus on pedagogy over technology: sound pedagogy driving e-learning, rather 

than e-learning initiatives and projects centred on the technology utilised. 

2.3.1 Traditional Māori Pedagogies and Values 

There may be inherent challenges to using e-learning in a Māori learning environment, 

when approached from a traditional teaching and learning framework. Māori pedagogies 

and values may be present in both a traditional and a discursive (Bishop et al., 2007) 

classroom teaching and learning framework, as discussed previously, and both may exhibit 

culturally appropriate practice. However, the point of difference between these frameworks 

may be seen in the ako Māori (reciprocal teaching and learning) pedagogy where there is a 

shared learning environment in the classroom. 

Tiakiwai and Tiakiwai (2010) refer to an ako Māori context as exemplified in a tuakana–

teina (teaching relationship between younger and older students) type relationship. This is 

useful to identify support structures in the development of e-learning pedagogy relevant to 

the needs of the students in this research. Pihama, Smith, Taki and Lee (2004) looked at 

the complexities and inter-connectedness of tuakana–teina in a Māori learning 

environment, which may lead to reversal of the traditional roles of the responsibility for 

teaching and learning from older to younger siblings. This shift of roles allows the teacher 
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to facilitate rather than direct teaching and learning, engaging students in a different way. 

The teacher is still a source of valuable knowledge, but no longer the only source. The 

tuakana–teina relationship is not a feature of Bishop’s traditional framework (Bishop et 

al., 2007), although it is supported in a discursive classroom framework with the 

incorporation of ako as a foundation for teaching and learning. 

This importance of relationships to Māori is reflected in Parata’s (2006) ‘personal vs 

impersonal’ framework, where connections are pivotal to the structure (see Section 1.5), 

and the purpose for belonging may be a secondary function. This is useful as a possible 

basis for pedagogy in e-learning for Māori students. It may also point to Māori students 

potentially engaging with social networks because of the strong links to identity and social 

organisation. 

Parata’s framework does not, however, account for a number of factors in Māori social 

structure that can influence identity, location and possible connection to the more 

traditional Māori community values that students may have in their environment. In the 

researcher’s own experience, all of the following have been observed in working with 

Māori whānau in the Northland area over the past 10 years and influence the definition of 

Māori identity. There may be experiential differences between urban and rural Māori 

students, based on the different access to resources and teaching environments. The 

seasonal migratory nature of some Northland Māori populations may influence the ability 

of the student to maintain a stable learning environment. Some families may have multi-

tribal affiliations through intermarriage, and this may result in possibly diverse kawa (rules 

and ways of doing things) within a family. 

Some students may come from mixed ethnicity families (Pākeha/Māori/Pasifika/Asian) 

with potentially conflicting customs and ideologies. Some of the shifting patterns of 

settlement to Northland have seen Māori from other iwi or hapū (tribal and sub-tribal 

affiliations) outside of Northland, bringing in and/or operating with possibly different 

kawa from those in the area they have settled in. There have also been rapid changes to 

technology, with 21st-century values and access to a global community, which may result 

in distinctly different generational aspirations and abilities to communicate. 

These factors may point towards potentially varied Māori student whānau upbringings, and 

illustrate how wide ranging the conception of Māori identity has become. Some students 
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may have completely differing conceptions of Māori pedagogies and values, based on their 

family background. 

In developing culturally appropriate educational frameworks, Ferguson’s (2008) research 

identifies how Māori students and staff utilise technology to enhance their learning and 

teaching using cultural values and beliefs. She outlines the provisions of Māori methods of 

holistic care and reciprocal teaching and learning pedagogy, which she lists as 

manaakitanga (caring), aroha (love), tohatoha (sharing), tauawhi (support), atuatiratanga 

(spiritual synergy, and prayer), whakarongo (listening) and whakatenatena 

(encouragement). 

This research is useful to locate an e-learning framework within Māori pedagogies, and 

supports research on pedagogical practices (Alton Lee, 2003; McNaughton, 2002; Nash, 

1993) and culturally conducive classroom organisational structure for Māori students 

(Bishop et al., 2007; Greenwood & Te Aika, 2008; Hattie, 2007). 

Ferguson’s (2008) work is based on research conducted on adult students at a tertiary level, 

and is an older age sample than used in this study. However, it is worth considering the 

sample of Māori students and the educational relationship of their technology-assisted 

learning to the importance of traditional pedagogies. Here, the useful common element is 

that of cultural appropriateness in an environment that is supportive of cultural values and 

beliefs. 

This is further developed in the recent Ministry of Education’s vision for cultural 

competencies. Tataiako (Ministry of Education, 2011) identifies wānanga (participating 

with learners and communities in robust dialogue for the benefit of Māori learners’ 

achievement), whanaungatanga (actively engaging in respectful working relationships 

with Māori learners, parents and whānau, hapū, iwi and the Māori community), 

manaakitanga (showing integrity, sincerity, and respect towards Māori beliefs, language 

and culture), tangata whenuatanga (affirming Māori learners as Māori) and ako (taking 

responsibility for their own learning and that of Māori learners) as the essential pedagogies 

for cultural competencies for teachers of Māori learners. 

A number of additional pedagogies are identified on a developmental scale. These are 

mārama (understanding)—developing an understanding of one’s own identity, language 

and culture, developing an understanding of the relevance of culture in New Zealand 
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education and developing an understanding of and openness to Māori knowledge and 

expertise—for beginning teachers; mōhio (knowledge)—knowing how to validate and 

affirm Māori and iwi culture, and applying that knowledge—for registered teachers; and 

mātau (wisdom)—being able to lead and engage others in validating and affirming Māori 

and iwi culture—for school leadership. This is the first time the Ministry of Education has 

looked at Māori pedagogies in a progression for schools, and it represents a developmental 

guidance framework. 

2.3.2 Digital Learning Environments and ‘Virtual Marae’ for Māori 

Research (Greenwood & Te Aika, 2008) on a tertiary sample of Māori students included 

one group from Northland Polytechnic operating in the Northland region. The aim was to 

identify and share educational practices in tertiary institutions that lead to better education 

outcomes for Māori. Part of the research looked at the concept of a virtual marae (Māori 

meetinghouse and surrounding area) and its function in learning, compared with the 

physical marae building for Māori students: 

Our study suggests that the placement of courses for Māori in physical marae 

buildings is less important than in developing spaces where Māori values operate, 

where Māori knowledge is valued, where iwi are welcomed, and where Māori 

people can be at home. (Greenwood & Te Aika, 2008, p. 96) 

A number of overarching themes were found in their study to be characterising a Māori 

approach to tertiary education. Three of these themes relevant to this research are: 

• In Māori terms, education is valued as a communal good, not just a personal one. 

• The learner is a whole and connected person as well as a potential academic. 

• The development of space where Māori values operate becomes a ‘virtual marae’. 

(Greenwood & Te Aika, 2008, p. 6) 

In terms of e-learning, a virtual marae concept may have similarities as a forum for 

students in a teaching and learning programme. Here, the requirements of a space for 

Māori can be organised on a virtual level, to fit cultural and educational requirements at 

the same time. An online environment can be designed to similar specifications to 

resemble a physical marae, for example, or have interactions organised around the kawa of 

a local marae. Students may be able to link their identity production to identify the 
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environment with the design of the virtual marae, which is easily identifiable either 

physically (in construction) or symbolically (in carved or painted decoration). 

The metaphor of a virtual marae is not a new concept. Māori researchers have drawn 

parallels with the marae as a spiritual body of the ancestor, to function as a conceptual 

framework to position thinking. 

Examples of this may be seen in Te Whare Tapa Whā model (Durie, 2001) of the four 

walls of the house of Māori wellness (defined as taha tinana, taha wairua, taha whānau 

and taha hinengaro). Also, the conceptual framework of Te Wheke (Pere, 1991) depicts 

Māori health as an octopus body with multiple limbs (defined as wairuatanga, hinengaro, 

taha tinana, whanaungatanga, te whānau, waiora, mauri, hā ā koro mā, a kui mā, 

whatumanawa and mana ake). 

How do students identify socially and culturally within an e-learning environment? 

Academic discussion over the potential ‘tribal’ nature of an SNS such as Facebook has 

centred around the comparison of Facebook (and Twitter) as a virtual form of potlatch. 

This connection was first raised in 2010 over published discussions with the Facebook 

chief executive officer and founder Mark Zuckerberg (Kirkpatrick, 2010). Zuckerberg (as 

cited in Kirkpatrick, 2010) referred to connections between Facebook and the potlatch: 

Are you familiar with the concept of a gift economy? It’s an interesting 

alternative to the market economy in a lot of less developed cultures. I’ll 

contribute something and give it to someone, and then out of obligation or 

generosity that person will give something back to me. The whole culture works 

on this framework of mutual giving. The thing that binds those communities 

together and makes the potlatch work is the fact that the community is small 

enough that people can see each other’s contributions. (p. 287) 

The tradition of the potlatch as a celebratory feast of indigenous cultures from the north-

western coast of North America has been documented in anthropological and sociological 

research (Mauss, 1990). The initiators of a potlatch contribute as many goods and food as 

they are able. The more someone is able to give away, the higher the earned status that can 

be achieved. This reciprocity-based system was analysed by Marcel Mauss’s (1990) 

research into how the exchange of goods between social groups enables stronger 

relationships to be built. 
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These systems of potlatch reciprocal exchange were based on the obligations to give 

something, and to receive something back, thereby reciprocating the gift giving. This was 

observed to be a social process for groups rather than individuals. The giving of goods or 

food in a reciprocity-based social structure was not so much about the value of the objects 

as about the social capital involved. 

Mauss’s (1990) research referenced further examples of collective exchange practices in 

the Māori concept of hau (ceremonial offering of food), which involves giving something 

in return for something that has been received. The North American potlatch was also 

compared with the Melanesian kula exchange in Papua New Guinea (Malinowski, 1978). 

This gift economy of the potlatch as a core belief of Facebook has been debated in social 

anthropological publications (Fish, 2010; Rayner, 2013). 

Facebook is a virtual Potlatch. When the News Feed routed everyone’s 

contributions together, it set up a space where people could compete for 

reputation and status through gifts. The experience becomes like a meeting of 

chiefs. Everyone is trying to distinguish themself through what they put in the 

common space, while supporting each other through shares and likes, which can 

also be seen as gifts. Social media gift economies give everyone the opportunity 

to be a chief. This is how social media hooks us. (Rayner, 2013) 

Is this tribal association appropriate for Māori ākonga? Some of the evidence around a 

potlatch or hau from ākonga may be in the reciprocal responses to postings. Examples of 

this could take the form of replies, ‘likes’ to postings, acknowledgement to the teacher for 

supplying a resource, or even viewing a specific curriculum posting from the teacher in a 

teaching and learning scenario. 

2.3.3 E-Learning as a Factor for Māori Engagement 

Research in the Northland area (Dashper, 2005) targeted engagement with ICTs in Māori 

school student communities in two Northland schools. Dashper looked at interaction with 

ICTs contributing to engagement. Her research found that whether in a web or a non-web 

environment, the design of the learning experiences being linked to using technology is a 

key factor in engaging Māori students. Her findings showed that social context and co-
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constructed knowledge added to the student engagement. A student operating in isolation 

had more limited engagement. 

This has application to an e-learning environment where educational material may be 

socially constructed within a community of online learners (see Section 2.2.3). The learner 

community may be highly supportive, and help to contribute to the engagement of its 

individual members as long as the student is part of this supportive community of learners, 

as seen in Greenhow & Askari's (2015) study of teaching and learning in social networking 

sites with K-12. A lack of community membership may be a factor leading to limited 

engagement in e-learning for Māori students. 

There is very little research identifying external constraints and strategies in ICT and e-

learning for Northland. In other parts of New Zealand, issues such as Internet speed, 

access, cost and reliability have been researched in a number of studies (Gilbert, Morton, 

& Rowley, 2007; Ham & Wenmoth, 2007; Parr & Fung, 2000; Waiti, 2005). Rogers 

Graham and Mayes (2007) pointed to the importance of realising the technological barriers 

imposed on isolated rural communities and the limited IT support for basic functions and 

problem solving. However, there may also be greater expectations by rural schools in the 

ability of e-learning to enable equity of access to education. 

K. Stevens (2005) looks at rural schools as regional centres of e-learning and the 

management of digital knowledge. His research shows that a group effort that is co-

ordinated and uses shared resources necessitates some changes to the learning environment 

and working more collaboratively (compared with a non-rural environment). This research 

is relevant to the rural demographic of this study, helps to define rural needs and illustrates 

the importance of the school as a hub of e-learning and the initiator of some of the digital 

networking possibilities in education. The E-Learning Advisory Group has illustrated the 

need for an overview of e-learning in schools that is inclusive of all communities (rural to 

urban) and one that contributes to the collective New Zealand identity (Ministry of 

Education, 2002). 

To what extent, if at all, do Māori students in the rural Northland area compare with 

similar age groups of learners studied in other national and international contexts, 

specifically with e-learning engagement and the adoption of social networking? Overseas 

studies on teenage students and e-learning (Díaz Andrade, 2007; Ferguson, 2008; Lenhart 
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& Madden, 2007; Lenhart, Madden, Macgill, & Smith, 2007; Madden, Fox, Smith, & 

Vitak, 2007; Watkins, 2009) are indicative of overseas trends with e-learning engagement 

and the use of social media inside and outside of educational environments. Pollara and 

Zhu (2011) explored the use of Facebook in a high school science-mentoring program, and 

found evidence that using Facebook positively affected the relationships between mentors 

and mentees. 

2.3.4 Focus on Pedagogy over Technology 

What then is the perception of the value of e-learning in rural communities for schools? 

One study, by Ham and Wenmoth (2007), points to the use of e-learning within the 

community as a ‘leveller’ to better enable learning for those in remote areas. In their 

evaluation of the Tertiary Education Commission’s e-Collaboration Development Fund 

initiative, one of their recommendations was that e-learning focused on the needs and 

circumstances of Māori, second-chance learners and learners in rural or isolated situations 

(Ham & Wenmoth, 2007, p. 101). 

Ham and Wenmoth (2007) refer to the focus on the technology applied by many e-learning 

initiatives and information technology (IT) projects, as opposed to sound pedagogy to 

support the introduction. This is also reflected in other literature (Greenhow & Askari, 

2015; Kale & Goh, 2014; New Zealand Council for Educational Research [NZCER], 2004; 

Trewern & Wenmoth, 2008). It is a relevant issue for this project, to ensure the educational 

focus to this e-learning initiative has a supportive and sound pedagogical approach 

(Bolstad & Gilbert, 2006; Marri, 2007). The Ham and Wenmoth (2007) study concluded 

that nationally there is little understanding of pedagogies relating to e-learning. Whether 

this supports the view (Marri, 2007) that school reform may use technology as a bandaid 

for poor achievement in schools, however, is outside the scope of this research. 

NZCER research on the introduction of ICT to enhance students’ learning experiences 

(Bolstad, 2004) and teacher laptop studies (Harlow et al., 2008) show that students’ 

comfort levels with ICT are reflected in their ability to focus on the content of the e-

learning and not the physical technology. This may be the best fit for Māori students, and it 

is supported in research (Kale & Goh, 2014; Rogers et al., 2007) looking at cultural 

influences on methods and strategies for e-learning, where the designers bring their own 

cultural perspectives into the content. Here, the importance of collaboration is documented 
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(Chandra & Lloyd, 2008; Condie & Livingstone, 2007) as a teaching and learning practice 

in an e-learning environment. This allows a community focusing on an inquiry framework 

(McLoughlin & Oliver, 2000) based on collaboration, shared experience and participation. 

2.3.5 Overall Influences on a Māori E-Learning School Environment 

We have seen from the literature that there are culturally appropriate educational 

frameworks that can work for multiple identities and cultural definitions. Many of these 

have a wide variety of appropriate Māori pedagogies and values that may reflect the 

educational aspirations of the Ministry of Education, schools and communities. 

There are also relevant overarching themes from studies on virtual marae design that can 

inform the setting up of communities of learners for e-learning. Here, a comparison to a 

tribal structure in social networking is potentially relevant to developing a reciprocal 

environment of community educational exchange. 

Research has pointed towards rural schools, such as in this study, as regional centres of e-

learning, with some expectation of being a ‘leveller’ to better enable e-learning on a par 

with urban schools. 

2.4 Identity Production in an E-Learning Environment 

The development of an online identity is one of the first actions students will initiate when 

entering many e-learning environments. Creation of a username and password will often 

lead to a profile being entered. This may include an image, contact details and summary 

statements. Aspects of this identity will follow them in all online social networking 

interactions (Brake, 2008; Chandra & Lloyd, 2008; Gilbert et al., 2007; Harlow et al., 

2008; Richardson, 2008; Tufekci, 2008). 

This initiating of an identity process may involve a transferrable identity or a social 

networking profile from other online environments, and will potentially be linked to other 

networks users belong to. Limiting factors may also be involved, such as acceptable 

joining age, location, cost of membership and site authorisation of identity. In joining e-

learning groups and social networks, students may come up against barriers that may test 

the rigour of their identity and put social pressure on them to change elements of this 

identity. 
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Identity production in these e-learning environments may involve elements from the 

following research, which I have organised under four headings, and will discuss in 

Sections 2.4.1–2.4.4): 

1. Identity manipulation: Tufekci’s (2008) research covers the development and 

manipulation of identity to fit a social networking profile in an online setting. 

2. Student e-learning progressions: Richardson (2008) formulates distinct stages of 

e-learning progressions for school students, exhibited as progressive levels, 

organised around observable teacher participation in a learning environment. 

3. Developing effective learning communities: Alton-Lee (2003) introduces 

imperatives, in the development of learning communities, and teaching and 

learning principles that allow them to thrive. The NZCER (2004) looks at the 

critical success factors and effective pedagogy for e-learning in the establishment 

of relationships. A British study by Gilbert et al. (2007) investigated the levels of 

confidence with online interaction, and this may compare to the value placed on 

kanohi ki te kanohi interaction by Māori. 

4. Self-directed learning: Research looks at students taking responsibility for their 

own learning in e-learning environments (Brake, 2008; Chandra & Lloyd, 2008), 

where teachers are facilitators of change (Harlow et al., 2008). 

2.4.1 Identity Manipulation 

Research from the University of Maryland, United States (Tufekci, 2008) investigating the 

digital world of awareness has identified tertiary students who have had to change their 

identity production to fit a social networking profile. Tufekci’s (2008) research is relevant 

to this study, because of our focus on smaller rural Northland schools. The digital world of 

awareness concept looked at the potential desire to retain what they term as the inherent 

‘village’ identity. Students in the smaller rural areas of this research may see the school as 

part of a village hub, along with their marae. This supports Stevens’s (2005) research (see 

Section 2.3.3) on e-learning, which sees rural schools as a regional centre for the 

management of digital knowledge. 

The changing or manipulation of identity to fit a social networking profile may or may not 

affect a student’s tribal identification as Māori. This may depend on a number of factors, 

such as the formatting of the social network, site acceptance of the spelling of a student’s 
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login name or other Māori words, or the ability to create groups that identify as Māori. 

Students may potentially choose to participate as non-Māori or create identities that use 

anonymity, where ethnicity cannot be determined. 

Some of the overarching themes from the Greenwood and Te Aika (2008) research 

characterising a Māori approach may relate to an e-learning environment where education 

is valued as a communal good, in the development of space where Māori values operate 

(Greenwood & Te Aika, 2008). This may be compared to the inherent village identity as a 

communal centre and relates to the structure and format of social networking.  

A recent study on a small group of students aged 13–18 years by Ellison et al., (2016) 

showed five primary themes: (1) perceived authenticity, (2) circumventing social 

expectations, (3) learning about the self, (4) managing identity and self-presentation, and 

(5) initiating and developing relationships. They identified that users were strategically 

employing anonymity to achieve their social goals. 

 

Another recent study (Hughes and Morrison, 2016) looked at how adolescent identities 

were shaped and manipulated with 12 - 13 year old students as they used a social 

networking platform to construct their identity, and how their identities corresponded and 

differed in the context of their off-line lives? 

2.4.2 Student E-Learning Progressions 

In following the pathways of student identity production, research has investigated the 

factors that are needed to support the integration of e-learning in the classroom. Some of 

these factors have been shown to be related to levels of e-learning progressions, and further 

support the integration of student practice from individual participation, supported into 

communities of learners through their schools. 

One example of American research (Richardson, 2008) centres around observable teacher 

participation in a learning environment. This is useful here as a series of distinct but related 

stages of e-learning progressions in a school environment that may relate to the 

progressions of students in this study: 

1. Younger students need to see: 

o their teachers engaging online experts, 
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o synchronous or asynchronous online conversations about content, 

o the practice of intelligently and appropriately sharing work with global 

audiences. 

2. Middle school students should be engaged in the process of: 

o cooperating and collaborating with others outside the classroom around 

their shared passions. 

3. Older students should be: 

o engaging in the hard work of shared responsibility and outcomes, 

o involved in real work for real purposes for real audiences online 

(Richardson, 2008, p. 19). 

In these e-learning progressions we can see a gradual development of student interaction, 

from younger students paying attention to their teacher modelling effective and safe 

practice, to initial collaboration with others based on good work habits they have observed, 

and then to more independent production in authentic learning environments with older 

students. 

This linear progression is associated with increasing ages of the students, and presupposes 

that development is one way. For this study, the starting point may relate to the level of 

competence and experience of the student, who may have previous experience from junior 

schooling. We may also see some progressions through the levels at faster speeds than age-

level transitions, or facilitated by other students rather than the teacher. 

2.4.3 Developing Effective Learning Communities 

Teacher e-learning participation in online learning communities may in turn be safely 

mirrored by students, who take over the responsibility of initiating and maintaining their 

own connections, as Richardson (2008) identified in the progressions above. 

How can these factors be integrated into a teaching and learning programme, to address 

both the teaching frameworks and strategies referred to earlier, and Māori pedagogies and 

values? The following imperatives are relevant in helping address this: 
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• Effective links are created between school and other cultural contexts in which 

students are socialised, to facilitate learning. 

• Pedagogical practices enable classes and other learning groupings to work as 

caring, inclusive and cohesive learning communities. 

• Quality teaching is responsive to student learning processes. 

• Curriculum goals, resources including ICT usage, task design, teaching and school 

practices are effectively aligned. (Alton Lee, 2003, pp. 89–91) 

Alton-Lee refers to the development of learning communities and the environment that 

allows them to flourish. These imperatives closely align with Māori pedagogies and 

values. For example, tino rangatiratanga (the principle of relative autonomy as links 

between school and other cultural contexts), manaakitanga (as caring, inclusive learning 

communities), ako (teaching responding to the student learning process) and kaupapa 

(collective vision or philosophy with curriculum goals and school practices aligned). 

The alignment of these imperatives for Māori reinforce the need to explore the student 

‘buy-in’ for e-learning from a personal perspective, and how this prior knowledge may be 

utilised in teaching and learning programmes. They also illustrate the necessity for an e-

learning framework to be underpinned by sound educational theory. To ensure the validity 

of this framework for Māori students, the imperatives could serve as underlying 

foundations for building social networks in the classroom and be compared to 

corresponding Māori pedagogies. 

British research (Gilbert et al., 2007) has shown, similarly to Richardson’s (2008) research 

mentioned above, that the levels of confidence with online interaction has a reliance on 

previous experience with actual teachers. The value of an alignment of Alton-Lee’s (2003) 

imperatives for Māori pedagogies and values listed above may be compared to NZCER 

(2004) research that has shown that the establishment of relationships at the onset 

contributes to engagement. 

This further aligns with Parata’s (2006) research and relates to the supporting interaction of 

the e-learning programme design. This may also support the value for Māori placed on 

kanohi ki te kanohi. This Māori pedagogy is a strong initiating factor in relationships, 

when it draws on establishing identity as pivotal for further interaction. Parata’s (2006) 

‘personal vs impersonal’ (see Section 2.3.1) framework further supports this. The 
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implications for approaching and establishing an e-learning framework for Māori may 

necessitate kanohi ki te kanohi initial contact leading into an e-learning environment. 

2.4.4 Self-Directed Learning 

Richardson’s (2008) third progression relates to senior school students, and aligns in a 

similar age group to that of students in this study. However, their cultural and social 

backgrounds make up a significant difference in identity and possible causes of 

engagement. In a related British study (Brake, 2008) of 16–19-year-old SNS users, it was 

discovered that students in this demographic were also using existing digitally mediated 

social networking spaces to construct their own material without instructional support. 

They found that some individuals were using them as tools for self-understanding digital 

storytelling projects. Brake’s (2008) research points towards self-directed learning as well 

as students taking responsibility for initiation and running of their own virtual learning 

communities. This may occur with students in this research to a greater or lesser degree, 

and is a potential indicator of engagement demonstrating self-motivation and identity 

production. 

Similarly, students have been shown to be taking responsibility for their own learning and 

embracing the opportunity opened up by e-learning environments (Chandra & Lloyd, 

2008). This is made possible in an e-learning environment when New Zealand teachers are 

facilitators of change (Harlow et al., 2008). This factor further supports the observable 

teacher participation in stages of e-learning progressions (Richardson, 2008), and the 

facilitator classroom practice mentioned earlier pointing to the importance of prior 

knowledge, cultural capital and self-directed learning (Hattie, 2007). 

An Ontario study of student use of Facebook as a social network showed evidence of 

participation and communication beyond the classroom, with student voices citing 

collaboration, extra help, homework discussion and self-organisation (Fewkes & McCabe, 

2012). Their research showed that 73% of students used Facebook for educational 

purposes to support classroom learning and were able to give in-depth examples of 

educational use. This is also supported by Georgalou (2016) who used discourse analysis, 

to explore how self-presentation on Facebook was regulated by means of privacy, where 

the users combined software features with text and language activity to manage their 

privacy and hence their identity.  A study of South Korean students (Park et al., 2015) 
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based on social learning theory, showed that using SNS's in teaching was not only 

beneficial to student learning, but increased student outcomes as a result. 

2.4.5 Definition and Characteristics of Online Identity 

How then are learners able to be categorised in terms of identity and interaction in an e-

learning environment? Can they best be described by what they do or by how they see 

themselves? One e-learning study into online identity (Green & Hannon, 2007) has pointed 

to a number of different user types: 

1. ‘Digital Pioneers’ (known elsewhere as early adopters)—these people were 

blogging before the term blogging had even been defined. 

2. ‘Creative producers’—the people who utilise web-based technologies such as 

website design, posting visual and audio material such as movies, photos and music 

into communities to share the material. 

3. ‘Everyday communicators’—whose basic use of communication technologies 

such as Short Message Service (SMS) texting, MSN and email makes their lives 

easier to manage in a digital age. 

4. ‘Information gatherers’—searching the Internet, using search engines such as 

Google and Wikipedia, extracting data and saving into documents. 

These may be useful broad descriptors to differentiate the ways in which students work in 

e-learning, the division of labour in a group situation and the shifts seen in students as they 

gain confidence in this environment. Other research in this area (Lenhart, 2015; Lenhart et 

al., 2007) has isolated a number of SNS factors in the use of social media among 

teenagers: 

Facebook is the most popular of all the social media platforms included in the 

survey, with 71% of all teens saying they use Facebook. Boys and girls are 

equally likely to report using the platform . . . use of Facebook is relatively 

consistent across racial and ethnic groups. Among Facebook-using teens, the 

typical teen has 145 Facebook friends. (Lenhart, 2015, p. 26) 

They have noted that the use of social media gains a greater foothold in teen life as they 

embrace the conversational nature of interactive online media. Their study has implications 

for comparing SNS communications in and out of a school setting. It points to the potential 
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to utilise social networking, not just as a tool for social communication, but also in the 

classroom to aggregate research and allow educational commentary in an e-learning 

environment.  The use of SNS and ESN in this study was focused on students in Year 9+ 

(over 13 years old) , although it is acknowledged many students younger than this may 

have SNS access, as in the research of  Barbovschi et al., (2015) pointing to 42% of 

children 9 - 12 years having a Facebook profile. 

The research (Lenhart et al., 2007) in the summary shown in Figure 2.1 has identified 

points that characterise students’ use of social media and the trends it identifies, for 

example, gender differentiation for elements of text-based conversation, compared with the 

importance of visual material in beginning communications. There may be evidence here 

pointing to essential elements in the construction of social networks. 

 

Figure 2.1: Teens and social media 

American researchers working with school-aged students to identify the potential to use 

SNSs for educational purposes within a high school science-mentoring programme 

(Pollara & Zhu, 2011) found that the use of social networking positively affected the 

relationships between mentors and mentees, that the students reported learning more by 

using Facebook, and that they would like to use Facebook for other educational purposes: 

If students are already investing time and energy in social networking, building 

relationships and their own communities of shared interests and fostering 21st 

century skills in the process, there is a unique opportunity to form educational 
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communities of knowledge. So, if students are already using social networking 

sites, should educators try to secure that captive audience in a space they feel 

comfortable using? (p. 3330) 

One American National School Boards Association (2007) report surveyed 1,277 nine- to 

seventeen-year-old students, 1,039 parents and 250 school district leaders who make 

decisions on Internet policy. Their study points to embedded active participation models 

that reflect shifting allegiance away from television and into a social networking and 

Internet-based participation model: 

Both schools and especially parents have strong expectations about the positive 

roles that social networking could play in students’ lives. . . . Both schools and 

parents are interested in social networking as an educational tool. Both also 

demand an educational value and purpose as a requirement for social networking 

in school . . . Find ways to harness the educational value of social networking. 

These activities appeal to students—even students who are reluctant to participate 

in the classroom. (National School Boards Association, 2007, pp. 7–8) 

This is related to the increased ability of teenagers to utilise interactive digital information 

for manipulating, storing, regenerating and communicating information in both 

synchronous and asynchronous capacity, in contrast to the unidirectionally layered channel 

television. Active participation models of interaction over the Internet can be seen to be 

steadily overtaking non-interactive passive models such as television watching (National 

School Boards Association, 2007). 

In the Northland study, there may be other relevant factors that would challenge these data, 

for example, the lack of high speed broadband in some areas in contrast to the availability 

of satellite television. The National School Boards Association (2007) study presupposes 

the equal availability of both, which was not the case in this sample over the period of the 

research. However, as most schools have some form of broadband, students may self-

differentiate between interactive Internet use at school and more passive TV watching at 

home. 
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2.4.6 Generational Differences and Changing Meanings 

Some common definitions utilised in educational analysis have undergone modifications to 

‘best fit’ changes in e-learning. Siemens (2009, 2014), for example, on connectivism, has 

attempted to update terms coined in the 1990s by Mark Prensky that are now still widely 

used in educational circles. He believes the distinction of digital immigrants and digital 

natives is not particularly helpful, and prefers the concept of ‘millennial learners’ because 

it is less prone to age-based divides. 

Differentiation of learning styles attributable to specific generational differences is not 

straightforward. Dede (2005) points to the emergence of neo-millennial learning styles that 

help to define a learning community: 

1. learning based on collectively seeking, sieving and synthesising experiences rather 

than individually locating and absorbing information from some single best source, 

2. active learning based on experience (real and simulated), 

3. expression through nonlinear, associational webs of representations rather than 

linear stories (for example, authoring a simulation and a web page to express 

understanding rather than writing a paper), 

4. co-design of learning experiences personalised to individual needs and preferences.  

Bielaczyc and Collins (1999) indicated that the defining quality of a learning community is 

that there is a culture of learning, in which everyone is involved in a collective effort of 

understanding. They refer to four characteristics that such a culture must have: 

1. diversity of expertise among its members, who are valued for their contributions 

and given support to develop; 

2. a shared objective of continually advancing the collective knowledge and skills; 

3. an emphasis on learning how to learn; and 

4. mechanisms for sharing what is learned. 

Both of these research definitions of learning communities may help to explain how 

students in this research perceive their own learning communities, and how to encourage 

the necessary supportive e-learning environment around it. 

We can assume that much of the current terminology and e-learning models will continue 

to evolve over the coming decades and meanings may shift. For the purposes of this study, 



31 

the term ‘neo-millennial learners’ will be loosely applied to students in this sample. It must 

also be considered that there may be further character groupings within the general term, 

and these may need to be treated separately in terms of their motivators for engagement. 

This is illustrated in a five-year NZCER longitudinal study (Vaughan, Roberts, & 

Gardiner, 2006) that has identified some of the cluster-grouping characteristics of neo-

millennial New Zealand students transitioning from school. It listed factors of the identities 

students in the study assumed or tended to associate with. If we compare these 

characteristics to the present study, it could serve to illustrate areas of e-learning that may 

be valid motivators for students within these criteria that can be incorporated into ESN 

planning (Savickas & Cochran, 1997). 

The NZCER study (Vaughan et al., 2006) revealed four distinct clusters among the 112 

young people surveyed. These they termed: 

1. Hopeful Reactors (14% of the interviews), 

2. Confident Explorers (29% of the interviews), 

3. Anxious Seekers (24% of the interviews), 

4. Passion Honers (33% of the interviews). 

In differentiating these cluster groupings according to identified characteristics, it would be 

useful to also develop different e-learning strategies to approach their teaching and 

learning. 

The Hopeful Reactors were summed up by a factor of contingent security, where they were 

pushed towards their pathway options by their school. Success and security were crucial to 

this direction. For this research, a grouping such as this might suggest allowing social 

networking within an interactive community of supported learners, where they are securely 

guided and monitored by teachers or a group of moderators chosen by the students 

themselves. 

The Confident Explorers were defined by a factor of exploration and the importance of 

self-development. This might propose, for example, that students corresponding to this 

definition may enjoy micro-blogging their ideas and questions in the forum under a social 

network resource posting, providing information for them on a wide variety of options, that 

could be self-monitored. 
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The Anxious Seekers exhibited factors of apprehension and restlessness with a pervasive 

sense of doubt, being generally unhappy and uncertain about choices they had made, and 

as a result, made wide and seemingly unrelated choices motivated by a need for security in 

their pathways. For this category of learner, asking questions and clarifying responses 

could be useful for them to articulate their needs and discuss and compare with others for 

security. 

Passion Honers were characterised by having secure commitment, being happy and being 

enthusiastic about their future long-term choices as clear pathways to specific goals. In this 

context, being able to access, view and comment on resources could be an appropriate 

strategy to disperse information as it comes in, allowing these students to be self-directed. 

2.4.7 Development of Identity 

In this section of the literature review, we have seen research that describes the 

requirements for membership in e-learning communities from prerequisites of logins and 

user identities developing into transferrable identities between e-learning mechanisms and 

the ability for students to manipulate their identity. This may be formed to correspond to a 

village identity in a community of learners, or as an individual in a self-directed learning 

environment. 

Learning progressions have been seen to develop from learning by observation to 

eventually fully participating in a learning community. At some point, the self-directed 

learners are able to take responsibility for their own learning, and neo-millennial styles are 

emerging to help explain the establishment of these learning communities. There can be 

seen to be an importance in establishing a culture of learning that is able to operate and 

differentiate between a number of learning identities. 

2.5 Social Science Theories and Relevant Current Research 

Social science brings a small number of related socio-cultural theories from studies of 

social networking within e-learning. These theories look at the underlying reasons why 

people interact with social media, and how it is evolving to meet their social requirements 

of cultural interaction and daily communication. They may help point to how users socially 

construct their reality, or even why there is potential engagement and identification in this 

environment. 
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The following socio-cultural theories are explored in Sections 2.5.1–2.5.8: 

1. Ambient virtual co-presence (communication processes that create closer social 

relationships), 

2. Disconnectedness (online awareness as a reaction to the social isolation of being 

away from home, in a remote area, working alone, etc.), 

3. ‘Friends’ and social bonding (limits of social connections), 

4. Parasocial relationships (connections originally with fictional characters—

following blogs, tweets, etc., of people you do not actually know), 

5. World of awareness (student users reacting to their world), 

6. Ambient awareness (incessant online contact, e.g., microblogging, making up a 

sophisticated picture of a person’s online identity), 

7. Aggregate phenomenon (no message is the single most important message—the 

longer you follow someone on Facebook or Twitter the more you come to 

understand them), 

8. Social capital (the collective benefits created or held within social networks). 

2.5.1 Ambient Virtual Co-Presence 

This concept, as formulated by Japanese cultural anthropologist Mizuko Ito (Ito, 2005) 

encompasses communication tools that create closer relationships between users. Koskinen 

(2004) describes in similar work in Finland how senders are seen to embed ‘interest 

arousers’ and ‘response-prompting actions’ into text that accompanies an image they have 

sent. Following a person known to the user allows the user to keep involved with the 

subject’s life. Ito (2005) found that pixt messages using an image tended to be more 

intimate and shared only between close friends or partners. 

With the advent of smart phones and the capacity to shoot and send videos and photos with 

ease, this function is no longer restricted to SMS. Applications such as Instagram and 

Snapchat have become an easy way to store and send these images, and collect responses 

or share material to selected groups of friends. Ito’s (2005) research points to a 

differentiation of the levels of messages, in a similar way to that shown in face-to-face 

contact. 

Between friends and intimates who one is in regular touch with, text messages do 

not need to be interesting or newsworthy to be worth sending. People will 
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frequently exchange messages with presence information such as ‘I’m tired,’ 

‘Going to bed,’ ‘Just finished watching a great TV show.’ We have called this 

mode of text sharing ‘ambient virtual co-presence’. (p. 1) 

While this is firmly grounded in text-based social communication such as SMS (text 

messaging), there is benefit in the application of embedded ‘interest arousers and response-

prompting actions’ in any text that is written onto the public forum areas of e-learning 

environments. It is a good pointer to teachers, and suggests the use of shorter online 

instructions and incorporating statements or images that may prompt student action or 

response. 

It may be represented as shorter responses in student communication. Accompanying 

images from the sender may further support the student identifying with the learning. 

2.5.2 Disconnectedness 

American political scientist Putnam (2000) identified online awareness as a reaction to the 

social isolation of being away from home, in a remote area or working alone, for example. 

Drawing on research evidence including nearly 500,000 interviews over 25 years, Putnam 

shows how American society has become increasingly socially disconnected to the point 

that Americans sign fewer petitions, belong to fewer organisations that meet regularly, 

know their neighbours less, meet with friends less frequently, and even socialise with their 

families less often. Putnam points to changes in work and family structure, age, suburban 

life, television, computers, women’s roles and other factors that have contributed to this 

decline. 

In rural areas, Putnam found that online awareness may act as a positive counter to any 

disconnectedness felt as a result of isolation. Putnam’s research is based on a United States 

sample, and therefore, the indicators for social disconnectedness may not be similar to 

those in a New Zealand context. However, it does correspond to the research by Ham and 

Wenmoth (2007), where e-learning was observed within the Māori community to be a 

‘leveller’ to enable learning in remote areas. If students experience social connectedness 

from online awareness and group membership of an ESN, this may further contribute to 

their engagement and sustainability of involvement and interest (Noble & Schewe, 2003). 
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2.5.3 ‘Friends’ and Social Ties 

Recent studies (Bialik, 2007) have looked at the size and ways groups are formed and 

maintained within social networks: 

Is there a numerical cap on how many friends we can have? As users of 

Facebook, MySpace and other social networking sites pile up hundreds, even 

thousands, of ‘friends,’ several commentators and news articles have cautioned 

that there is a natural limit to a friendship circle. (p. 2) 

The limiting of group numbers has had some support from a six-month study of the 

activity of 1.7 million Twitter users (Goncalves, Perra, & Vespignani, 2011). If we draw 

comparisons with a student’s actual friends and friends accepted into social networking, 

there may be an upper limit for a cohesive online group to remain bonded and in regular 

communication. With digital organisation, and national or international opportunities for 

expansion, this number of online friends may be broken down into smaller social groups 

with physical dependency. A study (Marlow, Lento, & Burke, 2010) reported that on 

average most Facebook users have around 120 friends, with women having larger numbers 

more often than men. 

Marlow et al. (2010) found that the more ‘active’ or intimate the interaction is on an SNS 

such as Facebook, the smaller and more stable the group tends to be. For example, an 

average male Facebook user responds to the postings of about seven of his friends and four 

of his friends in two-way communication on emails or chats. An average female Facebook 

user responds to about 10 postings and approximately six of her friends in emails or chats. 

This use of a ‘core network’ may be usefully compared to the optimal numbers for an ESN 

group to function smoothly before it becomes too big to manage effectively as an 

engagement tool for all participants. 

Zhao (2006) asked whether Internet users have more social ties and found that it is 

essential to differentiate between users of email and users of chat. This research showed 

that email users tend to communicate online with people with whom they also contact 

offline, whereas chat users tend to communicate with some of their social contacts 

exclusively online. Zhao’s research may have application to a school situation, where 

students can possibly belong to either or both groups. If we see social networking as a new 

group dynamic, students may bring in existing contacts with whom they already have a 
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working offline relationship (e.g., friends in class, familial relations and existing social 

groups). Alternatively, their interaction may be purely virtual or a mixture of the two. 

2.5.4 Parasocial Relationships 

American social science research (Boyd, 2007, 2010) has connected the relationships 

social networkers may have originally with fictional characters (following blogs, tweets, 

etc., of people they do not actually know) with real life objectification of their own friends: 

We are addicted to gossip for a reason. We want to know what’s happening 

because such information brings us closer to people. When we know something 

about someone, there’s a sense of connection. But the information ecology we 

live in today has twisted this whole thing upside down . . . With Facebook, you 

can turn your closest friends into celebrities, characters you gawk at and obsess 

over without actually gaining the benefits of social intimacy and bonding. (Boyd, 

2010, p. 32) 

For rural school students in Northland, this phenomenon may be even more exaggerated 

because of geographical disconnection and the desire for teenagers to fit in to a world 

culture that may be far removed from their daily reality. However, if the objectification of 

other students and their cultural capital is used to advance the educational potential of an 

ESN, parasocial relationships can be used positively in promoting individual abilities and 

certain talents for the benefit of others. Identification of certain students having strengths 

within traditional Māori pedagogies such as that of paki waitara and connecting students 

into tuakana–teina assisting relationships to aid the depth of learning are two examples 

that could validate this process. 

2.5.5 World of Awareness 

An American sociological study (Tufekci, 2008) identified that when college users react to 

the world of awareness, they have to change their identity production to fit a social 

networking profile that may be more restrictive and definitely less private: 

Students now find themselves in an environment in which the norm is to publicly 

articulate one’s social networks and some of the interactions therein. . . . such 

norms of disclosure are having an effect that is the opposite of some of the early 

predictions about the impact of the Internet. Instead of being able to experiment 
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with multiple identities, young people often find themselves having to present a 

constrained, unitary identity to multiple audiences, audiences that might have 

been separate in the past. As we leave behind the 20th century, it is almost as if 

we have come full circle back to the village where everyone potentially knows 

your business. (p. 35) 

The implications for Northland students may be similar, but may or may not have negative 

connotations, depending on their socio-geographical positioning and desire to retain the 

‘village’ identity (discussed in Section 2.3.1). In an ESN group, it is assumed that most 

students will enter with an already established SNS identity that they have created 

previously and that may have a long history of online interaction. However, in an ESN 

they join the group by invitation via an existing friend already in the group. Their existing 

identity and history, although retained externally in their SNS, is invisible inside the ESN 

group. 

They may bring with them the knowledge that they have an identity; however, the way a 

group is formed and managed is such that everyone enters as an equal. A student with little 

experience on an SNS such as Facebook will appear on the same level in an ESN group as 

a student with years of experience and history. The ESN security profiles ensure that 

material that is shared and developed within the group is not visible outside the group. 

The disclosure concepts that Tufekci (2008) identifies will not be relevant in an ESN 

group, as privacy and identity are protected, leaving students free to learn in an 

environment with initially more equality. However, the village identity will be present as a 

secure community of learners who choose to participate together in a teaching and learning 

project. 

2.5.6 Ambient Awareness 

Research on ambient awareness in social networks (Thompson, 2008) has identified that 

incessant online contact (e.g., microblogging in an SNS such as Twitter) makes up a 

sophisticated picture of a person’s online identity. Collections of information on a person 

as a collection of facts are often insignificant on their own, but when reassembled over 

time, and over many interactions, they are able to provide an in-depth identification not 

otherwise possible from publicly supplied profiles: 
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This is the paradox of ambient awareness. Each little update—each individual bit 

of social information—is insignificant on its own, even supremely mundane. But 

taken together, over time, the little snippets coalesce into a surprisingly 

sophisticated portrait of your friends’ and family members’ lives, like thousands 

of dots making a pointillist painting. (Thompson, 2008, p. 3) 

In an ESN research environment, the accessibility of these data may allow a student to 

discover and put together a profile of a person that gives a personality, current interest 

directions and a more human face to their identity. Students may choose to follow a 

famous scientist on Twitter, for example, and document their research thinking and inquiry 

process into a picture of how they work. For more isolated students, this may be a tool for 

in-depth analysis that utilises the power of Web 2.0 tools in a way previously unavailable 

because of their isolation. 

2.5.7 Aggregate Phenomenon 

Information science researchers have observed that the longer you follow someone on a 

social network, the more you come to understand them (Davis, King, Good, & Sarvas, 

2004; Tuffield, 2006). Thompson (2008) reports that no message is the single-most-

important message: 

Merely looking at a stranger’s Twitter or Facebook feed isn’t interesting, because 

it seems like blather. Follow it for a day, though, and it begins to feel like a short 

story; follow it for a month, and it’s a novel. (p. 4) 

This concept of amassing data and building a picture of someone is linked to ambient 

awareness, as previously discussed, and on a wider scale fits into social capital under the 

original meaning as an aggregate phenomenon coming from the collective actions of many 

people (Zahran et al., 2009). Students are easily able to aggregate information on people in 

a social setting via social networking. Whether they realise that the reverse can also occur 

and that others can gather information on them is a metacognitive function that requires 

deeper understanding on their part. 

For e-learning, this aggregation of information concept may have value for a number of 

potential reasons. The aggregated information applied to student research may provide a 

rich picture of their progress by illustrating their learning process in incremental steps. 
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This has potential for application within the teacher-directed assessment processes, to 

allow smaller chunks of data that quickly pinpoint success or otherwise. Students are easily 

able to see this progress and who has contributed to the social capital of the project. 

These amassed data may give students a bigger picture of how or what they are learning, 

and may assist in self-moderation of standards. In this bigger picture, knowledge is clearly 

seen as co-constructed by all the participants in the e-learning community. Contribution to 

the group may also be demonstrated in a continuous process over the duration of the 

project, rather than only at assessment time. 

2.5.8 Cultural Capital and Social Capital 

Nash (1993) defines cultural capital as ‘the term contemporary sociology uses for the 

storehouse of experiences, knowledge, and attitudes a child can capitalise on when going 

to school’ (p. 21). 

The ICT cultural capital a school student brings to the classroom may be a rich storehouse 

of proficiency, and in a facilitation teaching practice (Hattie, 2007) a teacher is able to 

draw on this. 

Cultural capital now straddles the highly interactive and active-collaborative information-

sharing environment that 21st-century students have access to via e-learning. While 

students may potentially have helped to create material through participatory interaction 

with other users (e.g., a collaborative site such as Wikipedia), they may or may not ‘own’ 

the material or the personal experience (Hatlevik, Guðmundsdóttir, & Loi, 2015). This 

‘storehouse of experiences’ may instead be socially constructed by a wider web-based 

group of contributors (Paino & Renzulli, 2013), and the experiential knowledge may not be 

from the student’s actual experience. However, students may still recognise it as ‘their’ 

knowledge. 

The social capital concept was identified by a French study (Stiglit, 2009) as the collective 

benefits held within ‘social networks’. These affiliation networks combine with the mutual 

help structure that the networks offer each other in reciprocity or trust-based relationships 

(Steinfield, Ellison, & Lampe, 2008). 

For Māori students, the value of social capital for education has been documented (Alton 

Lee, 2003; Metge, 1995; Nash, 1993). However, these studies focused on community 
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socialisation rather than an e-learning environment. For Māori in e-learning, the relevance 

of social networking may be primarily in the social capital. This may be represented in an 

underlying importance of whanaungatanga (establishing relationships) and manaakitanga 

(the caring ethic). For example, bringing a relative into a student’s ESN and giving the 

relative a forum in which to talk may in itself designate mana (prestige or power) for both 

parties. Connecting to people outside of the student’s normal learning community may 

further increase the mana of the learning interactions. 

Social capital is more than just the positive social relationships in the community, 

however. The extra depth of relationship created by social capital allows community 

connections between participants and others outside of the immediate community that 

benefit from the reciprocal exchange of information and the trust implicit in these 

exchanges. There are parallels here to the tribal comparison of Facebook as a potlatch (see 

Section 2.2.2). 

Research on the benefits of SNS friends by Ellison, Steinfield and Lampe (2007) and 

Steinfield et al. (2008) has discovered that using SNSs is associated with greater levels of 

social capital. Their research points to what they term ‘bridging social capital’, or access to 

newly created information through a wider range of contacts and ‘bonding social capital’, 

or the emotional support they receive from close friends. Their longitudinal study 

identified that students active on SNS feel increased levels of both forms of social capital 

and that this is especially evident for students who may be characterised as more socially 

withdrawn in class. 

For this study, the distinction between bridging and bonding social capital is an important 

one that needs to be identified in the assessment of students in e-learning. It is the intrinsic 

support students receive and the connections they make to others within the learning 

process that may have a deep impact on their engagement. 

2.6 Conclusions 

The literature has shown that use of e-learning in a teaching and learning environment 

supports the contemporary shift towards student-centred learning, where the teacher is in a 

facilitator role, scaffolding the students to construct their own learning. Facilitator 

classroom practice (Hattie 2007, 2010) may be more appropriate for both students and 

teachers wanting to make use of e-learning tools, especially in terms of web-based 
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instruction, problem- or inquiry-based learning, and simulations or gaming. A discursive 

classroom framework (Bishop et al., 2007; Bishop, Berryman, Cavanagh, & Teddy, 2009) 

where Māori students are co-participants in a wide range of learning activities also allows 

for e-learning to be introduced easily into any interactive teaching and learning 

programme. Although neither of these frameworks was constructed around e-learning, they 

have aspects that may be compared to or contribute to e-learning when building 

educational social networking practice in this research. 

The value of cultural capital as a storehouse of experiences and social capital as the 

collective benefits held inside the social networks can be identified in the research as an 

important factor for engagement. However, the importance for Māori in e-learning may lie 

more in the value of social capital as a driver for the community identification within 

social networking. 

For Māori, the literature points to the relevance of social networking as being primarily in 

the social capital. This may, for example, be represented in an underlying importance of 

whanaungatanga and manaakitanga. The traditional narrative paki waitara pedagogy has 

also been seen to engage student participation through links with their own experiences, 

cultural practices and cultural identity, rather than the ‘teacher-expert’ being the leader of 

learning. 

By focusing more on the social capital in e-learning than on cultural capital, this research 

will explore the depth of relationship created by social capital. The research will identify 

the conditions that enable educational social networking community connections to be 

established between participants and others outside of the immediate community. It will 

also point to the reciprocal exchange of information and the implicit trust these exchanges 

are based on within e-learning. 

There may be inherent challenges to using e-learning in a Māori learning environment 

when approached from a traditional teaching and learning framework. Māori pedagogies 

and values may be present in both a traditional and a discursive classroom framework or a 

facilitator classroom practice, and both may exhibit culturally appropriate practice. 

However, two points of difference can be seen between traditional and 

discursive/facilitator practice. 
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The first may be seen in the ako Māori pedagogy, where there is a reciprocal learning 

environment in the classroom. This research will identify the creation of support structures 

in the development of e-learning pedagogies, to reinforce the social capital concept already 

identified as relevant for Māori learners. 

The second can be seen in the tuakana–teina type relationship, which may lead to the 

reversal of the traditional roles of the responsibility for teaching and learning from older to 

younger siblings. This shift of roles allows the teacher to facilitate rather than use direct 

teaching, which engages students in a different way. This study will show that in an e-

learning environment the teacher is still a source of valuable knowledge, but no longer the 

only source. Educational material may be socially constructed within a community of 

learners. 

While the community may be highly supportive and contribute to the engagement of its 

individual members, unless they link to some form of digital support groups, Māori 

students operating in isolation may be deprived of their community of learners, leading to 

limited engagement in e-learning. The implications for approaching and establishing e-

learning practice for Māori may necessitate kanohi ki te kanohi initial contact as a strong 

initiating factor in relationships. Drawing on this established identity in social networking 

may be seen as pivotal for further interaction. This research will identify the potential 

value of educational social networking to the community of learners, as reflected in 

classroom practice. 

Socio-cultural theories from studies of social networking have shown various points of 

relevancy for developing e-learning practice in schools. These theories may help us 

understand the underlying reasons why students interact with social media, and how it is 

evolving to meet their social requirements of cultural interaction and daily communication. 

For example, students may manipulate production of their identity to fit a social 

networking profile. This may or may not affect a student’s tribal identification as Māori, 

and this research will look at how the online interaction by students in the study may 

reflect this identity. 

We have seen how the definition of learning styles and characteristics attributable to neo-

millennial generation students is not straightforward. This research will investigate the 

different ways students interact in an educational social networking community, to help 
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with establishing a culture of learning that is able to operate and differentiate between a 

number of learning identities. In the study, we will see how students have manipulated the 

framework of their e-learning environment to better meet their needs and support their 

educational social networking community. 

  



44 

Chapter 3: Research Methodology 

3.1 Research Questions 

Can creating and applying educational social networks (ESNs) through teaching and 

learning programmes help enhance student engagement at the secondary school level, 

in a school with predominantly Māori students? 

This research asks whether using social networks in an educational environment (closed 

Facebook groups), based on supporting classwork following the New Zealand Curriculum 

in selected subjects, can help engage students in small rural Northland secondary schools. 

In this research, the data collection and analysis has focused on two key areas to help 

explain this engagement: 

1. What factors promote engagement for Māori students learning in an ESN 

environment? 

This asks about the learning environment and e-learning practices that may help support 

the ESN over the chosen social networks. It looks at pedagogy, student conceptions of 

success, student identity and the elements that proved successful in the learning design. 

2. To what extent can Māori pedagogy and values be reflected in an ESN 

environment to promote engagement for Māori students? 

This question addresses the degree to which the ESN shows elements of Māori pedagogies 

and values familiar to the students. This involves identifying pedagogies already used in 

class and measuring the application or recognition of them in the e-learning environment. 

The methodology and process for planning this investigation followed a problem-based 

methodology (Robinson & Lai, 2006) investigating challenges to practice with a view to 

changing it. The research methodology consisted of seven key planning steps (Robinson & 

Lai, 2006): 

1. Establishing the research question 

2. Designing the study 

3. Selecting research methods for collecting information 
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4. Deciding how much information is required 

5. Deciding how to analyse the information 

6. Considering practicalities 

7. Incorporating collaborative processes 

3.1.1 Establishing the Research Question 

This study utilised a participatory research framework (learning with others to effect 

change) to enable teachers to work with a researcher to ask: 

1. How can we establish the extent to which secondary Māori students in two 

Northland secondary schools have engaged with e-learning social networking tools? 

2. How can we measure the educational importance of traditional Māori pedagogies 

and values to a sample of these students? 

3. What is required to collaboratively design and trial ESN in schools to fit students’ 

needs? 

4. In what ways can we investigate changes to engagement from working in the e-

learning environment and into the regular classroom? 

3.1.2 Designing the Study 

The theory of action (Argyris, Putnam, & McLain Smith, 1985) was applied on a basic 

level, and was designed to look at a problem or scenario and illustrate possible solutions 

based on experience gained from past actions. 

The problem was broken down into three parts, to find out the real issues (constraints), 

how they have been dealt with in the past (action) and the result of the action taken 

(consequences). Scenarios were taken from teacher and student descriptions of how they 

acted in the past or present, and the ways they explain these actions. 

Then the participants would look at future practice, based on the experience of the past or 

current practice, through the same parameters: constraints, action and consequences. 

Through a participatory research process, the study would then formulate a theory of 

action that could help to solve a previously identified problem. The solution contained new 

e-learning practices that could be identified through the data gathered as more effective 

and addressing the recognised constraints on action. For example, see Table 3.1. 
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Table 3.1: Constraints, action and consequences 

Research question 

Can creating and applying educational social networks (ESNs) 

through teaching and learning programmes help enhance 

student engagement at the secondary school level, in a school 

with predominantly Māori students? 

 Past or current practice Future practice 

Constraints on action 

Māori students in Northland have 

difficulty accessing the Internet or 

Web 2.0 tools owing to slow 

connection speed. As a result, 

students are not engaged with e-

learning. 

Classrooms have high speed 

broadband rolled out, but the 

experience is just faster 

Internet with very little 

improvement in actual student 

participation. 

Action 

Limited teacher skill and 

classroom pedagogy follow 

traditional teaching framework. 

Teachers have increased skill 

level, and use a facilitator 

teaching framework, but do 

not have time to teach web 

applications to students. 

Schools look at an offline 

developmental framework, and a 

variety of Web 1.0 tools to support 

teaching and learning. 

Classes use available student 

technology (text, pixt, video, 

chat) to integrate a variety of 

data collection into research 

and inquiry. 

Consequences Students are participating and 

using e-learning to present and 

display their research material. 

Students take ownership of 

process, and begin to create 

their own spaces using an 

ESN with Web 2.0 tools. 

To transform the primary research questions into research design, the project was linked to 

these three components of a theory of action (a set of constraints on action, action and 

consequences; see Table 3.2). 
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Table 3.2: Components of a theory of action 

Components of a 

theory of action 

Questions about past or current 

practice 

Questions about future 

practice 

Constraints on action 

What has happened in the past 

with e-learning? 

How has this impacted on the 

students’ ability to access 

resources? 

What limitations could be 

seen to exist in the future? 

What resilience does the 

school programme have in 

dealing with access issues? 

Action 

Which interventions might be 

appropriate to engage students 

from your school or region? How 

can these be constructed around 

existing programmes? 

Describe steps that are needed 

to facilitate a programme 

based on developing an 

effective e-learning 

community of self-directed 

learners. 

Outline actions or practices 

that might allow satisfactory 

outcomes. 

Consequences 

When shifts have been identified 

as a result of any interventions that 

took place, how has this affected 

current practice towards student 

engagement? 

What future classroom 

support mechanisms may 

need to be developed to 

support engagement and 

continue to meet student 

needs? 

The study looked to answer these questions through interview questions, questionnaires 

and teacher focus groups. This took the form of exploratory questions and observations of 

classroom practice within the ESN, to determine what is happening, why it is happening 

and what the consequences are. The results are illustrated in theories of action and 

alternative theories of action, based on the past/current practice and future practice. 

3.2 Selecting Research Methods for Collecting Information 

For successful e-learning, research by Tiakiwai and Tiakiwai (2010) refers to the 

importance of collaboration for teaching and learning programmes in the relationship 

between resources and participants, and community and school to facilitate an e-learning 

environment. 

In this research, data collection involved teachers and schools participating in a number of 

collaborative processes within teacher focus groups. Focus group sessions began with 

introductions and exploration, leading to the generation of intervention ideas and their 
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integration into programmes. Focus groups developed an ESN intervention tool in each 

school, and then provided feedback and analysis. 

Through the focus groups, schools participated in discussion around the initial analysis of 

data and preparation of results, interpreting of information, and evaluation and theorising, 

towards producing draft and final conclusions. The final reporting of results to schools 

comprised seeking feedback and considering objections before the final writing up of 

research. This collaborative process was important to ensure the ownership of the research 

was a partnership with the schools, and that results might be able to be incorporated into 

future teaching and learning planning after the conclusion of the research. 

3.2.1 Observation and Analysis Tools 

Two tools were collaboratively employed in participating schools to help with analysis. 

These are described in Sections 3.2.2 and 3.2.3: 

1. Productive Pedagogies—selected relevant sections to observe and measure 

engagement in the classroom (State of Queensland, 2002b) 

2. The Ladder of Inference—to help teachers to recognise the claims they make that 

they believe to be true and expect others to accept (Ministry of Education, 2008a). 

3.2.2 Productive Pedagogies 

Productive Pedagogies are based on research from the New Basics Branch and the 

Queensland School Reform Longitudinal Study (QSRLS) commissioned by Education 

Queensland, Australia (see Appendix 1). 

The Productive Pedagogies (State of Queensland, 2002a, 2002b) were used in this research 

as a tool to measure engagement and as a theoretical lens to be used to look at practice. 

They were initially designed as a balanced theoretical framework enabling teachers to 

reflect critically on their work, by asking: 

• Are all the students I teach, regardless of background, engaged in intellectually 

challenging and relevant curriculum in a supportive environment? 

• How do my teaching and assessment practices support or hinder this? 

• What opportunities do I have to critically reflect upon my work with colleagues? 
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Observation centres around four key factors (selected focus for research in italics): 

1. Intellectual quality (higher order thinking, deep knowledge, deep understanding, 

substantive conversation, knowledge as problematic, metalanguage). 

2. Supportive classroom environment (student direction, social support, academic 

engagement, explicit quality performance criteria, self-regulation). 

3. Recognition of difference (cultural knowledges, inclusivity, narrative, group 

identity, active citizenship). 

4. Connectedness (Knowledge integration, background knowledge, connectedness to 

the world, problem-based curriculum). 

Teacher and researcher collaborated in identifying the levels of engagement (Level 1–

Level 5) that students show, based on a rubric around the four key factors. Following is an 

example of ‘connectedness’ as an example of prior knowledge / cultural capital (State of 

Queensland, 2002b): 

Connectedness: Background knowledge. (Background knowledge is valued when 

lessons provide explicit links with students’ prior experience. This may include 

community knowledge, local knowledge, personal experience, media and popular 

culture sources.) 

L1: No reference is made to background knowledge: students’ community and 

cultural knowledge or school knowledge covered in previous studies, other subjects 

and lessons. 

L2: Students’ background knowledge and experience are mentioned or solicited as 

a motivational technique, but are trivial and not connected to the lesson. 

L3: Initial reference or solicitation is made by the teacher to background 

knowledge and experience. At least some connection to out-of-school background 

knowledge. 

L4: Periodic reference or solicitation of background knowledge is made by the 

teacher. At least some connection to out-of-school background knowledge. 

L5: Students’ background knowledge and experiences are consistently 

incorporated into the lesson, with the lesson shunting back and forth between 
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known material and new material. At least some connection to out-of-school 

background knowledge. 

3.2.3 The Ladder of Inference 

The Ladder of Inference was first developed by Argyris (1985) as a tool to assist people to 

think about their assumptions, what they are based on and any possible ways they could be 

disproved (see Appendix 2). The ladder was used in all teacher interviews and as a 

framework for focus group meetings. It was specifically unpacked as a tool in the focus 

group 2nd session in the following discussion point: 

• How can we best use the Ladder of Inference as a tool to inform our actions, 

assumptions and values, in the planning, selection and interpretation of 

evidence collected? 

o What is the pool of available information in our planning? 

o How do we select information from this pool? 

o How do we describe what is happening? 

o How do we interpret and evaluate what we see, based on our prior 

assumptions? 

o Where are the interpretations or experiences we use to weave together a 

coherent theory of action? 

o What are the conclusions we draw through our own assumptions and 

values? 

The Ladder of Inference (Robinson & Lai, 2006) involved four procedures that were used 

informally in all teacher focus group sessions to articulate and help with the analysis of 

teacher voice and help with the interpretation of data: 

1. reducing bias in selecting the information, 

2. improving the accuracy of description of what is selected by the use of accurate 

records and checks of descriptions, 

3. increasing the plausibility of interpretations through establishing audit trails and 

triangulation, and 

4. seeking feedback on draft conclusions to establish how reasonable the conclusions 

are, and to consider objections to them. 



51 

3.3 Methodology 

The research used mixed methods for collection of information that involved profiling, 

questionnaires, interviews, student and classroom observations, in both qualitative and 

quantitative format. 

Initial document analysis: This involved collecting background quantitative baseline data 

around policies and procedures, as well as Internet capacity data and current plans for 

upgrades and future focus. 

Questionnaires: One pre- and one post-questionnaire were developed to collect 

quantitative and qualitative student response material (see Appendix 3). 

Teacher interviews: This involved qualitative oral interviews with individual participant 

teachers, on questions previously submitted (see Appendix 4), which were recorded and 

analysed for transcription. 

Observations: Qualitative detailed classroom observations were made over the course of 

the intervention focusing on student interaction, as a collaborative task between researcher 

and teachers. This involved online activity observation by the researcher and ongoing 

teacher observation in their classes around process and product in the classroom. 

Classroom observations used focus areas agreed upon by the teacher, from an 

internationally recognised engagement tool (Productive Pedagogies). 

Quantitative data of student online material were collected, to document use of the ESN, 

participation and time stamps of access. 

Collaborative planning environment: The focus group sessions involved qualitative 

critical reflection in combined teacher groups, using focus questions previously supplied 

(see Appendix 5). 

These five methods are expanded on in Sections 3.3.1–3.3.5. 

3.3.1 Initial Document Analysis 

Initial document analysis included the following steps: 

• Sight and examine relevant school policies, procedures and programmes. 
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• Gather baseline data on schools and their current ICT and e-learning use. 

• Chart data analysis between schools. 

3.3.2 Questionnaires 

Questionnaire 1 (to determine student perception of the value of social networking to their 

education) was distributed and administered by the researcher. The questions focused on 

action and constraints on action, asking focus questions such as How do I like to learn? 

How would I like to be involved? Where should change occur? What would challenge me? 

Questionnaire 2 (to determine the effects of the introduced ESN for students into their 

learning) was distributed and administered by the researcher. The questions focused on 

consequences, asking focus questions such as What challenged me most? What does this 

way of learning mean for my learning environment? What are my next learning steps? 

3.3.3 Teacher Interviews 

Session 1 involved an introductory discussion and exploration of identity, including: 

• establishing researcher, student and teacher identity; 

• explaining the research; 

• baseline questions around the identification of Māori pedagogies and values. 

Session 2 involved discussion and exploration of limiting factors or constraints, action and 

consequences, including: 

• teachers discussing e-learning use, 

• teacher voice to discuss and feedback on the research, 

• gathering informal qualitative feedback. 

3.3.4 Observations 

Observation 1 involved: 

• observing participating classes online, with existing e-learning components (if any) 

in each school; 
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• focused observation with the classroom teacher from five selected areas of the 

Productive Pedagogies observation tool as a baseline measurement of classroom 

engagement; 

• teacher observational evidence around process and product in the classroom; 

• discussing results and gathering teacher feedback. 

Observation 2 involved: 

• identifying students’ participation and contribution within ESN through web stats, 

data input and teacher/student perception; 

• online observation involving tracking of participation over a period of time, and 

collecting artefact data; 

• collaborative use by students, collected from five selected areas of the Productive 

Pedagogies observation tool to measure engagement in post-testing of student 

process and product in class; 

• ongoing teacher observational evidence around process and product in the 

classroom; 

• discussing results and gathering teacher feedback through a specially constructed 

ESN for teachers involved in the research. 

3.3.5 Collaborative Planning Environment (Focus Group Sessions) 

Teachers participated in three specific focus group sessions after school, and 

teacher/researcher planning in school as appropriate: 

The first session (introductory and exploration) included: 

• reporting on data collected from teacher interviews and Student Questionnaire 1, 

• discussion focusing on different pedagogies towards collaborative definitions, 

• gathering feedback/feed forward from teachers, 

• needs analysis for adapting and implementing e-learning into the classroom 

teaching and learning programmes, 

• examining classroom ICT resource requirements for development of an ESN. 
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The second session (synthesis of ideas and integration into programmes) included: 

• establishing specific classes and units to trial ESN material, 

• collaborating on ESN design and draft material, 

• setting up ESN website template and beginning to add material, 

• entering researcher into the ESN as a member. 

Focus group planning (use of ESN an intervention tool in the classroom) included: 

• complete collaborative design of an ESN by the teachers and researcher, 

• beginning trials of the ESN in nominated classes for a unit of work, 

• entering students into the ESN as members, 

• identifying researcher presence on ESN, 

• Questionnaire 2 and Teacher Interview 2 questions. 

The third session (focus group feedback and analysis) included: 

• analysis of data collected, 

• feedback on draft conclusions, 

• gathering informal qualitative feedback, 

• reporting of results. 

3.3.6 Objectives and Methods 

The objectives, methodology and relation to the focus question are explained in Table 3.3. 
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Table 3.3 Objectives, methods and focus areas 

Objectives Methods Focus areas 

Identify Northland Māori 

students’ current use of Web 

2.0 communication tools in 

an e-learning environment. 

Initial document analysis 

Questionnaire 1 

 

 

What factors promote e-

learning engagement in an 

educational context for Māori 

students learning in an ESN 

environment? 

 

 

 

 

 

In Māori educational 

communities, how do Māori 

ākonga engage with e-learning 

when using an ESN? 

 

 

 

 

To what extent are Māori 

pedagogy and values reflected 

in an ESN environment? 

 

 

 

 

 

 

 

Identify characteristics of e-

learning practice (for SN and 

ESN) in research group, to 

describe who these learners are, 

position them as users of 

technology, and identify 

organisational structures or 

trends in behaviour in their 

learning environment. 

Identify features of Māori 

pedagogies and values 

inherent in Northland Māori 

student teaching and learning. 

Establish baseline measures 

of engagement in classroom 

observation. 

Teacher Interview 1 

Questionnaire 1 

 

 

 

Observation 1 (including 

online observation) 

Gather data from teachers in 

the preliminary stage, to see 

what they are doing to 

encourage student 

engagement with Web 2.0 

communication tools in an e-

learning environment. 

Focus group 1st session 

Develop a framework/lens 

using Māori pedagogies and 

values to explain the 

interactions based on the 

analysis of qualitative data 

from interviews, 

questionnaires and 

observation tools. 

Focus group 2nd session 

Analysis of initial 

interview, questionnaire 

and observation 

(including online 

observation) 

Initiate the teachers and 

researcher collaborating to 

design a learning 

intervention, and testing the 

use of ESN in the classroom. 

Focus group planning 

session 

Analyse the engagement 

levels of students who have 

used the ESN as a learning 

tool. 

Identify the consequences of 

using the ESN as a learning 

tool for engaging and meeting 

students’ needs 

Observation 2 (online 

observation) 

Questionnaire 2 

Teacher Interview 2 

Focus group 3rd session 
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3.3.7 Deciding What Information Is Required in the Time Period Available 

Data gathering and analysis followed a series of phases involving a selection of methods to 

gather and analyse data over a period of approximately 16 months. The information 

required in each of the phases was constrained by the time available for schools (based on 

curriculum requirements and school terms). This is summarised in the Table 3.4. 

Table 3.4: Summary of stages of research 

Phase Descriptor Time period 

1 INITIATION 

Contact schools and meet with principal 

Selection of teachers and participating learning areas 

Selection criteria of students established with schools 

Forms and letters distributed by schools 

Dates, rooms and interview protocol established with 

schools 

Focus groups initiated in participating schools 

Permission slips returned from parents and collected from 

schools 

1 month  

Data gathering 

Initial document analysis (1–2 weeks) 

Teacher Interview 1 (2 sessions over 3 weeks, concurrent 

with Classroom Observation 1) 

Questionnaire 1 to determine student perception of the 

value of social networking to their education (1 week) 

6 weeks 

AoD Analysis of data and preparation of results, to interpret 

information, evaluate and theorise (see: Analysis of 

information)  

2 months 

2 Classroom Observation 1 (2 sessions over 3 weeks) using 

Productive Pedagogies observation tool to establish 

baseline measures of engagement 
3 weeks 

 

Focus group sessions: based on the analysis of Stage 1 

results, teachers will participate in two specific focus 

group sessions after school 

1st session (introductory and exploration) 

2nd session (synthesis of ideas and integration into 

programmes) 

2 weeks (concurrent 

with above) 

Develop 

ESN 

ESN intervention tool trial—use of ESN an intervention 

tool in the classroom 
2 months 
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Phase Descriptor Time period 

3 Classroom Observation 2, final teacher interviews, and 

Questionnaire 2 

Classroom Observation 2 (2 sessions over 3 weeks) 

Teacher Interviews 2 (2 sessions over 3 weeks) 

Student Questionnaire 2 to determine the consequences 

of the introduced ESN for students into their learning (1 

week) 

12 weeks 

AoD Analysis of data and preparation of results, interpreting 

information, evaluation and theorising, produce draft 

conclusions (see: Analysis of information) 

2 months 

4 Focus group feedback and Analysis Session 3 2 weeks 

AoD Final conclusions, reporting of results to schools, seeking 

feedback and considering objections, and writing up of 

research 

8 months 

Total  17 months 

3.4 Sample of Students 

Two representative Northland schools were chosen for this study (see Table 3.5). They can 

be described based on the following criteria: 

1. location (semi-rural–remote), 

2. size of roll (small–medium), 

3. low decile (*decile measures the socio-economic position of a school’s student 

community relating to other New Zealand schools; Decile 1 schools equate to 10% 

of schools with the highest proportion of students coming from low socio-economic 

communities), 

4. gender (mix of male and female students), 

5. percentage of Māori students on the roll (large), 

6. reflect a Māori social environment, 

7. access to a marae, 

8. classes with an observable input from Māori pedagogy and values, 

9. involvement with Te Kotahitanga (a Ministry of Education project that has 

investigated how to improve the educational achievement of Māori students in 

selected mainstream secondary school classrooms), Kura Kaupapa Māori (Māori 
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medium schools kura (schools) that reflect the uniqueness of their location and 

whānau, and their hapu and iwi affiliations and have unique decision-making, 

planning and review processes), or Te Aho Matua (written by the pioneers of Kura 

Kaupapa Māori as a foundation document containing the principles by which Kura 

Kaupapa Māori identify themselves as a unified group committed to a unique 

schooling system, and as a philosophical base for the teaching and learning of Māori 

students, providing policy guidelines for whānau, teachers and boards of trustees). 

Table 3.5: School selection 

Schools selected Size Decile* 

Māori 

students 

(%) 

Student 

sample 

Teacher 

sample 

A: Composite  78 students 2 100 44 6 

B: Te Kura  48 students 2 100 15 1 

Sizes of the student sample represented available participation. This total was flexible, 

based on enrolment numbers in the sample year. 

The three key principles applied to the sample chosen were: 

1. generalisability, 

2. practicality, 

3. credibility. 

3.4.1 Key Principles Applied to Students in a Rural Region of Northland 

Generalisability: The participants represented in the sample were composed of two 

groups of students and teachers, and were seen as a sample of schools in the rural 

Northland area. However, because of the small sample size, they cannot be generalised to 

be representative of the whole Northland region. They included: 

• secondary students, identifying as Māori, taken from willing student participants in 

a cohort chosen by the school, around years 9–13, that was able to accommodate an 

ESN into the programme—the preference was for a whole class because of the 

smaller schools; 
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• classroom teachers currently teaching the selected students, who were also willing 

to take part in the research for their own professional learning development, and 

have had a classroom commitment towards e-learning and a programme that can 

accommodate an ESN. 

Practicality: The size of the sample in the two chosen schools was small by necessity, 

because of the roll numbers. However, because of the small school sizes, the sample 

represented a significantly higher percentage of students. 

Credibility: It was seen as crucial to the research that the sample of students had 

credibility for the schools and teachers involved, and ultimately the Māori community in 

each area. This was achieved by involving the school and teachers in all levels of selection. 

3.5 Deciding the Focus of the Information to Be Analysed 

Using the two research questions, information from teachers and students was analysed 

(see Table 3.6) according to the research phase and the various forms of methodology.  

Table 3.6: Summary of research process 

Research question 

Data 

collection 

Research 

phase Methodology 

1 What factors promote 

engagement for Māori 

students learning in an 

ESN environment? 

Students 

Teachers 

 

 

Students 

Teachers 

1 

1 

2 

2/3 

3 

3 

2/4 

Initial document analysis 

Teacher Interviews 1 

Classroom Observation 1 

Intervention tool 

Teacher Interviews 2 

Classroom Observation 2 

Focus groups 

2 To what extent can 

Māori pedagogy and 

values be reflected in 

an ESN environment to 

promote engagement 

for Māori students? 

Students 

 

Teachers 

1 

1 

1 

4 

Questionnaire 1 

Questionnaire 2 

Teacher Interviews 1 

Focus group 

Analysis of these data involved two focus directions: 

1. sorting data into the related components of a theory of action, 

2. procedures to allow verification of the analysis. 
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3.5.1 Components of a Theory of Action 

The data were linked to each of the three components of a theory of action (described in 

Section 3.1.2). A comparison was made between the data collected from the initial 

document analysis, the classroom observations and later sessions from the teacher focus 

groups. These focus group sessions involved the synthesis of ideas and their integration 

into programmes, use of ESN as an intervention tool in the classroom and planning for 

practice. The synthesis was designed to show comparative links between written planning 

and what really occurs in the classroom. It also illustrates the external constraints that exist 

for e-learning, and the constraints that the school programmes and policies put on e-

learning (such as student access restrictions). 

The data collected, subsequent analysis and conclusions were checked in collaboration 

with the school focus group sessions, where teachers had a chance to critique for any 

possible inaccuracies or alternative interpretations, and to provide feedback for their part in 

the research process. The verification of the analysis was determined by the capacity to 

answer the research questions by relating them to the theory of action as constraints on 

action, action and consequences. 

Collaborative design at all stages of the research allowed the teachers and researcher to 

explore the effects of the ESN intervention and make informed comments to verify the 

analysis. Two specific analysis tools were employed at various points of the data collection 

for triangulation. Productive Pedagogies and the Ladder of Inference supported the 

triangulated analysis of the data collected from teachers and students (see Figure 3.1). 

 

Figure 3.1: Triangulation analysis 

To assess the impact of an ESN, the following data were incorporated in an iterative 

process of planning, action, observation and reflection: 
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• student voice (from questionnaires), 

• teacher voice (interviews, focus group discussion and evaluation sessions), 

• observation tool measuring shift (Productive Pedagogies), 

• verification of data analysis (Ladder of Inference). 

3.5.2 The Intervention: Educational Social Network 

An ESN is a defined online community of people, communicating about a common 

educational theme on a social network (such as Facebook). It is a group that is secure and 

therefore safe for members to discuss topics and not have the conversations available to 

people outside of the group. It may be time limited (i.e., set up to run for a specified time 

only) and may have a variety of identifying factors for membership (e.g., within a school it 

may be a class group, have geographical connections, be topic based or include specific 

age groups in a cohort). 

For this research in a school environment, the ESNs were based on educational topics 

within a learning area focus and were specific to an invited group of participants. The 

ESNs were designed with the teachers to fit the programmes of study in their participating 

classes and follow the learning area curriculum. They were designed to be supporting 

material for classroom topics, curriculum discussion opportunities outside of class, 

resource distribution and integration of e-learning opportunities into the classroom 

teaching and learning practice. 

The ESN interventions involved different cohort levels, as well as a variety of learning 

areas. The different ESN tasks were developed by the classroom teachers in the focus 

groups, over a three-week period, then trialled in their classrooms over the following six to 

eight weeks. Ongoing data were collected, and continued to inform the research over the 

following two months of analysis of results. As data were collected, they were discussed 

and evaluated in the teacher focus groups. 

Surveys showed that there was already a large amount of positive student motivation 

towards e-learning integration into classroom practice. Because of the structure of the 

ESN, designed to be integrated into existing units of work, the perceived relevancy of the 

task for students and teachers was high. The collection of data was seen as part of the 

learning process rather than as an added extra task for teachers, or reliance on self-reported 

data from students. 
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Input into the ESN design process was initiated with collaborative work from the focus 

groups in the three-week design period. Once the ESN became available in the classroom, 

ākonga could contribute either in class or out of school time dependent on access. The 

ESNs were designed to exist for a limited time and have data collected over a six-to-eight-

week period. Student engagement was then measured in classroom activity (via the 

observation tool), ESN contribution (via site analysis) and student/teacher voice (via 

questionnaires, interviews and focus groups). 

3.6 Incorporating Permissions and the Collective Processes 

Permissions were required to conduct this study and were gained from schools, teachers, 

parents and students in the following processes: 

• contact with selected schools and meeting with principal, 

• self-nomination of teachers and participating learning areas in consultation with the 

teachers and departmental heads, 

• selection criteria of students established—students identifying as Māori, 

• forms and permission or consent letters distributed to whānau by schools, 

• dates, rooms and interview protocol established from dialogue with schools, 

• focus groups initiated between participating schools, 

• permission slips returned from parents and collected from schools. 

Additional processes to access data were: 

• use of Te Kete Ipurangi (TKI) school data publicly accessible; 

• use of Education Review Office (ERO) school data publicly accessible; 

• access to school policies and procedures, mostly publicly accessible; 

• access to departmental schemes as appropriate; 

• access to school server capacity and Internet connection statistics. 

Additional processes to involve teachers and schools in the research were: 

• Focus group 1st session (introduction and exploration), 

• Focus group 2nd session (synthesis of ideas and integration into programmes), 

• Focus group development of an ESN intervention tool in the classroom, 

• Focus group 3rd session (feedback and analysis). 
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Additional inclusive processes were: 

• draft analysis of data and preparation of results, interpreting information, 

evaluation and theorising, producing draft conclusions; 

• conclusions, reporting of results to schools, seeking feedback and considering 

objections, and writing up of research. 

3.7 Framework for the Research Process 

The research involved the collection of qualitative data from questionnaires, interviews, 

student ESN interactions and classroom observations. Quantitative data were also collected 

from demographics, and information on e-learning practice was gathered from online 

observation of students and teachers. Initial and ongoing engagement was measured using 

five selected focus areas from Productive Pedagogies (deep understanding, student 

direction, cultural knowledges, group identity and background knowledge) as an 

educational observation tool (see Section 3.2.2). 

The analysis of information was structured using the Ladder of Inference framework 

(Robinson & Lai, 2006): 

• Identify the pool of available information. 

• Select information (reduce selection bias). 

• Name and describe selected information (keeping accurate records and checking 

descriptions). 

• Interpret information. 

• Evaluate information (establish audit trails, use triangulation). 

• Theorise. 

• Draw conclusions (seek feedback on draft conclusions and consider objections to 

them). 

The Ladder of Inference (see Appendix 2) was used in all teacher interviews, and as a 

framework for focus group meetings as a tool to inform actions, assumptions and values in 

the planning, selection and interpretation of evidence collected. The ladder involved 

procedures (see Section 3.2.3) to articulate and help with the analysis of teacher voice and 

the interpretation of data. 
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Data collection and analysis was organised into four phases, described in the following 

sections 3.7.1 to 3.7.4, and then summarised in Figure 3.2 as a flow diagram. 

3.7.1 Phase 1 

The following set of preliminary analyses were completed: 

1. data analysis detailing relevant school policies, procedures and programmes, and 

current ICT and e-learning use; 

2. analysis of teacher interview transcripts and discourse analysis to identify common 

themes in identification of e-learning practice in SNs and ESNs, and Māori 

pedagogies and values analysing common features and points of difference; 

3. tables drawn up from Student Questionnaire 1 data, to identify themes in the 

perceived value of social networking to education analysed under action and 

constraints on action; 

4. analysis tables drawn up to identify themes and summarise analysis of focus 

questions from questionnaires. 

These data were linked to each of the three components of a theory of action, which 

involved sorting collected information into a set of constraints on action, action and 

consequences. This was then compared with the data collected from the initial document 

analysis, the classroom observations and later sessions from the teacher focus groups to 

identify shifts in practice, and potentially explain what changes were made and the effects 

they had on student engagement. 

3.7.2 Phase 2 

Preliminary observation and focus group collaboration included: 

1. analysis of the initial classroom observation using the Productive Pedagogies 

framework as a baseline measure of engagement, combined with formative 

feedback from teachers, with data charted to show current levels of engagement 

pre-intervention; 

2. discourse analysis collected from the teacher focus group discussions, based on 

their response to the initial analysis of Student Questionnaire 1 and teacher voice; 
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3. graph analysis of different classroom organisational features, and discourse 

analysis of teacher interviews and focus group discussions to identify similarities 

and differences in classroom practice. 

From the interpretation and the evaluation of the discourse analysis from interview 

responses, the initial classroom Productive Pedagogies observation and the Student 

Questionnaire 1 responses, a preliminary analysis of information was presented to the 

teacher focus groups. Based on feedback from the focus groups, this allowed ESN 

intervention tools to be collaboratively developed by the researcher and teachers for each 

class. These were then trialled in the classes, documented and analysed to show learner 

engagement. 

3.7.3 Phase 3 

Secondary observation and focus group collaboration included: 

1. analysis using selected areas of the Productive Pedagogies observation tool, with 

formative feedback from teachers, collected as a measurement of shifts in student 

engagement, data charted as a table that shows levels of engagement post-

intervention, documentation and analysis of students’ participation and contribution 

presented as charts of activity related to tasks; 

2. analysis of teacher interview transcripts, discourse analysis to identify common 

themes; 

3. tables drawn up from questionnaire data of student voice, analysis and presentation 

as graphs; 

4. analysis tables drawn up to identify themes from student voice. 

The pre- and post-intervention data were then able to be compared to identify any shifts. In 

collaboration with the teachers, the researcher theorised on the possible reasons for the 

shift relating to elements of the intervention. This was reported back to the teacher focus 

groups as an analysis of final data collected with draft conclusions. Discussion and 

feedback from these groups could then be documented to enable discussion on the 

effectiveness of the ESN intervention in enhancing classroom learning. 
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3.7.4 Phase 4 

Final analysis and collaborative feedback included: 

1. discourse analysis of teacher voice in responses relating to data draft conclusions, 

2. chart summary documentation of analysed data from ESN observation, 

3. table analysis of shifts in student engagement, 

4. final analysis and documentation of the value of Māori pedagogies and values to 

ākonga in ESN. 

3.7.5 Summary Framework for the Research Process 

The summary framework flow diagram in Figure 3.2 illustrates the order and time periods 

of each of the phases. 
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Figure 3.2: Phases 1–4 Flow diagram 

3.7.6 Analysis Procedures 

Table 3.7 presents a summarised description of the analysis procedures, linked to the four 

phases of research, the times allocated to the analysis and the relation of each procedure 

for the research questions. 
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Table 3.7: Description of analysis procedures 

Project 

Phase 

Analysis time Analysis procedures Relation to research questions 

What factors promote 

engagement for Māori students 

learning in an ESN environment? 

To what extent can Māori 

pedagogies and values be 

reflected in an ESN environment 

to promote engagement for Māori 

students? 

1a 

 

 Data analysis of material 

provided from participating 

schools 

Analysis  

How are the sample schools using 

e-learning and Web 2.0 tools in 

their teaching and learning 

practice? 

What is their capacity for online 

social networks for educational 

use? 

1b 

 

Initial document 

analysis 

(2 weeks) 

Teacher 

interviews 1 

(3 weeks) 

Analysis of teacher interview 

transcripts 

Discourse analysis to identify 

common themes, features and 

points of difference in student 

access to social networking, 

Web 2.0 tools and e-learning 

technologies 

Discourse analysis to identify 

common themes with classroom 

practice that involve Māori 

pedagogies and values  

What encouragement or barriers 

exist for online social networks 

for educational use? 

How are Māori pedagogies and 

values able to be expressed in a 

teaching and learning practice? 

1c 

1d 

 

Student 

Questionnaire 1 

(1 week) 

 

Tables drawn up from 

questionnaire data to identify 

themes in the perceived value of 

social networking to education 

analysed under action and 

constraints on action 

Analysis of Student 

Questionnaire 1 responses 

presented as graphs 

Questions for students focused on 

action and constraints on action: 

• How do I like to learn? 

• How would I like to be 

involved? 

• Where should change occur? 

• What would challenge me? 

Analysis tables drawn up to 

identify themes from the student 

perception of the value of social 

networking to their education 
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Project 

Phase 

Analysis time Analysis procedures Relation to research questions 

What factors promote 

engagement for Māori students 

learning in an ESN environment? 

To what extent can Māori 

pedagogies and values be 

reflected in an ESN environment 

to promote engagement for Māori 

students? 

2a 

 

 

 

 

 

 

2b 

 

Classroom 

observation 

(3 weeks) 

 

Use of five focus areas of the 

Productive Pedagogies tool to 

identify baseline measurements 

of engagement and produce an 

analysis with formative 

feedback from teachers, as a 

measurement of student 

engagement 

Data collected to show current 

levels of engagement pre-

intervention 

What levels of engagement are 

currently occurring in the 

classroom? 

How does this inform the design 

of the future ESN intervention? 

 

 

2c 

Focus Group 

Sessions 1&2 

(2 weeks) 

 

Discourse analysis of focus 

group discussions around 

response relating to initial 

document analysis 

Data from collected teacher 

voice identifying obstacles and 

barriers 

Summary of the selection 

process for suitable units of 

work for ESN development 

Summary of Māori pedagogies 

and values seen by teachers and 

students in the classroom 

What obstacles and barriers exist 

around e-learning and 

establishing an ESN in the 

classroom? 

What are suitable units of work 

for ESN development? 

Which Māori pedagogies and 

values might contribute to student 

engagement based on results from 

classroom observations? 

 Development of 

school ESNs 

(2 months) 

Analysis of different classroom 

organisational features for social 

networking Web 2.0 tools and 

e-learning technologies 

Discourse analysis to identify 

common themes with classroom 

practice that involve Māori 

pedagogies and values 

introduced into an ESN 

How are Māori pedagogies and 

values able to be expressed in an 

ESN? 
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Project 

Phase 

Analysis time Analysis procedures Relation to research questions 

What factors promote 

engagement for Māori students 

learning in an ESN environment? 

To what extent can Māori 

pedagogies and values be 

reflected in an ESN environment 

to promote engagement for Māori 

students? 

3a 

 

 

 

 

 

 

 

 

 

 

 

3b 

 

 

 

 

 

 

 

 

 

 

 

3c 

 

 

 

 

3d 

Classroom 

(ESN) 

observation 

(2 weeks) 

Use of five focus areas of the 

Productive Pedagogies tool to 

identify shifts in engagement 

and produce an analysis with 

formative feedback from 

teachers, collected as a 

measurement of student 

engagement 

Data that show levels of 

engagement post-intervention, 

aligned with activity 

Documentation and analysis of 

students’ participation and 

contribution within an ESN 

through web stats, data input, 

and teacher/student perception, 

presented as a chart of 

participation related to tasks 

What shifts (if any) can be seen in 

levels of engagement occurring in 

the classroom post ESN 

intervention? 

What evidence is there to identify 

the possible value added by Māori 

pedagogies and values, and how 

does this inform the design of any 

future ESN intervention? 

Teacher 

interviews 2 

(3 weeks) 

Analysis of teacher interview 

transcripts 

Discourse analysis to identify 

common themes, features and 

points of difference in teacher 

voice articulating the success or 

otherwise of the integration of 

and ESN into current units of 

work 

Discourse analysis to identify 

common themes in classroom 

identification of appropriate 

Māori pedagogies and values in 

the use of an ESN across school 

Analysis tables 

What encouragement or barriers 

exist for online social networks 

for educational use? 

How are Māori pedagogies and 

values able to be expressed in a 

teaching and learning practice? 

Student 

Questionnaire 2 

(1 week) 

 

Tables drawn up from 

questionnaire data of student 

voice, to identify themes around 

consequences for students 

determining the effects of the 

introduced ESN, analysis 

presented as graphs 

Questions for student voice 

focused on consequences: 

• What challenged me most? 

• What does this way of 

learning mean for my learning 

environment? 
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Project 

Phase 

Analysis time Analysis procedures Relation to research questions 

What factors promote 

engagement for Māori students 

learning in an ESN environment? 

To what extent can Māori 

pedagogies and values be 

reflected in an ESN environment 

to promote engagement for Māori 

students? 

Student ESN 

observation 

(1 week) 

Analysis tables drawn up to 

identify themes from student 

observations in ESN to 

determine the effects of the 

introduced ESN for students 

into their learning 

• What are my next learning 

steps? 

4a Focus Group 

Session 3 

(2 weeks) 

Discourse analysis from teacher 

focus groups in responses 

relating to data collected from 

Student Questionnaire 2 and 

ESN observation 

Chart summary documentation 

of data from ESN observation, 

and table analysis of shifts in 

student engagement 

Analysis and documentation of 

the value of Māori pedagogies 

and values in ESN, from 

Student Questionnaire 2 and 

teacher focus groups, illustrated 

with examples from practice 

Final research questions: 

What factors promote 

engagement for Māori students 

learning in an ESN environment? 

To what extent can Māori 

pedagogies and values be 

reflected in an ESN environment 

to promote engagement for Māori 

students? 

3.8 Outline of the Finished Product 

Throughout these four project phases, the researcher brought together the qualitative and 

quantitative data for analysis, and had the findings discussed and corroborated in teacher 

focus groups. 

The process of gathering and analysing data in a combination of student questionnaires and 

teacher interviews was triangulated against a theoretical framework tool (five selected 

focus areas from the Productive Pedagogies framework to help determine the levels of 

student engagement) and the Ladder of Inference to help inform actions, assumptions and 

values in the planning, selection and interpretation of evidence collected. 
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This triangulation enabled testing of the data and conclusions, to develop and explain the 

interactions and the outcomes. This process ensured that the collaboratively constructed 

research was robust and provided an analysis that answered the research question. 

3.8.1 Limitations and Key Assumptions 

The study assumes: 

1. There is no conflict of interest between this research and professional associations 

with schools through Team Solutions or Te Puna Wānanga, University of Auckland, 

facilitation work done by the researcher. 

2. There is evidence of the importance of social networking in Northland Māori 

student communities. 

3. There is general consensus in the understanding or interpretation of the concepts of 

Māori pedagogy and values. 

4. Focus on particular schools and areas may not produce results that will generalise 

across the country; however, the framework or any principles concluded from this 

study may be general enough to apply to other areas of e-learning. 

5. Despite the rapid spread of technology (which might render these findings obsolete 

within a short time frame), there is perceived value for informing future e-learning 

development and in helping to identify instructional design principles that contribute 

to the achievement of Ministry of Education objectives at a local level. 

3.9 The Context: Baseline Data 

In the initial document analysis (Stage 1a of the analysis procedures in Phase 1), the e-

learning capacity of available hardware, connectivity for students at school and the 

Ministry of Education’s ultra-fast broadband rollout to schools was investigated to provide 

baseline data of current (2013) IT capacity for when the research was initiated. The results 

are as follows. 

3.9.1 School 1 

The e-learning capacity (as at 2013 data gathering phases) was: 

• not on ultra-fast broadband, 

• have fibre to the gate but still using copper ADSL connections, 
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• student management system is KAMAR (School Administration, Markbook and 

Reports, designed for New Zealand Schools), 

• download speed (4pm) 4.8 Mb/s, 

• upload speed (4pm) 79 Mb/s, 

• iPads for some Year 11, some Year 12. 

From these data, we can see that while Internet is available, it is relatively slow and may 

not function at acceptable speeds to display or play some digital data when there is heavy 

demand. There are a number of implications for students here. For example, students may 

not tolerate slower speeds if they are used to better Internet access at home (within lower 

demand times). Access from home may not be possible because of whānau restrictions or 

lack of Internet access, and therefore the school Internet may be the only opportunity for 

some students to go online. Students may be able to download material at a low-average 

speed (4.8 Mb/s), but uploading material (.79 Mb/s) may be significantly slower, which 

may interrupt the flow of communication online at school. 

ESNs planned to be designed for school 1 included: 

• Senior Te Reo Māori (unobserved), 

• Senior Te Reo Māori National Video Conferencing (already running and 

unreported). 

3.9.2 School 2 

E-learning capacity (as at 2013 data gathering phases) for School 2 was: 

• not on ultra-fast broadband, 

• have fibre to the gate but still using copper ADSL connections, 

• due to be linked to fibre connection 2013–2014, 

• student management system is KAMAR (School Administration, Markbook and 

Reports, designed for New Zealand Schools)—Teachers 1 and 2 reported they were 

not happy with it, 

• download speed (4pm) 6.49 Mb/s, 

• upload speed (4pm) .74 Mb/s, 

• iPads available for all Years 9 and 10, some Year 11, some Year 12: 

o take home if they own (Teacher 2 in charge of introduction), 
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o can buy outright, or 

o $150 deposit and $1 day to pay off, or 

o $1 a day but not taken home. 

Similarly to School 1, these data show that while Internet is available, it is relatively slow, 

and may not function at acceptable speeds to display or play some digital data when there 

is heavy demand. There are the same implications for students here. Students may be able 

to download material at an average speed (6.49 Mb/s), but uploading material (.74 Mb/s) 

may be significantly slower, which may interrupt the flow of communication online at 

school. 

ESNs planned to be designed for school 2 included: 

• Senior Te Reo Māori (unobserved), 

• Years 11 and 12 Physical Education (PE) and Health, 

• Years 9 and 10 Maths (higher group)—questionnaire data collected, 

• Years 9 and 10 Maths (lower group)—questionnaire data collected, 

• Years 9 and 10 Graphics—questionnaire data collected, 

• Years 9 and 10 Science—questionnaire data collected, 

• Years 9 and 10 Geology—questionnaire data collected. 

Questionnaire data were collected from the junior secondary school area only, as they all 

had access to iPads for the research. Because of the core curriculum of subjects, some of 

these students were able to belong to three of the ESNs. Senior classes were not surveyed 

because of pressure from National Certificate of Educational Achievement (NCEA) exams. 

While this narrowed the range of questionnaire data available, it helped to avoid disruption 

to NCEA classes as requested by the school. 

3.10 Ethical Considerations 

All research was conducted in accordance with the Guiding Principles for Conducting 

Research with Human Participants of the University of Auckland. 

These included the following areas (summarised in Table 3.8): 

1. informed and voluntary consent, 

2. respect for the privacy rights of participants, 
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3. social and cultural sensitivity, 

4. acknowledgement of the Treaty of Waitangi, 

5. soundness of research methods, 

6. transparency and the avoidance of conflict of interest. 

Ethics approval was sought for questionnaires with students, interviews with teachers and 

focus groups with teachers. The two schools for this study were selected based on data 

collected from the public domain on the TKI, ERO and New Zealand Qualifications 

Authority websites. 

All processes were followed in consultation with an appointed Māori advisor. He assisted 

with reviewing documentation and the development of research questions for the 

interviews and questionnaires and was involved in discussions on the interpretation of data 

as appropriate. Consultation was undertaken at all stages with each school principal or 

tumuaki and teachers in the focus groups, as well as with Māori facilitators for the region 

(Te Puna Wānanga of the Faculty of Education, University of Auckland) and the Māori 

advisor for this project. 

Principals of the two schools were approached for permission for their schools to be 

involved in the study and to approach staff and to conduct research in their school before 

there was any approach made to teachers. The researcher also sought assurance from the 

principal that the decision of staff to participate (or not) would not affect their terms of 

employment. Teachers were invited to participate, and these teachers received a project 

information summary that described all research goals and aims, the value of the research 

to their teaching and learning programme, and the expected timeline and obligations. 

The rights of all teacher and student participants were clearly set out on the consent form 

as required for ethics approval. Consent application encompassed Internet data and student 

participation in a closed online community. The implications of this were clearly 

identified, in terms of the wide range of data that is potentially able to be collected on 

users. Student permission needed to be informed and gained from a combination of student 

and whānau. 

As this proposal involved Māori students and work in Māori schools, it was important the 

researcher had adequate background preparation for this work. For this study, the 

researcher had over 21 years’ experience working in schools as a teacher in small rural 
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100% Māori schools, and 12 years’ experience with school support services as a Team 

Solutions and Te Puna Wānanga practitioner/facilitator at the University of Auckland, 

working with teachers and students in the Northland schools area used in the research. 

The research process acknowledges that obligations and responsibilities towards Māori 

arise from the Treaty of Waitangi. These relate to the partnership embodied in Articles I 

and II, and to equity as outlined in Article III. Inherent in these two concepts are: 

• respect shown by the researcher for cultural differences and ways of knowing (this 

will be demonstrated by the acknowledgement and integration of Māori pedagogies 

and values into all research planning and interventions) 

• regard for participants’ physical, mental, spiritual and social wellbeing (this will be 

demonstrated by acknowledgement of tikanga—protocols and Māori ways of doing 

things—and kaupapa Māori—ideology incorporating the knowledge, skills, 

attitudes and values of Māori society) 

• reciprocity in terms of sharing of knowledge, outcomes, control and benefits of the 

research, subject to the university policy on intellectual property (this will be 

achieved by reporting back to schools and participants, in hui, wānanga (schools) 

and other Māori events in Te Tai Tokerau and nationally). 

The project aimed to ensure participants’ active involvement in the project at every stage 

and in a way that empowered and built capacity. 

This included: 

• involving Māori in the organisation, management and conduct of the project; 

• ensuring the outcomes directly or indirectly benefit Māori; 

• enhancing teaching and learning outcomes through use of tools and methodologies; 

• illustrating strategies to increase engagement and possible educational achievement 

outcomes; 

• working towards the Māori educational strategies in Ka Hikitia to enable Māori to 

enjoy educational success as Māori. 

Results were made available to participants as hard copy report summaries or 

electronically via a PDF file emailed. The researcher reported back to schools involved in 
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the research in cluster meetings, ESNs for teachers and other Māori educational events in 

Te Tai Tokerau as appropriate. 

Table 3.8: Summary of ethical considerations 

Informed and 

voluntary consent 

Information was provided to all participants detailing the purpose of the 

research, the methods and the intended use of data. Information was 

provided on two levels: principal/teaching staff and students. 

Special care was taken when dealing with school students (Years 9–13) 

with respect to the competency of the student to consent. Student 

consent was required and one or more parent/guardian’s additional 

consent. 

Respect for the 

privacy rights of 

participants 

Schools and students were assigned coded titles and dates for every 

interview. This was used in all cross-referencing of data and in all 

transcribed research notes to ensure accurate records of all interviews. 

These codes are stored on a separate storage system and kept 

confidential, known only to the researcher. 

Collected data from questionnaires and interviews are stored 

electronically on a secured hard drive at the university for the required 

period of six years, after which they will be destroyed.  

Social and cultural 

sensitivity 

The school, staff, students and whānau were treated with dignity and 

respect. Feedback of the results have been supplied to the participants at 

various stages, and final material will be made available electronically. 

The researcher used appropriate channels for permission to work with 

Māori students in the selected area of Northland. As required for ethics 

approval, the researcher considered access, safekeeping of information, 

use of information and intellectual property. 

Acknowledgement 

of the Treaty of 

Waitangi 

The researcher approached research pertaining to Māori in a culturally 

sensitive way as required by the university in acknowledgement of the 

Treaty. 

Benefit for schools Schools were able to receive collated and analysed data if required. 

Schools were sent electronically a full report back of results of the 

research for the benefit of classroom practice. Material from all focus 

group feedback and analysis sessions were able to be used in teaching 

practice. 

Consultation with 

Māori community 

A Māori advisor was involved, and the researcher was able to consult 

with Te Puna Wānanga Māori practitioners as needed. 

3.11 Acknowledgement of the need for decolonising discourse in research 

with indigenous peoples  

In the course of this research, as a non-indigenous researcher working in an indigenous 

field of knowledge, I believe there is a need to recognise the importance of decolonising 
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discourse in the use of terminology, the process of organising research, and utilising a code 

of conduct to benefit indigenous people for all research. This project incorporated Kaupapa 

Māori practices (Smith, 1999) as an underlying kaupapa for all work undertaken:  

 

1. Aroha ki te tangata (a respect for people) 

2. Kanohi kitea (present yourself to people face to face) 

3. Titoro, whakarongo . . .  kōrero (look, listen . . . speak) 

4. Manaaki ki te tangata (share and host people, be generous) 

5. Kia tupato (be cautious) 

6. Kaua e takahia te mana o te tangata (do not trample over the mana of people) 

7. Kaua e mahaki (don’t flaunt your knowledge) (p. 120) 

In practice, this was reflected in the way all hui with teachers and contact with schools was 

structured and organised. Each hui was hosted in a school by the researcher with food and 

refreshments, and teachers were supplied with handouts of all data collected for discussion 

and comments. Staff were given the option to be involved in the research and could 

withdraw at any time, and in all discussion forums, teachers were assured of anonimity and 

confidentiality. Sessions were recorded privately for research notes, but the recordings 

were able to be terminated or paused at any point, which was requested by one teacher 

when talking about her background. All staff were treated with the upmost respect. 

Discussions were encouraged around ensuring that the outcomes of the research directly or 

indirectly benefitted Māori by enhancing teaching and learning outcomes through the use 

of tools and methodologies, and to help increase engagement and work towards the Māori 

educational strategies of Ka Hikitia (Ministry of Education, 2012). 

Reflecting critically on the methodology, some choices were made in the terminology used 

with teachers in the research. The concept of ‘focus groups’ was familiar to all educators in 

schools in the Northland region, and was adopted to describe the collaborative planning 

environments used with teachers in the study. Focus groups have been used as a 

mechanism to help gather indigenous knowing in the way referred to (Romm, 2014) as 

“linked to processes of people collectively constructing their understandings by 

experiencing their social being in relation to others” (p. 1). 

It is acknowledged that some research around indigenous ways of knowing and learning 

has moved away from the terminology of focus groups, and instead refer to conversation 

circles, talking circles or yarning circles. These reflect a more indigenous discourse, based 
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around narrative and shared group responsibility for discussion and generation of thinking. 

This has parallels with Māori pedagogies of paki waitara and whaikōrero, and presents 

challenges for future research in this area to address indigenous conceptions of knowing, 

and to further deconstruct colonial research practices. The main purpose of the focus group 

concept in this research was to enable an environment where participants could interact 

and discuss elements of the research in incremental steps around gathering feedback, 

observations, thinking and planning. The conversations from these focus groups were 

collected and annotated to reflect the thinking of the participants. 

Concepts such as ‘problem-based approach’, ‘participant action research’,  ‘interviews’, 

and ‘samples’,  while in common use in teacher inquiry research throughout New Zealand, 

do not necessarily reflect the concept of ‘rangatiratanga’ in the empowerment of online 

learning by indigenous peoples in this study. Challenging research methodology towards 

recognising indigenous pedagogy is a positive move towards acknowledging 

rangatiratanga operating as self-empowerment and independence when the researcher is 

“observing, listening and participating with a minimum of intervention or instruction” 

(Battiste, 2002, p. 15)  

Mackinlay and Barney (2014) used the term Problem Based Learning (PBL) for many 

years to describe their teaching and learning approach, but recently looked at alternatives:   

Students also agreed with the need to find a new term and during focus group 

discussions with them, a number of suggestions were made for a different term to 

replace PBL. These included ‘action orientated,’ ‘issues focused,’ and ‘issue-based 

learning,’ ‘collaborative-based,’ ‘reflexive and personal,’ ‘inquiry-based,’ and 

‘hands-on’ learning. (p. 63) 

These socially constructed descriptors point towards a culturally attentive style of research 

reflecting ways of knowing that are familiar to indigenous peoples, rather than utilising a 

colonising style of knowledge gathering where the subject is seen as a ‘problem’.  The 

concept of ‘inquiry-based learning’ or pakirehua, sits better within educational circles, is 

one that is commonly used in classroom practice across the country and is aligned with the 

New Zealand Curriculum. 

Indigenous research methods such as recognition of the group ownership of knowledge 

rather than the individual, and the value placed on the process of sharing of knowledge, 

continue to be important when dealing with indigenous knowledge. The concept of the 
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outside expert collecting data from indigenous communities, without any thought of 

reciprocity, continues to be problematic. This further reinforces the need to incorporate 

Kaupapa Māori practices as an underlying kaupapa for research methods. There is a need 

to bring these indigenous research practices into western methodology, and this is a signal 

for an area that needs to be developed as a question for future research with all indigenous 

knowledge, in the importance of process over product.  

In all community approaches, process – that is, methodology and method – is 

highly important. In many projects the process is far more important than the 

outcome. Processes are expected to be respectful, to enable people, to heal and to 

educate. They are expected to lead one small step further towards self-

determination. (Smith, 1999, p. 128) 

Indigenous pedagogies that incorporate cooperative learning styles have a crucial 

organising structure that allow indigenous peoples to “look after, learn from, and teach 

each other” (Davison, 1998, p. 8). The use of Māori pedagogies was an underlying theme 

in this study, that all the teachers referred to as implicit organising principles in their work 

and in the interactions with their ākonga. Teachers in the focus group discussions were 

consistent in their use and understanding of the application of Māori pedagogies used in 

their classrooms. For example, they talked freely about the importance of whanaungatanga 

in developing relationships with ākonga, and creating manaakitanga support structures in 

their classrooms. Māori pedagogies have been used alongside four key themes (Tiakiwai & 

Tiakiwai, 2010) incorporated into areas of comparative practice to illustrate similarities 

and differences. These have been identified operating in the learning environment 

(manaakitanga), quality relationships (whanaungatanga), cultural understandings 

(rangatiratanga) and challenges to pedagogical practices (ako).   

Ladson-Billings suggests that researchers need to acknowledge their own sociological 

backgrounds, the assumptions they make in approaching research and how their own 

preconceptions about knowing are applied when dealing with indigenous ways of knowing 

(Ladson-Billings, 2003). As a non-indigenous researcher, my background training as both 

an anthropologist working and living in indigenous societies, and my experience as a 

teacher in Māori schools and recently as a professional learning and development 

facilitator in both Māori medium and English medium schools, has brought me into 

constant contact with Māori society both educationally and socially. In many respects, Te 

Ao Māori ways of thinking have become the appropriate and main ways of organising 

what I do, and how I work in schools. However, I acknowledge that my anthropological 
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training begun over 40 years ago and was initially grounded in a western research base, 

and it wasn’t until I came to live and work in Māori communities that I began to fully 

appreciate the value of indigenous ways of knowing. 

The shift of research practices from ‘colonising methodology’ towards indigenous research 

principles and methods has had a useful part to play in my practice. Acknowledgement of 

the influences of colonising practices, allows reassessment of the usefulness of some tools 

and the indigenous perception of their value in working with Māori communities.  The 

Ladder of Inference for example, was useful in this research as tool for analysing thinking, 

encouraging teachers to select knowledge from their own pool of information, and interpret 

or evaluate what they have noticed or described in ways that reflect their prior 

assumptions. Here the researcher role is titoro, whakarongo . . .  kōrero (look, listen . . . 

speak), and kaua e takahia te mana o te tangata (do not trample over the mana of people) 

allowing participants to discuss and evaluate their own ways of knowing.  

However, the metaphor of understanding and analysing thinking as a ladder which is 

progressed upwards, may not be the most appropriate way of seeing and articulating 

indigenous ways of knowing. There is scope here to redesign the Ladder of Inference as a 

tool that better reflects indigenous thinking and deconstructs colonial research practices. 

One suggestion for further research would be to investigate the use of the poutama pattern 

(a woven design in Māori meeting houses reflecting steps of knowledge in a stairway) as a 

potentially more appropriate indigenous metaphor for understanding the stages that 

thinking, interpreting and evaluation processes can progress through. In a three-

dimensional framework such as this, thinking can develop sideways, while still being seen 

on the same level of the ‘stairway’.  

In this research there was little opportunity to articulate indigenous conceptions of 

interview, questionnaire, focus group, inquiry or problem-based methodology with 

teachers. Although these terms are commonly used within educational environments, they  

were not generally used when dealing with teachers or students in the study. In an attempt 

to deconstruct colonial research practices and promote decolonising discourse, data 

gathering was organised around open narrative sessions.  Teachers were encouraged to 

participate in the research, based on their interest shown from kanohi ki te kanohi recorded 

discussion sessions, where they were invited to kōrero about their experiences and 

influences in teaching.  Instead of supplying a date for the next focus group session, 
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teachers were welcomed to participate in a hui with their colleagues to kōrero in a small 

group around the research and their experiences as the study progressed.  

As a non-indigenous researcher working in an indigenous field of knowledge, I made 

every effort to recognise the importance of decolonising discourse in research methods and 

methodology. This involved applying a kaupapa Māori code of conduct to ensure the 

benefit for indigenous people in all stages of the research, empowering and building 

capacity by involving Māori in the organisation, management and conduct of the project, 

and working towards the Māori educational strategies in Ka Hikitia (Ministry of 

Education, 2012), to enable Māori to enjoy educational success as Māori. Any errors or 

ommissions in this respect were therefore entirely unintentional. 
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Chapter 4: Findings (Phase 1): Initial Consultation 

4.1 Phases 

Over the next four chapters, results from the process of consultation, designing, building 

and evaluating ESNs in the selected groups will be reported. 

This will develop in the following format: 

1. Phase 1 (Chapter 4): Initial consultation—showing how teachers and ākonga 

conceptualised how an ESN might work in their learning environments; 

2. Phase 2 (Chapter 5): Designing an ESN—detailing the process of solving 

problems, meeting the needs of ākonga and constructing an ESN in each class; 

3. Phase 3 (Chapter 6): Observation of ESN implementation—ākonga and teacher 

participation, group identity, responsibility for learning and observations of practice 

within the ESN; 

4. Phase 4 (Chapter 7): Teacher and student evaluation—consequences of the ESN 

for the learning environment, responses and analysis from teachers and ākonga, the 

verification of the analysis, and the suggestion of future classroom support 

mechanisms that may need to be developed to support engagement and continue to 

meet student needs. 

4.2 Introduction to Phase 1 

In order to address the research questions, the research methodology looked to answer 

questions about constraints on action, action and consequences from the theory of action 

(Argyris et al., 1985). This began with exploratory questions and observations of 

classroom practice to determine what was happening, why it was happening and what the 

consequences were. 

This first phase involved mixed methods for collection of information, including profiling, 

student questionnaires, teacher interviews, and student and classroom observations, in both 

qualitative and quantitative format: 

1. Initial document analysis: Quantitative baseline data were gathered around ICT e-

learning policies and procedures within the school and classroom groups, as 
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reference material and for background positioning (students’ ability to access 

Internet in school, the range of devices they had access to and general capacity for 

ESN establishment). This is briefly summarised in Section 3.9. 

2. Questionnaires: Quantitative and qualitative student questionnaire material was 

collected as baseline data to profile ākonga and determine their needs within their 

learning environment at both school and home. 

3. Teacher interviews: Qualitative oral interviews were held with individual teachers, 

to gather their views, position them in e-learning in their classrooms and ascertain 

their needs prior to beginning the study. 

4. Observations: Qualitative data were gathered on classroom engagement at the 

beginning of the research, using a tool to identify student participation. 

 

 

Figure 4.1: Phase 1 timeline 

4.3 Student Questionnaire 1: Initial Responses 

Questionnaire 1 was designed to determine student perception of the value of social 

networking to their education, so the investigation focused on asking questions linked to 

the three components of a theory of action (a set of constraints on action, action and 
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consequences), to generate questions that asked students about their thoughts under the 

following focus areas (see the full questionnaire in Appendix 3): 

1. How do I like to learn? 

2. How would I like to be involved? 

3. Where should change occur? 

4. What would challenge me? 

Student Questionnaire 1 was administered by the subject teachers in class, for all Year 9 

and 10 students participating in the research. Teachers were supplied with hard copies of 

the approved questionnaire to distribute to students to answer during an appropriate time. 

Ākonga were able to ask clarification questions of the teacher if necessary. Completed 

questionnaires were collected and returned to the researcher for data to be digitally 

transcribed into SurveyMonkey for analysis and compilation of results. Findings for these 

four focus areas, are presented in 4.3.1 to  4.3.4. 

4.3.1 How Do I Like to Learn? 

Although the majority of ākonga surveyed in Questionnaire 1 (96% N = 23) reported they 

did not have access to SNSs in their school prior to the project, a third of students surveyed 

reported that they had already thought about social networking in terms of their learning at 

school. Facebook was the preferred SNS (based on a choice of Facebook, Bebo, Myspace, 

Google+ and Twitter) among the surveyed students, and many of them (see Figure 4.2) 

considered they were reasonably (36%) or very confident (45%) in using this SNS. 

 

Figure 4.2: Home use of a preferred SNS (N = 23) 
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Students identified social media tools such as Facebook (36.4%) and Twitter (30.4%) as e-

learning tools they would like to use as part of their teaching and learning. Prior to their 

involvement in creating and participating in an ESN, student interest in SNSs outside of 

school centred around their reasonable or frequent use of the features shown in Figure 4.3 

(as % identified). 

 

Figure 4.3: Collated student SNS involvement 

In an SNS environment, students can maintain control over their ‘online life’ by ownership 

of their own profile, group memberships and postings. Connections with whānau and 

friends, arguably the purpose of social networks such as Facebook, was predictably high 

(78%). 

The emphasis on visual media was also notably popular, and involvement in posting 

images (74%) and viewing (68%) ranked slightly ahead of written communication (65%). 

This reflects the ambient virtual co-presence concept (Ito, 2005) identified in Section 2.5.1, 

whereby images are used to provoke interest or prompt a response, and these images tend 

to be shared only between close friends. 

Writing, reading and creating information can involve active or passive processing. Which 

of these actions with SNS the students chose to participate in prior to the project could not 

be determined by this study. By looking at examples of student voice, it may be possible to 

see whether students would differentiate the language levels (parts of speech used in 

conversation: formal, informal, colloquial, slang, vulgar) of their communication from 

SNS into ESN in a similar way to how they might communicate kanohi ki te kanohi, for 

example. 



88 

Looking at the ways students managed their own learning between the kura and their home 

before the project began, it was possible see limitations to immediacy of feedback from 

peers or teacher, the variety of responses possible and restrictions of format for assessment 

(100% email outside of class, which was a class requirement). For many ākonga in the 

study, their homes were relatively remote from their kura, with many students living in a 

rural setting and less able to contact their friends outside of school. Ākonga were not easily 

able to work independently to self-determine their own e-learning outside of the classroom, 

as all assessment material and classroom learning delivery were controlled by their teacher. 

Teachers identified that there were no alternative mechanisms to email for digital 

submission of assessment material at the time. 

 

Figure 4.4: Existing Online Learning Framework 1 

The relationship between school and home e-learning was represented as an Existing 

Online Learning Framework 1 for managing their educational programme (see Figure 4.4). 

This illustrates that there was an inability for students to share immediate ideas or access 

synchronous help (teacher or peer) when they were involved in schoolwork from home. 

Developing and constructing their learning environment was controlled from school and 

there was very little opportunity for relative autonomy or self-determination. 

In contrast to this, another framework was created to describe the SNS Communication 

Framework 2 (see Figure 4.5). This represented students commenting about their social life 

in an online environment and was the complete reversal of the existing online learning 

framework. In this framework, students were able to easily create synchronous 

conversations and develop their autonomous identity and relationships within an 

environment of ownership of the process. Because SNSs were not officially allowed at 

their schools, student school-time communications in this online framework were only able 

to be asynchronous. 
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Figure 4.5 Existing SNS Communication Framework 2 

4.3.2 How Would I Like to Be Involved? 

In setting up an ESN for students, being able to utilise the SNS Communication 

Framework 2 as a pedagogy would require synchronicity of control at both ends of a 

potential new framework, to allow ākonga to have some of the ownership over the process. 

Students were able to express their involvement in their SNS communications framework 

prior to beginning the ESN research, and the results are illustrated in the graphs in Figures 

4.6 and 4.7. 

The responses to Student Questionnaire 1 were sorted into two categories of action: 

1. Participation: Ākonga response was a contribution based on membership of a 

group activity (e.g., writing on a public forum as part of a discussion, joining or 

creating a group or attending a function, generating or completing an interactive 

poll, participating in online gaming of some sort). 

 

Figure 4.6: Student reported SNS participation 

2. Observation: Ākonga response was observation based (e.g., looking at other 

people’s photos or adding their own, reading comments or profiles of someone that 

the student follows). 
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Figure 4.7: Student reported SNS observation 

Students were asked open-ended questions focusing on action and constraints on action, 

requiring opinions as to where change should occur and what would challenge them. 

Student responses in non-structured open-ended questions mentioned that an ESN could 

happen at school: to share photos, information, message classmates; post video or images 

for information; share videos and pictures, update status; message teacher, post homework, 

share everything; contact my family and friends, at school we could make a group; talk to 

family and friends, at home and at school; share stuff. 

Results from the questionnaire indicated more interest in observation activity, with 

combined interest levels (combined responses from ‘keeping up with it’ and ‘addicted to 

it’) for uploading photos (74%), looking at photos (68%), reading comments (64%) and 

writing comments (66%). Conversely, there was much less interest in participatory 

activities such as groups (17%) and polls (22%), although gaming was a lot higher (57%). 

This may have been a result of previous experience in SNS observational activity, rather 

than future-focused ‘ESN participatory activity’. 

These results indicated that a third potential framework might be emerging from the 

student feedback received that could differentiate the ESN communications framework 

into participatory action on one side and observations on the other (see Figure 4.8). Student 

educational needs would determine here which direction to take for them to determine their 

own learning. 
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Figure 4.8: Potential ESN Communication Framework 3 

4.3.3 Where Should Change Occur and What Would Challenge Me? 

Student ideas for future construction of an ESN to use in their classrooms and at home 

were useful as a starting point to indicate need and potential engagement factors. Ākonga 

were asked, ‘If you had a social network available in a school subject you take now, what 

sort of mix of features would you like to see?’ The responses indicating student perception 

of the value of social networking to their education can be divided into thoughts on 

identity, management and format. 

4.3.3.1 Identity 

Ākonga had strong views on how their own identity was to be managed, showing they 

would prefer to have their own names used in an ESN, rather than nicknames or avatars 

(see Figure 4.9). This was also reflected on the questionnaires, where many students added 

their real names at the top of the page. 

  

Figure 4.9: Student ideas on future ESN production: Identity 
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4.3.3.2 Management 

In managing an ESN, students did not appear to prefer teacher management, favouring 

either a student-led network (47%) or one where students managed the network with 

teacher moderation (71%) (see Figure 4.10). A large group of students (47%) reported that 

they did not want their teachers to run the ESN, with only a small group (10.5%) happy 

with it to be teacher driven. 

 

Figure 4.10: Student ideas on future ESN production: Management 

4.3.3.3 Format 

Ākonga seemed to prefer (58%) a mixture of online and classroom teaching delivery 

around when using an ESN—one where students (61%) are free to add material such as 

video resources, research and assignment material, and photos relating to classwork (see 

Figure 4.11). A majority (72%) wanted the ESN to be made available both within their 

classrooms and outside of school, reflecting their current SNS Communication Framework 

2 as a model to use for the ESN design. This would lead to the availability of a learning 

area ESN for use in their home learning environment as an online educational resource. 
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Figure 4.11 Student ideas on future ESN production: Format 

One possible interpretation of these data at this initial stage, however, is that students were 

still a little unsure about how an ESN would operate as they had no prior experience to 

draw on, apart from their prior knowledge of SNS. 

Ākonga engagement may be reflected in their involvement in decision-making processes, 

when they are included in planning, creating and directing the development of the ESN. 

4.3.4 Questionnaire 1 Summary 

In summary, Student Questionnaire 1 indicated the responses shown in Table 4.1 for 

designing an ESN to be used as a teaching and learning resource. The theory of action 

(Argyris, Putnam, & McLain Smith, 1985) was used to find out the real issues 

(constraints), how they have been dealt with in the past (action) and the result of the action 

taken (consequences). 
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Table 4.1: Summary of trends: Action and constraints on action 

Action and constraints on action Student responses 

How do I like to learn? Social media as an e-learning tool to use as 

part of a teaching and learning programme 

both in and out of the classroom, and as an 

alternative format to email for assessment 

submission. 

How would I like to be involved? Participation based—membership of a group 

activity—and observation based—looking at 

other people’s work online. 

Where should change occur and what would 

challenge me? 

The format should be a mixture of online and 

classroom teaching delivery, where students 

are free to add material, in an environment 

accessible within class and outside of school 

as a secure cohort group. 

Students were very positive about using social media in their learning. They commented 

on the restrictions for emailing their assessment material to their teachers and the need for 

alternatives. Teachers were informed of this and discussed in focus groups the alternative 

possibilities of collection of assessment material based on ESN contribution, sending 

assessment material by instant message (IM) or publicly posting material that could be 

viewed by the whole ESN group. 

Students had no problems with publicly displaying their conversations within the ESN 

group and were keen to see the ESN become a mix of classwork and home-based 

participation. In discussion with teachers in the focus groups, the possibility of using the 

ESN in class time was suggested by one teacher (Teacher 5, School 2) and subsequently 

incorporated as a strategy into three of the ESNs. 

4.4 Teacher Interviews 

Teachers in the research were involved in two one-to-one interviews. These were divided 

into two sessions. The first of these involved introductory discussion and exploration of 

identity, to explain the research and gather baseline data around the identification of Māori 

pedagogies and values as a lens to view practice. The second session was scheduled 

halfway through the project in Phase 3 as a feedback discussion and observation session. 



95 

In the first group of teacher interviews, there were a number of statements made by 

teachers on how they saw an ESN positioned in the school and for the students for the 

study. The views ranged from jumping straight into an ESN, to a tentative and planned 

approach, as these examples show: 

The kids know SNSs. They know how to co-ordinate themselves, to orientate 

themselves. It’s a way of seeing it as a tool. So you implement the ESN and 

provide certain features that you want children to have access to. (Teacher 1, 

School 2) 

These kids have really only just gone into Facebook, since the iPads were 

introduced. Before that they didn’t really have that opportunity. It would be good 

to start off small and see how that goes. (Teacher 2, School 2) 

4.4.1 Profiling Students 

Teachers at the beginning of the study showed appreciation of the potential value of using 

an ESN in their teaching and learning programme as a tool to engage ākonga. Some 

thought that profiling the students would initially be a good strategy. This has been shown 

to be effective practice in Vanderhoven's (2015) research involving profiling and authentic 

learning contexts with the increasing need for safety education within the current cyber 

society. 

Before you start, you need to sit down and study your students. Which are the 

SNS ones, which are the video and which are the traditional learners. When you 

know the kids’ learning habits, you can use the ESN technology around it. 

(Teacher 1, School 2) 

One teacher pointed to the importance of avoiding a deficit model in the selection of 

student cohorts between learning areas where more than one stream exists in a school: 

I have the low band students. It’s a matter of working with the whole cohort. It’s 

back to pedagogy, and it’s an inclusive approach. It’s actually a whanaungatanga 

type approach. If we decide to stay with one cohort for maths say, and don’t 

include the other cohort, we may be setting up a deficit model in pedagogy, and 

we may not be surprised if the results are different. I can imagine a student saying 
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‘Oh! Whaea [female teacher], how come that class gets to have that ESN, and not 

us!’ (Teacher 3, School 2) 

4.4.2 Prior Knowledge 

The significance of recognising prior knowledge and student preparation before starting a 

topic was mentioned by all teachers. One teacher who had prior experience running an 

ESN in her senior classes commented: 

I’ve had a lot of previous success in external exams [NCEA external assessment] 

with getting students to research topics online, before we start them. The more 

able students were of course able to go on ahead and help others, and that helped 

them learn better too. (Teacher 4, School 2) 

This teacher recognised the prior knowledge exhibited by students in an SNS environment 

outside of kura, and the high interest level shown. Another teacher already proficient in 

using SNS had integrated e-learning communication structures into his practice to 

exclusively use email to submit work. He articulated how he would design the ESN around 

the students to better meet their learning needs: 

I already have all their assignments in digital form. We need to find the evidence 

for these kids to make sure they succeed at the end of the day. When designing 

the ESN we need to upskill ourselves continuously. We need to sit down and 

study our students, so we know the students’ learning habits. We can mould the 

technology around how you would like to use it with the students. (Teacher 1, 

School 2) 

In this situation, the teacher was looking carefully at successful student practice, and 

building strategies around not only relevant technology but also e-learning pedagogy that 

works around face-to-face student learning habits. By the teacher researching and then 

focusing on observed ākonga practice to shape the teaching and learning programme, he 

was creating an environment for students in their educational pathways from where 

potentially they could then go on to begin to take ownership of the process. 
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4.4.3 Assessment Management 

The same teacher mentioned how he would like to create a system similar to a flipped 

classroom framework that linked in with his already successful email resource distribution 

system: 

I’d like to use pre-prepping the kids as a strategy for my lessons, by sending them 

material, and maybe video-cam part of my lesson, so they could upskill 

themselves the night before. Then I can identify in class those who understand 

the work and they can carry on digitally, while those that don’t—I can work with 

them in class. (Teacher 1, School 2) 

Generally, it was acknowledged by all teachers that the speed of adoption would vary 

depending on the class level and the strategy the teachers employed to adopt the ESN as a 

resource to support classroom activity. Year 9 and 10 students in Questionnaire 1 

identified that while they were all able to use email to plan and submit assignments, they 

would like other options as well. Their replies were based on what they were familiar with, 

and they did not supply any alternatives in the open-ended question spaces. The Student 

Questionnaire 1(3) made selections for what assessment submission might be available in 

the following options: text/pixt to teacher, computer offline or online submission, disc or 

memory stick handed in, social media submission or email your teacher. The chart in 

Figure 4.12 documents the student responses. 

 

Figure 4.12: Summary of assessment material (Questionnaire 1) 
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Teachers interviewed were all using email as an organiser and as a communication method 

both in and out of school. Students with Internet at home had the advantage of 

asynchronous communication over email, depending on the availability of their teacher. 

However, use of email in class was also an option for students, as an additional e-learning 

communication: 

My kids are already into these technologies. I have the top stream kids. They’re 

hungry for it. They load apps immediately, and then they’re out there trialling it 

out. They email draft stuff to me in class for looking at. I think the best idea is for 

them to come to class knowing what the topic is via the ESN, and when they’ve 

had time to unpack it themselves. (Teacher 2, School 2) 

I have had to wean the kids off hard copies of all assignments, to one where they 

receive email instructions and submit material by email. That took a few weeks! 

We could wean them onto the ESN in a similar way to email, but because the 

kids own Facebook, it should be faster. (Teacher 1, School 2) 

I work with low band class. It might take some time to embed an ESN. I think we 

might find we need to go back and review our e-learning mastery skills. (Teacher 

3, School 2) 

4.4.4 Classroom ESN Adoption 

Teachers acknowledged the dominance of email that existed for assessment and 

submission (100%), and were prepared to help design ESN alternatives. In addition to this, 

they saw multiple uses for an ESN in their classrooms, as indicated in the following 

teacher comments that reference backing up information, video resources, Moodle as a 

student management system, formative assessment and communication structures: 

My students take photos of everything! The board for instance; they even 

photograph pages from exercise books if we don’t have enough. We have Google 

Drive, but it’d be good to have the ESN as a backup. (Teacher 2, School 2) 

I already use the app Explain Everything. I’d like to use this for creating video 

resources and upload them to either YouTube or to the ESN. At first the kids 

didn’t know what to do with them when I emailed just a link to my first one. On 

the ESN we could embed it onto the page. (Teacher 3, School 2) 
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I’ve worked with Moodle in the past, and I see an ESN as being a lot like that. 

The difference is that it was hard to get them to go into Moodle regularly. 

(Teacher 2, School 2) 

Assessment on an ESN would be more formative than summative, and the ESN 

gives a window into that sort of learning. (Teacher 3, School 2) 

Every kid in the classroom knows how to get onto SNS already. I’d say to the 

kids: ‘Jump on the ESN . . . there’s a message I’ve left. You need to read through 

that. This is what I want you to do. You can respond in text, or give me a video 

version of your response.’ I would add they’re from me, that they are to gain two 

or three comments from other students as feedback from their work, as a robust 

conversation. I can check it out from the ESN. (Teacher 1, School 2) 

The above comments from teachers show that a variety of e-learning was already available 

(e.g., apps, Google Drive storage, Moodle, photographic recording). Teachers were already 

expressing interest in using the ESN as a place to post resources and communicate 

expectations or instructions. ESN was also seen as a backup for storage of work as an 

alternative to Google Drive and a place to display digital video resources (e.g., material 

created on the app Explain Everything). 

The value of the ESN for inquiry-based learning was also identified by teachers as being 

connected to whānau involvement in the learning process: 

I think for whānau involvement, it needs to be in their comfort zone, and be 

authentic. Whānau could have some ownership, and help steer them in their 

research. We have to be very organised with these inquiry-based learning styles. 

Inquiry based is very meaningful because it might shift some of their thinking, 

and perhaps be more in tune with the e-learning styles that our students want. 

(Teacher 2, School 2) 

This teacher has identified the relevancy of authentic learning to whānau involvement and 

engagement. By involving family in the students’ inquiry learning, the importance of 

social capital bonds is strengthened. The teacher has also recognised the potential value for 

students of using prior knowledge in e-learning as a way to support and reinforce inquiry-

based learning. 
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4.5 Teacher Discussions 

A collaborative planning environment was set up as focus group discussion sessions to 

enable qualitative critical reflection in combined teacher groups in the study. The first 

introductory/exploration session focused on reporting back to teachers on data collected. 

The aims of the first session (introductory and exploration) were: 

• reporting on data collected, 

• discussion focusing on different pedagogies towards collaborative definitions, 

• gathering feedback/feed forward from teachers, 

• needs analysis for adapting and implementing e-learning into the classroom 

teaching and learning programmes, 

• examining classroom ICT resource requirements for development of an ESN. 

The following questions were used to guide discussions during the focus group session: 

• What obstacles or barriers exist around e-learning and establishing an ESN in the 

classroom for your school? 

o How is your school using e-learning in your teaching and learning practice? 

o What is your school’s capacity for online social networks for educational 

use? 

o How confident are you personally in using e-learning? 

o How confident are your students in using e-learning? 

• What are suitable units of work for ESN development? 

o What encouragement or barriers exist for online social networks for 

educational use in your learning area? 

• How might recognition of Te Ao Māori in the ESN contribute to student 

engagement?  

o What levels of engagement are currently occurring in the classroom? 

o How are Māori pedagogies and values able to be expressed in a teaching 

and learning practice? 

o How does this inform the design of a future ESN intervention? 

 



101 

The discussions have been summarised under the following themes:  Teacher ESN (4.5.1), 

ESN Authenticity (4.5.2), ESN Construction (4.5.3), ESN Whānau Involvement (4.5.4), 

and ESN Learning Resources (4.5.5).  

4.5.1 Teacher ESN 

An ESN specifically for teachers was created by the researcher to aid in communication 

between the teachers in the study and the researcher, and to gather written teacher voice 

from regular feedback. Through this online forum, teachers were able to post questions, 

receive resources and data summaries as soon as they were available, and communicate 

privately with the researcher via the IM function. 

This teacher ESN was supported by all of the teachers with observed ESNs (5 out of 7); the 

two teachers with senior classes chose not to make use of this collaborative resource. An 

important point here is that teachers could choose to opt into these researcher-led activities 

or not. While this means the researcher was not in full control, the situation was still 

acceptable because the researcher did not need to be in control and participants were able 

to choose the level and relevancy of their involvement. 

One teacher used the teacher ESN as a self-reflection tool (through IM) to evaluate his 

ESN progress and pose observations for the researcher to see: 

We find ourselves in a first world country with technologically advanced devices 

and software that will fill a lolly store. Teachers can be seen as providers, selling 

a product, and our tamariki [children] as being the clientele. We are not even in 

the lolly store that is frequented by our tamariki—we are busking outside with 

the hope of catching their attention. The only way we are going to get their 

attention is to MARKET our product better. To do so we need to be ferociously 

on the cutting edge of technology and collectively share our strategies. (Teacher 

5, School 2) 

The importance of presentation was identified in this reflection, as was the need to look at 

how e-learning is packaged and utilised to keep up with student expectations. This teacher 

has identified the gap between student perception or needs in education relevant to their 

world and what teachers are actually providing. Teacher 5 has identified the importance of 
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marketing in education for learning area engagement and shared strategies in e-learning to 

help capture student interest. 

The positive benefits were expressed by another of the teachers, who saw the teacher ESN 

as an opportunity for reflection on practice: 

We do so many things as teachers. It’s difficult to verbalise that unless you 

actually sit down and reflect with someone else. With an ESN we have 

opportunities to view, hear, observe and participate. That’s quite exciting because 

therein lies the opportunity to improve. (Teacher 3, School 2) 

Teacher 3 has identified the value in documentation of practice as a collective reflection on 

educational pathways. The ESN has been seen as allowing the potential to observe and 

reflect on individual practice and to participate in the reflection on the practice of others. 

4.5.2 ESN Authenticity 

In the discussions with teachers (both in interviews and focus groups), Māori culture was 

recognised by staff and senior management as the dominant culture both within the schools 

and outside. Teachers wanted this to be explicit in their ESN design and development, both 

in structure and format. They wanted to use multiple ways to organise their ESN that 

expressed their classroom approaches towards recognition of Te Ao Māori. Examples of 

this could include terms of address (e.g., matua—male teacher, whaea —female teacher), 

respect and recognition of whānau and other students, and the use of te reo Māori in 

language and terminology as appropriate. 

One of our goals this year is to strengthen our taha Māori [Māori identity]. So 

with the ESN we’d want to bring in whakataukī [sayings or proverbs] and all 

those sorts of things. That’s a given! If we are to move in this direction, we want 

it to be Māori. (Teacher 2, School 2) 

Teachers in the initial focus group identified and discussed Māori values as important in 

the success of SNSs and one worth using as pedagogies in an ESN. They talked about how 

they saw Māori pedagogies as being embedded in all their teaching and learning, and 

implicitly present in all their social interactions in their classroom, and not something that 

could be planned to occur as part of a topic or classroom teaching and learning: 
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Manaakitanga, whanaungatanga . . . they just happen in everything we teach 

with our tamariki in class, in school. You could say that’s just what we do! 

(Teacher 2, School 2) 

Using the Productive Pedagogies framework as a tool to recognise engagement levels, all 

teachers identified their teaching classrooms as being Category 4 of group identity, under 

recognition of differences: a strong sense of community already existing within their 

classroom—one where there was a positive recognition of difference and group identities 

that could be built on in the ESN. They believed it was important that the ESN was 

authentic for students, so they could exercise some control in the online environment. 

Ākonga should be able to make choices in helping with designing through to completing 

their tasks. 

4.5.3 ESN Construction 

When teachers were given the results of the Student Questionnaire 1, there was a lot of 

discussion on the merits of student versus teacher construction and day-to-day running of 

the ESN. As noted previously in the questionnaire, a large group of students (47%) did not 

appear to favour teachers running their social network, preferring an ESN where students 

managed the network and teachers had a moderation overview (71%). 

This may have reflected the fact that students did not fully understand the educational 

structure and the links to curriculum and learning areas of the ESN. Their perceptions may 

have been based on their prior experience with their own SNSs, which they would want to 

retain control of. 

Teachers responded positively to this suggestion, as a reflection of student needs: 

I would like to see our ESN as student and teacher co-constructing it, because 

that way I see the students would have some ownership and be more accountable 

to their decision making. Sometime down the track it could be 100% student run, 

but it would take some time to reach there. It falls in line with the pedagogies and 

caters for all those learning styles and thinking skills in a variety of ways. That 

would make it a lot more successful for students to share their knowledge. 

(Teacher 3, School 2) 
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Teachers also recognised the value of using the ESN as a teaching space outside of school, 

where ākonga are able to participate in either synchronous or asynchronous teaching to 

support or enrich classroom activities. This was expressed as a ‘catch-up time’ by one 

teacher: 

You can send a message to a student: ‘Boy . . . I’m going to be on the ESN at 

eight o’clock tonight. I need you to be online so you can pick up my subject 

delivery that you missed from what I did today in school.’ (Teacher 1, School 2) 

4.5.4 ESN Whānau Involvement 

Robust conversations were linked to participation from the wider education community. 

One teacher recognised the value of identifying members in the ākonga’s whānau and 

community for comment. Teacher 1 suggested using them in research projects as authentic 

sources of knowledge to compare and contrast with what he, as the teacher, was saying: 

I would ask the kids ‘do you have a couple of whānau members who can make 

some comments? Well then, kia ora! [that’s fine!] You can tick that box in 

performance criteria.’ The students can gain kōrero [discussion] from outside of 

the classroom. They might think that their teacher is the be-all and end-all of 

everything, so it gives the kids a chance to even challenge some of the talk of the 

teacher, as a productive debate. (Teacher 1, School 2) 

He acknowledged that some ākonga had a wide choice of immediate whānau to use in 

research projects, while others may have limited access to kaumātua and kuia (male and 

female elders). This situation could be made more equitable by ākonga sharing their 

sources or gaining approval from elders to use their knowledge in projects and 

communications. 

Ask permission to interview whanaunga [relatives] for the ESN. You have a 

resource of speakers that are to do with ‘things Māori’. Go to Papa so-and-so 

because that one knows about the kōrero [language and stories], and another 

knows about history. It’s a rich learning environment. While these people may 

not be able to be here physically, they can be here on the ESN. (Teacher 1, 

School 2) 
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4.5.5 ESN Learning Resource 

Teachers discussed the freedom of choice for students in an ESN and the potential value of 

creating supported learning resources made available to ākonga on the ESN. They thought 

their students might see the ESN as a tool and a forum for classroom response on the 

public area. These teachers described the ESN as an environment where students could 

experience accelerated learning, and which might support independence and working at 

home. 

One of these teachers recalled a conversation she had with one of her senior girl students: 

Once upon a time, I would look down on people working on SNS. It’s like: 

you’re not doing real work, you know? I had a student who made a very good 

posting to a school-based issue on Facebook recently. 

I said to her ‘That was a really, really articulate response. Your essays at school 

that you do . . . you stress about it, but your ability to articulate that response [on 

SNS], you know that was so good!’ 

And she said ‘Whaea, give me Facebook, give me any social media. That’s my 

arena. I love it. I can articulate myself in Facebook. I can argue, I can debate, it 

suits me, it suits the way I think.’ (Teacher 7, School 1) 

The teacher thought about the implications for teaching and learning programmes in their 

school, and decided to further discuss her student’s analysis of why social media had so 

much importance to her: 

I said to her a few weeks later ‘what is that about Facebook that makes you feel 

it’s your forte?’ She said ‘because it’s short, the replies are instant, you’re living 

in the moment.’ She likes that, she feels that kids don’t like history, they like to 

have an instant reaction, live in the moment—in that time. 

You know what we know about teenagers—they can be quite reactive. She said 

‘Whaea, it’s just about expressing what you think.’ Her key words to me were 

that it’s an arena I excel in, I love it, it’s in the moment right there in time, it’s 

quick, it’s reactive, it’s where she’s at. A lot of the kids here would definitely 

identify with this. (Teacher 7, School 1) 
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In this reported student response to her teacher, there are indications she had identified her 

strengths and realised the best way for her to formulate her ideas was in written media, and 

to then communicate these ideas for debate within social media. She had identified an SNS 

environment as suiting her preferred communication style. 

4.6 Student and Classroom Observations 

Consented recording of student classroom and online participation took the form of 

detailed observations focusing on student interaction. This was a collaborative task 

between the researcher and teachers involved in the project, and was initiated within the 

teacher focus group discussions. Data for the observations were collected in two ways: 

1. Productive Pedagogies: To measure classroom engagement, the research used 

focus areas agreed upon by the teachers, from the internationally recognised 

engagement tool Productive Pedagogies (State of Queensland, 2002b). Teachers 

were given paper and digital copies of the agreed focus areas and asked to position 

their class on a series of five-point scales (see details in Appendix 1): 

o Deep understanding, 

o Background knowledge, 

o Student direction, 

o Cultural knowledges, 

o Group identity. 

Results were based on their self-assessment and observation around process and 

product in their own classrooms. 

2. ESN online activity: To record and measure online activity, qualitative and 

quantitative observations of student online material were collected by the 

researcher and archived under the phases in which they occurred. 

This included collection of the following quantitative data: 

o the number of students in each cohort, 

o how many had joined each of the ESNs, 

o the number of individual posts on each ESN, 

o the number of views each post has accrued, 
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o the order of students who had viewed, 

o the number of ‘likes’ each post had accrued, 

o the number of comments that were made, 

o the time each comment was made, 

o tagging of other students in the cohort, into a comment. 

Data gathered also included the following qualitative data: 

o language levels of comments and posts, 

o content and level of comments and posts, 

o tone and acceptability of language and behaviours, 

o intent of comments and recognition of responses. 

As ESN participation had not yet begun at Phase 1, no online activity data could be 

collected until Phase 2 of the research. 

4.6.1 Deep Understanding 

Productive Pedagogies (State of Queensland, 2002b) defines deep understanding as shown 

when students develop relatively complex understandings and demonstrate them by 

discovering relationships, solving problems, constructing explanations and drawing 

conclusions. 

The five levels to measure this were: 

1. Almost all of the students demonstrate understanding involving the coverage of 

simple information that they are to remember. 

2. While some key concepts and ideas are mentioned or covered by the students, 

students demonstrate only a superficial acquaintance or trivialised understanding of 

these complex ideas. 

3. Students’ deep understanding is uneven. Deep understanding of something, by some 

students, is countered by superficial understanding of other knowledge (by either the 

same or other students). At least one significant idea may be understood in depth, 

but in general the focus is not sustained. 

4. Most students’ understanding is relatively deep because the students provide 

information, arguments or reasoning that demonstrate the complexity of an 

important idea for a substantial portion of the lesson. In this portion of the lesson, 
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students do at least one of the following: sustain a focus on a significant topic for a 

period of time; demonstrate their understanding of the problematic nature of 

information and/or ideas; demonstrate understanding by arriving at a reasoned, 

supported conclusion; explain how they solved a relatively complex problem. 

5. Almost all students do at least one of the following: sustain a focus on a significant 

topic; demonstrate their understanding of the problematic nature of information 

and/or ideas; demonstrate complex understanding by arriving at a reasoned, 

supported conclusion; explain how they solved a complex problem. In general, 

students’ reasoning, explanations and arguments demonstrate fullness and 

complexity of understanding. 

At most levels of the Phase 1 teacher focus group discussions, teachers identified that some 

key concepts and ideas were mentioned or understood by the students, but saw ākonga as 

demonstrating only a superficial acquaintance or trivialised understanding of the complex 

ideas. 

Teachers of the high band Year 9 and 10 class reported that students’ deep understanding 

was uneven. Deep understanding of a particular facet in a learning area, by some students, 

was countered by superficial understanding of other knowledge (by either the same or 

other students). At least one significant idea might be understood in depth, but in general 

the focus was not sustained. 

4.6.2 Background Knowledge 

Productive Pedagogies (State of Queensland, 2002b) defines background knowledge as 

valued when lessons provide explicit links with students’ prior experience. This may 

include community knowledge, local knowledge, personal experience, media and popular 

culture sources. 

The five levels to measure this were: 

1. No reference is made to background knowledge: students’ community and cultural 

knowledge or school knowledge covered in previous studies, other subjects and 

lessons. 

2. Students’ background knowledge and experience are mentioned or solicited as a 

motivational technique, but are trivial and not connected to the lesson. 
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3. Initial reference or solicitation is made by the teacher to background knowledge 

and experience. There is at least some connection to out-of-school background 

knowledge. 

4. Periodic reference or solicitation of background knowledge is made by the teacher. 

There is at least some connection to out-of-school background knowledge. 

5. Students’ background knowledge and experiences are consistently incorporated 

into the lesson, with the lesson shunting back and forth between known material 

and new material. There is at least some connection to out-of-school background 

knowledge. 

At the Phase 1 teacher focus group discussions, all of the teachers in the research referred 

to the use of students’ prior knowledge in their teaching and learning; however, there was a 

variety of responses concerning the depth of the use of background knowledge. 

Two Year 9 and 10 teachers reported that students’ background knowledge and 

experiences were consistently incorporated into the lesson, with the lesson shunting back 

and forth between known material and new material. At least some connection was made 

to out-of-school background knowledge. 

A higher band (streamed classes based on curriculum competency criteria) Year 9 and 10 

and an NCEA teacher noted that periodic reference or solicitation of background 

knowledge was made, with at least some connection to out-of-school background 

knowledge. A Year 9 and 10 science teacher said, in general, his students’ background 

knowledge and experience were mentioned or solicited by him as a motivational technique, 

but were trivial and not connected to the lesson. 

The relevance of the use of prior knowledge and social capital in teaching has been well 

documented (Alton-Lee, 2003; Nash, 1993), and this was acknowledged in the teacher 

cluster group sessions as an important part of developing the ESN. This could involve 

many areas of ākonga background knowledge, from the SNS building process to online 

content, to kawa (social rules and protocols) in the successful ESN operation. 

For learning design, this prior knowledge could be seen to be introduced when, for 

example, teachers ask students about previous tasks that have common themes or content, 

whether subject-specific terminology or meaning is transferrable (or not) across learning 

areas, the use of artefacts or rich learning objects brought to the classroom from the 
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whānau environment, or whānau experience or relevant knowledge that can be drawn 

upon. Topics and teacher design were seen as an opportunity to use these and any more 

that were relevant to student teaching and learning. 

4.6.3 ESN Learning Resource 

Productive Pedagogies (State of Queensland, 2002b) defines student direction as 

examining the degree of student influence on the nature of activities and the way they are 

implemented. 

The five levels to measure this were: 

1. There is no student direction. All activities for the period are explicitly designated 

by the teacher for the students. 

2. The teacher makes the initial selection of an activity, but the students exercise some 

control through a choice of procedure or manner in which the task is completed. 

3. The teacher makes the initial selection of an activity, but the students exercise some 

control through a choice of alternative activities prescribed by the teacher in 

addition to procedural choice. 

4. There is some deliberation/negotiation between the teacher and students over the 

activity for the period, including the range of options and procedures. 

5. Students’ determine their activity, its appropriateness and context. This may be 

either independent of, or dependent on, teacher regulation. 

Most teachers reported in the Phase 1 teacher focus group discussions that the teacher 

makes the initial selection of activities, but the students exercise some control through a 

choice of procedure or manner in which the task is completed. 

One NCEA learning area noted some deliberation or negotiation between teacher and 

students over the activity for the period, including the range of options and procedures. 

4.6.4 Cultural Knowledges 

Productive Pedagogies (State of Queensland, 2002b) defines cultural knowledges as valued 

when more than one cultural group is present and given status within the curriculum. 

Cultural groups can be distinguished by gender, ethnicity, race, religion, economic status 

or youth. 
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The five levels to measure this were: 

1. There is no explicit recognition or valuing of other than the dominant culture in the 

curriculum knowledge transmitted to the students. 

2. There is some inclusion of others’ cultures, with weak valuing, through simple 

reference to a particular feature(s) of them or their existence. 

3. There is stronger valuing in curriculum knowledge, by acknowledging and 

recognition of multiple cultural claims to knowledge, and perhaps some activity 

based on an aspect of this, though still within the framework of a dominant culture. 

4. Others’ cultures are explicitly valued in the content through equal inclusion and use 

of the knowledge/perspective of the group, alongside the dominant culture. 

5. Different cultures are equally valued in all curriculum knowledge, such that the 

concept of a dominant culture is excluded in both its content and form. 

There was an existing appreciation of cultural knowledges reported by teachers for their 

low band Year 9 and 10 and in one NCEA learning area programme in the research, which 

showed some inclusion of others’ cultures with weak valuing through simple reference to 

particular features of them or their existence. 

In all high band Year 9 and 10 classes the teachers saw in their programmes a stronger 

valuing in curriculum knowledge. This was reflected in Descriptor 3: acknowledgement 

and recognition of multiple cultural claims to knowledge, and some activity based on an 

aspect of this, still within the framework of a dominant culture. 

4.6.5 Group Identity 

Productive Pedagogies (State of Queensland, 2002b) defines group identity as manifested 

when differences and group identities are both positively developed and recognised while 

at the same time a sense of community is created. This requires going beyond a simple 

politics of tolerance. 

The five levels to measure this were: 

1. There is no evidence of community within the classroom, no positive recognition of 

difference and group identities, and no support for the development of difference 

and group identities. Students are all treated as individuals. 
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2. There is limited evidence of community within the classroom, no positive 

recognition of difference and group identities, and no support for the development 

of difference and group identities. 

3. There is some evidence of community within the classroom, some recognition of 

difference and group identities, and no support for the development of difference 

and group identities. 

4. There is a strong sense of community within the classroom, positive recognition of 

difference and group identities, and limited support for the development of 

difference and group identities. 

5. There is a strong sense of community within the classroom, positive recognition 

of group identities and a supportive environment for the production of difference 

and group identities. 

Teachers reported mixed results for group identity in the Phase 1 teacher focus group 

discussions. In the high band Year 9 and 10 classes, as well as with science and graphics, 

there was a strong sense of community within the classroom, and there was a positive 

recognition of difference and group identities. However, there was only limited support for 

the development of these differences and group identities. 

The low band Year 9 and 10 teacher thought some evidence of community existed within 

the classroom, with some recognition of difference and group identities, but there was no 

support for the development of difference and group identities 

The NCEA class teacher’s Productive Pedagogies data showed that limited evidence of 

community existed within the classroom; there was no positive recognition of difference 

and group identities; there was also no support for the development of difference and 

group identities. 

Support for the development of difference and group identity can be identified as an 

improvement area in all subject areas, and this was a potential focus for development of 

the ESN in building a strong sense of community in an online community. 

4.7 Summary 

Findings from Phase 1 of the research showed that the majority of surveyed students did 

not have access to SNSs in their school prior to the project. They reported that they had 
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already thought about social networking on Facebook and Twitter in terms of their learning 

at school and the majority were reasonably to very confident in using SNSs. Students 

identified social media as an e-learning tool they would like to use, and indicated they had 

previously thought about managing their own learning between school and their home 

before the project began. 

One major limitation identified was the immediacy of feedback from peers or teacher, the 

variety of responses possible and restrictions of format to email for assessment. For many 

ākonga in the study, remoteness was a factor for communication outside of the classroom. 

Students were not easily able to work independently to self-determine their own e-learning, 

as all assessment material and classroom learning delivery was controlled by their teacher. 

In terms of the teaching programme at the start of the research, the e-learning framework 

was sometimes synchronous at school and always asynchronous from home (see Figure 

4.4). This framework demonstrated an inability for students to share immediate ideas or 

access synchronous help (teacher or peer), when they were involved in schoolwork from 

home. Developing and constructing their learning environment was controlled from 

school, and there was very little opportunity for relative autonomy or self-determination. 

In contrast to this, a parallel SNS framework was available for students to comment around 

their social life in an online environment. In this framework, students were able to easily 

create synchronous conversations and develop their autonomous identity and relationships 

within an environment of ownership of the process. This framework was always 

asynchronous at school, and synchronous from home (see Figure 4.5). 

The research results indicated that a third potential framework (see Figure 4.8) might be 

emerging from the student feedback received that could differentiate the ESN 

communications framework into participatory action on one side and observations on the 

other. These results had some implications for teachers in the ESN design, in terms of 

content and action by students. Certain material may involve students participating (topic 

discussion on the main wall, gaming, polls and group activity such as when a group of 

students have been individually tagged into the discussion). Other content may only 

involve viewing (photos, profiles, information and comments). If the intent for teachers 

was to have students actively participate, then resources and content needed to be chosen 

that would encourage participation. 
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Students had strong views on how an educational version of their social network and their 

own identities was to be managed. In managing an ESN, some ākonga preferred a student-

led network while the majority wanted students to manage the network with teacher 

moderation. Because of the nature of a school-based social network, with educational 

responsibilities and regulations, the ESN could only accommodate teacher initiation and 

moderation. However, all ESNs were able to involve students in setting up and designing 

the format in class to some extent (from classroom discussion on rules and protocol, to ICT 

help and support as needed). 

Student feedback on design content and delivery in these initial stages showed they 

preferred a mixture of online and classroom teaching delivery when using an ESN, and this 

would later be reflected in the ESN dual learning pathways (see Figure 6.5.1) developed in 

class to accommodate this. This may reflect student desire to combine learning styles by 

integrating e-learning into classroom delivery. However, student conception may also be 

more aspirational than pragmatic, based on their limited perception of how an ESN might 

operate in their classes at this stage. 

Students wanted to be free to add material such as video resources, research and 

assignment material, and photos relating to classwork. A majority wanted the ESN to be 

made available both within their classrooms and outside of school, reflecting their current 

SNS Communication Framework 2 as a model to use for the ESN design. This represented 

the beginnings of the crossover ESN framework developed later (see Figure 6.5.1). The 

effect of this would lead to the availability of a learning area ESN for use in their home 

learning environment as an online educational resource. 

Teachers initially saw the ESN as an environment where students could experience 

accelerated learning, and that might support independence and working at home. Teachers 

also recognised the value of using the ESN as a teaching space outside of school, where 

ākonga were able to participate in either synchronous or asynchronous teaching to support 

or enrich classroom activities. This was expressed as a ‘catch-up time’ by one teacher, and 

related to a flipped classroom concept where lower levels of cognitive work (the gaining of 

knowledge and comprehension) are done outside of a classroom environment, and the 

higher forms of cognitive work (application of knowledge, analysis of topics, synthesis of 

ideas and evaluation) are tackled in practical work in class with the teacher. 
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There was recognition by teachers of the significance of prior knowledge and ākonga 

preparation before starting a topic, and this was supported by the teaching and learning 

research base. The value of the ESN for inquiry-based learning was also identified by 

teachers as being connected to whānau involvement in the learning process. These 

acknowledgements allowed a smooth transition into concepts of social capital to promote 

bonding within the groups, by acknowledging the collective value within social networks 

and the mutual help structure resulting in reciprocity-based relationships. 

For learning design, there was appreciation by teachers from the classroom that the use of 

prior knowledge could be introduced at any point in the topics being studied. Examples 

include teachers asking students about previous tasks that have common themes or content, 

the possibility of transferrable subject-specific terminology or meaning across learning 

areas, utilising artefacts or rich learning objects from the whānau environment, or drawing 

on whānau experience or relevant knowledge around topics of interest. This was discussed 

in teacher focus groups as directly applicable to the e-learning environment and relatively 

easy to adapt to an ESN using available technologies (e.g., cameras, and apps for recording 

interactive video). 

Teachers indicated that they would be interested in looking at the ESN as an alternative 

form of submission of work for assessment, to balance the existing dominance of email in 

this respect. Analysis showed that a variety of e-learning was already available (e.g., apps, 

Google Drive storage, Moodle, photographic recording), but it was not being effectively 

used by students or teachers at that stage for the submission of work. Teachers expressed 

interest in using the ESN as a place to post resources and communicate expectations or 

instructions. The ESN were also seen as a backup for storage of work as an alternative to 

Google Drive and a place to display digital video resources. 

There was discussion in the teacher focus groups about using different Māori pedagogies 

in teacher practice. In the two schools in this research, Māori culture was recognised as the 

dominant culture both within and outside the schools. Teachers in the research saw Māori 

pedagogies as embedded in all teaching and learning, and implicitly present in all their 

social interactions in the classroom. Teachers wanted Māori pedagogies and values to be 

explicit in their ESN design and development, both in structure and format. They wanted 

to use multiple ways to organise their ESN that expressed their classroom approaches 

towards recognition of Te Ao Māori. This represented a shift of practice in the 
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acknowledgement by teachers of the value of how these pedagogies were perceived, and it 

could not be determined if this had been influenced by the focus on the pedagogies for this 

research. 

The importance of presentation of content for students in ESNs was identified by teachers 

at this stage of the research. Teacher reflection identified a gap between student perception 

or needs in education relevant to their world and what teachers are actually providing. 

Discussion pointed to the necessity of shared strategies in e-learning to help capture 

student interest, as well as the importance of marketing for learning area engagement and 

to keep up with student expectations. 

Out of these discussions, six relevant focus areas emerged, which were taken as the 

scoping for possible directions for the Phase 2 developments in designing the ESN: 

1. authenticity: developing an ESN to reflect class learning needs and school goals, 

2. co-construction: reflecting student input and engagement, 

3. whānau involvement: allowing community participation and robust conversations 

linked to classroom activities, 

4. prior knowledge: acknowledgement of the role of student prior knowledge in 

learning, and how the ESN can reflect student learning needs, 

5. selection of activities: possibility of more student selection of topics or inquiry-

based learning through an ESN approach, 

6. cultural location: the need for developing concepts of cultural location to include 

the development of concepts of support for differences and group identity. 
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Chapter 5: Findings (Phase 2): Designing an ESN 

5.1 Introduction to Phase 2 

Chapter 5 contains collected results and interpretation from the second phase, representing 

the process of e-learning design in the selected groups. This ‘Designing an ESN’ section of 

the research details the process of solving problems, meeting the needs of ākonga and 

constructing an ESN in each class or learning area. 

This second phase again involved mixed methods for collection of information (see Figure 

5.1). These were teacher focus group discussions and an ESN teacher forum around 

constraints on action, action and consequences, and student and classroom ESN 

observations in both qualitative and quantitative format. Teachers were supplied with a 

summary of data collected in the Student Questionnaire 1, and this formed the basis of 

discussions on what was happening, why it was happening and what the consequences 

were. 

 

Figure 5.1: Phase 2 Timeline 
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5.2 Teacher ESN Skill Set 

Teachers in the focus groups had a variety of prior knowledge about SNS and ESN that 

they could contribute. Most were already members of an SNS (Facebook) and had 

experience of joining and contributing. Those using SNS reported regular access of 

Facebook (more than once a week) for their own personal postings. Of the seven teachers 

in the research, only one had no previous experience in using an SNS, and had no 

conception of where to start. Four had a medium amount of experience and had previously 

run either closed groups or SNS discussion forums in their classes. One had prior 

experience with using Moodle in class, and another was currently using a combination of 

video-conferencing and SNS for distance learning students in te reo Māori. 

The group was happy to share their understanding and experience on a daily basis in 

school, in the absence of the researcher. As six of the teachers were in the same school, 

and four of them shared some of the students in the project over different learning areas 

and/or streams, sharing of their experiences was an effective way to support different 

levels of understanding. 

The teachers’ ESN (see Section 4.5.1) was also helpful in sharing effective practice 

between participants, as well as a way to look at what practice did not work so well. Some 

of the teachers put postings onto this ESN to encourage each other, and one teacher shared 

a research article early on in the project related to the work being undertaken. Resources 

such as this were commented on by teachers in the focus group as being very useful in 

their development design and throughout the whole project. 

The following four samples are from a teacher with no prior experience in SNSs or ESNs, 

developing in confidence over Phase 2 of the research: 

I thought that email sent out to all our science cohort was a great idea to get them 

started. It was very inclusive, and had a real team approach for the students. It’ll 

be interesting how fast they take up the invitation. I guess the next step is to have 

something there for them to do, and to keep them motivated in the initial stages. 

Will we put up an assignment or a project for them to investigate? (Teacher 5, 

School 2) 
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Here, the teacher was working with the researcher (Phase 2: Week 2), to begin the process 

of setting up the ESN for his first class. He has described the process as ‘inclusive’ with a 

‘team approach’ and has looked to future planning to take advantage of anticipated success 

of the invitations. He has also asked advice on the next steps, and has suggested two 

possible approaches that he is familiar with: 

What could be a possible contributor to varying engagement of the groups—

could it be subject specific, student-response specific, teacher-student specific, 

cross-curriculum specific . . . ? (Teacher 5, School 2) 

In the above comment (Phase 2: Week 4), he has started to pinpoint elements of effective 

learning and is investigating where the group engagement is occurring. He has focused on 

determining whether the interest lies in the content or in the relationship between 

participants. He has raised very interesting issues that are relevant to how topics are 

approached in an ESN: 

Explain to me what you would have expected to see by now . . . What I am 

getting at—is that in this bombarded technological age we often don’t know what 

we don’t know and assumptions continue to be the root of all misunderstandings. 

(Teacher 5, School 2) 

The above comment, made another three weeks into the research (Phase 2: Week 7), shows 

the teacher may be starting to use concepts similar to those from the Ladder of Inference 

(see Appendix 2). These were used in focus group sessions as a thinking tool to look at the 

assumptions underlying what he has observed and interpreted. He is potentially looking to 

critically evaluate what the ESN might be showing, in a way that could identify or reflect 

his prior assumptions. 

I am of the opinion that the different disciplines of any particular subject should 

be in separate groups. For this reason I have opened a statistics group prior to the 

concurrent statistics and algebra e-asTTle tests, to make targeted revision and 

study easier for students. Numeracy includes number, measurement, algebra and 

statistics—this means that four groups will be a better way of organising the 

learning programmes. The same applies to science. There has been a mixture of 

human physiology, heat, light and scientific skills in one science group—for this 
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reason I have started a new geology group planned for Term Four. (Teacher 5, 

School 2) 

Finally (Phase 2: Week 10), he is starting to rearrange and duplicate successful practice in 

a way that will benefit his students and better organise his ESN to reflect his classroom 

teaching and learning programme. At this stage, he is displaying confidence and working 

independently from the researcher. He is creating new groups and planning future groups 

to meet the needs of students in his learning areas prior to assessment, focused around 

targeted revision and making study easier for students. 

5.3 Organisational Design Framework 

Within the focus discussion groups, teachers talked with the researcher about the different 

ways to initiate their ESN within the classes and cohorts of students. The groups explored 

a number of potential directions to set up their ESN. Establishing the ESN followed a 

series of design processing steps. These reflected a co-operative design process, where 

successful (and unsuccessful) frameworks were shared between teachers. 

The design process steps were: 

1. Registration of a name and statement of purpose 

2. Invitation to join, communicated to students in cohorts/classes 

3. Membership established within cohorts/classes 

4. Creating visual appeal with banners, images and graphics 

5. Discussion of ESN kawa within classes and inside the ESN 

6. Initiating a topic within the learning area based on classwork 

7. Extending student/teacher/whānau membership 

8. Creating and managing relevant resources 

5.3.1 Registration of a Name and Statement of Purpose 

Teachers were able to register their ESN with almost any name they chose. Although there 

was some discussion of this in class, most teachers chose to use their subject title as the 

most appropriate for a professional closed group. Abbreviations of school initials as 

prefixes was popular, and allowed different learning areas to look the same, for example, 

XYZ-Science, XYZ-Maths, XYZ-Geology. 
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The name of one ESN, which was originally co-constructed by the teacher and the class, 

was changed by that teacher within the first two weeks from the class-designed name of 

the group based on a colloquial term of address, to ‘Design and Visual Communication’ to 

better reflect the learning area. 

Simple descriptions were chosen to identify what the group was created for or define the 

learning area in a succinct statement. The following is a typical example of a descriptor 

created by the above class for design and visual communication: 

Design and Visual communication is about letting people know your ideas for 

how things should look or by using images, diagrams, signs, illustrations etc., 

usually two dimensional. 

5.3.2 Invitation to Join, Communicated to Students in Cohorts/Classes 

To help create a stronger and more unified group, the design of the ESNs by teachers was 

informed by feedback received from Student Questionnaire 1. While student interest in 

SNSs had been identified as centred around connecting with friends, family or other 

contacts (78.2%), ākonga, as mentioned previously, saw themselves having little interest in 

joining or creating groups (17.3%). Because of this, teachers decided to begin the creation 

process of the ESN groups themselves, setting up the e-learning environment as a digital 

classroom. 

In the Phase 1 Productive Pedagogies analysis, there were quite distinct differences 

identified by teachers in ‘group identity’ descriptors within classroom groups. Some 

teachers said there was a strong sense of community already existing within their 

classrooms (High band Y9&10), with positive recognition of difference and group 

identities, and limited support for the development of difference and group identities. 

One teacher thought some evidence of community existed within the classroom (Low band 

Y9&10) with some recognition of difference and group identities, but with no support for 

the development of difference and group identities. Another teacher described limited 

evidence of community existing within the classroom (NCEA Y11 PE), with no positive 

recognition of difference and group identities, and no support for the development of 

difference and group identities. 
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Communities within SNSs compared with ESNs were observed to be slightly different in 

terms of composition and recruitment of membership. In their SNS environment, students 

might request, or have had a contact requested from them, to establish a ‘friend’ 

relationship with an acquaintance. This might or might not be accepted. However, in ESN 

environments in this research, students would instead be approached to join by interest or 

prior association, and all class members could be accepted by the administrator/teacher. 

The group identity was made up of ākonga who had been accepted into the ESN, and this 

mirrored the classroom cohort over individual subject areas, rather than a group of friends 

in an SNS. One interpretation of this membership is that the ESN supported automatic 

integration of members. Recognition of differences and support of group identities might 

be because the students could not choose who belonged to the ESN apart from themselves. 

This structure reflects a normal classroom where students cannot choose who is in the 

class, but may already have friends in the members. All eligible students in an ESN 

learning area cohort were able to choose whether they wished to join or not. The selection 

and approval of other members was the responsibility of the administrator (teacher) as a 

‘gatekeeper’, unlike an SNS, where the students control who is accepted as a friend for 

their own profile page. 

Some students in the ESN were already ‘friends’ in their SNS (based on their personal 

SNS profiles, data available subject to security settings); however, to make use of any 

community existing within the classroom, the ESN would need to have a substantial 

amount of the class joining. As the application to join an ESN was marginally different to 

an SNS (in terms of being private and limited to class members), an alternative approach to 

contacting, informing and attracting members needed to be designed by the ESN 

facilitators. 

Following classroom and teacher focus group discussions, the teachers made all the initial 

invitations for students to belong to the newly set-up ESN group. Teachers reported that 

the most successful strategy was to email the link for the new ESN to students in the 

respective classes. When the students applied to join the closed group from their class, the 

teachers were able to accept them in a timely manner. 

I tried another method of adding members to my group. Thank you, Matua 

[Teacher 5, School 2]. The best way for me to add members to my groups is 
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invite by email, after the group is set up. When they reply, a request notification 

comes up on the right, in the group page. I select the tick. They became members 

of the group. (Teacher 4, School 2) 

Students were also free to join and leave the groups at any time, and this will be discussed 

in Chapter 6. In one of the groups (Group 1 Y9&10 Science), as time went on and ‘trust’ 

was earned, the teacher gave students administration rights to accept other students into the 

group. These rights were maintained throughout the research period, with no apparent 

problems. 

5.3.3 Membership and Security Established within Cohorts/Classes 

Because of the student response (from Student Questionnaire 1) asking for a closed and 

therefore secure ESN, the project relied on ākonga managing their own SNS security 

profiles. Teachers resolved to use medium security in the ESN closed group formatting 

(anyone could see the group and see who was in it, but only members could view posts) to 

allow the group to be searched but not allow interaction to be viewed. Within the ESN, the 

name of the group and the student members were the only facets that could be identified 

outside of the closed group. In this level of security all learning conversations within the 

group could only be read by group members. 

The identity manipulation shown in American social networking profiles (Tufekci, 2008) 

did not seem to be present in the sample for this study. There was no apparent evidence or 

requests for students wanting to initially change their identity to fit an ESN profile. 

The students’ identification as Māori, the site acceptance of the spelling of a student’s 

login name or other Māori words (allowing macrons) and the ability to create Māori 

groups were all able to be supported in the creation of the ESN. 

Figure 5.2 we can see the two ‘pools’ of potential members for an ESN and SNS from a 

student view. They are members of an ESN composed of their class members, and this 

may be composed of a number of students who do not have SNS contact (i.e., are not 

friends or linked in any way). They also have their own SNS group of friends chosen or 

accepted from their whānau or community pool of available contacts. Intersecting these 

two groups may be friends who are members of both groups. As we have seen in 

Questionnaire 1, most of the students were already members of a popular SNS (Facebook). 
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Based on simple profile observations by the researcher, students in the project already had 

established SNS identities (i.e., a profile picture or avatar, a background image, a 

documented profile, an existing group of friends). 

 

Figure 5.2: SNS and ESN Membership Pool 

The ESN membership groups correlated to the class rolls in the school. Once ākonga were 

members of the ESN, they could invite some of their existing SNS friends who could also 

choose to join if eligible. In an ESN, students were part of a wider class group—some 

might not be friends and others they would not normally communicate with in an SNS 

environment. The privacy restrictions in place meant that ākonga were not usually able to 

view other students’ SNS pages or profiles (subject to their individual privacy settings) 

unless they were existing ‘friends’. As a result, some students might not have SNS friends 

in the ESN group and would require a teacher invitation. 

Within each ESN cohort in the online class there existed a number of potential 

relationships, and the total possibilities for individual identities in an SNS/ESN fall into six 

identities. Categories of all potential identity/relationships in an SNS transitioning into an 

ESN were as follows: 

1. an individual SNS member not currently in the ESN group or associated with the 

ESN group, 

2. an individual ākonga who has joined an SNS to be a part of the ESN but has no 

associated friends within the ESN, 

3. ākonga who are friends and are both in the ESN, 

4. ākonga who are all multiple friends and all in the ESN, 

5. ākonga who has friend(s) outside of the ESN without access, 
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6. ākonga who has friend(s) outside of the ESN without access, as well as friend(s) 

inside the ESN. 

Some of the potential identities and multiple whanaungatanga (relationships) for an 

ākonga community involved in an ESN are illustrated in Figure 5.3, based on viewable 

‘friend’ relationships identified from members in the ESN. The transition of ākonga into 

the ESN involved a process of contacting and accepting their request for membership 

while they were defined as Identity 1 above. All other identities, Identities 2–6, would 

automatically be imported into the ESN upon membership, as part of their existing profile. 

 

Figure 5.3: SNS and ESN members’ pool of identity potential and relationship 

Table 5.1 illustrates a representative sample of the spread of ESN member friends and 

contacts in one cohort (Group 1: Geology Y9&10, N = 29). All ākonga in this research fell 

initially into Identity 1, and into Identity 6, with a portfolio of friends both inside and 

outside the ESN. 

Table 5.1: Sample distribution of SNS friends compared with ESN friends: Group 1 

Ākonga 

(#) Gender 

Total SNS 

friends 

Total ESN 

friends of 

available 

ESN friends 

(%) 

ESN of 

total SNS 

friends 

(%) 

9 male 556 17 (of 29) 58 3 

14 female 625 20 (of 29) 69 3 

18 female 388 23 (of 29) 79 5 

19 male 222 11 (of 29) 37 6 



126 

While they might have up to a medium to large percentage of ESN friends in their class 

(ranging from 37%–79% of this ESN cohort), the total ESN friends proportionate to their 

total SNS friends was very small (ranging from 3%–6% of their SNS group of friends). In 

each ESN cohort, all students had varying amounts of other students with whom they were 

either already friends in an SNS or they were not friends outside of the closed ESN group. 

The sharing of ideas and information with other members was completely open to all 

members of the ESN group, unlike in SNSs, where privacy settings may restrict access to 

some material from defined sets of individuals. In an ESN, ‘non-friends’ can see all ESN 

postings, in contrast to an SNS, where ‘non-friends’ can potentially be excluded from SNS 

postings. 

As shown in Table 5.1, four students were chosen in Group 1 (N = 29) who had publicly 

viewable profiles on SNS. The researcher counted the number of friends each student had 

on SNSs, and counted the number of these friends who were also in the ESN for Group 1. 

This figure was then viewed as different percentages of the total group. 

For example, Ākonga 9 had a total of 556 friends on his Facebook SNS. Of these friends, 

17 were also in the Group 1 ESN (N = 29) that he belonged to. So, in this Group 1 ESN, 

58% of the ESN members were already his SNS friends, with whom he had an existing 

online SNS relationship. However, these 17 friends, as expressed as a percentage of his 

total SNS friends, represented 3% of his total of friends on Facebook. The figures also 

show that 12 of the members of the Group 1 ESN were not SNS friends with Ākonga 9 and 

had no existing online SNS relationship. All of the members of the Group 1 ESN were also 

class members of Ākonga 9’s learning area in school. 

The crossover implication of this was that Ākonga 9 was able to view and participate in all 

the posts in the Group 1 ESN, but was only able to view and participate in the SNS posts 

of 17 of the 29 Group 1 members. The remaining 12 members were restricted to him on 

SNS. This means he was able to have an educational relationship with everyone in the 

class in the Group 1 ESN, but only 58% of the class with whom he was friends when he 

was participating on his SNS. 

5.3.4 Creating Visual Appeal with Banners, Images and Graphics 

Most teachers chose to begin with a simple set-up for their ESN. This typically involved 

either uploading a banner for the learning area ESN or using the default setting. The latter 
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approach used the students’ SNS avatars as the banner and gave the impression of a 

community of learners as represented by their chosen images. In this situation, however, 

teachers could not control what images the avatars presented, as they were managed 

outside of the ESN by individual ākonga. 

As the groups were closed and secure, this did not pose a problem for the ESNs, as only 

the members could see the avatar images. Teachers did not report any challenges in this 

area. Some teachers chose to explain their supplied subject’s banners to their students: 

 
This is a very cool EXPRESSION of the kupu: ‘Science’. 

S = DNA molecule / storage of genetic information 
C = magnet / Only ‘FeNiCo’ are magnetic 
I = Bunsen burner designed by Mr. Bunsen, hence the capital letter ‘B’ 
E = electricity / Edison / energy / electromagnetic / eureka  
N = Nitrogen / most abundant gas in atmosphere / like the water in a cup of tea—the tea extract 

representing the oxygen / nitrogen is a diatomic gas with three covalent bonds / Diatomic nitrogen is 

very inert. 
C = moon crescent / crescent = bent / moon = type name ( lower case ‘m’ ) / Moon = the specific 

name of our moon ( capital letter ‘M’ ) 
E = simply and elementary light microscope / light needs to come from underneath, through the 

ocular and into the eye of the observer. 

Figure 5.4 ESN Science Banner: Years 9 and 10 

Another approach followed in two of the ESN groups was exemplified by a teacher who 

used simple instructions in her programme for NCEA. To detail achievement standard 

requirements and administration, she supplemented the text with high-interest images 

designed to capture student attention around the task (see Figure 5.5). 
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Figure 5.5: Example of a high-interest image 

This reflected the ambient virtual co-presence observed when senders embedded interest 

arousers or response-prompting actions in text when accompanying sent images (Ito, 2005, 

2005a, 2005b). Ito suggests that in ambient virtual co-presence the use of images as 

metaphor, and using prior background knowledge and interest, may help to create more 

intimate relationships with the students and encourage engagement from the beginning. 

Determining whether this occurred, however, was outside the scope of this research. 

5.3.5 Discussion of ESN Rules within Classes and inside ESN 

All the classes had initial discussions on how basic kawa would be operated within an ESN 

environment. As some of the students were in multiple ESNs, the interest in repeated 

definition of rules of operation was understandably low. Some teachers chose to negotiate 

usage in class time, while others simply expected some basic school rules to operate in the 

ESN (appropriate language, no abuse, all students participate by at least joining). 

Because of operation outside of the school hours, teachers could not require every ākonga 

to register on the class ESN. However, all students returned a signed participation form 

from home agreeing to being a part of the research. Students not able to access Internet 

from home could access the ESN from school during negotiated times during the day. This 

meant that all ākonga could potentially participate in the ESN developments in some form. 
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All classes had clear information that the teacher had moderation capacity and 

administration rights for the site, and this was discussed in class. In Phase 2, students were 

not given the administration rights to allow other members into the closed communities. 

However, the teachers were able to add and delete members as the administrator. Teachers 

informed students that they would accept students into the group as quickly as practicable, 

and this was a task that fell mostly at the start of the ESN. 

It was also made quite clear to students in the ESN that any ‘bad’ comments (swearing, 

inappropriate language, bullying or abuse) would not be tolerated as per normal school 

rules and would be removed by the teacher in their moderation capacity. The only 

exceptions to this noted in the research were inappropriate profile photos or avatars, which 

could not be removed from the ESN identity display as they were embedded in the 

students’ personal SNS profiles. This was not an issue, however, in the ESN operation. 

Figure 5.6 is an example of an early Phase 2 online discussion of one such case, where a 

student has made a comment at 10:11am from a school environment on the ESN, and the 

teacher has responded quickly at 10:34am and later removed the student’s comment after 

24 hours (to give the group time to see his message). 

 

Figure 5.6: Example of rapid moderation by teacher 

5.3.6 Initiating a Topic within the Learning Area Based on Classwork 

From learning conversations within the teacher focus groups, it was clear all teachers in the 

research understood the importance of having well-designed initial activities to engage 

their students. Teachers questioned within their focus groups the possible causes of initial 

student engagement for an ESN environment, and they wanted to design environments that 

allowed this engagement to develop right from the start. 
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What could be a possible contributor to varying engagement of the groups—

could it be subject specific, student-response specific, teacher-student specific, 

cross-curriculum specific . . . ? (Teacher 5, School 2) 

In the beginning of the ESN operation, the design took a variety of shapes designed to 

reinforce group identity and whanaungatanga within their online cohort: 

1. introductory statements about expectations and rationale behind creating an ESN, 

linked to respectful relationships and group success; 

2. class assignments as a learner group linked with teacher introduction; 

3. tasks (e.g., to design a class banner) to unify the group’s learning area; 

4. conversations on establishing the reasons for joining or leaving. 

All teachers had discussions with their classes over topics to be carried into their ESN. One 

successful initiative took the form of a classroom debate intended to stimulate student 

responses and transition into an online environment where ākonga could continue to 

respond on their ESN. The teacher described the engagement process as follows: 

My ESN class [Junior Science] is the least engaged class I have ever had, but 

they become alive during classroom debates. We had two debates [designed to be 

continued into the ESN] so far. The first topic tied in with Diversity of Life and 

the second tied in with Reproduction. Ākonga 16 has never been engaged in class 

and it feels like I have caught a big fish. (Teacher 5, School 2) 

Ākonga 16 went on to participate in the ESN environment from home that night and 

contributed a number of relevant comments that added to the class debates. 

The same teacher was able to establish an online identity in his ESN that reflected his 

sense of humour. In the example in Figure 5.7, he gave FAQs (frequently asked questions) 

in the initial stages for his learning area, using language levels and words that he knew 

would appeal to his students. The topic choice was clearly anchored back to establishing a 

teacher help and instruction relationship with his students. 
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Figure 5.7: Example of teacher humour-based response 

5.3.7 Extending ESN Membership 

In designing the ESN, focus groups considered how relationships within the ESN 

community would be established between the classroom teacher and their students. This 

also included other teachers if they were involved, or whānau if the ESN was extended to 

members outside of class (as it was with three of the groups). Building respectful 

relationships with ākonga, teachers, whānau and the Māori community is a recognised part 

of creating a whanaungatanga-based educational environment for Māori. This consists of 

establishing relationships, actively engaging in respectful working relationships with 

Māori learners, parents and whānau, hapū, iwi and the Māori community (Ministry of 

Education, 2011). 

Teachers in the focus group discussions talked about how they envisaged that 

whanaungatanga could be used in e-learning developments to encourage ākonga in an 

ESN. They referred to the use of whānau in delivery as a source of cultural capital in an 

ESN: 

If the child has access to parents, kaumātua or kuia, well I’m sure we can link in 

a time when the students can have them give a presentation on say ‘marae 

protocol’. You could say ‘Whaea, so-and-so will be on Facebook at 7pm tonight. 

Make sure you are on there ’cause she is giving you every single answer.’ We 

can all jump in and listen to what she is saying. You could actually be there as a 

teacher, check the [online] roll. (Teacher 1, School 2) 

This potential teacher-constructed learning scenario is inclusive of whānau and suggests a 

positive way of empowering the learning process. This is achieved by involving ākonga 

within relationships embedded in the ESN learning. In the example above, the teacher is 
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making use of pre-existing relationships and building on the recognition and respect of a 

community member. 

Investigation around introducing whānau into an ESN and giving them a forum in which to 

talk may indicate whether it has the potential to designate mana (importance) for both 

parties. ESN connections to people outside of the student’s normal learning community 

may further increase the mana with greater sources of learning interactions. 

Opening the ESNs up to whānau to view group postings, write their own comments and 

belong to the closed groups was a strategy that required careful consideration of the way in 

which whanaungatanga operated in a group with a predominantly student membership. 

In a normal classroom situation, the teacher (T) and student body (SB) are members and 

face-to-face participants in a shared teaching and learning classroom environment (see 

Figure 5.8). Whānau/community (C) are not normally a part of the classroom 

conversations unless invited in for the day. In the virtual classroom of an ESN, however, 

whānau and community, if they are invited as ESN members, are privy to all 

communication and can see all interaction at any time. 

 

Figure 5.8: Comparison of a normal classroom and an ESN environment 

Around this potential change of capacity for whānau and community membership, there 

was some debate over the reasons for adults being involved, both in class and from within 

the ESNs, and we shall see this in Chapter 6. In Phase 2, the teachers were able to add and 

delete members in their capacity as systems administrators, and in a few cases this 

included inviting adults from the educational community into the closed groups. 

One teacher reported on this in the ESN development stage: 
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I like the idea of having other teachers being part of group—the main reason for 

this is the validation it gives to my content. Students see the association between 

adults and are more likely to accept the value of the content. Bottom line, I will 

have my students decide. (Teacher 5, School 2) 

5.3.8 Creating and Managing Relevant Resources 

While different SNS platforms offer a wide range of access to resources, the chosen 

platform for all the ESN groups in this research had a limited scope of interactive devices 

that could be used (see Figure 5.9). 

 

Figure 5.9: Facebook posting panel in an ESN 

These fell into the following categories: 

1. Write post: 

a. Write text-based post, set font and size or colour, and tag names or emoticons 

(pictorial representation as a facial expression) into the message if required. 

2. Add photo/video: 

a. Upload photographic images or diagrams. 

b. Upload a video-based format or a URL (created by uploading from a computer 

or inserting a hyperlink into the text of a posting) for a direct link to a video or a 

website. 

c. Upload multiple images and create a photograph album. 

3. Ask question: 

a. Create an interactive poll on the website with a question and a series of options. 

b. Display results by attaching the student’s avatar to the chosen answer. 
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c. Ākonga can be authorised to add additional choices. 

4. Add file: 

a. Upload files from a computer of Dropbox to a maximum of 25 MB and store 

them as downloadable resources. 

5. Additional interactive functions: 

a. Add a location for your posting, linked to a place or another page identity. 

b. Descriptor icon: add a number of small icons to your posting, to describe what 

you are feeling, watching, listening to, reading, et cetera. 

c. Who are you with: tag other SNS/ESN members to your posting (if they are 

registered as a friend). 

The interactive applications in the ESN were discussed in the teacher focus groups. Of 

these interactive functions, only half were initially used in the ESN construction of Phase 

2. It had already been identified in Student Questionnaire 1 that students were not 

interested in polls or adding files. However, some teachers persisted in trying to add them 

as a teaching tool. Despite the best efforts by teachers, ākonga rarely answered polls. No 

one uploaded files (accessible by anyone in the group) through the ESN. 

Can you please list the steps to set up a poll again? I am aware of an app in 

Google Drive that can be used for this purpose and there must be other apps as 

well. One of the reasons of LOW response is IGNORANCE. One motivator to 

engagement is FOLLOWING A TREND. (Teacher 5, School 2) 

One of the most successful resources used in a number of the ESNs (Y9&10 Mathematics, 

Science, and in middle school, Statistics, Biology and Chemistry) was the application 

‘Explain Everything’ (a design, screen-casting and interactive whiteboard tool allowing 

teachers to annotate, animate, narrate, import and export resources they create on an iPad). 

One teacher experimented in the early stages of development for ESN Maths Year 9 and 

10 by creating a number of very short introductory clips directly from his iPad. He 

recorded the screen as he introduced the process of answering the algebraic equation, and 

made his own voice commentary explaining what he was doing at each step. 
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The result could be uploaded directly to the ESN through the ‘Add Video’ function, and 

embedded in the posting. This could be played repeatedly by ākonga and paused as 

appropriate. This facility to review resources on demand proved useful for the students as 

the example in Figure 5.10 illustrates. Quantitative data were visible on the number of 

views of each of the resources and the identity of the viewers in the order that they viewed. 

Qualitative data were also collected on the likes and comments on each resource. 

 

Figure 5.10: Example of interactive resources on ESN 

5.4 Summarising Changes to Establishing ESN Relationships 

From this design and building phase of the research, it was apparent that students had some 

prior knowledge and experience in SNS structure and format. However, this was not the 

case for ESNs. In the designing of an ESN, there emerged a number of differences in 

process and product that ākonga and teachers needed to negotiate. Table 5.2 summarises 

how identities were seen to operate for users in SNSs and how they were quite different in 

an ESN. This was reflected in the difference of identity and relationships in the transition 

for students back and forth from SNS to ESN, and became more apparent in the Phase 3 

use of ESNs by students. 

Ākonga might have thought they already knew how to operate in an ESN environment 

simply because they were already proficient in their own SNS. However, there were some 
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significant differences observed in the research that could lead to confusion of identity for 

students. These differences are summarised in Table 5.2. 

Table 5.2: Comparisons between identities and relationships—SNS/ESN 

 
 

Identity is public and visible to 

everyone; however, further information 

is dependent on security settings. 

Identity in the group is either limited public 

visibility or invisible to the public. 

Friends are identified and visible to 

everyone. 

Members are limited to members within the 

closed group, and may be visible or invisible. 

Friends, or individuals who request to be 

accepted as friends, are chosen by user. 

Teacher invites students from a limited class 

group, or relevant others. Group members join 

and may or may not be known/friends to other 

members. 

Contacts may or may not be accepted at 

the discretion of the profile owner. 

Contacts within a class group are accepted by the 

administrator or by delegated members. Contacts 

outside this group are only accepted at the 

discretion of the administrator. 

User chooses to accept or deny people as 

friends. 

Group members (with the exception of the 

administrator) do not have control over 

acceptance of other members. 

Friend numbers are not limited. Group members tend to be limited in a smaller 

group community. 

Discussion is either public, or restricted 

to defined groups of friends depending 

on security settings. 

Discussion is private or invisible depending on 

security settings. 

User can control the content and delete 

material, or block other users. 

Moderation may only happen if SNS 

page owner is reported to the SNS 

developers for inappropriate content. 

Group members (with the exception of the ESN 

administrator) do not have control over group 

content, but can raise moderation issues. 

Individual members can control their own 

content by editing or deleting. The teacher, as the 

moderator, controls the overall content.  

The process of establishing and maintaining relationships in an online community (such as 

the ESN and SNS) may have common elements with how the Māori principle of 

whanaungatanga may be identified in the regular classroom, and how it is identified at 

home. Investigating whanaungatanga-based education would need to look at evidence of 

student-teacher-whānau relationships and explore the principles of connectedness from 

ESN SNS 
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within an online learning community of predominantly students and their teacher. In this 

research, there was a conscious decision by the teachers to add whānau relationships into 

the ESN environment, to help create an authentic learning environment. 

This has also been identified as the value of the ESN for inquiry-based learning when 

connected to whānau involvement in the learning process. It may also occur in robust 

conversations linked to authentication from the wider education community when 

recognising the value of identifying experts in the whānau and community as authentic 

sources of knowledge. 

As previous research (Putnam, 2000) has shown, for students in rural areas such as those in 

this study, online awareness may partially contribute to engagement. In the design of the 

ESN, for ākonga to experience social connectedness from online awareness and group 

membership of an ESN, it was important for them to be able to potentially freely link 

themselves to any of the six categories of identity and potential ākonga relationships (see 

Figure 5.3). For ākonga, this may suggest a positive counter to any disconnectedness from 

social isolation they may feel as a result of living in a remote area when accessing their 

ESN from home. This may further contribute to their engagement and sustainability of 

involvement and interest. 
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Chapter 6:  (Phase 3)—Observation of ESN Implementation 

6.1 Introduction to Phase 3 

Phase 3 involved observing the planned ESN implemented into practice (see Figure 6.1). 

Ākonga were welcomed into the closed curriculum groups and encouraged to engage in 

discussions, and they used online resources facilitated by their teachers to supplement their 

classroom learning environment. This allowed the students and teacher to identify and 

participate in a group, with students having more responsibility for directing their own 

learning. 

Observations of practice within the ESN were undertaken by the researcher of the 

following ESN groups: 

• Main engagement period ESN (first three months): 

o Year 9 and 10 Geology (29 members), 

o Year 9 and 10 Science (24 members), 

o Year 9 and 10 Numeracy (15 members), 

o Year 11 and 12 Maths (8 members), 

o Year 11 and 12 PE (6 members), 

o Year 9 and 10 Design and Visual Communication (4 members). 

• Secondary engagement period (following three months) additional groups: 

o Year 11 and 12 Chemistry (6 members), 

o Year 11 and 12 Biology Level 1 and Level 3 (10 members), 

o Year 11 and 12 Geology (5 members). 

A total of 44 students were members of the ESNs constructed over the course of the 

research. Some of the students (27) were members of two different ESNs, and a small 

number of students (9) were members of three groups. The learning areas represented in 

the ESN were science (as science, geology, chemistry and biology), mathematics and 

statistics (as numeracy and maths), technology (design and visual communication), and 

PE. 

Material was posted by teachers onto the ESN for discussion and for students to access 

resources developed to support class topics or themes. This included the following: 
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1. resources prepared by the teacher within a learning area; 

2. still images or video material supporting classwork, selected by the teacher; 

3. review questions for students, based on classwork focus areas; 

4. assessment support material for study; 

5. motivational material and statements to support student learning. 

 

Figure 6.1: Phase 3 timeline 

This third phase also used teacher focus group discussions and an ESN teacher forum 

created to allow timely feedback between research sessions and create a space for 

professional teacher discussion across the ESNs. The main focus of discussion was around 

ESN observations in both qualitative and quantitative format, based on data viewed by the 

researcher from the students’ ESN activity as digital classroom interaction. The 

observations documented what was happening and why it might be happening based on the 

available evidence. Chapter 7 will look at what the consequences were from the point of 

view of students and teachers. 

In this chapter, I will explore how ākonga actions may be seen to be developing ownership 

of their ESN communities, and  whose cultural reality is predominant in the ESN.  Ākonga 

involved in 21st-century digital learning environments may be participants in potential 

Māori and non-Māori cultural realities, some of them shared with other students 

worldwide.  
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In this chapter, I will also look at how ‘bridging social capital’ (access to newly created 

information through a wider range of contacts) and ‘bonding social capital’ (the emotional 

support they receive from close friends) may also potentially reflect the Māori concept of 

manaakitanga, as caring, inclusive learning communities in the ESN. 

6.2 Teacher Classroom Initial Approach 

Once the ESNs were made available to ākonga as part of a digital classroom space, 

teachers began to look at honing the space to best suit their practice and to encourage 

student responses. One successful approach was summarised as follows: 

I start my lessons with a hearty mihi [opening address] after which I give them 10 

minutes of exploration of the updated ESN page. This is a ‘Do Now’ activity. 

After the 10 minutes of absolute engagement (on-task and not) I give well-spread 

five-minute bits of various activities pertaining to the current topic. I try hard to 

focus on academics rather than behaviour. Their freedom of choice is justified by 

the backup of the lesson bits and the extras available on ESN. (Teacher 5, School 

2) 

This form of classroom organisation began with an introduction, followed by exploratory 

time to investigate resources and discussion threads, and small chunks of teaching related 

to ESN material. 

Another approach was to outline the topic focus for discussion and assessment, and this 

was chosen by a teacher in a Year 11 and 12 PE and health cohort: 

Each practical lesson I will video and you have the opportunity to comment on 

how these three factors have a positive or negative effect on others: 

1. Communicating effectively 

2. Giving and receiving feedback or feed forward 

3. Supporting and encouraging others 

Each comment or post will be used as evidence towards your final mark. 

(Teacher 6, School 2) 
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6.2.1 Common Values for Teaching and Learning 

Discussion in Phase 3 of the teacher focus groups and in the teacher ESN centred around 

making the identification of Māori pedagogies more explicit. These Māori pedagogies 

were normally seen by teachers as implicit values embedded in most school interactions on 

a daily basis. Teachers expressed the need for these pedagogies to also be present in the 

ESN, as they reflected the nature of the school. 

The Māori principle of manaakitanga (the caring ethic) was identified by teachers in the 

research as important for use in their classroom in developing respectful relationships in a 

teaching and learning programme. Breaking down the word manaakitanga, mana refers to 

the concept of authority and the word āki denotes the promoting of an action. One example 

of this is in the mana given to a person to lead, organise and make decisions. In the ESN, 

this might be associated, for example, with the teachers helping to create, manage and 

moderate the learning area groups, leading to the ESN helping to create a supportive and 

caring teaching and learning setting. 

For the schools in this research, mana can be seen to permeate most traditional and 

contemporary activities. An example of this is the integrity and respect aligned to mana, 

which in a school environment may be delegated to teachers. An ESN by association may 

also be seen to have mana because of the link with senior management and staff. All ESN 

research in this project over the two schools was supported by the tumuaki, who were 

associated or designated with mana in the schools. In some of the smaller groups, other 

staff (participating teachers, deans and the principal) were able to be members and to 

participate in the discussions. 

The most common way that respectful relationships were developed was in the feedback to 

students by the teachers. The form of respect known as taonga tuku ihu (the tapu of 

individual children) or the tapu (sacredness) individual children possess (McCudden, 

1992) was seen in teacher responses to student voice on the ESN. Teachers were 

welcoming towards students and respectful of positive student interactions, such as ākonga 

questions, comments and ideas shared within the ESN. 

The examples in Figures 6.2 and 6.3 show the ways teachers demonstrated this respect in 

their ESN comments. The first example shows acknowledgement of the student’s research, 
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a comment that the teacher was proud of the student and a description of the student as 

‘brainy’: 

 

Figure 6.2: Respect for student voice 

The example in Figure 6.3 illustrates a student responding to a resource and showing 

increased interest as the teacher positively reinforces the student’s comments, which is in 

turn acknowledged by the student. 

 

Figure 6.3: Student acknowledgement 
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In an online environment, this support of student participation may be comparable in some 

respects to manuhiri (guests) being welcomed at a hui (ceremonial gathering) and having 

mana and tapu respected when bringing them onto a marae (Bishop, 1999). The students 

in the ESN are similar to manuhiri because they are invited in by their teachers, who in 

turn aim to develop respectful relationships. 

Looking after the online safety of students or kaitiakitanga (stewardship, responsibility of 

care) was another Māori value specifically looked at in teacher focus groups. This was 

associated with longer-term site maintenance, looking after the wellbeing of ākonga in 

their cyber safety and digital citizenship, and content of the postings in the ESN. 

Discussions with teachers over the course of the research showed that some students were 

able to take on responsibilities that were scaffolded by their teachers. These involved 

helping with site building and supporting teacher judgements in a small number of 

situations when conflicts arose. 

Cyber safety was an important issue discussed by teachers around the security of the 

groups and the teacher’s or students’ personal identity, the tone and language of discussion 

within the ESN and the moderation of content. The overall responsibility of care fell on the 

teachers, and the ESN were seen as an extension of their classrooms in terms of rules and 

contributions. Throughout the research, teachers were careful to maintain professionalism 

in their comments at all times, as everything they ‘said’ was recorded in ESN text. Their 

personalities were observed in a number of postings, and teachers were free to develop 

their own online identities, which may or may not have corresponded with their face-to-

face classroom identities. 

6.3 Student Responses 

For the observations of student responses, I viewed postings and interactions in all the 

project’s ESNs on a daily basis over a three-month period in the main engagement period. 

In the following three months, I continued to collect relevant data from newer and smaller 

groups in the secondary engagement period. These groups were mostly senior student 

ESNs based on NCEA subjects, and they supported assessment with resources and teacher 

discussion. Observation involved reading all communications, taking screen grabs of 

significant practice and recording detailed research notes. 
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Summative data in the main engagement period (three months) was collected on a 

spreadsheet as follows: 

1. Membership of each ESN was collected as students applied and were accepted into 

each group. 

2. Students were given an individual ākonga number that could be tracked against the 

different ESNs on spreadsheet tabs. 

3. Each posting was read for content, date and time created, and totals recorded for 

each ESN. 

4. Student postings were recorded separately against individual ākonga numbers, 

detailing the time the comments were made. 

5. Views of each posting were recorded against individual ākonga numbers, accessible 

in the order that each post was viewed by students (first viewer, second viewer, 

etc.). 

6. ‘Likes’ for each posting were collected and recorded against individual ākonga 

numbers. 

7. Comments for each posting were collected and recorded against individual ākonga 

numbers, detailing the time the comments were made. 

8. Responses in the ESN environment were differentiated into age groups within 

learning areas and charted into graphs to show levels of responses. 

In addition to this, formative data were collected and sorted into the following groups: 

1. Screengrabs were taken of representative examples of student–teacher ESN 

interaction and engagement. 

2. Comments were sorted into groups based on ascribed levels of depth. 

3. Examples were collected around the language levels of responses. 

4. Examples were collected of positive relationship building in the ESN environment, 

between teachers, students, other adults and the community. 

5. Examples of non-respectful relationships were collected to illustrate any swearing, 

put-downs, reluctance to participate or name-calling. 

6.3.1 Student Responses: View 

All students in the participating learning areas of this research were invited to join the 

various ESNs, which were set up based on the classroom cohort. Although membership 
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was optional in the main engagement period, membership of each ESN was 100% of the 

class. 

However, membership did not mean that the students actually viewed posts, as it was 

possible to join an ESN but not contribute after that. This will be explored in Figures 6.3.5 

which will show that the majority of posts were viewed by all students. The only two 

exceptions to this were students who either left school or enrolled after the research had 

begun. 

To register a view of a post, the student had to login to the ESN and click on the video, 

download a document or hover over the image on the post. Registration of a view of a post 

did not guarantee the post had been read or that any significant engagement had taken 

place; however, it did show a degree of participation greater than simply being a member 

and not viewing anything. Views were collected and analysed for each posting in all ESNs 

in the main engagement period, and these could be seen in the order in which students 

viewed each post. 

6.3.2 Student Responses: ‘Like’ 

A small number of students were observed to use the Like function to respond to a posting. 

While most used the Like button sparingly, two students were seen to use it in over 40% of 

the posts and one student in over 80% of the posts. 

The information on who liked each post could be collected as one of the measures of 

engagement, seen as an action greater than simply viewing a post. The exact meaning 

behind using the Like function for students is unclear, and further research is required to 

determine whether the reasons behind this action may be any of the following: 

1. to show agreement with a statement or resource posted, 

2. to acknowledge seeing and reading a posting, 

3. to register digital presence as part of an identifying group, 

4. to personally support the person making the statement, 

5. to operate as an approval or support of a statement. 

When Year 9 and 10 students were repeatedly asked to justify why they had ‘liked’ a 

statement in an ESN, there were rarely any responses to this. One teacher commented on 

this: 
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I am sometimes surprised at sporadic ‘likes’ of some ‘outsider-students’. The 

views are pleasing, but the comments could improve. I have posted a kōrero 

about ‘gibberish’ in which I encourage them to step up with their command of 

language. (Teacher 5, School 2) 

Research on the reasons ‘like’ is used in social media is very limited, is confined to SNS 

and does not specifically address use of ‘like’ by school students. Research with adults 

using the Like button (Chen & Bryer, 2012; Chin et al: 2015; Gerlitz and Helmond, 2011; 

Hermida et al., 2012; Hung et al., 2008; Silius et al., 2010; Silius, Kailanto, & Tervakari, 

2011; Jin et al., 2011; Van Cleemput, 2010) points to the use of ‘like’ as a way to approve 

of the content, give positive feedback and estimate user interest. All of these may 

potentially reflect use of the Like button in this study: 

Liking was introduced internally on Facebook as a quick and easy way to show 

your friends that you like the content they share. It was put forward as a social 

activity that can be performed on a shared object within Facebook to replace 

short affective positive comments like ‘Awesome’ and ‘Congrats!’. (Gerlitz & 

Helmond, 2011, p. 5) 

‘Like’ has now become a very popular social function by allowing users to 

express their like of certain objects. It provides an accurate way of estimating 

user interests and an effective way of sharing/promoting information in social 

media. (Jin et al., 2011, p. 1) 

The ‘like’ function gives a user an opportunity to give positive feedback on 

content produced by another user. (Silius et al., 2010, p. 63) 

‘Like’ becomes a step of engagement from viewing a post, as it requires a conscious action 

in making the choice to like something. It does not, however, necessarily mean that this 

action requires more engagement than viewing a post. The task of viewing a post may be 

either a short scan of the content or image, or it could involve a complete read of material, 

representing an investment of time and thought. The Like button could be pressed at any 

time, and does not presuppose that the content has been fully understood. 

While these explanations may help with identifying some of the ways students use the Like 

button, specific research on the use of ‘like’ in an educational context with school students 
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would help differentiate possible meanings when used in ESNs. The specific reasons 

behind students in this study liking a post remain unclear; however, ‘likes’ attributed to 

individual students were tallied and graphed as a step in the engagement responses by 

students. An example is shown in Figure 6.4. 

 

Figure 6.4: Student feedback 

A recent study (Chin, Lu, & Wu, 2015) using Taiwanese university students analysed their 

behaviour and motivation behind clicking the Like button using the theory of reasoned 

action and motivational theory: 

In this study, we found that if, concerning content posted on Facebook, the 

identity of the posters and the number of ‘Likes’ triggered hedonic, utilitarian, 

compliance, conformity, and affiliation motivations in the users, there is a chance 

that motivation can be used to influence users’ attitudes in favour of clicking the 

‘Like’ button. In turn, motivation should be able to be used to influence the users’ 

intentions and increase the likelihood that they will click the ‘Like’ button. (Chin, 

Lu, & Wu, 2015, p. 590) 

Identifying the meaning behind students’ use of the Like button action was beyond the 

scope of this study. There is a need for further research on behaviour and motivation, to 

identify ‘like’ use in a younger ESN audience, as well as content that will encourage a 

‘like’ response in a school teaching and learning environment. 

6.3.3 Student Responses: Comment 

Instructions given in an ESN often required clarification through student questioning. For 

ākonga, this level of questioning seemed to have been easier in an ESN environment than 

asking in front of the class. As shown in the next example, a simple question asked in class 

time via the ESN about the meaning of a word turned a literacy challenge into a teaching 

opportunity for the whole class. By having it accessible and retrievable in text on the ESN, 

the student had this as a resource, and it also became reusable by other students. 
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The response shown in Figure 6.5 was from a Year 9 student. It illustrates an instance of a 

question by one of the girls in the class who had chosen to address her challenge in the 

ESN, rather than raise her hand and ask her teacher face to face. The delayed response was 

gained over 12 hours later when the teacher responded late at night. 

 

Figure 6.5: Example of a delayed response 

Cases such as this illustrate the educational value of the ESN comments, not only to the 

individual student, but also to other learning community members. Individual online 

communications were indirectly able to be of potential benefit to the whole ESN 

community, either immediately or on demand as searchable and cached resources. 

This usage I have termed ‘dual learning pathways’ and it will be discussed in more detail 

in Section 6.5.2. It is used to describe when ākonga connect their ESN environment to a 

kanohi ki te kanohi classroom programme as represented in the diagram in Figure 6.6. 

In Figure 6.6 the teacher may connect directly with the students in the class 

(synchronously) or online (asynchronously) to provide any support requested. This can be 

compared to the asynchronous support from group members outside of class, which is not 

kanohi ki te kanohi. 
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Figure 6.6: ESN support structures 

Students were encouraged by the teachers to respond to ESN postings and identify their 

perceived levels of understanding. This consisted of the teacher asking questions about a 

student’s response. When students were encouraged to reflect on their learning experiences 

publicly, for some ākonga the responses were direct and echoed their normal speech 

idioms. For others, there was minimal response apart from joining up and viewing a 

posting by teachers or other students. 

When responding, ākonga did not appear to show any reluctance in commenting on their 

perceived progress, as the example in Figure 6.7 illustrates, with typical elements of 

respectful address used by students towards teachers in class: matua and sir. 

 

 

Figure 6.7: Example of a positive student response 

Student responses such as this were usually represented by minimal text when they had 

understood a resource or solved a problem. However, when needing help, they tended to 

go into more detail and express their frustration openly in the online environment. 
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6.3.4 View-Like-Comment Ratio 

The views, ‘likes’ and comment-based responses were collected as a proportional 

response. In this research, I have termed this the view-like-comment (VLC) ratio. This 

VLC ratio is identified in the ESN as a progression, indicating three measurable 

involvement levels of the ESN participants. Each of these three different responses was 

counted and documented for the analysed ESN. Comments were recorded as immediately 

as possible and cached for analysis, as these could be removed or withdrawn by the teacher 

or student at any point. 

Towards the end of the observation in the main engagement period, cumulative ‘likes’ and 

views were tallied against class rolls on a spreadsheet for each student and every ESN in 

the research. As Facebook did not have an analytics function available, this was achieved 

by individually counting each response. 

Data were collected under the following categories: 

1. registered and approved members of the ESN; 

2. the number of posts generated for each ESN; 

3. the total views of the combined posts, individually sorted and recorded against each 

student; 

4. the total ‘likes’ of the combined posts, individually sorted and recorded against each 

student; 

5. all comments/postings by students, individually sorted and recorded against each 

student to include times of posting. 

The ESN cumulative data collection in the main engagement period was as shown in Table 

6.1 (arranged in order of posts). 

Table 6.1: ESN cumulative data 

ESN Members Posts Views Likes Comments 

1 Year 9 & 10 Numeracy 15 118 1509 185 39 

2 Year 9 & 10 Science 24 108 2074 265 83 

3 Level 2 Maths 8 59 462 19 14 

4 Year 9 & 10 Geology  29 53 983 94 21 

5 Year 9 & 10 Design  4 12 46 13 14 

6 Year 11 & 12 PE  6 3 16 2 2 
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From these data, it was possible to create bar graphs of actual use by individual students, to 

demonstrate the proportions of engagement on the VLC cycle as a response ratio. These 

results aligned to individual students are summarised in Sections 6.3.5 and 6.3.6. They 

indicate a high view response for all groups, to a generally low ‘like’ response and a low 

comments response. 

The VLC ratio can be shown as an average student figure for each ESN, using the 

following formula for the percentage calculation per ESN, keeping in mind that each ESN 

has a different number of members and posts. By way of explanation, I have used figures 

from ESN Group 1 (Y9&10 Numeracy). 

Percentage is based on the whole being (views + likes + comments) = 1733 total for 118 

posts and 15 members. 

Percentage views = views ÷ whole × 100 = 1509 ÷ 1733 × 100 = 87.01 = 87% 

Percentage likes = likes ÷ whole × 100 = 185 ÷ 1733 × 100 = 10.67 = 11% 

Percentage comments = comments ÷ whole × 100 = 39 ÷ 1733 × 100 =2.25 = 2% 

By applying the above formula this is displayed as three average percentage figures of the 

whole, to allow VLC summary per cent of views, likes and comments as a ratio. So, for 

Year 9 and 10 Numeracy the VLC ratio is: 87:11:2 (see Table 6.2). 

The indications from these data are that in the initial stages of using an ESN for 

supplementing classroom activities, there is a proportional VLC ratio that is an indicator of 

preliminary engagement of ESN membership activity. The accuracy of the VLC ratio 

becomes less reliable as the ESN membership numbers or number of postings reduce. 

Groups 5 and 6 had a very small number of members and posts, and therefore, their VLC 

data were not appropriate. 
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Table 6.2: ESN proportional VLC ratios 

ESN % V % L % C 

1 Year 9 & 10 Numeracy 87 11 2 

2 Year 9 & 10 Science 86 11 3 

3 Level 2 Maths 93 4 3 

4 Year 9 & 10 Geology  89 9 2 

5 Year 9 & 10 Design  63 18 19 

6 Year 11 & 12 PE  80 10 10 

The ESN data generated for each student profile showed how this VLC ratio worked in 

each ESN when broken down to individual use. The following two sections show analysis 

of actual ESN use under the VLC ratio, broken into an exemplar from the junior school 

(Y9&10 Science) and one from the senior school (Y12 NCEA Maths). 

6.3.5 Student Actual Use of an ESN: Year 9 and 10 

Quantitative analyses of interactions in individual ESNs showed that a small group of 

students were using the Like function on a large proportion of their viewings. In the 

illustration in Figure 6.8 from one Year 9 and 10 class, almost all the class (19/21) had 

viewed well over 80% of the 108 postings during the research. Twelve students had ‘liked’ 

between 1 and 10 posts, and four students had ‘liked’ between 25 and 90 posts. 
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Figure 6.8: View-like-comment response ratio Year 9 and 10 

Of the latter group of high respondents, comments were generally proportionally lower. 

The very high response rate of viewings indicated that ākonga were showing a measurable 

degree of interest by their presence and access of the teaching and learning material. The 

graph in Figure 6.8 was representative of Year 9 and 10 student responses across all the 

ESNs studied. 

Information is not available on the participation rates of comparative international ESN 

groups, but for the ākonga studied in this research, student participation rates of viewing in 

the ESNs were very high, while comments were low. 

In the example shown in Figure 6.9 from a middle school geology ESN, the teacher 

initiated an inquiry question in class and posted a resource later in the day to support the 

learning. Ākonga (19 students from a class of 29) viewed the resource that night or early 

the next morning, and there were four replies within a short space of time. This included 

one from another teacher, with the science teacher also responding and clarifying. Within a 

few days the whole class had viewed the resource. 

The learning intention of the clip was to promote understanding of how three types of 

volcano work, and was produced by the teacher as an interactive video resource to aid their 

study and to help them with assessment questions in class. The clip used his voice 
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supplemented with images and mnemonics created to help students with retention. This 

form of resource mirrored presentations in class; however, in an ESN it could be watched a 

number of times and paused as needed. Because of the lack of analytics in Facebook, only 

a single view was recorded for each student on the site. 

 

Figure 6.9: Example of varied responses to resource 

In teacher focus group discussions, it was identified that teachers could anticipate a good 

rate of membership, and that while most students could be expected to view the posts, 

there may not be a lot of comments or ‘likes’ seen in the initial engagement period. Using 

this information, newer ESNs were constructed in the secondary engagement period (three 

months after the primary engagement period), which took account of the anticipated use by 

students. These new groups were targeted at Year 11 upwards and supported NCEA. 
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6.3.6 Student Actual Use of an ESN: Year 11 Upwards 

Figure 6.10 is a typical example of a quantitative analysis of interactions in a senior NCEA 

class over three months in the main engagement period. It shows similar VLC patterns to 

the above Year 9 and 10 analysis. At this NCEA (senior national exam) level, the observed 

ākonga would view almost every posting done by the teacher, but there would be very few 

comments or ‘like’ acknowledgements in proportion to the total postings. Most of the 

postings were resource based and came from the teacher. Comments from senior students 

tended to be focused around their understanding and use of the resource, and clarification 

of words or meaning. 

 

Figure 6.10: View-like-comment response ratio Year 12 

NCEA learning areas, with significantly smaller class size, showed higher rates of total 

views of resources, fewer ‘likes’ and more in-depth content. This was a strategy employed 

by one of the teachers (Teacher 5), who created multiple ESNs for his NCEA classes in the 

secondary engagement period for students to access resources and material to supplement 

learning done in class. 

Links to classwork were made, and material that needed to be reviewed for assessments 

were given to students via the ESNs in the following groups: 

• Year 11 and 12 Chemistry (6 members), 
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• Year 11 and 12 Biology Level 1 and Level 3 (10 members), 

• Year 11 and 12 Geology (5 members). 

Material posted to these ESN groups fell into the following categories: 

1. text based: 

a. resource material information, 

b. classroom reflection, 

c. assessment material with description, 

d. motivational material for student inspiration; 

2. static image (often high interest) to support understanding of a learning topic; 

3. video presentation to support understanding of a learning topic: 

a. video of classwork filmed by teacher or a student, 

b. video resource constructed by the teacher, 

c. video taken from Internet to support class learning. 

Figures 6.11–6.14 reflect typical examples of postings in Category 1 by one of the 

teachers. 

 

Figure 6.11: (1a) Resource material information 
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Figure 6.12: (1b) Classwork reflection 

 

 

Figure 6.13: (1c) Assessment material with description 

 

Figure 6.14 (1d) Motivational material—student inspiration 
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Student typical postings aligned to these teacher postings were mostly by way of a 

clarifying question such as that shown in Figure 6.15. 

 

Figure 6.15: Student question, teacher response, student reply 

Static images were presented as high-interest photographs or diagrams, either created by 

the teacher or cut and pasted from the Internet. Figures 6.16 and 6.17 reflect typical 

examples of postings in Category 2 by the teacher. 

 

Figure 6.16: (2) Static image: Internet photograph 
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Figure 6.17: (2) Static image: whiteboard shot 

Figures 6.18–6.20 reflect typical examples of video postings in Category 3 by the teacher 

or students. 

 

Figure 6.18: (3a) Video of classwork (student filmed) 
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Figure 6.19: (3b) Video resource constructed by teacher 
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Figure 6.20: (3c) Internet video (student upload) 

Material posted to these ESN groups fell into the following categories: 

Posting ESN text based resource material, or high interest static images to support 

understanding of a learning topic in the ESN classroom delivery, allows the teacher to 

function as an activator or as a facilitator (Hattie, 2007, 2010) in a classroom utilising 

student prior knowledge and cultural and self-directed learning. The teacher may also 

encourage a discursive classroom, where students are involved in teaching and learning 

activities, and where they are doing, stating and theorising in an environment that is 

culturally appropriate, and is a responsive context for learning (Bishop, Berryman, 

Cavanagh, & Teddy, 2007). Video presentation allows support for student based learning 

(Brake, 2008; Chandra & Lloyd, 2008; Fewkes & McCabe, 2012; Harlow, Cowie, & 

Jones, 2008), with teachers in a facilitator role, scaffolding ākonga to support their 

understanding of a learning topic. The use of high interest and culturally relevant images 

supports the ambient virtual co-presence identified by embedded ‘interest arousers’ and 

‘response prompting actions’ introduced in 2.5.1 (Ito, 2005; Koskinen, 2004). 
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6.4 Student Identity 

Ākonga may be participants in both Māori and non-Māori cultural realities, in shared or 

manipulated identities (Tufekci, 2008) similar to those of other students worldwide. While 

it is difficult to measure ākonga actions in this research as uniquely Māori because of the 

nature and structure of the international ESN format, their actions contribute to the total 

picture in developing culturally appropriate educational frameworks and fostering a 

supportive and caring learning environment. 

Ferguson’s (2008) research, identified earlier, points to Māori students and staff utilising 

technology to enhance their teaching and learning using cultural values and beliefs. Also, 

K. Stevens’s (2005) research identifies e-learning engagement in rural schools 

necessitating change to the learning environment and the need to work more 

collaboratively. Implications for this research point to encouraging support for student 

based learning, and looking at how the e-learning in ESN can support school curriculum by 

offering relevant teaching and learning for the students in this study. 

6.4.1 Student Language Responses 

Over the observation period, students’ ESN responses tended to be differentiated (as in 

school) according to the normal language of communication in class. Students who might 

converse freely in te reo Māori in some classes were free to shift languages in other classes 

related to the language expertise of the teacher. Vocabulary from te reo Māori was 

observed in some of the responses in ESNs in a natural flow similar to normal student 

conversation, as in the example shown in Figure 6.21. 

 

Figure 6.21: Example of te reo Māori text 

However, the majority of the language of communication observed was in English. A large 

group of students (43.5% N = 23) reported that using te reo Māori did not work as well as 

expected by the students in the ESN groups (see Figure 6.22). This may reflect a transition 

time required for te reo Māori to gain SNS acceptance in Te Ao Māori, and again raises the 

question of whose cultural reality is predominant in the ESN. 
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A similar trend was seen in research with older rangatahi (youth, in this case tertiary 

students) operating within SNSs: 

Despite the study indicating low numbers of rangatahi using te reo Māori in 

SNS, this aspect of socialising and interacting through the Māori language is 

worth exploring. Some rangatahi mentioned that they would not use te reo Māori 

in Facebook unless it was their kaumātua or people whose language preference 

was te reo Māori, and felt that conversing with friends required a language that 

could be understood by the majority. (O’Carroll, 2013b, p. 288) 

That the language of communication observed in this ESN research was predominantly 

English may or may not reflect the normal classroom idiom. As regular classroom 

observations and recordings were not undertaken as part of the research, this could not be 

accurately determined. If ākonga are to have their different views as Māori discussed and 

valued, then the chosen ESN languages play a big part in enabling this. Use of te reo 

Māori would seem to be a crucial element in this process in some form, and one where the 

focus of the content in the ESN learning environment would also need to support this. 

  

Figure 6.22: ESN te reo Māori use reported by students 

6.4.2 Bridging Social Capital Observed in ESNs 

The concepts of ‘bridging social capital’, or access to newly created information through a 

wider range of contacts, and ‘bonding social capital’, or the emotional support students 

receive from close friends (Ahn, 2012; Burke, Kraut, & Marlow, 2011; Ellison et al., 2007; 
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Ellison, Steinfield, & Lampe, 2011; Steinfield et al., 2008), may also reflect a supportive 

and caring teaching and learning setting (manaakitanga) if it occurs in the ESN. Features 

of both bridging and bonding social capital were observed to be occurring over all of the 

ESNs in the initial engagement period, when students responded to questions in the online 

environment and supported each other with study and problem-solving experiences. 

A relevant study in the United States (Ahn, 2012) looked at adolescent use of SNSs and 

reported higher levels of social capital in both bridging and bonding social capital: 

The results show that youth who use Facebook and Myspace report higher social 

capital in both their school and online relationships. In addition, the analysis 

suggests that distinct modes of SNS experiences are differentially related to 

bridging and bonding social capital. Time spent in SNSs is related to bridging 

capital, while positive or negative experiences are related to bonding capital. (p. 

99) 

Students working with information and topics in an online ESN environment had access to 

the capacity of Internet searches and were able to research in their own time out of the 

classroom. This allowed them to search, cut and paste in a way that classroom constraints 

may not allow (time and access). For bridging social capital in an ESN, there is a question 

of authenticity and ownership of responses in a closed community. The example in Figure 

6.23 shows how two students clearly provided answers word for word from Internet 

research they had searched (www.ask.com and www.universetoday.com). 
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Figure 6.23: Example of bridging social capital 

Teachers attempting to build on student experience and the concept of cultural capital that 

a student brings to the classroom may see different forms of engagement.  The 21st-

century students have access via Internet, to an active-collaborative information-sharing 

environment. While this knowledge base may not actually be from the students’ personal 

experience, students may see it as socially constructed, easily accessible and available for 

their use as a result. 

The example in Figure 6.24 shows a response by a Year 11 student who processed research 

(possibly accessed from the Internet) into his or her own words and submitted the answer 

to the teacher and community in the ESN. 

 

Figure 6.24: Example of bridging social capital 

Because the bridging social capital in this situation is largely web based and the cultural 

capital for ākonga may come from outside the Internet domain, there was some confusion 
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observed between the two concepts (see Figure 6.25) when students answered questions in 

the ESN domain. Is this their knowledge they are using from their personal experience, or 

acquired knowledge they have retrieved or constructed from the work of others? 

 

Figure 6.25: Bridging social capital operating in ESN 

Is this knowledge that has been created as a result of group interaction? Has it been 

authenticated, possibly given degrees of mana and made available for use by anyone in the 

group, or is this from an even wider knowledge base constructed by others not associated 

with the user and made available via the Internet? In Māori society, authenticated group 

knowledge may have a higher value than an individual response because of the importance 

placed on collective ownership, for example. 

6.4.3 Bonding Social Capital 

Bonding social capital is based on the support students receive from other ākonga within 

the ESN. The framework for this form of bonding social capital is represented by a more 

internal support structure than bridging social capital and originates from the SNS, where 

students may have already developed or experienced established friend or whānau bonds. 

O’Carroll’s (2013b) research supports this in a Māori context surveying older rangatahi 

operating in SNS, where they are showing support for friends and whānau: ‘SNS are 

facilitating whānau connections and communication and thus, increasing whānau ties and 

relationships’ (p. 262). 

While this SNS bonding social capital relationship (see Figure 6.26) was within whānau 

ties and connections, in the ESN environment this support was observed to work between 

student and student, and between student and teacher. 
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Figure 6.26: Bonding social capital operating in ESN 

Depending on their teacher or other community members’ availability, ākonga were 

observed to access synchronous and asynchronous help in their ESN at a time that was best 

suited to their learning needs. The ESN allowed a potentially supportive and highly visible 

relationship with their teacher and their peers in the community. By being so visible, these 

relationships may be seen to enhance social connectedness between students and teacher, 

as the examples in Figure 6.27 demonstrate. 

 

Figure 6.27: Example of bonding social capital 

The next example is an online ESN discussion between four students in the same class, 

during class time when a teacher has told a student not to eat in ‘his’ classroom. A student 

has commented and laughed at the statement, while two others support him. At the end of 

the class, the teacher is able to see the ESN discussion and pick up the tone of the posting, 

to help resolve any tension with a culturally competent response. The bonding social 

capital exhibited between students may potentially have widened to include the teacher 

when the response essentially supported the students in Te Ao Māori idiom. 
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Figure 6.28: Example of bonding social capital 

Due to the potentially wider membership of the ESN groups (if they were including 

teachers, community and parents) compared with their class, ākonga were free to engage in 

educational conversations with anyone in their ESN according to interest. This also 

allowed them to view all interactions in the educational community in an ‘eye of God’ 

role, seeing all conversations. Personal message communications could not be monitored 

in the research and have not been included in the analysis as a result. 

Many personal responses by students made directly to their teacher (see Figure 6.29) 

showed some genuine engagement, which was shared with the whole ESN community. 
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Figure 6.29: Student engagement acknowledgement 

Some supportive relationship responses were made by other teachers who were invited 

members of the ESN but were in a different relationship to the student than their classroom 

teacher. These examples of bonding social capital were observed to be generally accepted 

by the students, without any comments (see Figure 6.30). 

 

Figure 6.30: Example of bonding social capital 

The example in Figure 6.31 from a Level 2 NCEA Mathematics ESN illustrates a response 

between a number of students over a problem posed by the teacher. In this instance, both 

students and the teacher provided bonding social capital for the resource request. The 
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teacher (in a teina or older teacher role) initiated an inquiry question, early in the morning 

of a public holiday. One student (a tuakana or younger learner) responded later that 

morning with a request-based question, and then later other students (tuakana taking on 

teina roles) provided answers. 

The integrity, sincerity and respect were clearly evident between students and teacher; 

students helped each other in a tuakana–teina relationship, which was picked up on and 

praised by the teacher. 

 

Figure 6.31: Example of class bonding social capital 

This role shifting between tuakana and teina was observed to occur frequently in the 

ESNs, when the teacher initiated open questions to prompt a response. 
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6.4.4 Bonding Social Capital Crossover 

Further evidence for this was seen when students in the study began to make quick-fire 

ESN comments to each other, showing evidence of interest while being physically 

involved in classroom activities. These posts made during class time illustrated some 

degree of crossover from public to private, comparable to whispering to each other in class 

or quiet pōwhiri (welcoming ceremony) conversations in the background during formal 

whaikōrero (speeches). 

In the example in Figure 6.32, the Year 9 Science students had been studying convex and 

concave mirrors in science, and many were fascinated by the security use in shops. ESN 

comments such as this sample were made back and forth during class, over the learning 

achievement. Other students were tagged into the conversation. Ākonga 17 tagged Ākonga 

14 to her statement so she could also be identified in the post. Ākonga 10 asked about it, 

and Ākonga 14 (tagged) replied. During this conversation, the rest of the class were still 

participating in the teacher-led environment. The engagement crossed over seamlessly and 

synchronously from classroom to ESN. 

 

Figure 6.32: Example of student ‘tagged’ conversation 

Smaller student groups or pairs within student cohorts were observed. These corresponded 

to self-defined learning groups synonymous with bonding social capital, and often gave 

simple confirmation of learning statements to their teacher. The more articulate student in 

the ESN would take responsibility for reporting back to the teacher. 

 

Figure 6.33: Student speaking for other ‘tagged’ student 
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The simple example in Figure 6.33 shows how a student would identify the other 

student(s) in their brief post, by either inclusion of their name, or by tagging friends in the 

group. On some occasions, the tagged or mentioned student would additionally ‘like’ the 

posting, and other students would add their approval or interest if they also wanted to be 

included. Again, we are seeing variations of the bonding social capital support students 

might receive from close friends, associated with the concept of taonga tuku ihu (the 

emotional-educational bonding the individual students create between themselves). 

Some teachable moments were seen to occur outside of the classroom, when the teacher 

and a student would have a synchronous conversation on an issue or question from 

classwork. These conversations also reflected a crossover engagement separate from the 

school environment. The example in Figure 6.34 illustrates a strategy sometimes employed 

by teachers to engage students in the ESN, by spending time after class or in the evening 

helping individual students. While the main object of the discussion revolved around 

helping the student, the third comment by the teacher was addressed to the whole class. 

The rest of the class could either follow the thread synchronously, or read the discussion 

later asynchronously. Both approaches were anticipated by the teacher’s response. 

 

Figure 6.34: Example of bonding social capital 
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6.4.5 Autonomous Operating Structures: Self-Directed Learning 

Ākonga were observed to access learning materials in the ESN to suit their needs. This 

included revision material, project content, resources, questioning the teacher, learning 

community help, and focus questions in a forum. Because the ESNs were available on 

demand, they were strongly autonomous operating structures that allowed students to 

determine their own pace, content and self-review. This was evident in the times students 

were accessing the ESN inside and outside of class. 

While data on the views for each post could be collected, the times students were viewing 

postings were not available. However, when students made postings of their own, these 

data were time stamped on the ESN. Information was collected to see a pattern of what 

times of the day students would typically post replies to a teacher post, or would initiate 

posts of their own. The graph in Figure 6.35 shows the four biggest ESNs in the initial 

engagement period, measured according to the averaged times students would post. 

The science ESN received most of their posts around midday (11 posts at 11am and 32 

posts around 12pm), possibly due to Internet access over lunchtime. Other smaller peaks 

appeared around 3pm (5 posts) and around 7pm (5 posts). Similarly, Numeracy ESN 

peaked at midday (15 posts), with an additional peak around 2pm (12 posts). The Maths 

Level 2 ESN had lesser peaks at 6am (4 posts) and 6pm (4 posts), and Geology had peaks 

at 11am (8 posts) and 10pm (5 posts). 
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Figure 6.35: ESN posting times 

While the content of material submitted to the ESNs was observed to be usually based on 

related classroom topics or information, students directed the learning to a large extent by 

their postings and queries. Their individual inquiry learning results were available for 

everyone else in the group to share on demand. Self-directed learning questions were often 

answered as a student-initiated post or inside a teacher posting, as the example in Figure 

6.36 illustrates. 

 

Figure 6.36: Self-directed learning questions 
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The example in Figure 6.37 illustrates two Year 9 students taking responsibility for their 

own learning and initiating a new topic in an e-learning environment based on high-interest 

material. 

 

Figure 6.37: Student engagement and topic initiation 

This conversation was initiated in the ESN during class time, and is an example of ākonga 

showing an interest in a practical area of science (dissection) and requesting help in setting 

up an experiment. The students communicated synchronously, while the teacher (who was 

busy taking the physical class) responded asynchronously. The teacher had considered 

their request overnight, and the following day on the ESN tried to steer the students into an 

alternative tertiary oriented pathway involving a class trip, tertiary observation and whole 

class participation. 

One student responded an hour later, and chose instead to continue on a self-initiated 

learning pathway, taking responsibility for his/her own learning by setting up the 

experiment (with the teacher’s help) as a practical session that could be done 

independently. The example illustrates the pro-active self-determining approach available 

to students from within an ESN environment. Whether these students would have been 

happy to have asked this in class was not able to be determined. By asking through the 
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ESN during class time, they potentially postponed the teacher response and some of the 

peer response. The framework for participation is identified in this research as a dual 

learning pathway, which will be discussed in Section 6.5.2. 

6.5 Evolving ESN Frameworks 

The concept design (see Figure 6.38) for the closed ESN groups in the beginning of the 

project was based on the majority of the access being done outside of the classroom. 

 

Figure 6.38: Beginning ESN operating framework 

This framework was initially designed to show the ESN relationship between the group 

learning in the classroom and the separated group composed of individuals with home 

access. The school operated as the kanohi ki te kanohi classroom environment, which was 

synchronous and participants were all in the same room. The home participation was 

characterised by individual ākonga accessing resources asynchronously, and 

communicating as needed with each other or the teacher. 

6.5.1 Crossover ESN Framework 

However, as the ESNs developed, students quickly saw the opportunity to use this e-

learning function during class time as well. I have used the term ‘crossover ESN 

framework’ to describe ākonga using an ESN in classroom time as well as outside of the 

classroom. 

A number of the groups (with the teacher’s permission) were able to access the online 

resources and make appropriate asynchronous postings or raise questions during their 

timetabled learning area. This independent learning utilised the student capacity for 

choosing self-instruction in an e-learning environment, over kanohi ki te kanohi teacher 

instruction in the same class. Some students regularly used this opportunity. 

In the example in Figure 6.39, there was an asynchronous time differential of four days 

before the student received a reply from her teacher to a question asked online during 

class. Here, the teacher’s reply referenced Māori vowels for an aid to pronunciation. 
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However, once viewed, she responded within an hour and a half outside of class, to 

acknowledge the help she received. 

 

Figure 6.39: Student asynchronous ESN crossover 

A further example, in Figure 6.40, illustrates students publicly commenting using an ESN 

during class time, detailing their perception of progress in their learning process from 

posting initial confusion (‘I don’t understand’), to frustration (‘This is hard, I don’t know 

what to do’), to understanding (‘Now I know how to do this’). Here, the teacher was also 

responding via ESN, and at one stage asked the student to request face-to-face help from 

him in class time. The student indicated a preference for her to use the ESN instead: ‘This 

(ESN) is the only thing I can talk on.’ 
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Figure 6.40: Classroom synchronous ESN Crossover 

We see a significantly shorter time differential in Figure 6.40, in a situation in which 

students were initially conversing synchronously via the ESN within class time. They were 

synchronously discussing where they were in their learning process, while the teacher 

responded asynchronously, addressing the group teaching and learning environment. In 

this ESN conversation, unlike a classroom situation where oral evidence is often not 

captured, the ESN afforded step-by-step evidence of student engagement or any 

disengagement as they articulated their understanding through their comments. 

Students are able to communicate how they are doing with formative comments aimed at 

both eliciting the teacher’s help and identifying with the ESN group. In this example of a 

crossover ESN framework, ākonga were responding to other ākonga in similar situations. 

The teacher (face-to-face synchronous) was able to illustrate successful learning instances 

to help. Here, as a tuakana–teina relationship, the peer help structures can be seen to be an 
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effective teaching and learning tool that is easily communicated and organised through the 

ESN. 

Students’ learning stages identified by the responses in Figure 6.40 highlight clearly at 

what point they are having challenges, associate with others who may also be experiencing 

difficulty, express feelings of frustration to the teacher, connect with other students or the 

teacher for help, recognise when they develop understanding, and identify their part of the 

learning dynamics of the class. A framework (Figure 6.41) was developed to illustrate this.  

 

Figure 6.41: Crossover ESN Framework 

As the crossover ESN framework developed in this part of the research, students were able 

to utilise asynchronous or synchronous communications with their teacher or other ākonga 

from home. Some lengthy conversations were conducted between teacher and student in 

the evenings. These were often based on questions the student had asked previously on the 

ESN in class time or an area the student was having trouble with, relating to work being 

done in the classroom. Teachers were able to exploit this engagement and supply revision 

material, or go into more depth, while also giving others in the class the opportunity to 

watch over the learning. 

In the example at Figure 6.42, a student has presented a challenge during school time in the 

ESN environment, rather than ask the teacher directly in class. The difficulty has arisen at 

10.14am and because of teaching commitments the teacher has responded asynchronously 

at the end of the day—3.56pm. By using the ESN to request an alternative work time, the 

student has effectively avoided or postponed a direct response, and achieved what she was 

initially wanting—to work from home. 
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Figure 6.42 Student postponed response 

6.5.2 Dual Learning Pathways 

The additional factor identified by the integration of the ESN into face-to-face teaching 

time created a parallel synchronous/asynchronous dual learning framework for ākonga. 

This could operate at school or at home. When it was used in the school environment, it 

incorporated the crossover ESN framework. 

Students were given the choice to pursue what I have termed (see Figure 6.43)  ESN dual 

learning pathways in class (involving synchronous conversations with other ākonga or 

asynchronous communication with their teacher asking questions or viewing of resource 

material). Alternatively, they could participate in the normal lesson without e-learning 

(face-to-face and offline teaching). 

 

Figure 6.43: ESN dual learning pathways 

The teacher in this framework, by necessity, could only participate in two of these 

processes (face-to-face or asynchronous ESN). However, the value added by the ESN 

allowed an extra element to be included in the teaching and learning process. This was 

succinctly expressed by one of the teachers: 

Previously my lesson plans had to cater for multilevel teaching trapped in time 

and space, but the ESN has added an extra dimension to the evolutionary process 

of teacher survival. (Teacher 5, School 2) 
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6.6 Student ESN Relationships 

As we have seen, ākonga had already brought student relationships into the ESN from their 

SNS and from their classroom associations. However, a number of other relationships were 

involved in the ESN process that created their own set of identities. These all involved 

adult members of the ESN community, and created their own challenges. 

6.6.1 Students Building Relationships with the Community 

Three months into the ESN observation, one of the teachers who managed multiple ESNs 

tried introducing members from outside of the class cohort. This was not initially done 

with student consent, and based on the results from Student Questionnaire 1, it was 

predictably not going to be a popular move. 

In three of the ESN groups, this involved: 

1. other senior teachers in the school, 

2. teachers outside of the school but in the community, 

3. a resource teacher of learning behaviour (RTLB), 

4. parents/grandparents of students. 

Adults were invited to be members of two of the larger ESNs (science and geology) in the 

initial engagement period, after one to two months of operation. The middle school dean 

and the senior dean were included to make more transparency in the operations of the 

ESNs in one school. Two parents of students at the school, who were also teachers in the 

school and participants in the research, requested to be members of groups that could offer 

professional learning and development to them. The RTLB in the school requested to be a 

member, and although not otherwise involved in the research, showed a lot of interest in 

the study, which involved some of the students in her care (the reason behind joining). The 

grandmother of a student in two of the ESNs requested membership, as well as another 

student’s mother (also a teaching principal at a local school). 

Despite the lack of student consultation and any introduction of the adults to the 

communities, some of the adults were seen to immediately make contributions in two ways 

(see Figure 6.44). A small number of adult members made their own postings or replies to 

teacher questions that were primarily intended for student response. 



182 

 

Figure 6.44: Adults posting in ESN 

Other adult members (teachers in the school) made motivational comments on positive 

contributions to student postings. These usually consisted of short praise or approval 

statements, and were made to students they either knew or taught. 

While students did not make public comments on specific adult individuals who should or 

should not be admitted, there was some polite public questioning addressed to the teacher, 

by students asking about adult membership of the ESN groups. The example in Figure 6.45 

is from a Year 9 student inquiring about new levels of group membership: 

 

Figure 6.45: Student inquiry in ESN membership issue 

The teacher of this student replied in detail to her, justifying the inclusion of a number of 

adults added into the ESN. He had sound explanations for each of the adults being part of 

the group. He also expressed his background rationale in a separate forum (Teacher ESN: 

used for teacher/researcher communication): 

I believe that parents have a role to play in these groups. I cannot think of any 

reason why students should have reservations about parents joining the group 

(besides swearing, which they should not do). I invited the Middle School dean 
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and kaitiaki [guardian] of the iPads and e-learning; the senior dean who needs to 

know what is going on; two parents, who are my colleagues, who requested to be 

members; one nana, who was concerned about her moko [grandchild], and asked 

to be a member via the RTLB; the RTLB who needed to know what the fuss was 

about; a student’s mother, who is a principal at a local school. The latter student 

is always missing classes for reasons out of his control and the ESN is giving him 

the opportunity to stay on par. His commitment will only improve with his 

mother’s encouragement. This student has the most potential in my class. 

(Teacher 5, School 2) 

The student who raised the question replied with a succinct response, indicating she had an 

interest in the actual decision rather than the rationale behind it: 

 

Figure 6.46: Teacher response to student issue 

Immediately following this addition of adults in this ESN, there was a sudden decline in 

the VLC. Student viewings of online resources, previously representing almost the whole 

class, dropped dramatically to just a handful of students. 

A lack of ESN response from ākonga when a small group of adults was unexpectedly 

introduced into the group by their teacher may suggest a perceived change in relationship 

status for the students in a number of ways, around levels of whanaungatanga. One 

explanation of this is that although all the new adult members were Māori, in this closed 

group there was no attempt to first establish ESN relationships or explain their sudden 

presence by introducing or welcoming them. 
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Definitive ākonga responses to this could not be gathered in the course of this research, 

although a change in engagement was observed. Other potential factors involved include, 

for example: 

1. Ākonga may have wanted to indicate respect by not publicly arguing with their 

teacher in front of the other senior adults, hence the lack of many questions around 

the adult inclusion. 

2. Ākonga may see the adults as being the providers of the ‘correct’ answers rather 

than students, and this was observed a number of times when a new adult group 

member answered questions intended for the students. 

3. Ākonga may find the language level of the adult conversation too complex to 

comment freely, and samples suggest that participating adults were indeed engaging 

in professional dialogue with the teacher in the students’ ESN. 

While the reason may be complex, there is a clear indication of the necessity for the 

teachers to maintain consultation with their community of learners in the ESN. This will 

ensure a sense of whanaungatanga is maintained when establishing relationships between 

ākonga, and that Māori pedagogies and values may be present in a discursive (Bishop et 

al., 2007b) classroom teaching and learning framework. 

6.6.2 Students Building Relationships with Teachers 

When the teachers were creating and adding resources to assist students in their ESN, a 

number of helpful responses came back from the students indicating they were actively 

engaged in a respectful relationship with their teacher. In the example in Figure 6.47 of a 

Year 9 comment, the student explained the problem, offered a solution, praised the effort 

the teacher was making, and then explained the text language she had used (in case the 

teacher did not understand the acronym). 

 

Figure 6.47: Student formative feedback for teacher 
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Other instances were observed where students acknowledged learning difficulties in class, 

and subsequently asked for help from the teacher via the ESN. Unlike a verbal response in 

class, these answers were available for all students as a reusable resource. 

6.6.3 Whakamā Concept: Teacher Observations 

Research on the concept of whakamā (shyness) has identified a changing status of 

whakamā for Māori student responses in the classroom when praise is used: ‘This research 

revealed that Māori students’ response to praise was a complex, multifaceted issue that 

was firmly grounded in a cultural framework’ (Butterworth & Bevan-Brown, 2006 p. 38). 

Ākonga responses to class inquiry-based questions posed in the ESN were often followed 

up by the student, by seeking teacher feedback or recognition. While a classroom response 

to this may be made directly to the student either privately or in front of the class, in the 

ESN a posting is always publicly available to the whole group (see Figure 6.48). Student 

acceptance of this may suggest a different interpretation of whakamā in an ESN, where the 

digital student identity, by virtue of the environment, is not subject to the same pressures or 

restrictions. 

This has also been identified by research (Selby, 2006) looking at using technology to 

overcome students’ sense of whakamā as they develop and learn to deliver a mihi 

(introduction speech). Selby’s research identifies a useful potential for e-learning, and is 

seen by Greenwood & Te Aika: 

to make a significant revival to te reo Māori if programmes are well researched 

and designed, if a general level of technology competence is required before 

students embark on specific e-learning packages, and if any needed e-support 

systems are easily accessible. (Greenwood & Te Aika, 2008, p. 20) 
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Figure 6.48: Positive teacher response to student 

The changed status of whakamā in the ESN was not always carried over into the 

classroom. When asked about whakamā in the teacher focus group sessions, one teacher 

remarked that some of his students were very vocal in the ESN. They would participate 

with him by engaging in online conversations in their learning area group in a way not 

normally seen in class time. But then in school the next day, they would almost ignore him 

and not mention the ESN learning they had taken part in. The differentiation was noted in 

the relationship between teacher and ākonga in the online environment and in the face-to-

face school environment. As the capacity to observe students in both environments was not 

possible in this study, more research is required to compare and contrast behaviour and 

responses between school and online activity. 

However, other teachers did comment on the perceived reduction of whakamā in their 

face-to-face classroom time, continuing from ESN interaction. One acknowledged via the 

teacher ESN that her students were noticeably different after experiencing the ESN, and 

were more vocal and responsive: 

Yes, and it is cool that absence of whakamā [in an ESN] also seems to translate 

back into ordinary classroom behaviour. (Teacher 4, School 2) 

The perceived reduction or absence of whakamā was a feature observed in all the ESN 

groups from the initial engagement period onwards. This took a number of forms and 

supported the identification of a changing status of whakamā for Māori student responses 

(Butterworth & Bevan-Brown, 2006) where praise is used. However, in this case it was 

observed in an ESN environment where (unlike the immediacy of a classroom verbal or 

written positive comment) individual praise was seen by all members of the group, and 

cached to be observable for as long as the ESN lasted. 
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Students exhibited a joking relationship with each other in some ESN posts (for example, 

picking up misspellings or laughing at some of the other students’ or teachers’ comments). 

They were also seen to be easily able to ask ESN questions of their teacher in front of the 

whole ESN community (for example, explanations of simple terms not understood or 

difficulty understanding instructions). Students were equally forward in expressing 

difficulty or in revealing complete understanding of a topic or task (for example, asking for 

extra help, voicing confusion or communicating their engagement and comprehension). 

6.6.4 Students’ Conceptual Relationships with Teachers 

In the example in Figure 6.49, a non-Māori teacher uses a te reo Māori term to describe 

younger students in his comments. 

 

 

Figure 6.49: Teacher using familiar te reo Māori terms of address 

The intention of the teacher’s posting was to visually convey the enthusiasm of younger 

students in the subject, and he described them as ‘our moko’—an endearing term for 

grandchild that promoted whānau inclusivity in a whanaungatanga sense. Shortly after 

posting the image, some of the students responded, and their teacher constructively replied 

as shown in Figure 6.50. 
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Figure 6.50: Teacher response to potential criticism 

The challenge from the first student may suggest a confrontation situation; however, the 

teacher gave an appropriate identification response (see Figure 6.5), in which he redefined 

himself as positioned in the school community. The second student accepted this and 

added her familial relationship to the discussion. 

These social relationship connections that have been established distinguish dual usage of 

the term whānau into kaupapa (philosophy, programme, theme) and whakapapa 

(genealogy, lineage, descent) relationships. Kaupapa connections establish a whānau 

(group) relationship with students through their learning area, while the whakapapa 

connections the students have with members of their family also create a whānau (family) 

relationship. The teacher in Figures 6.49 and 6.50 had a kaupapa connection only, whereas 

the students had both kaupapa and whakapapa. However, in the project, the majority of 

teachers were Māori and from the local community, and were able to establish both forms 

of whānau connections. 

Over the course of the research, this online interaction between teacher and students 

suggested that the shifting of the whānau concept, and traditional roles for tuakana–teina 

(teaching relationship between younger and older students) in a Māori learning 

environment (Pihama et al., 2004) has potentially helped to allow the teacher to facilitate 

in an ESN rather than direct teaching and learning. The inter-connectedness of 

relationships in an ESN may allow communications with ākonga in a different way to their 

normal classroom. The perception by teachers of the possible lack of whakamā in an ESN 

is some evidence of this, and may provide a new support structure in the development of e-

learning pedagogy. 
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6.7 Student Showing Non-Respectful Relationships in ESN 

Not all students responded positively. The very small amount of negative behaviour was 

confined to swearing, put-downs, reluctance to join and name-calling. However, it is 

relevant to note the way negative responses were dealt with by both teachers and other 

students to maintain a respectful relationship. 

6.7.1 Swearing 

The reaction to the male student’s swearing post previously discussed exemplified a 

positive teaching and learning response from his teacher. In Figure 6.51, a female student 

made an additional response using text language (LoL = laugh out loud; CMU = cracks me 

up), and defused any tension created by the aggressive initial statement. The offending post 

was subsequently removed after the class had a chance to see it and the response. The 

teacher chose to use it as a lesson in appropriate language levels. 

 

Figure 6.51: Example of teacher dealing with student language 

The scenario in Figure 6.51 illustrates a potential confusion between public and private. 

The statement may not have been intended to offend anyone if it was part of the student’s 

normal idiom in his own SNS environment. However, within a school-based environment 

it was obviously unacceptable. The teacher’s response noted that the group is closed and 

not publicly viewed. The teacher unfortunately identified the groups’ membership as not 

being ‘someone important’. Figure 6.52 illustrates the difference between public and 

private profiles in a social networking environment. 
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Figure 6.52: Public and private profiles of identity 

Another example, in Figure 6.53, from six months into the research, showed how students 

were quite prepared to either support or conduct their own moderation in an ESN 

environment to maintain a respectful relationship among their peers. Here, the student 

agreed with the teacher and supported the teacher’s judgement, and then brought the 

discussion back on topic. 

 

Figure 6.53: Example of student moderation supporting teacher 

Figure 6.54 illustrates the basic degrees of control exhibited between an SNS and an ESN. 

Students overstepping boundaries with bad language or behaviour in an ESN may suggest 

a confusion over differentiating their relationships between public relationships in their 

SNS and private relationships in a closed ESN group. 

 

Figure 6.54: Degrees of control between SNS and ESN 

6.7.2 Put-downs 

Student put-downs, although extremely rare, were still occasionally observed in the ESNs. 

In the example in Figure 6.55, a female student made fun of a male student who had 

answered a question incorrectly in class. The teacher defended the student and reasserted 
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the student’s mana, and another female student supported the teacher. In this particular 

ESN, this situation did not reoccur after the teacher had dealt with it publicly. 

 

Figure 6.55: Example of student put-down and teacher response 

6.7.3 Reluctance to Join 

When some of the groups were being set up, a few students showed reluctance to be a part 

of some of the initiatives. However, the same students were members of other very 

successful ESN groups, where they were active participants. In the instance of the former 

shown in Figure 6.56, the teacher was accepting and polite, while another Year 9 student 

made fun of the first student’s withdrawal from the group. We are able to follow the 

transition of membership of the student wanting to withdraw from the group, over the next 

three examples. 

 

Figure 6.56: Example of student requesting ESN withdrawal 

In the same group, but later that month, another Year 9 student tried to withdraw from the 

ESN. The first student who had wanted to leave the group was back as a member and 
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started to tacitly support the teacher’s response with a short word of approval (see Figure 

6.57). 

 

Figure 6.57: Example of student requesting further ESN withdrawal 

Still in the same group a few months later, we can see another previously reluctant student 

now participating, producing digital assessment material and potentially proud of work 

submitted for online assessment as a logo design for a local intermediate school (see 

Figure 6.58). 

 

Figure 6.58: Positive student response 

6.7.4 Name-Calling 

Name-calling was seldom noted in the ESNs. In the isolated example shown in Figure 

6.59, a student was called a ‘dork’ by a classmate when the student answered a particular 

question in a class posting. In context, the reference was not particularly malicious, but the 

teacher chose to reprimand the intention of the language in a learning situation. He 



193 

composed a clever rap to illustrate his point. An abbreviated version is shown in Figure 

6.59 before the students’ comments. 

 

Figure 6.59: Teacher and student response to name-calling 

Students responded positively to the teacher’s use of a familiar idiom, including one 

student who had previously responded negatively towards the teaching programme. 

Ironically, this use of lyrics in recited song to defend a slight towards somebody has an 

origin in Māori waiata and is known as pātere—traditional Māori songs or waiata, usually 

recited, composed to reply to gossip or slander. 

One explanation for the small amount of negative behaviour observed over the research 

may have been associated with disconnectedness from the group. For the students in the 

research living in rural areas, online awareness may partially contribute to engagement. 

This may counteract the disconnectedness other ākonga may feel as a result of isolation 

(Putnam, 2000). Negative behaviour was seen to come from students rarely involved in 

ESN activity. Once these students started participating in the ESN, they showed shifts to 

social connectedness and appropriate group behaviour and engagement, illustrated in 

Figure 6.60. 

 

Figure 6.60: Social connectedness in ESN aligned to behavioural factors 
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6.8 Establishing Teacher–Student Relationships with Family 

When a teacher shared an image of himself taken with his family members, this 

engendered an immediate whānau relationship with the students, and prompted two 

students to respond with their own forms of connection statements (see Figure 6.61). 

Evidence of parents being introduced physically as members into some groups has been 

discussed earlier, but the use of images of whānau in the ESNs on a number of occasions 

met with positive responses. 

 

Figure 6.61: Teacher attempting to establish whānau connections 

On other occasions, students reported back from conversations they had with their whānau 

on the value of having an ESN operating in a learning area. While the research was not 

able to be a part of these actual conversations in the home, the student voice captures the 

essence of the value for them as learners. Here, the teacher is requesting feedback on the 

value of the ESN to ākonga (see Figure 6.62). 

 

Figure 6.62: Student and whānau feedback 

6.8.1 Establishing the Student ESN Environment 

In an ESN for Māori, whanaungatanga may be seen to emerge and change because of the 

influence of the nature and characteristics of SNS. This was also observed in recent 

research with rangatahi in an SNS environment: 



195 

SNS provided another platform for the practice of whanaungatanga, which can 

be an important tool for the wellbeing of whānau. Whanaungatanga practice in 

virtual spaces was underpinned with the same values and principles of those 

practised in physical spaces. (O’Carroll, 2013b, p. 278) 

Ākonga were adapting their identities to the online environment, and may also have been 

involved in manipulating the environment to suit their needs. There was the capacity for 

students to interact with a managed educational social group within an ESN through a 

supportive and safe environment. 

6.9 Summary of Observations on Implementation in an ESN 

Environment 

While joining for students was optional in the main engagement period, membership of 

each ESN was 100% of the class. Part of this can be attributed to the importance of 

developing respectful relationships (Bishop & Berryman, 2006; Bishop et al., 2007b), seen 

in the content and language used between students and teachers. Teachers were welcoming 

towards students, and respectful of positive student interactions (Bishop et al., 2003; 

Bishop, 2011), such as student questions, comments and ideas shared within the ESN. 

The use of the Like button became an additional step of engagement from viewing a post, 

as it required a conscious action in making the choice to like something (Gerlitz & 

Helmond, 2011; Silius et al., 2010; Jin et al., 2011). It did not, however, necessarily mean 

that this action requires more engagement than viewing a post. Students were encouraged 

by the teachers to respond to ESN postings and identify their perceived levels of 

understanding. Individual online communications showed potential benefit to the whole 

ESN community as searchable and cached resources. 

6.9.1 View-Like-Comment Ratio 

The views, ‘likes’ and comment-based responses were collected as a proportional 

response. These were termed the view-like-comment ratio. This VLC ratio was identified 

in the ESN as a progression, indicating three measurable involvement levels of the ESN 

participants, as an indicator of preliminary engagement of ESN activity. The accuracy of 

the VLC ratio became less reliable as the ESN membership numbers or number of postings 

reduced. 
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At Year 9 and 10 levels, it was identified that teachers could anticipate a good rate of 

membership, and that while most students could be expected to view the posts, there may 

not have been a lot of comments or ‘likes’ seen in the initial engagement period. However, 

the very high response rate of viewings indicated ākonga were showing a measurable 

degree of interest by their presence and accessing of the teaching and learning material. 

At an NCEA level, students were seen to view almost every posting done by the teacher, 

but there were very few comments or ‘like’ acknowledgements in proportion to the total 

postings. Most of the postings were resource based and came from the teacher. Comments 

from senior students tended to be focused on their understanding and use of the resource, 

and clarification of words or meaning. 

Language of Communication 

Over the observation period, student ESN responses tended to be differentiated according 

to the normal language of communication in class. Students who might converse freely in 

te reo Māori in some classes were free to shift languages in other classes related to the 

language expertise of the teacher. Vocabulary from te reo Māori was observed in some of 

the responses in ESN in a natural flow similar to normal student conversation. However, 

the majority of the language of communication observed was in English as also observed 

by O’Carroll (O’Carroll, 2013a, 2013b). A large group of students reported that using te 

reo Māori did not work as well as expected by the students in the ESN groups. 

6.9.2 Bridging and Bonding Social Capital 

Features of both bridging and bonding social capital (Ahn, 2012; Burke, Kraut, & Marlow, 

2011; Ellison et al., 2007; Ellison, Steinfield, & Lampe, 2011; Steinfield et al., 2008), were 

observed to be occurring over all of the ESNs in the initial engagement period, when 

students responded to questions in the online environment and supported each other with 

study and problem-solving experiences. Students in this study were observed to transition 

their relationships from SNSs that they had previous experience with, into an ESN that had 

a similar structure but operated with slightly different rules and expectations. They 

demonstrated their capacity to manipulate their learning environment to evolve into a 

framework that best meets their needs, with higher levels of social capital as also noted by 

Ahn (Ahn, 2012). 
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Students working with information and topics in an online ESN environment had access to 

the capacity of Internet searches, and were able to research in their own time out of the 

classroom. This allowed them to search, cut and paste in a way that classroom time and 

capacity constraints did not. For bridging social capital in an ESN, there was a question of 

authenticity and ownership of responses observed. 

While the SNS bonding social capital relationship lay within whānau and friendship ties 

and connections, in the ESN environment this support was observed to work between 

student and student, and between student and teacher. Role shifting between tuakana and 

teina (Pihama et al., 2004) was observed to occur frequently in the ESN, when the teacher 

initiated open questions to prompt a response.  

Ākonga were seen to access learning materials in the ESNs to suit their needs. This 

included revision material, project content, resources, questioning the teacher, learning 

community help and focus questions in a forum. Because the ESNs were available on 

demand, they were strongly autonomous operating structures that allowed students to 

determine their own pace, content and self-review. 

6.9.3 Crossover ESN Framework 

As the ESN developed, students quickly saw the opportunity to use the ESN during class 

time as well. A framework termed a ‘crossover ESN framework’ was used to describe 

ākonga using an ESN during school as well as outside of the classroom. As the crossover 

ESN framework developed in the research, students were able to utilise both asynchronous 

and synchronous communications with their teacher or other ākonga from home. 

A number of the groups (with the teacher’s permission) were able to access the ESN 

resources during their timetabled learning area, and make appropriate asynchronous 

postings or raise questions. This independent learning utilised the student capacity for 

choosing self-instruction in an e-learning environment, over kanohi ki te kanohi teacher 

instruction in the same class. This reflects a supportive and sound pedagogical approach 

(Bolstad and Gilbert, 2006; Marri, 2007) relating to e-learning (Ham & Wenmoth, 2007) 

6.9.4 ESN Dual Learning Pathway 

Students were given the choice to use an additional framework termed an ESN dual 

learning pathway in class. They could select a learning pathway involving synchronous 
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conversations with other ākonga or asynchronous communication with their teacher asking 

questions or viewing of resource material. Alternatively, they could participate in the 

normal lesson without e-learning (face-to-face and offline teaching). The teacher in this 

framework, by necessity, could only participate in two of these processes (face-to-face or 

asynchronous ESN). However, the value added by the ESN allowed an extra element to be 

included in the teaching and learning process to better enable learning in a remote area 

(Ham & Wenmoth, 2007; Stevens, 2005). 

6.9.5 Adult Membership of ESN 

Immediately following an addition of adult members into two of the ESN, there was a 

sudden decline in the VLC. A sudden and significant drop in student viewings of online 

resources and a lack of ESN responses may suggest a perceived change in relationship 

status for the students in a number of ways. These adults may have been seen by students 

to have an authority role as a teacher, be unfamiliar to them as whānau of another student, 

or be outside of their circle of ‘friends’ in SNS and ESN members’ pool of identity 

potential and relationship (Figure 5.3).  

6.9.6 Whakamā 

Student responses to class inquiry-based questions posed in the ESN were often followed 

up by the student seeking teacher feedback or recognition (Butterworth & Bevan-Brown, 

2007). While a normal classroom response might be made directly to the student either 

privately or in front of the class, in the ESN a posting was always publicly available to the 

whole group. Student acceptance of this might suggest a different interpretation of 

whakamā in an ESN, where the digital student identity (Selby, 2006), by virtue of the 

environment, is not subject to the same pressures or restrictions. Teachers noted a 

perceived reduction of whakamā in their face-to-face classroom time continuing from ESN 

interaction, with students more vocal and responsive (Greenwood & Te Aika, 2008). 

6.9.7 Student Negative Behaviour 

Not all students responded positively. The very small amount of negative behaviour was 

confined to swearing, put-downs, reluctance to join and name-calling. These were dealt 

with by both teachers and other students to maintain a respectful relationship. There was 

observed to be a potential confusion between public and private, when students’ normal 
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idiom was brought from their own SNS environment into a school-based environment, 

where some words and tone were obviously unacceptable. 

Negative behaviour was seen to come from students rarely involved in ESN activity. Once 

these students started participating in the ESN, they showed shifts to social connectedness 

and appropriate group behaviour and engagement. 
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Chapter 7: Teacher and Student Evaluation (Phase 4) 

7.1 Introduction to Phase 4 

In Phase 3, with the implementation and observation of an ESN into classroom practice 

and the ākonga home environment, there was a focus on ESN observations in both 

qualitative and quantitative form. The data for this were collected from the students’ ESN 

activity in their digital classroom interaction. The research documented what was 

happening in this chapter, and will speculate on why it was happening in Chapter 8. 

This chapter looks at Phase 4, teacher and student evaluation, and covers what the 

consequences were from the point of view of students and teachers over the final phase of 

the research. This part of the research dealt with the analysis of responses from teachers 

and ākonga, the verification of the analysis and the suggestion of future classroom support 

mechanisms that might need to be developed to support engagement and continue to meet 

student needs. 

 

Figure 7.1: Phase 4 timeline 
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To address the research questions, Phase 4 also looked to answer questions about 

constraints on action, action and consequences in the theory of action (Argyris et al., 

1985). This involved mixed methods for collection of information in the following form: 

1. final student questionnaires to explore the perceived effects of the introduced ESN 

for student learning; 

2. ESN participation/observation with students in both qualitative and quantitative 

format, based on data viewed by the researcher from the students’ ESN activity as 

digital classroom interaction; 

3. teacher focus groups supplied with a summary of observational data collected in 

previous phases, which formed the basis of discussions on what was happening, 

why it was happening and what the consequences were. 

This phase identified student–teacher–whānau relationships, showing evidence of students 

taking responsibility for their own learning in an e-learning environment (Brake, 2008; 

Chandra & Lloyd, 2008), with teachers as facilitators of change (Harlow et al., 2008). 

Examples of this, such as students working with other students, ākonga providing help and 

encouragement in their learning, ākonga responding to other students in similar situations, 

ākonga voice acknowledging effective learning environments and teacher voice on 

tuakana–teina relationships as an effective teaching and learning tool that is easily 

communicated and organised through the ESN. 

7.1.1 Student Questionnaire 2 

Student Questionnaire 2 was also administered by the subject teachers in their own 

learning areas. Teachers were given hard copies of the final questionnaire to distribute to 

students for them to answer in class. Students were again able to ask clarification questions 

of the teacher if necessary. 

While Student Questionnaire 1 was designed to determine student perception of the value 

of social networking to their education, Student Questionnaire 2 was designed to determine 

perceptions of the introduced ESNs for students into their learning. This involved 

collecting answers about consequences, questions to ask about what challenged ākonga the 

most, what the way of learning means for the ākonga learning environment and what the 

next learning steps for ākonga were. It also involved asking the students a series of 
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questions from the five selected areas of the Productive Pedagogies observation tool to 

measure engagement as post-testing of student process and product in the ESNs. 

Completed questionnaires were collected by teachers and returned to the researcher for 

data to be digitally transcribed into an analytics application for analysis and compilation of 

results. Some of these results were able to be shared back to the teachers in their focus 

groups in the form of graphic analysis for discussion of results and to gather teacher 

feedback. These are discussed in Section 7.3 (Students’ conceptualising of their ESN 

environment), Section 7.6 (Student perceptions of ESN success) and Section 7.7 

(Consequences for ESN improvement). 

7.1.2 ESN Observations 

Data from observations of student participation were collected in all ESNs in both 

qualitative and quantitative format. This collection was based on data viewed by the 

researcher from the students’ ESN activity in digital classroom interaction. It was able to 

identify students’ participation and contribution within and across all ESNs through web 

stats, data input and teacher/student comments. 

ESN observational student participatory data included: 

1. collation of coded ākonga identities in each ESN, 

2. collection of summative observations of student actions in each ESN, 

3. grouping of student participation into relevant stages of actions, 

4. analysis of trends in student actions in an ESN environment. 

7.1.3 Teacher Reflection and Evaluation 

The third and final session of the teacher focus groups feedback consisted of a summary 

analysis of data collected, teacher feedback on draft conclusions, gathering of informal 

qualitative feedback from teachers by the researcher and preliminary reporting of results. 

Teachers were able to view the information and observations collected, along with the 

subsequent analysis. Drafts of the analysis were able to be discussed and checked in 

collaboration with the other teachers, who had the opportunity to critique for any possible 

inaccuracies, suggest alternative theories and give feedback on their part in the action 

research process. 
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Some of the discussions in the final teacher focus group were framed around the following 

potential questions: 

• What value can we take from the analysis and documentation of the importance of 

seeing Māori pedagogies and values in ESN? 

• What interpretations or experiences are we able to use to formulate a coherent 

theory of action for future teaching and learning programmes? 

• What are the conclusions we can draw through our own assumptions and values? 

• What can we see from illustrations or examples from practice? 

• How do we interpret and evaluate what we see, based on our prior assumptions? 

Discussions in the final teacher focus groups were based on the following topics: 

1. content design, 

2. data gathering, 

3. public versus private, 

4. adult members within a closed group, 

5. conception of whakamā, 

6. student help, 

7. student reflection, 

8. student responses, 

9. student relationships. 

7.1.3.1 Content Design 

Many students responded to short video clips supporting their classwork, as a self-

regulated learning environment available to them to support classwork and as an available 

study resource for assessment tasks in class. 

Some teachers utilised images with response-prompting questions. This was seen as 

successfully helping with engagement throughout the ESN and appeared to be viewed and 

also useful for individual study. 
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7.1.3.2 Data Gathering 

Teachers agreed that access to class material outside of school time supported a flipped 

classroom framework, with evidence from student responses on the ESN that they spend 

more time reviewing and understanding class material. 

Unlike a classroom situation where the teacher can observe engagement, in an ESN, it was 

seen as harder to recognise when students are interested in a topic or a discussion. This 

necessitated different ways to observe engagement and instructions that students be more 

explicit in their responses. Some teachers chose to ask questions over ESN operation, to 

prompt a response. 

Unlike a classroom situation where oral evidence is often not captured, it was noted by 

teachers that the ESN affords step-by-step evidence of student engagement or any 

disengagement as they articulate their understanding in their comments. 

7.1.3.3 Public versus Private 

Challenges exist for students distinguishing the boundaries between the private use of 

Facebook and the class use of the ESN for a learning area. Teachers saw this as 

necessitating a trusting relationship between student and teacher, and requiring more 

explicit rules for usage in class. 

For students, their observed use reflected a different interpretation of public (school) and 

private (home). The ESN was a way to access their individualised learning programme 

whenever they needed it, whether at school or at home. Teachers saw this as enabling the 

ESN to function as a controllable classroom resource and as a tool to support student 

learning. 

Posts made during class time illustrated some degree of crossover from public to private. 

This was seen to support the value of less explicit boundaries for ākonga to retain 

momentum and gather evidence of engagement. 
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7.1.3.4 Adult Members within a Closed Group 

Opening the ESNs up to adults to view postings, write their own comments and belong to 

the closed groups was seen to have a negative effect on student engagement when the 

adults were not introduced or their presence explained to the students. 

Student responses dramatically decreased when adults joined an ESN partway through and 

some of the adults had a tangible presence (e.g., posting comments, providing answers to 

teacher questions, creating their own questions). Some teachers struggled to have students 

give reasons for this, to articulate why they were not responding. 

7.1.3.5 Conception of Whakamā 

The Māori concept of whakamā appeared to be generally absent in Facebook for Māori 

ākonga in this study, when there was a predominantly student participatory learning 

environment, and elements of praise were involved as referred to in Butterworth & Bevan-

Brown (2006). 

Students were very direct in giving digital responses compared with voicing in class, 

where they may have felt whakamā. 

Some teachers reported positive transferral of confidence into their classroom, following 

the possible absence of whakamā detected in the ESN. 

7.1.3.6 Student Help 

Students in an ESN were observed to articulate problems immediately, and ask for help. 

Sometimes they chose the ESN environment to reflect difficulties experienced within the 

school classroom as well, and the teachers responded when they were able. 

Students were seen to use public postings to reposition themselves from individualised 

learning into a group setting by tagging their friends into the comment when requiring help 

from the teacher. This was easily identifiable in the ESN by the teachers. 

Students in the ESN were able to communicate progress and understanding with formative 

comments aimed at both eliciting the teacher’s help and identifying with the group. 

Teachers were able to easily respond to this in a timely manner. 
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It was acknowledged that students could identify challenges encountered outside of class 

in an ESN posting, and could subsequently request teacher help during school time. 

7.1.3.7 Student Reflection 

When students were encouraged to reflect on their learning experiences publicly, for some 

the responses were direct and echoed their normal speech idioms. Teachers found it hard to 

elicit comments in this area that were in depth. 

Some students seemed comfortable using the Like function to respond to postings. 

The Like function may have been used by students as an approval or support statement of 

unknown depth, and it was used frequently by a small group of ākonga. 

7.1.3.8 Student Responses 

Teachers noted that student ESN responses tended to be differentiated (as in school) 

according to the normal language of communication. 

Students who might converse freely in te reo Māori in school did not carry on significant 

quantities of public conversations in te reo Māori in the ESN. Vocabulary from te reo 

Māori was observed by the researcher to permeate some ESN responses by both students 

and teachers. 

The students often followed up answers of inquiry-based questions posed in the ESN, and 

teachers were happy to respond to this engagement. 

Students did not appear to mind public responses from their teacher in an ESN 

environment. However, some teachers noted their students did not always carry in-depth 

ESN conversations back into class time. 

Instructions given in an ESN often required clarification through student questioning, 

which they may not have felt comfortable asking in front of a whole class in a school 

environment. Students were not reluctant to ask clarifying questions (e.g., meanings of 

words) in the ESN, despite them being seen by everyone. 
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7.1.3.9 Student Relationships 

The tuakana–teina pedagogy was seen by teachers to be an effective teaching and learning 

tool that is easily communicated and organised through the ESN. Students may initiate this 

themselves or teachers recommend it to students in the ESN as a support and help strategy. 

Smaller student groups were observed within ESN cohorts, corresponding to self-defined 

and supportive friendship groups offering social capital. 

7.2 Developmental Stages of ESN Ākonga Response 

By maintaining regular daily observations and capturing examples of student interaction, a 

picture of usage of the ESNs could be gathered. All interactions by students were entered 

onto spreadsheets for each ESN, and these were analysed for developing trends across 

whole cohorts in their different learning areas. 

Access was available to teacher-created or -selected digital resources on the ESNs outside 

of school time, designed and introduced by the teacher to support current classroom 

activities, topics and themes. This can be compared to a flipped classroom framework of 

online instruction resources available outside of the classroom with practical activities 

undertaken in class. There was evidence that students were viewing the supplied learning 

material and interacting in an online learning environment. This evidence was able to be 

collected in the form of the following quantitative data showing levels of participation or 

engagement: 

1. ESN group membership from within a class cohort, 

2. the number of student views a posting received, 

3. how many ‘likes’ a posting achieved, 

4. the number of comments made by students to another posting, 

5. the number of postings initiated by students, 

6. the chronological times students were responding. 

7.2.1 ESN Group Membership from within a Class Cohort 

When ākonga in a curriculum area cohort chose to join the ESN created for their subject, 

their names were immediately visible for the group. Data available included the date they 
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joined, who accepted their membership and a link to their own SNS profile (which was 

restricted viewing based on their personal security profiles). 

One teacher chose to create a number of differentiated groups, which he discussed in the 

teacher research ESN group: 

I am of the opinion that the different disciplines of any particular subject should 

be in separate groups. For this reason, I have opened a statistics group prior to the 

concurrent statistics and algebra e-asTTle tests, to make targeted revision and 

study easier for students. Numeracy includes number, measurement, algebra and 

statistics—this means that four groups will be a better way of organising the 

learning programmes. The same applies to science. There has been a mixture of 

human physiology, heat, light and scientific skills in one science group—for this 

reason I have started a new geology group planned for Term Four. (Teacher 5, 

School 2) 

Membership of all class ESNs had a prerequisite of a current membership of the SNS on 

which the ESN was built. The membership of each ESN was able to be checked by the 

researcher against class rolls for each learning area, and entered into a spreadsheet 

detailing movement and participation at a basic level—joining the group. 

7.2.2 The Number of Student Views a Posting Received 

When an ākonga viewed a post on the ESN, his or her participation at this level was 

recorded by the ESN as one view. Cumulative views by other ākonga for each post were 

available and could be expanded to indicate all the students who had viewed the post, in 

order of time. 

The data from viewing a posting were a passive process for the students, as no action was 

required other than viewing text or images. Data were generated simply by a posting being 

accessed, which could not be interpreted to imply engagement. However, it did indicate a 

degree of viewing participation that was more advanced than simply being a member of 

the ESN. 

The data from these viewer statistics could be combined and quantified against each 

ākonga, to show how many posts they each viewed, which posts they viewed and how 

many views each posting received. 
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7.2.3 How Many ‘Likes’ a Posting Achieved 

When students chose to initiate the Like function on a posting, the data were collected and 

their clicking on the Like button recorded as a basic interactive event. Clicking on the Like 

button was a conscious decision to support the posting in some form. This was attributable 

to the person who made the decision to like something and was viewable in chronological 

order. The button could be clicked again to remove the ‘like’, but only from the initiating 

person’s account. 

The potential meaning behind what a ‘like’ means to a posting is unclear; however, some 

of the potential implications have been mentioned previously (see Section 6.3.2) and may 

underpin the students’ decisions to use the Like button. 

7.2.4 The Number of Comments Made by Students to Another Posting 

When students made comments on a posting initiated by the teacher or another ākonga, 

their comments were viewable by all members in the group. Making a comment was 

viewed by the researcher as a higher response level than using the Like function, as it 

required processing a response of some sort. This could correspond to a one-word reply, a 

short acknowledgement or a longer statement as appropriate. 

Comments carried an immediate date stamp, which indicated the time delay between the 

comment and the original post. The comments could be withdrawn by the writer at any 

point or be removed by the systems administrator (the teacher or moderator of the 

individual ESNs). 

7.2.5 The Number of Postings Initiated by Students 

As we have seen (in Section 6.3.4), the VLC ratio could be identified in the ESN as a 

simple progression, indicating three measurable involvement levels for ESN participants, 

as an indicator of preliminary engagement of ESN activity. Over the duration of the 

project, in these observed levels of participation, ākonga began to initiate posts of their 

own and articulate their remarks in comments that began to show a degree of thought, 

inquiry learning or deeper levels of engagement. These fell into three related categories: 

1. response: comments posted in response to a teacher initiative but as a new posting 

rather than a reply to a post, 
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2. query: topic question posts based on ākonga inquiry within a learning area as a new 

posting asking their teacher’s or another ākonga’s opinion, 

3. investigation: independent posts on ākonga in-depth topic investigation, initiated 

autonomously by the ākonga. 

Comments within this stage were coded based on analysis of the responses observed in the 

different ESNs, according to the above descriptors, response-query-investigation. These 

were then combined with other profile information on ākonga participation into a series of 

differentiated levels of progression. 

7.2.6 ESN Progression Levels 

Student involvement in ESNs followed a series of levels of involvement based on the 

degree to which they participated in the ESN. Student data showed ākonga were able to 

move freely between the levels of the table Observed Developmental Stages of ESN 

Student Response (see Table 7.1), where Stages 1 to 2 were seen as passive in this 

research, and Stages 3 to 5 represented more active participation. Examples of Stages 1 to 

3 have already been identified (see Section 6.3), and Stages 4 and 5 will be illustrated in 

the upcoming sections. 

Table 7.1: Observed developmental stages of ESN student response 

Stage Description of response 

1 JOIN: ESN group membership but no viewing or response 

2 VIEW: No response apart from data registration that ākonga have viewed a post 

3 LIKE: Ākonga use of the Like function in a minimal response action 

4 COMMENT: Ākonga post comments, questions, or a reply of some sort, under the 

teacher initiated posting 

5a RESPONSE: Ākonga initiate their own posts with a comment in response to a 

teacher initiative 

5b QUERY: Ākonga post a query-based topic question based on their own inquiry 

within a learning area, often asking their teacher’s opinion 

5c INVESTIGATION: Ākonga independently post their own topic investigation, 

based on their own inquiry, possibly asking their teacher’s opinion 



211 

7.2.7 Student Examples of ESN Progression Stages 4, 5a, 5b, 5c 

The following examples indicate how students in junior science ESNs began to develop 

their responses, from simple positive appreciative comments to teacher-led postings, to 

student-initiated inquiries that showed some depth of thought and response to topics being 

investigated in class. 

7.2.7.1 Stage 4: Reply 

The example in Figure 7.2 shows a student responding to a visual image of volcanic 

pumice posted by her teacher. The student’s Stage 4 reply is a simple comment made from 

home on her mobile device, linking to the image and illustrating associations between 

home and school as learning environments. This is followed up by the teacher connecting 

resources from home to school practice. He makes a request on the ESN for the student to 

bring the resources into the classroom. 

 

Figure 7.2: Example of Stage 4 

7.2.7.2 Stage 5a: Response 

The example in Figure 7.3 shows the next level of ESN response with a student initiating a 

Stage 5a response of her own, based on a topic begun in class that she had become 

engaged with. The comment, sent after school on her mobile device, is a short and 

respectful request to do more experiments in an area she was obviously interested in. The 
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request is associated with school practice in class and looking at topics planned over the 

school year, building on work that has been engaging for her. There was understandably no 

immediate response from the teacher. 

 

Figure 7.3: Example of Stage 5a 

7.2.7.3 Stage 5b: Query 

The next example, in Figure 7.4, illustrates a Stage 5b student-initiated query about a 

‘stunami’ (sic) in which she goes into some depth with questions illustrating inquiry 

thinking. This was directed at the teacher towards answering thematic material possibly 

covered in class. She shows some obvious engagement focused within the ESN learning 

area. 

 

Figure 7.4: Example of Stage 5b 

In this instance, the teacher was able to correct her spelling, and give an appropriate 

response that could be viewed by others in the class who might have a similar query. This 

then became a reusable teaching resource. 

7.2.7.4 Stage 5c: Investigation 

This illustration of the last response of the fifth stage comes from a student who has chosen 

to independently (and publicly for the ESN group) post his own Stage 5c topic 

investigation (see Figure 7.5). The choice of topic is possibly based on his own inquiry, 

and he asks his teacher to give an opinion as a hypothesis. 
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Figure 7.5: Example of Stage 5c 

The question shows some depth of thinking, background comparisons with current 

technologies and abstract thought about future possibilities. The student did not seem to 

want a definitive answer, but was opening up the topic for debate during school time with 

his teacher. The same student had been disengaged and abusive earlier in the year (see 

Figure 6.5.3). 

7.2.8 Developmental Stages Transitioning up from Stage 4 into 5 

The ESN responses at Stages 5a to 5c of the Observed Developmental Stages of ESN 

Student Response, show some evidence of students taking responsibility for their own 

learning in an e-learning environment as they engage in teaching and learning 

conversations with their teacher. 

In the next example, in Figure 7.6, we can see how a Stage 4 conversation was initiated 

from a high-interest image supplied by the teacher. By careful selection of the image, the 

teacher has engaged ākonga in developing their own inquiry-based responses. This could 

generate questions that could lead students naturally into Stage 5a or 5b following their 

inquiry learning. 
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Figure 7.6: High-interest material generating inquiry 

In this post, the girls responded four days after the image was introduced, and after it had 

been viewed by almost all the class without response. Within four minutes of one ākonga 

asking a question, another asked a further question. The questions, while aligned to the 

posted image, are in the form of inquiry questions with more depth than a simple response. 

Both the questions are on topic, and both were asked during class time, although the 

teacher was not able to answer them until outside of class. This further illustrated the ESN 

dual learning pathways identified in Section 6.5.2 in a crossover ESN framework. 

7.2.9 Developmental Stages Transitioning through Stages 5a to 5c 

The conversation referred to in Figure 7.7 is an example of progression through the Stage 5 

categories. Two girls had showed an interest in a practical area of science (dissection) and 

requested help in setting up an experiment. The students initiated their own post associated 

with the learning area, with a comment in response to a teacher initiative (Stage 5a). 

The post was made in class on one girl’s mobile device. She tagged in her friend as well as 

the teacher to ensure they were prompted about an update to the post. Shortly after this 

example, a boy in the class also made a comment, and two minutes later another girl 

supported the request. 
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Figure 7.7: Stages progression 

The ākonga post shows it was developing into a query-based topic question, based on 

student self-generated inquiry within a learning area. In this case, the girls were publicly 

asking their teacher’s permission on the ESN and again making use of ESN dual learning 

pathways in a crossover ESN framework. 

7.2.10  ESN Developmental Stages Comparison 

Relating the Observed Developmental Stages of ESN Student Response with other 

research that measures the levels of student engagement allows us to compare how the 

proposed developmental stages fit within similar observation tools across e-learning. 

By triangulating Richardson’s (2008) levels of e-learning and the levels of student 

engagement from Productive Pedagogies: Student Direction tool (State of Queensland, 

2002b) used in this research with the developmental stages of ESN student response, we 

can see some similar features in the gradual development of student identity. Here, the 

students are steadily becoming more independent of their teacher’s identity, illustrated 

through e-learning, and the transition between teina and tuakana (see Table 7.2). 

Stages up to 5a, relating to the Richardson levels, are indicated for students who need to 

see processes and interaction being applied by someone in a mentor position (a teacher, for 

example). Similarly, for Productive Pedagogies, almost all these stages require teacher 

direction or control of the activity. 

At Stage 5 student start to initiate their own material independently of the teacher or 

mentor, in contrast to the Richardson levels, where middle school and older students 

should be engaged in the process, and the Productive Pedagogies, where there is either 

deliberation/negotiation between teacher and student or the students determine their own 

activity. 
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Table 7.2: Comparisons of developmental stages of ESN response 
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It was assumed that at the lower levels of the developmental stages there is greater teacher 

dominance and influence at a procedural and operational level. In the middle stages, the 

teacher is scaffolding the students with their responses and initiating a safe learning 

environment promoting inquiry. At the higher levels of the developmental stages, the 

students would have a much greater independence from their teacher. 

Within Māori pedagogy, the teaching relationship of tuakana–teina has been observed to 

be a complementary relationship (Pihama et al., 2004) allowing ākonga to develop from a 

teina (less experienced learner) identity into a leadership role and to potentially assume a 

tuakana (more experienced teaching role) identity. The changing roles for ākonga may be 

seen on one level to be transitioning or alternating between teina and tuakana (see Figure 

7.8). This can be represented as a gradual progression aligned to the developmental stages 

of ESN student response, as seen in Table 7.2. 

 

Figure 7.8: Changing roles in teina-tuakana development 

7.3 Students’ Conceptualising of Their ESN Involvement 

Student responses from Student Questionnaire 2 indicated that they saw themselves as 

having different levels of involvement as the observed developmental stages progressed 

higher. They indicated they were involved on a scale from low (not really involved) to 

moderate (used it a little) to medium (used it often) to high (used it a lot) in ‘liking’ a post, 

sending messages, adding a topic or contributing to another idea, contributing their own 

questions in a post, and creating their own independent post. 
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Figure 7.9: Student feedback on their ESN involvement 

This qualitative feedback in Figure 7.9 was compared with quantitative data figures on 

participation of the same students over two of their surveyed ESN groups. The following 

representative samples of students shows their actual participation on an individual level, 

recorded and classified over five levels of participation (summarised in Table 7.3): 

Levels of participation 

L1: Joined ESN as indicated in the membership by individual name 

L2: Viewed a post as indicated in the post views, by individual name 

L3: ‘Liked’ a post or comment as indicated by name in the ‘like’ status 

L4: Commented on a post initiated by another ESN member 

L5: Initiated own post (as a response, query or investigation) 

7.3.1 Group 1 Representative Sample 

The following Table 7.3 illustrates a representative sample of one ESN group, showing 

their levels of interaction over the five levels of participation. 
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Table 7.3: Sample of Group 1 student data: ESN interaction 

ESN: Y9&10 Group 1 (Geology) N = 29 in ākonga order 

Identity # Gender L1 L2 L3 L4 L5 

Ākonga 2 Female yes 53 posts 10 posts 2 posts  

Ākonga 4 Male yes 35 posts    

Ākonga 9 Male yes 53 posts 14 posts   

Ākonga 16 Male yes 3 posts 1 post 2 posts  

Ākonga 17 Female yes 53 posts 1 post 1 post  

Ākonga 19 Male yes 53 posts 53 posts 1 posts  

Ākonga 28 Female yes 53 posts 3 posts 5 posts 1 post 

Ākonga 30 Female yes 37 posts  2 posts 1 post 

Ākonga 31 Male yes 37 posts 2 posts   

Ākonga 33 Female yes 53 posts 3 posts 4 posts  

 

All students in the class were members of the ESN group, and most joined in the initial 

period. One student dropped out of class a few months into the study. Of the 53 posts on 

this ESN, many of the students viewed them all. Ākonga 2 and 14 selectively ‘liked’ a 

quarter of the postings, while Ākonga 19 ‘liked’ every single post. 

At Stage 4, Ākonga 25 and 33 responded the most, replying to almost 10% of postings 

initiated by the teacher or other students. However, at Stage 5 only Ākonga 25 and 28 

initiated their own postings. In this ESN, the majority of Stage 4 replies to postings were 

made by girls, and at Stage 5 all the student-initiated posts were made by girls. This 

indicates an area for further research, to determine whether gender difference may be a 

factor for replying and initiating postings in an ESN. 

Actual ākonga usage of ESN in the observed developmental stages (L1–5) were classified 

as follows, based on percentage of actions against totals of group posts: 
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L1: Students in a class who joined the ESN as a percentage 

L2: No looks (%), looked a little (under 50% of posts), looked often/a lot (over 

50% of posts) 

L3: Did not ‘like’ (%), ‘liked’ a little (under 50%), ‘liked’ often/a lot (over 50%) 

L4: Did not comment (%), commented a little (under 50%) commented often/a lot 

(over 50%) 

L5: Did not initiate a post (%), initiated a little (under 50%), initiated often/a lot 

(over 50%) 

Correlation of student perception compared with actual usage showed that students did not 

have an accurate picture of what they did in the ESN, as Table 7.4 illustrates over the 

whole group. 
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Table 7.4: Group 1 Geology: Student perception vs actual ESN usage 

Ākonga perception of activity response from 

Questionnaire 2 (N = 24), grouped in observed 

developmental stages 

Actual ākonga (N = 29) usage of ESN 

Group 1 in observed developmental 

stages 

1 Data not gathered 1 100% joined the ESN 

2 12% said they didn’t look 

32% said they looked a little 

56% said they looked often or a lot 

2 10% didn’t look 

28% looked a little 

62% looked often or a lot 

3 16% said they didn’t use ‘like’ 

8% said they ‘liked’ a little 

66% said they ‘liked’ often or a lot 

3 69% didn’t use ‘like’ 

28% ‘liked’ a little 

3% ‘liked’ often or a lot 

4 12% said they didn’t reply 

36% said they replied a little 

53% said they replied often or a lot 

4 69% didn’t reply 

31% replied a little 

Nil  

5a 32% said they didn’t respond 

20% said they responded a little 

48% said they responded often or a lot 

5a 93% didn’t respond 

7% responded a little 

Nil  

5b 24% said they didn’t query 

40% said they queried a little 

36% said they queried often or a lot 

5b No results 

5c 54% said didn’t investigate 

29% said they investigated a little 

17% said they investigated often or a lot 

5c No results 

 

In this Group 1, there was 100% student membership, and 62% of students could be 

counted viewing the 53 postings either often or a lot (from 27 posts to 53 posts). While 

66% of students described themselves as using the Like function often or a lot, 

observational data showed only 3% actually used it more than 50% of the time. While 16% 

stated in Student Questionnaire 2 that they didn’t use ‘like’, in this group there were 69% 

who were measured as not using it. Student perception of a high rate (53%) of replying to 

posts was shown in the observational data to instead be smaller, with students replying 

only a little (31% under 10 replies and 69% not replying at all). There were no replies 

observed as corresponding to Stages 5b or 5c; however, 7% of students in this group were 

seen to create a 5a posting in under 50% of the responses: 
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• Ākonga 33, for example, made most of her Stage 4 replies to posts later in the 

evening (22:37, 21:50, 21:53, 10:50) while her own Stage 5 posts were all done 

during school time (13:04, 12:05, 10:17, 12:16). 

• Ākonga 25 by comparison was a typical example of student posting times. She 

made all her Stage 4 to 5 postings during the school day (10:47, 7:52, 10:48, 10:33, 

10:46, 10.33). 

Times of replies and comments for this group were split between school operating hours: 

57% of student postings at Level 4 to 5 occurred between 8.30am and 4pm, and the 

remaining 43% posted from outside of the classroom between 9pm and 12.41am. 

7.3.2 Group 2 Representative Sample 

Group 2 had 19 members in common with Group 1 (out of 34 in the cohort). However, 

there were some differences in the participation results as illustrated in the sample for 

Table 7.5. 

Table 7.5: Sample of Group 2 student data: ESN interaction 

ESN: Y9&10 Group 2 (Science) N = 24 in ākonga order 

Identity # Gender L1 L2 L3 L4 L5 

Ākonga 2 Female yes 4 posts 4 posts 1 posts  

Ākonga 4 Male yes 108 posts 1 post 2 posts  

Ākonga 8 Male yes 96 posts 3 posts 3 posts 1 post 

Ākonga 9 Male yes 108 posts 2 posts 1 post 1 post 

Ākonga 12 Female yes 88 posts 2 posts 1 post 2 posts 

Ākonga 14 Female yes 103 posts 3 posts 7 posts 2 posts 

Ākonga 16 Male yes 108 posts 44 posts 13 posts 1 post 

Ākonga 17 Female yes 106 posts 8 posts 6 posts 4 posts 

Ākonga 19 Male yes 107 posts 90 post 10 posts 2 posts 

Ākonga 22 Male yes 107 posts 54 posts 7 posts 2 posts 
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Again, all 24 students in the class were members of the ESN and most joined in the initial 

period. Two students dropped out of the class a month after it was initiated for reasons 

unknown. There were 109 posts on this ESN, and 83.5% of the students viewed almost all. 

Ākonga 16 and 22 selectively ‘liked’ almost half the postings, while Ākonga 19 again 

‘liked’ almost all posts (90). In this ESN, the Stage 4 and 5 student-initiated posts were 

made equally by boys and girls. 

Student perception (compared with observations of student participation in this ESN) 

shows in Table 7.6 that the Group 2 students also did not have an accurate picture of what 

they did in the ESNs. 

Table 7.6: Group 2 Science: Student perception vs actual ESN usage 

Ākonga conceived response from 

Questionnaire 2 (N = 24), grouped in observed 

developmental stages 

Actual ākonga usage of ESN Group 2 

(N = 19) in observed developmental 

stages 

1 Data not gathered 1 100% joined the ESN 

2 12% said they didn’t look 

32% said they looked a little 

56% said they looked often or a lot 

2 12.5% didn’t look 

4.0% looked a little 

83.5% looked often or a lot 

3 16% said they didn’t use ‘like’ 

8% said they ‘liked’ a little 

66% said they ‘liked’ often or a lot 

3 33% didn’t use ‘like’ 

58% ‘liked’ a little 

9% ‘liked’ often or a lot 

4 12% said they didn’t reply 

36% said they replied a little 

53% said they replied often or a lot 

4 33% didn’t reply 

67% replied a little 

Nil  

5a 32% said they didn’t respond 

20% said they responded a little 

48% said they responded often or a lot 

5a 67% didn’t respond 

33% responded a little 

Nil  

5b 24% said they didn’t query 

40% said they queried a little 

36% said they queried often or a lot 

5b No results 

5c 54% said didn’t investigate 

29% said they investigated a little 

17% said they investigated often or a lot 

5c No results 
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In Group 2, there was also 100% membership, and over 83% of students viewed the 

postings either often or a lot (from 55 posts to 109 posts). While 66% of students thought 

they used the Like function often or a lot, in this research only 9% actually used it with this 

frequency. The reverse was true for 16%, who stated they didn’t use ‘like’, compared with 

the actual 33% who were not observed using it. The perception of a higher rate (53%) of 

replying to posts by students was observed to be much smaller and members replying only 

a little (67% under 50% replies). Again, there were no replies observed corresponding to 

Stages 5b or 5c; however, 33% of students in this group were seen to respond a little with 

5a postings. 

Times of replies and comments for this group were mostly within school operating hours, 

and 75% of student postings at Level 4–5 occurred after 8.30am and before 4pm. The 

remainder (25%), posted from outside of the classroom, were timed between 6pm and 

12.30am: 

• Ākonga 17, for example, made many of her Stage 4 replies to posts in the very 

early morning (00:35, 00.14, 00.20, 00.31) while her own Stage 5 posts were all 

done during school time (13:04, 12:05, 10:17, 12:16). 

• Ākonga 10 by comparison was a typical example of student posting times. She 

viewed 97 posts, and made all her own Stage 4 postings during the school day 

(11:57, 12:24, 12:09, 14:22, 11:55, 12:17, 12:17, 12:15, 11:56). However, in Group 

1, by contrast, she made no postings and made very few viewings (6). 

7.3.3 Group 3 Representative Sample 

The third sample group was a small NCEA Mathematics Level 2 class of eight students 

(see Table 7.7). 
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Table 7.7: Group 3 student data: ESN interaction 

ESN: Y12 NCEA Group 3 (Mathematics NCEA L2) N = 8 in ākonga order 

Identity # Gender L1 L2 L3 L4 L5 

Ākonga 37 Male yes 59 posts    

Ākonga 38 Male yes 53 posts 7 posts 3 posts  

Ākonga 39 Male yes 59 posts 1 post 1 post  

Ākonga 40 Female yes 58 posts 3 posts 1 post  

Ākonga 41 Female yes 59 posts 6 posts 7 posts  

Ākonga 42 Male yes 58 posts 1 post 2 posts  

Ākonga 43 Male yes 58 posts    

Ākonga 44 Male yes 58 posts 1 post   

At this senior school level (Y12), it was observed that students tended to use the postings 

more as resource material for class preparation than investigation into their own inquiry. 

Questions were confined to review of classroom material or discussion, and did not 

normally reflect the higher levels, Level 5a to 5c, of self-initiated postings or independent 

inquiry. 

As for the previous two cohorts, student perception in Group 3 (compared with 

observations of student participation in this ESN) shows in Table 7.8 that the Group 3 

students also had an inaccurate picture of their participation in the ESNs. 

 



226 

Table 7.8: Group 3 NCEA Maths: Student perception vs actual ESN usage 

Ākonga conceived response from 

Questionnaire 2 (N = 24), grouped in 

observed developmental stages 

Actual ākonga usage of ESN Group 3 

(N = 8) in observed developmental stages 

1 Data not gathered 1 100% joined the ESN 

2 12% said they didn’t look 

32% said they looked a little 

56% said they looked often or a lot 

2 Nil 

Nil 

100% looked often or a lot 

3 16% said they didn’t use ‘like’ 

8% said they ‘liked’ a little 

66% said they ‘liked’ often or a lot 

3 25% didn’t use ‘like’ 

75% ‘liked’ a little 

Nil  

4 12% said they didn’t reply 

36% said they replied a little 

53% said they replied often or a lot 

4 37.5% didn’t reply 

62.5% replied a little 

Nil  

5a 32% said they didn’t respond 

20% said they responded a little 

48% said they responded often or a 

lot 

5a No results 

5b 24% said they didn’t query 

40% said they queried a little 

36% said they queried often or a lot 

5b No results 

5c 54% said didn’t investigate 

29% said they investigated a little 

17% said they investigated often or a 

lot 

5c No results 

In the smaller Year 12 Group 3, there was also 100% membership, and 100% of students 

viewed the postings either often or a lot (from 30 posts to the total 59 posts). 

While 66% of students thought they used the Like function often or a lot, in this research 

none of this group used it in more than 50% of the posts. However, 75% were seen as 

using the Like function a little (less than 50% of postings). The responding 16% who 

stated in Student Questionnaire 2 that they didn’t use ‘like’ was similar to the actual 25% 

who were not observed using it. 

The student perception of having a higher rate (53%) of replying to posts was not observed 

in this group. Instead, the majority of replies were observed to be only a little (62.5% under 
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50% of replies), and 37.5% of students in this group made no replies at all. There were no 

replies observed corresponding to the Stages 5a, 5b or 5c. 

Times of replies and comments for Group 3 were mostly outside of school operating hours, 

and only 14.5% of posts were logged during class, with 21.5% of posts made either just 

before or just after school. The remainder (64%) were posted from outside of the 

classroom and were timed between 5.30pm and 10.30am:  

• Ākonga 41, for example, made her Stage 4 replies to posts around the same time in 

the early morning or early evening (5:35, 5:56, 5:42, 5:37, 18:25, 18:10, 18:14). 

7.3.4 Emerging Trends over the Analysed Sample Groups 

Although the ESN groups surveyed and observed in this study represented only a very 

small sample, a few trends could be seen to be emerging from the data shown in Tables 

7.3–7.6: 

1. All groups had 100% class membership of the corresponding ESN. While 

membership was not compulsory, there was definite interest in being part of the 

digital community. 

2. In sample Groups 1 and 2, a comparison of views between student perception of 

looking at a social network and their actual recorded views of the postings followed 

a similar pattern, with a smaller sample believing they were not viewing and a larger 

sample viewing more than 50% of the postings. Sample Group 2 had a higher 

viewership (83.5%) than they thought (56%). The NCEA small sample Group 3 had 

a significantly higher viewership (100%) in comparison. 

3. Student perception of their capacity to ‘like’ a posting was compared with actual 

student ESN observations of the use of ‘like’. The results show either a reversed or 

an inflated perception of their use of this function. For example, in sample Group 1, 

66% said they ‘liked’ often or a lot, while the reverse was found in actual ESN use: 

69% of the students in this group did not use ‘like’. In sample Group 2, an inflated 

figure of 66% said they ‘liked’ often or a lot of the posts (over 50% of the posts), 

while it was observed in ESN observation that 58% used the Like function only a 

little (under 50% of the posts). 

4. When student perceptions of posting comments were compared with actual student 

ESN observations, the perception was generally more than or the reverse of the 
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actual numbers of students commenting. For example, in sample Group 2 there were 

53% of students who said they replied often or a lot to someone else’s post. ESN 

observations showed no one replied at this level, and the real figure was 67% of 

students in that group who replied only a little (under 50% of the posts). 

5. Students’ perception of having initiated their own post (as a response, query or 

investigation) was generally inaccurate. Of all the students, 48% thought they 

responded often or a lot in their own posts, 36% said they made posts that queried 

an issue often or a lot, and 17% said they made posts that investigated a topic often 

or a lot. In ESN observation of the three sample groups, Group 1 showed that 93% 

of students did not respond, Group 2 showed a 67% non-response rate and 33% 

responded only a little (under 50% of the time), and Group 3 had no recorded 

responses. 

6. There were a number of differences in participation within the three above groups. 

For example, Ākonga 2 in Group 1 viewed all 53 posts, liked about 20% of them 

and made two postings of her own. However, in Group 2, she only viewed 4 posts, 

liked all of these and made one comment. Ākonga 4 in Group 1 viewed about 60% 

of the 35 posts and made no further comments. In Group 2, he viewed 100% of the 

108 posts, liked one and made replies on two postings. The reasons for this are 

unknown, but further research may point to engagement differences between ESN 

linked to content, identity or learning area preferences, similar to those in the 

regular classroom. 

7. Over all the groups, there was an even gender spread of Stage 4–5 responses 

between ākonga, although at the less responsive levels (less than L3) a larger 

proportion of the students were male (53%) than female (18%). As stated earlier, 

this is a possible area for further research on gender responses in an ESN 

environment. 

8. While there was 100% membership over all the learning area cohorts, a few students 

(15%) did not participate beyond Level 1 group membership, as measured on their 

lack of Level 2 viewings of posts, falling into a 50% male and 50% female split. 

The reasons for this low participation level were not able to be determined by this 

research, and may indicate a need for further study. 
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7.4 Facilitating Change in an ESN Environment 

Teachers were conscious of the need to provide an ESN system that ākonga would see a 

value in, for their own learning: 

The process needs to be authentic for them. Whānau need to have ownership. We 

have to be very organised. I really like the inquiry-based learning style this can 

offer. (Teacher 3, School 2) 

One teacher commented on the difference between responding at a Level 4 and initiating at 

a Level 5+: 

Making intelligible comments may still be daunting for most students. The 

occasional ‘That’s nice, Sir’ is welcome. Formulating questions is an indicator of 

their level of engagement. (Teacher 5, School 2) 

In one group, the teacher posted sample questions and model answers for an upcoming 

test. The ensuing discussion in Figure 7.10 reflected the ability to use the teacher material 

as a tool to aid in ākonga organisation and management of classwork, and the implications 

for their planning outside of class. 

Due to the urgency of the test, replies on the ESN were observed to be largely synchronous 

and informal. The fact that they were posted outside of class might be for multiple reasons. 

One suggestion is that students were recognising the value of having a support structure 

they can access on demand when they need help with schoolwork. 
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Figure 7.10: Student ESN conversation with teacher out of class 

7.4.1 Flipped Classroom Framework 

The flipped classroom framework has been defined by researchers (Bergmann & Sams, 

2012; Berrett, 2012; Brame, 2013; Bruff, 2012; Lage et al., 2000; Pink, 2009; White, 2012) 

and may be summarised as typically allowing students to ‘gain first exposure to new 

material outside of class, usually via reading or lecture videos, and then use class time to 

do the harder work of assimilating that knowledge, perhaps through problem-solving, 

discussion, or debates’ (Brame, 2013, p. 1). 

In one of the ESN groups, the teacher created a ‘flipped classroom’ framework, initially 

for mathematics, and later extended into science. In this instance, the ESN was used in 

some of the postings to allow students to watch resource material at home at their own 

pace before being introduced to it in class in practical sessions or as a starter for class 

discussions. Students were also given prepared video material relating to classwork, 

delivered in their ESN after their lessons as supporting material for review and revision. 

The example in Figure 7.11 is one of a number of short video clips that explained the step-

by-step process of working through algebra test questions. The learning objective was to 

enable students to see an exemplar of the correct process to work out the answer. The clips 

included a combination of viewed handwritten text answers and detailed teacher 

commentary in a specially prepared video. Students were able to play the clip either 
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outside of class or during a lesson, as many times as they needed to support their 

understanding. This introduction to the process of working out the answer could then be 

either developed in class the following day as supportive practical extension activities in a 

flipped classroom or used after class as a reviewing tool, to support a traditional teaching 

model. 

 

Figure 7.11: Simple student response to a viewed ESN video 

Many students responded positively from the ESN at a basic acknowledgement level when 

they began to appreciate this self-regulated learning environment available to them. 

Comments such as ‘this makes sense now’, ‘I understand this’, ‘Matua, I get this, thank 

you’ were regularly seen after students had viewed the resources at home. 

I tautoko (support) the potential of Facebook being on the cutting edge of 

teaching tools. I am convinced that my initial two groups have given my students 

the opportunity of accelerated learning. There are isolated cases where the proof 

of the efficiency of Facebook has been evident. (Teacher 5, School 2) 

In this instance, it was assumed that students were significantly advantaged by being able 

to access step-by-step digital explanations of each mathematical process to be taught in 

class, talked through by the teacher in an interactive presentation. The teacher produced 

mostly 10–20-second clips using a computer application called Explain Everything 
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uploaded to the ESN from an iPad as a video clip. Using these clips, practical activities 

could be undertaken the next day during the class sessions or supported by the teacher in 

class to address challenges in understanding. 

The design intentions of these resources created for the ESN groups were to help stimulate 

student interest and understanding in their learning area. Images or videos were chosen by 

the teachers to engage their students in a flipped classroom introducing topics to be 

undertaken in class. Due to the archived capacity of all content in the ESN, the resources 

were also available to support review and to revise classwork for assessment, supporting 

the traditional classroom model. 

Videos of classroom practice in science were filmed and posted by students, documenting 

their participation in classroom experiments (see Figure 7.12). These clips were saved in 

the ESN for using as future teaching resources to introduce topics. 

  

Figure 7.12: Student-generated content 

The flipped classroom framework identified in Figure 7.13, allowed students to participate 

in a number of teaching and learning situations, and all of the following practices were 

observed in the ESN: 
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1. introduction of new material to stimulate discussion in class, 

2. video material introduced for class topics identified by the teacher, 

3. teacher exemplars posted for upcoming assessment activities, 

4. teacher previewing possible questions and answers before class, 

5. student-introduced material or ideas for future class projects, 

6. online student–teacher interaction, when introducing a resource. 

 

Figure 7.13: Flipped classroom framework operating in ESN 

7.4.2 Student Use of a Flipped Classroom Framework 

One of the teachers reflected on how student ESN access had overlapped home and school 

use, and how some of his students had increased their independent work at home with the 

ESN access. In class, he observed that in the ESN (operating in a dual learning pathways 

framework) had allowed students not requiring individual attention to work quietly in the 

online environment on their individual learning programmes. In class, they were allowed 

to review material, work on current topics or investigate new directions in their learning 

area through the ESN material. They were also able to interact with each other 

synchronously, or their teacher asynchronously, while accessing the virtual teaching 

resources as needed. For the teacher, this represented multiple teaching opportunities not 

previously available and a new focus for digital activity: 

Previously, my students have abused their iPads during classwork. Addressing 

this problem has led to conflict. With the ESN, and the availability of old, current 

and future work in various formats, they have no more excuse not to be engaged. 

Some have been working at home independently of compulsory regimes—in 

some cases more than previously. Others are still not committed. More of the 

class time is dedicated to individual attention, with the knowledge that there is 

enough quality engagement for the others, who seem to be quietly busy in the 

background. (Teacher 5, School 2) 
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This allowed the ESN to function as an independent classroom resource to support student 

learning, and this was appreciated by students, as shown in Figure 7.14. 

 

Figure 7.14: Student response on value of ESN 

Using the ESN out of class time, and in a flipped classroom capacity, involved distinct 

differences in delivery and levels of cognitive work. This allowed students to participate in 

the lower levels of cognitive work (gaining knowledge and comprehension) outside of 

class, enabling them to be focused by their teacher on the higher forms of cognitive work 

(application, analysis, synthesis and/or evaluation) in class, where they had the support of 

their peers and instructor (Anderson et al., 2001; Brame, 2013). This is illustrated in Figure 

7.15. 

 

Figure 7.15: Levels of cognitive work in a flipped classroom 

This was appreciated by teachers using a flipped classroom framework, who were now free 

to work on providing practical application and assistance for their ākonga in class time, 

supporting the knowledge comprehension gained from home-based viewing. Online 

resources were able to offer possible increased engagement for students because of the 

interactive nature, potentially high interest images and availability of resources, both on 

demand and replayable. This represented a significant change from non-interactive paper-

or textbook-based homework exercises that students may have previously completed. The 

increased focus on tasks in class resulting from ESN activity was noted by teachers as a 

reflection on student work output and responsibility for their own learning. The following 

teacher voice illustrates this: 
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The class time is crucial to offer scheduled assistance. The best contribution the 

ESN has been giving at the moment is to eliminate another student excuse not to 

do what they are supposed to do. It is not just about my learning area—it is about 

work ethics. (Teacher 5, School 2) 

7.5 Student Measurement of ESN Success 

Student surveys showed significant support for the concept of the ESN operating within 

their classrooms. Questions were framed to identify pedagogical support within the ESN, 

and ask about aspects of the study that the students saw as successful for their educational 

achievement. The results for perception of ESN individual success are in Figure 7.16. 

 

Figure 7.16: Student (%) perception of ESN individual success (N = 23) 

The results for perception of ESN group success are shown in Figure 7.17. 
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Figure 7.17: Student (%) perception of ESN group success 1 (N = 23) 

In addition to this, a small number of the surveyed students from this cohort classed 

themselves as being ‘really excited’ by a number of the features and pedagogies around 

using an ESN for their learning (see Figure 7.18). While this was a small sample of the 

students, it is indicative of developing perceptions of success and strength of engagement 

within the cohort over a relatively short period. 

 

Figure 7.18: Student (%) perception of ESN group success 2 (N = 23) 

7.5.1 Student Multiple Intelligences 

Students were given a list of the eight ‘multiple intelligences’ (Gardner, 2006) with a 

simple explanation of what they meant (see Appendix 3). They were asked how using the 
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ESN had fitted with the ways in which they liked to learn, on a simple scale of helpful—

not helpful. One example of kinaesthetic learning, might be the use of touch screen iPads 

that students worked from, to control images, text and navigation of the ESN with finger 

manipulation. Nearly three-quarters of all surveyed students responded with positive 

acknowledgement of kinaesthetic, linguistic, logical, interpersonal and intrapersonal 

intelligences reflected in the ESN and meeting their learning needs. Visual/spatial, 

naturalistic and musical intelligences rated lower in importance in an ESN, but were seen 

as helpful by over half the surveyed sample. 

One explanation for the higher ratings for intelligences based on literacy, numeracy and 

personal communication might be the national curriculum focus on them in the classroom 

(Ministry of Education, 2007a, 2008a). A greater proportion of students may not have 

registered their capacity for recognition of sound (teacher voice and effects in digital 

resources) and images (photos, graphs) in an ESN environment. 

The results of this question are represented in the chart in Figure 7.19. 

 

Figure 7.19: Student (%) reflection on ESN learning needs (N = 23) 

The high percentage results for kinaesthetic, linguistic, logical, interpersonal, intrapersonal 

and musical intelligences indicate that students may be potentially seeing the ESN as a 

holistic educational resource that is able to support many facets of their learning and 

appeal to their perception of how they like to learn. The students who identified that the 



238 

ESN was not helpful to their styles of learning were not representative across any one 

specific group. Some students identified low perception in one style and high in another. 

There were no students who consistently answered that the ESN was not helpful in any of 

their learning styles. 

This acknowledgement by the students that the ESN fitted with many of the identified 

ways in which they liked to learn (as measured by the multiple intelligences) may point to 

mixed academic engagement with their learning needs (Colvin Clark, 2012). These results 

align with tests conducted by Kratzig and Arbuthnott (2006), who compared measures of 

selected learning styles among 65 participants: ‘The results of this study raise serious 

doubts about learning style specificity and instead support the idea that each individual 

uses a combination of different learning modalities to learn effectively’ (p. 242). 

7.6 Student Perception of ESN Success: Productive Pedagogies 

To help determine how an ESN can help enhance classroom engagement for Māori 

students, ākonga were given a range of questions adapted from the Productive Pedagogies. 

These covered all of the pedagogies, and were designed to reveal their own perceptions of 

success with an ESN, using a scale based on the tool used by their teachers in the study to 

measure engagement. Degrees of this achievement may be measured by the 

acknowledgement by ākonga of exactly where their engagement occurred and which 

aspects contributed to the success or otherwise of the ESN. 

7.6.1 Levels of Engagement 1 (Intellectual Quality) 

Ākonga were asked to rate their ESN experience in the following statements constructed 

around elements from the Productive Pedagogies of intellectual quality: 

• Higher order thinking: using information and ideas in ways that help to get the 

meaning, and putting facts and ideas together to arrive at an answer. 

• Deep knowledge: recognising that the knowledge and skills in what is done is 

sometimes complicated but in a good way. 

• Deep understanding: They answer things to show understanding of issues or 

ideas. 

• Substantive conversations: Ideas are discussed between teacher and student, and 

student and student for shared understanding. 
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• Knowledge as problematic: They see knowledge as not just facts, but also about 

coming up with new ideas and ways of thinking. 

• Metalanguage: They explain things in a clear way, using language or instructions 

that are helpful. 

The results in Levels of Engagement: 1 are summarised in Figure 7.20. They indicate that 

the majority of students had an overall appreciation of being able to initiate new ideas and 

ways of thinking, an understanding that there are complex knowledge and skills, an ability 

to answer questions ideas and issues, an ability to discuss ideas and share understanding, 

and a clear understanding of instructions. Only in the ‘using information to get meaning’ 

section was the response higher for the ‘rarely or never experience this’ selection. Whether 

this could be attributed to the length of the study, the content of the ESNs or the way the 

ESN was used by students for curriculum learning, could not be determined by this study. 

However, in the results for the ‘knowledge as problematic’ and ‘metalanguage’ levels, 

almost all students (91% sometimes—always) saw that the ESN knowledge is not just 

about facts, but also about coming up with new ideas and ways of thinking. As a 

discussion forum and an online tool to engage in learning with a community of learners 

around a curriculum area, this can be seen as a measure of success. 

The majority of students believed that learning processes in the ESN were sometimes 

(41%), often or always (41%) explained in a clear way, and that language or instructions 

were helpful for their learning. Again, this was a gauge of the ESN achievement in 

communicating intentions and conveying instructions in a way that students could 

comprehend. 

One teacher rated the intellectual quality of deep understanding in his classes at the highest 

level, Level 5, based on the use of the ESN in the teaching and learning programme. 

Almost all students did at least one of the following: sustain a focus on a significant topic; 

demonstrate their understanding of the problematic nature of information and/or ideas; 

demonstrate complex understanding by arriving at a reasoned, supported conclusion; 

explain how they solved a complex problem. In general, students’ reasoning, explanations 

and arguments demonstrated fullness and complexity of understanding (State of 

Queensland, 2002b). 
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The emphasis [in the ESN] is on freedom of ‘beingness’, with no punitive 

condemnation. Contemporary norms are promoted, but different opinions are 

encouraged, Freedom allows the precipitation of unique groups, whose 

‘acknowledged accolades’ justifies the validity of the manifested groups. The 

ESN extends students to accelerate the evolutionary development of group 

identity. (Teacher 5, School 2) 

 

Figure 7.20: Intellectual quality: Levels of engagement 1 (N = 23) 

7.6.2 Levels of Engagement 2 (Connectedness) 

The Productive Pedagogies of connectedness were investigated with students, and the 

results are summarised in Figure 7.21: 

• Knowledge integration: Classroom ideas are easily shared between subjects. 

• Background knowledge: Their own knowledge is valued in classwork. 

• Connectedness to the world: Activities focus on the future and beyond the 

classroom. 

• Problem-based curriculum: Their projects serve a purpose and help solve 

problems around us. 
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The majority of students believed (52% sometimes—29% always) that in an ESN they 

were able to share what they had learned between learning areas. This is relevant for the 

students in this survey, as they may have participated in a number of ESNs over the course 

of the research depending on what class they were assigned to. Being a member of 

multiple ESN groups may lead to more cross-curricular interaction over a longer period of 

time, although this could not be determined during the course of this research. 

Similarly, the value placed on prior knowledge in the ESN was appreciated by many of the 

students (48% sometimes to 33% always) and also identified by teachers (see Section 

4.4.2). This contrasted with views expressed around connectedness to the world and a 

problem-based curriculum. While there was a larger group (46%) of students who saw 

their ESN as having a future focus beyond their classroom, another group (36%) did not 

recognise this. With the question of problem solving, roughly a third (32%) saw little or no 

purpose to the projects followed on their ESN, while a third (32%) thought that there are 

sometimes links to projects helping to solve problems, and the other third (36%) saw this 

as always present. The fact that the projects discussed and followed in the ESN were 

linked to work being done in class may point to the topical relevancy of curriculum 

material or resources to the individual student, rather than how well the ESN has enabled 

ākonga to determine the significance of their learning. 
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Figure 7.21: Connectedness: Levels of Engagement 2 (N = 23) 

One teacher commented on his students’ engagement relating to prior or background 

knowledge: 

The ESN enabled ongoing kōrero outside the classroom. This flipped classroom 

provided the kaupapa which triggered their response about prior knowledge. The 

ability for ākonga to play and replay comprehensive kōrero within the ESN, 

increased their comprehension. (Teacher 5, School 2) 

Being able to view ESN resource material prior to a lesson in the classroom was seen by 

the teacher to give bridging social capital and background context for students. From this 

teacher’s observations of his practice, using the Productive Pedagogies as a tool to identify 

engagement in the ESN, he described the connectedness of background knowledge of his 

students to be at the highest level, Level 5: Students’ background knowledge and 

experiences are consistently incorporated into the lesson, with the lesson shunting back and 

forth between known material and new material. There was at least some connection to 

out-of-school background knowledge (State of Queensland, 2002b). 
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7.6.3 Levels of Engagement 3 (Supportive Classroom Environment) 

Students were asked about their ESN experience in the elements from supportive 

classroom environment in the Productive Pedagogies. These results from Student 

Questionnaire 2 are summarised in Figure 7.22 in the following five areas: 

• Student direction: They are respected as a group, and any disagreement is fixed 

up quickly and in a positive way. 

• Social support: Their work shows that students are listening, doing the work 

given, asking questions and helping out in their groups. 

• Academic engagement: They are working unsupervised, without teachers 

directing. 

• Explicit quality performance criteria: They are planning where classwork is 

going as a group, and take some responsibility for finishing it. 

• Self-regulation: They understand expectations, and have clear instructions on what 

is needed. 

As a supportive classroom environment, the ESNs were not subject to the normal 

classroom behavioural management. As seen in Section 6.7, negative student responses 

were dealt with appropriately by the teachers with various online strategies. Similarly, 

there were examples of positive student responses and appropriate teacher feedback as 

illustrated in Section 6.3. 

In this area, student direction and being respected as a group, social support for class 

participation and appropriate behaviour, and academic engagement where students work 

unsupervised are all operating in a vastly different environment to the classroom. Student 

responses showed that many believed being respected as a group, and having any 

disagreement fixed up quickly and in a positive way, was 23% sometimes to 41% always 

achieved. As an outcome of a new initiative, this may be seen as an acceptable result and 

indicates students have transitioned quickly into using the ESN as a school-based learning 

environment. 

Many students recognised that they were academically engaged (41% sometimes to 36% 

often or always) working in an ESN environment where they were unsupervised and 

helping to create their own learning programme. Results from the explicit quality 

performance criteria and self-regulation statements showed that the majority of students 
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(38% sometimes, 52% often or always) believed that there was some ESN group planning 

of where their learning areas were going, and that they had some responsibility for working 

towards finishing it. Over 62% believed that they often or always (19% sometimes) had an 

understanding of the expectations of them within the ESN, and that they had clear 

instructions on what was required from them when working within this environment. 

 

Figure 7.22: Supportive Environment: Levels of Engagement 3 (N = 23) 

7.6.4 Levels of Engagement 4 (Recognition of Differences) 

The student experiences for the Productive Pedagogies item recognition of differences in 

the ESN environment were rated and are summarised in Figure 7.23 under the following 

elements: 

• Cultural knowledges: Different views as Māori are discussed and have value. 

• Inclusivity: All students in class are encouraged to participate. 

• Narrative in lessons: Ākonga are given the chance to tell their story and use their 

histories. 

• Group identity: Who ākonga are and being part of a whānau are seen as important 

in the ESN. 

• Citizenship: Learning makes ākonga think about how they are part of a 

community. 
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The acknowledgement of ākonga possessing cultural knowledges and having their 

different views as Māori discussed and seen to have value was not identified in student 

responses. Over 68% of ākonga believed they rarely had their views as Māori explicitly 

discussed or valued. This may reflect a number of factors. There may have been a failure 

of these ESNs to engage the concepts of the Māori educational strategy Ka Hikitia (1.4). 

Alternatively, it may reflect the non-Māori framework of the international design of the 

ESN structure, or the implicit nature of Māori pedagogy and values as already a part of all 

life in an educational community that already strongly identifies as Māori.  

A larger selection of ākonga (55% sometimes and 20% always) believed they were 

encouraged to participate in their ESN community, and a similar total amount (35% 

sometimes and 35% always) acknowledged they were given a chance to use narrative in 

their work to reflect on their own identities. The identification with self, whānau and 

community showed that ākonga thought that being part of a whānau was seen (35% 

sometimes, 40% always) as important in their ESN group, and that the ESN (38% 

sometimes, 43% always) made them think about how they are part of an online 

community. 

 

Figure 7.23: Recognition of Differences: Levels of Engagement 4 (N = 23) 
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The graph in Figure 7.23, shows the percentage spread of developing identity participation 

in an ESN. Some students are beginning to realise their educational links with their 

whānau, their community and their iwi. This may reflect their conceptions of their own 

identity within an online environment, rather than extrinsically through their postings 

content. 

7.7 Consequences for ESN Improvement 

To help address the research questions, the data from the Student Questionnaire 2 in Phase 

4, analysis from observation of student activity in the ESN and the teacher focus groups 

looked at constraints on action, action and consequences in the theory of action, to 

determine the effects of the introduced ESN for students into their learning. 

This produced specific answers about consequences, from focus questions asking ākonga 

what challenged them most, what ESN learning meant for their learning environment and 

what their next learning steps were. The following strands in 7.7.1 to 7.7.8 will lead into 

Chapter 8 where they will be combined with the findings of all four phases of this research 

to make up three focus areas as key issues for discussion and conclusions. 

7.7.1 Student-Reported Challenges 

Making and using video links on the ESN site was identified by students as being very 

important (86%). Similarly, having the capacity to link assessment to the work being done 

on the ESN was regarded as an important aspect (71%) of the next step for this e-learning. 

Although there was an even representation of support for working from home or working 

unsupervised, a larger group of students (68%) preferred working in a group and working 

on the ESN from school. This would corroborate the ‘dual learning path’ trends observed 

earlier, where ākonga were using the ESN during class, as part of their learning area 

cohort, and having learning conversations with other ākonga, posting inquiry-based 

statements and asking questions of their teacher for asynchronous replies. 

The chart in Figure 7.24 summarises the consequences for ESN improvement, in 

challenges towards educational improvement identified in Student Questionnaire 2. 
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Figure 7.24: Student Questionnaire 2: Challenges—educational improvement 

Other areas that ākonga responded to in higher degrees (68%), included taking and adding 

photos (Ito, 2005), adding written research, and using the ESN for viewing and doing their 

own research for the learning areas (Koskinen, 2004). This connects with the support 

shown by students towards linking submission of research with online curriculum 

assessment. 

7.7.2 Student Voice 

Ākonga illustrated a strong self-determination ethic, and they gave many examples of how 

using an ESN was useful for them in their individual learning and working in remote areas 

(Putnam, 2000; Ham & Wenmoth, 2007): ‘it’s easier to work, and ask for help’; ‘good for 

learning about my work at home’; ‘we can catch up on work at home and study anytime’; 

‘it has helped me prep for a science test’; ‘it’s great having a maths site to work on which 

has helped me with my maths’; ‘it’s helped me learn better’; and ‘you get answers straight 

away because people respond really quickly’. 

Students also made various positive comments analysing why they liked working as a 

community in an ESN environment: ‘it’s good for our [group] learning’; ‘it’s great because 

everyone uses Facebook and it’s easy to navigate around’; ‘students can communicate 
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more’; ‘it’s “mean”, because you can talk to your friends while you do your work’; ‘it’s 

awesome because you can share the answers with others’.  

7.7.3 Cultural Reality 

The underlying question of whose cultural reality is predominant in an ESN had mixed 

results. Responses point towards students seeing the ESN as a supportive and encouraging 

educational community (K Stevens, 2005) for Māori learners (Bishop et al., 2007b; 

Greenwood & Te Aika, 2008; Hattie, 2007; Hattie, 2011) that affirms some of their 

cultural expectations (narrative, recognition of self/whānau/community). However, the 

design of the ESN was such that students reported that they did not see their views as 

Māori explicitly considered or valued. 

This creates a challenge for schools with Māori students when setting up an ESN for e-

learning curriculum areas: to provide a forum to ensure different views for ākonga Māori 

are discussed and have value. For example, this could point to increased use of te reo 

Māori as the language of communication (O’Carroll, 2013a) and topic design to reflect Te 

Ao Māori, as well as the choice of descriptor/title and the use of an appropriate banner 

identifying as Māori. 

The applied use of te reo Māori as the language of communication and instruction has 

already been identified in this study as not working as well as expected by the students (see 

Section 6.4.1), as the language observed in this ESN research was predominantly English 

(O’Carroll, 2013b). If ākonga are to have their different views as Māori discussed and be 

seen to have value (68% reported this did not happen), then either the language of teaching 

and learning in the ESN needs to reflect this or the focus of the content in the learning 

environment needs to enable this. 

Teachers were able to clarify some of the consequences of ESN design for students in their 

teacher focus group discussions, and their observations reflected many of the challenges of 

educational improvement identified in Student Questionnaire 2. 

7.7.4 Content Design 

Teachers found that many students responded to short video clips supporting their 

classwork, and some teachers utilised images with response-prompting questions 

(Koskinen, 2004) to help with engagement throughout the ESN. Teachers agreed that 
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access to class material outside of school time supported a flipped classroom framework 

(Bergmann & Sams, 2012; Berrett, 2012; Brame, 2013; Bruff, 2012; Lage et al., 2000; 

Pink, 2009; White, 2012) with evidence from student responses on the ESN that they spent 

more time reviewing and understanding class material. Teachers were able to see self-

reported evidence of student engagement or any disengagement as students articulated 

their understanding in their comments. 

7.7.5 Boundaries 

Challenges existed for students in distinguishing the boundaries  (Tufekci, 2008; K 

Stevens, 2009) between their personal use of Facebook and their educational use of the 

ESN in a specific learning area. Both students and teachers used the ESN as a controllable 

classroom resource and as a tool to support teaching and learning. There was a degree of 

crossover from student use of their ESN in class time, supporting the value of less explicit 

boundaries for ākonga to retain momentum and gather evidence of engagement in an 

online environment. 

7.7.6 Adult Members 

Opening the ESNs up to adults (see Section 5.3.7) was observed to have a negative effect 

on student engagement when their presence was not explained to the students. This may 

have reflected the 56% (N = 19) of students who only wanted their class involved in the 

ESN. Student responses dramatically decreased when adults joined an ESN partway 

through and some of the adults had a tangible presence. 

7.7.7 Whakamā 

In the ESN, the Māori concept of whakamā appeared to be generally absent when there 

was a predominantly student participatory learning environment. Teachers observed a 

positive transferral of confidence into their classroom, although some teachers noted their 

students did not always carry the ESN conversations back into class time. Student 

questioning showed they were not reluctant to ask clarifying questions (e.g., meanings of 

words) in the ESN, despite them being seen by everyone. Students also did not appear to 

mind public responses from their teacher in an ESN environment. 
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7.7.8 Student Interaction 

Students were observed to articulate problems immediately and ask for help. They used 

public postings to reposition themselves from individualised learning into a group setting, 

by tagging their friends into the comment when requiring help from the teacher. Students 

were able to communicate progress and understanding with formative bonding social 

capital comments aimed at both eliciting the teacher’s help and identifying with the group. 

They were also able to identify challenges encountered outside of class and request teacher 

help during school time. Students often followed up answers of inquiry-based questions 

posed in the ESN, and teachers were happy to respond to this engagement. 

The tuakana–teina pedagogy (Pihema et al., 2004; Tiakiwai & Tiakiwai, 2010) was seen 

by teachers to be an effective teaching and learning tool that is easily communicated and 

organised through the ESN. Students were observed to initiate this strategy themselves 

(e.g., Figure 6.2), and teachers facilitated it as a support and help strategy in a shift towards 

student centred learning (Brake, 2008; Chandra and Lloyd, 2008; Fewkes & McCabe, 

2012; Harlow et al., 2008). 
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Chapter 8: Discussion and Conclusions 

8.1 Discussion 

In this chapter, I will bring together the findings of the four phases of this research and 

discuss the implications of the ESN design and practice towards meeting students’ needs. 

The conclusions will allow us to see whether creating and applying ESNs through teaching 

and learning programmes can enhance classroom engagement at secondary school level in 

schools with predominantly Māori students. 

This will be done within the following focus areas for discussion: 

1. comparative practice frameworks 

2. student identity production 

3. comparative Māori traditional social networks 

From these discussions, conclusions have been reached and grouped with corresponding 

Māori pedagogies and values. These conclusions use a metaphor to allow us to understand 

possible ways that ESN practice may be employed for students and utilised in the 

classroom, extrapolated from data collected in this study. This will help indicate to what 

extent Māori pedagogy and values may be reflected in an ESN environment, as posed by 

the second research question. 

8.1.1 Comparative Practice Frameworks 

The ESN operation observed in this research can be compared to the teaching and learning 

within a discursive classroom environment (Bishop et al., 2007; Bishop, 2011), where 

students are co-participants in ‘conversations’ in which they are doing, stating and 

theorising. Because of the interactive nature of working in a Web 2.0 environment, in this 

research ākonga had the capacity to take control over how the ESN might function for their 

own learning, as a teaching tool in a ‘user responsive’ domain. This contrasts with an 

activator practice (Hattie, 2007), where visible teaching and learning combines teacher-

centred teaching and student-centred learning and knowing, within a feedback model of 

visible learning (Hattie, 2010). 



252 

Research in the literature review (Tiakiwai & Tiakiwai, 2010) identified four key themes. 

These have been incorporated into the focus areas of a comparative practice chart 

discussed later (see Section 8.3), to identify similarities and differences of practice: 

1. the importance of the learning environment and support in pedagogical 

understanding of e-learning in kaupapa Māori settings; 

2. the need for quality relationships between teachers and their students; 

3. cultural understandings: the ability of new technologies to appropriately incorporate 

te reo Māori and Māori ways of knowing and doing (such as cultural practices of 

kanohi ki te kanohi learning and whanaungatanga in e-learning practice). 

4. challenges to pedagogical practices: the need to explore the relationship between 

Māori and e-learning pedagogies.  

8.1.2 ESN Practice Compared with Other Relevant Classroom Frameworks 

8.1.2.1 Activator Practice 

There are both similarities and differences between ESN practice and elements of activator 

practice. For example, in Hattie’s (2010) active and guided instruction, ākonga are given 

clear requirements and are constantly supplied with feedback. In his research, this is 

demonstratively more effective than the unguided, facilitative role of teaching, which relies 

on inductive problem-solving processes and separate solutions (Terhart, 2011). 

Hattie’s research has pointed to potential weak factors in a teaching and learning practice: 

multi-grade/age classes, student control over learning and open versus traditional teaching. 

Some of these factors are strengths in an ESN. Earlier we identified students having the 

opportunity to self-determine their own learning environment based on their needs (Brake, 

2008). This has been demonstrated in this research to engage students in their own inquiry-

based learning process as they manipulate their programme in dual learning pathways 

(Sections 6.5.1–6.5.2), from within the ESN and into the classroom. 

Hattie believes teachers and students must be able to see the learning clearly. This ‘visible 

learning’ refers to both student and teacher learning, and for the teacher this involves meta-

cognition of their own actions on student engagement and success. The meta-cognitive 

perspective involves reflection on their own learning progress and the potential challenges 

resulting from monitoring their own learning processes. The visible learning concept is 
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especially evident in an ESN environment, where all teaching and learning is not only 

visible but is both public and cached for all students to use as needed. Visibility is possible 

on all posts and over all members, but is restricted to members of the ESN. Only IMs 

remain private along with the profiles of members (subject to their security settings). 

However, Hattie (2008) does not see constructivist teaching as a successful recipe for 

teaching and learning, when there are student-centred inquiry, problem-based learning and 

authentic tasks in an intrinsically motivated learning environment: 

The role of the constructivist teacher is claimed to be more of a facilitation to 

provide opportunities for individual students to acquire knowledge and construct 

meaning through their own activities, and through discussion, reflection and the 

sharing of ideas with other learners with minimal corrective intervention. (p. 26) 

This is where the ESN practice moves away from the activator practice framework. 

Students were observed to take control of their own learning as inquiry, and their teacher 

became more of a facilitator in a student-led environment built around elements of cultural 

capital and authentic learning using prior knowledge. Students were monitoring their own 

learning progress, and individual ākonga were able to take responsibility for accessing 

their own learning programme. This is more like the collaborative learning environment 

(K. Stevens, 2005) for rural schools and also reflects online awareness that may partially 

contribute to engagement as a positive counter to disconnectedness (Putnam, 2000). 

There was, however, a strong connection between an ESN environment, where teachers are 

able to participate as learners in the same online environment as students, and an activator 

practice, where teachers must be able to take the perspective of their students, and students 

need to see themselves as their own teacher. 

For Māori pedagogies, this translates as tuakana–teina, where the teaching relationship 

may reverse in some situations. Students may take on a leadership role because of prior 

knowledge, and this allows them to assume a tuakana identity (Pihama et al., 2004). 

Teacher participation in a learning environment may be reversed depending on the ability 

or confidence of the students, and the teacher may be able to actively take on the identity 

of a teina. It is acknowledged that this is a little different to what Hattie proposes—taking 

the perspective of their students rather than actually becoming a student. This involves a 

metacognitive shift rather than an identity shift. 
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8.1.2.2 Discursive Practice 

In contrast to Hattie’s activator practice, the discursive practice work of Russell Bishop 

around the Effective Teaching Profile was based on multiple interviews with the students, 

whānau and teachers, constructing the narratives of experience and the professional 

learning development of Te Kotahitanga (Bishop & Berryman, 2006). Classroom 

relationships and interactions were seen as crucial to effective teaching of Māori students, 

in an environment where teachers take a non-deficit view of Māori students, to make a 

difference for ākonga. 

These effective interactions were seen to rely on the following Māori pedagogies (Bishop, 

2007; 2011): 

1. manaakitanga (caring for students as Māori and acknowledging their mana), 

2. mana motuhake (having high expectations), 

3. ngā whakapiringatanga (managing the classroom to promote learning), 

4. wānanga and ako (using a range of dynamic, interactive teaching styles), 

5. kotahitanga (teachers and students reflecting together on student achievement in 

order to move forward collaboratively). 

Bishop’s positive classroom relationships and interactions parallel observations in the ESN 

environment where students brought a wealth of SNS and ICT experience as both bridging 

and bonding social capital relevant to classroom interactions. The social capital was one of 

the factors in an ESN that allowed students to be self-determining because of their prior 

knowledge in SNS. The social capital enabled them to identify as culturally located 

individuals (as Māori), and to have an integral role in the learning conversations within an 

ESN. 

As with discursive practice, in an ESN ākonga were able to work interdependently online, 

both in school and out of the classroom. The ESN crossover framework, where students 

were observed to use the ESN during class time, also enabled them to become the 

independent learners identified in a discursive practice. They were able to do this by using 

the teacher’s help synchronously and also as an asynchronous tool for accessing resources. 

The ESN also encompassed the implicit importance for all students of setting the 

boundaries, as well as the rules and structure, that are essential for the learning that 
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happens in an effective learning environment (Bishop et al., 2009). The framework of the 

ESN allowed students to contribute to the structure of their own learning, both in the 

design and in the learning conversations; at the same time, ākonga were able to support the 

learning of others by causal interaction either as response or as initiated discussions that 

included others in their cohort. This evidence of students constructing their own material 

without support is illustrated in Section 2.4.4 and supported by the literature (Brake, 2008; 

Chandra & Lloyd, 2008; Fewkes & McCabe, 2012). 

As with the discursive practice, when students gained confidence in the learning areas or 

had prior knowledge in a discussion, they were seen to share their learning with everyone 

in the closed ESN group. In some cases, they were able to influence the direction of the 

teaching and learning by suggesting engaging topics that could be covered in class. The 

concept of tuakana–teina as seen in the ESN is also a foundation of the discursive practice, 

when teachers are seen to learn from students and students learn from teachers in a 

reciprocal exchange of co-constructed knowledge. 

Situations where the ESN practice was not so successful (evidenced by short-term lack of 

student discussion or interaction) may have a variety of reasons, potentially explained as a 

simple lack of engagement, through to the teacher relying upon what Bishop (Bishop & 

Berryman, 2009) terms ‘transmission modes of education’ rather than a range of discursive 

learning experiences with ākonga. While not investigated in this project, this direction 

would have potential for future research. 

8.1.3 Learning Environment 

In the learning environment of the classroom, there are similarities across activator 

practice, discursive practice and ESN practice. In an active and guided instruction 

environment, where learners are given clear requirements by their teacher (activator 

practice), there is also a necessity for boundaries, rules and organisation fundamental to 

effective learning (discursive practice 

In an ESN environment where all instructions are text based in a secure teacher-moderated 

environment, rules are able to be co-constructed both in class and inherited from SNS as a 

form of bonding social capital. This may correspond to the secure, well-managed learning 

environments of the discursive practice, which in an ESN allows cyber safety principles to 
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exist in a participatory environment consisting of a closed-group membership of students 

and their teacher. 

In the same way an activator practice constantly supplies learners with feedback, or a 

discursive practice where students monitor their own progress, ESN practice was observed 

to combine a high degree of feedback and feed forward to online content. This might take 

the form of ‘likes’ from the peer group, for example, a congratulatory acknowledgement 

by the teacher, or a positive response illustrating understanding or appreciation by the 

student. 

In an ESN environment, the aggregation of information (Davis et al., 2004; Tuffield, 2006) 

was used to build up a significant picture of ākonga participation and engagement, which 

had value for monitoring progress and achievement. 

ESN aggregation of information was useful, in the following ways: 

1. The aggregated information from observation of student participation in the ESN, 

feedback from teachers in focus groups and student voice in pre- and post-

questionnaires provided a rich picture of their progress by illustrating their learning 

process in incremental steps. This had potential application for teacher reflections 

on outcomes from ESN use. 

2. Students were easily able to see progress and who had contributed to the social 

capital of the project by observation of the ESN timeline. 

3. Knowledge was co-constructed by all the participants of the ESN group, in a 

learning community (Bielaczyc & Collins, 1999). 

4. Student group dynamics were enhanced by the whānau nature of the e-learning 

environment when ākonga moved into the crossover ESN framework and ESN dual 

learning pathways. 

5. Contribution to the ESN was demonstrated in a continuous process over the duration 

of the project. This was evidenced in the site analytics. 

6. The intrinsic support ākonga (learners) received from the greater levels of social 

capital (Steinfield et al., 2008) was reflected in comments and engagement in 

projects over the research. 
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8.1.4 Pedagogy 

The ako concept of reciprocal learning can be seen across the comparative practices. 

Teachers must be able to take the perspective of their students, and students need to be able 

to see themselves as their own teacher (activator practice). Similarly, teachers can learn 

from students just as students learn from teachers (discursive practice). However, as 

previously suggested, the activator practice may not equate to an actual role reversal but be 

more of a meta-cognitive process of seeing through the students’ eyes. 

For an ESN, teachers were able to participate as learners in the same online environment as 

students, and they could swap over roles with students at any point in the process. The 

online learning environment reflected the classroom ‘rules’ and was seen to be moderated 

a number of times by the teacher and sometimes by the students (see Section 6.7). 

Although the teacher was often an initiator of discussions through postings related to 

classroom learning, the responses were observed to be more in line with a conversation 

between learners than a teacher imparting the learning. 

There is a strong connection between teaching that is explicitly visible to the student 

(activator practice) and an ESN cached online environment where all teaching is visible to 

all students and is able to be reviewed and searched to meet students’ needs. Whether 

ākonga recognised the more implicit teaching and learning of an ESN could not be 

determined in this research; however, the summative data for very high student viewing 

figures for the majority of teacher posts would support some acknowledgement of visible 

teaching. 

Discursive practice illustrates how knowledge builds on prior experiences. By the same 

token, elements of cultural capital and prior knowledge may be observable in ESN practice 

as students take part in authentic tasks in their learning. This may be as introduced topics 

in the ESN forums or encouraged by engagement with classroom activities that result in 

online discussions initiated in class and carried over to out-of-class conversations (see 

Section 6.4.3). 

It is at this point that discursive practice identifies Māori students’ own self-determination 

as fundamental to classroom relations and interactions. This is also reflected in the ESN 

practice, where students are able to take responsibility for accessing their own learning 

programme. The Māori pedagogical term rangatiratanga invests ‘control over one’s own 
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life and cultural wellbeing’ (Bishop, 1999, p. 81), and this responsibility was given to 

students in their ESN learning environment, where they were free to access and manage 

their learning material to suit their needs. 

It is this manipulation and articulation of the learning material that can illustrate the 

collaborative discursive practices of connectivism; students connect and piece together 

content and fragments of learning conversations to create an integrated network of 

information that may sometimes be contradictory (Siemens & Tittenberger, 2009). This is 

a process of acquiring information, sorting and processing the material to suit the purpose, 

and making connections between knowledge and their inquiry learning. The ESN allowed 

students to collaborate with both the teacher and other students to access content 

knowledge and create peer-generated content as a form of bridging social capital (see 

Section 6.3.3). 

8.1.5 Role of Teaching and Assessment 

The importance of reflection and feedback to ākonga is identified by all comparative 

practices in varying degrees. Activator practice emphasises the importance of teachers 

feeding back to students to be able to support their learning. When this occurred in ESNs, 

there were three levels of evidence of supportive feedback in teachers’ communications. 

Level 1 was acknowledgement by the teacher of a student response and possibly a short 

question to further identify the learning (see Figure 8.1). 

 

Figure 8.1: Level 1—acknowledgement response 

A second level was specifically addressing a question from a student, with a helpful 

response from the teacher, as in the example in Figure 8.2. 

 

Figure 8.2: Level 2—addressing an issue response 
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A third level was addressed to the selected student by name, and was in response to 

material the ākonga had posted. This would often take the form of formative feedback and 

discussion, and might involve praise and comments on application or potential assessment 

issues, as demonstrated by the sample of feedback given by the teacher responding over a 

holiday weekend shown in Figure 8.3. 

 

Figure 8.3: Level 3—formative feedback/discussion response 

There is a lot in common here with discursive practice, where learning outcomes are 

shared with students to enable them to reflect on and contribute to their learning. There are 

also parallels with the activator practice of feedback being one of the main influences on 

student achievement. 

Within an ESN, students were seen to be monitoring their own learning progress and 

making frequent comments on how well they had understood resource material or were 

requesting help with comprehending the classwork. This could occur either inside the 

school environment (where many requests for assistance came from) or outside the 

classroom. 

For example: 

1. Ākonga requests asynchronous help from the teacher through the ESN during class 

time. 

2. Ākonga make synchronous and asynchronous comments on class material outside of 

school, detailing their levels of understanding and progress. 

In the ESN, this was seen to be present in the autonomous operating structures where 

students showed self-directed learning (illustrated in Section 6.5) and in a crossover ESN 

framework resulting in the ESN dual learning pathways. Ākonga had the capability to 
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choose self-instruction in an e-learning environment over kanohi ki te kanohi teacher 

instruction if required. Similarly to a discursive practice, the teacher operated in an ESN as 

a guide, and students as co-inquirers. The teacher was a constant presence as facilitator, 

either asynchronously in school, or both synchronously and asynchronously out of the 

classroom. The ESN showed student-centred learning with the teacher/facilitator 

scaffolding students to help construct their own learning (Chandra & Lloyd, 2008; Harlow 

et al., 2008). 

8.1.6 Teacher and Student Relationships 

The educational concept of ‘knowing the learner’ can be partially understood for teaching 

and learning as a combination of Māori pedagogies and values in a culturally conducive 

classroom structure for Māori students (Greenwood et al., 2008). Rangatiratanga (the 

principle of relative autonomy as links between school and other cultural contexts) allows 

ākonga to have a degree of control of their own life and cultural wellbeing, and 

whanaungatanga may be identified in the regular classroom when the teacher establishes 

positive educational relationships to benefit ākonga. ‘Knowing the learner’ looks at 

identifying evidence of student–teacher relationships, and explores the principles of 

connectedness from within an online learning community of predominantly ākonga and 

their teacher. 

For an activator practice, this is reflected in teachers knowing their students and being able 

to support ākonga in their learning. In an ESN, applying whanaungatanga as a pedagogy 

may encourage a supportive educational environment, and also be seen to test boundaries 

for students within defined classroom rules and expectations. Here, the students are 

forming educational communities of knowledge, building relationships in an ESN 

community with shared interests (Pollara & Zhu, 2011). 

For a discursive practice, teachers in an ESN were able to acknowledge the mana of their 

students as culturally located ākonga. In ESN practice, this was seen in the value placed on 

co-construction of the ESN between students and teacher. Students had control over their 

‘online life’ and socio-cultural wellbeing by ownership of their own SNS profile, which 

was transferable into the ESN group. 

Students had the ability to develop independent identity and relationships within this e-

learning environment, and at the same time have recognition of student prior knowledge 
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from their SNS environment. Ākonga were able to identify where they were in their 

learning through synchronous and asynchronous ESN responses, and also apply relevant 

subject content knowledge to inform their learning environment within teaching 

conversations. 

The ESN study has identified how the small sample of students in this research liked to 

learn (see Section 4.3), how they would like to be involved in designing their learning and 

where change should occur to challenge them. In the ESN, the teacher was seen to have a 

guidance role, supporting bonding social capital within the online community (see Sections 

6.4.3–6.4.4). They created the educational focus based on a supportive and sound 

pedagogy (Bolstad & Gilbert, 2006). 

In an activator practice, there is continuous monitoring of the effects of the teacher’s 

actions from feedback. Similarly, in an ESN practice, students and teachers see all 

interactions in the public ESN domain and are able to contribute at any time. This 

overview of all online activity is both searchable and teachable, by making the visible 

outcomes of ESN learning available to all ākonga in the community. 

In the discursive practice, the teacher models the learning process, and with their students, 

they reflect on student achievement in order to move forward collaboratively. This is very 

similar to observed ESN practice, where student and teacher were in a co-operative 

learning environment and the teacher was able to initiate some discussions by modelling 

with facilitative questioning. 

8.1.7 Student Direction 

In an activator practice, teaching is connected to the prior knowledge and pre-existing 

concepts and ideas that the students bring to the classroom. Engagement is one of the 

outcomes from learning that takes place in this approach. Students are taught topics of 

relevance to them and ones that they see as ‘worth learning’. This may be compared to the 

way the ESN used focused tasks that had thematic relevancy. These tasks were often 

introduced by the teacher and related to curriculum areas being explored in class. They 

might take the form of extension work, revision material, question and answer time, or a 

discussion space where students were able to follow topics expanded as threads of interest. 

The resulting educational community had a focus on an inquiry framework that was 

collaborative, participatory and a shared experience (McLoughlin & Oliver, 2000). 
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There are also similarities with the way that a discursive practice allows students the 

opportunity to share their prior knowledge in class. The organisation of the ESN classroom 

by the teachers enabled students to contribute and support the learning of others. This was 

possible through inquiry-based postings or through answers to questions based on prior 

knowledge demonstrated by students in their postings. In ESN observations of student 

engagement, there were a number of authentic learning activities observed, introduced with 

web-based high-interest resource material. For example, students commented on convex 

mirrors they had seen in shops, they were involved in a competition to design logos for 

local schools and they identified features of local geology. These activities enabled 

students to share their prior knowledge and reflected cultural capital (Nash, 1993) and 

social capital (Stiglit, 2009). 

ESN groups were created specifically to support ākonga within a specialised learning area 

(e.g., geology, graphics and design, mathematics and statistics) that could be accessed in 

addition to classroom teaching and learning, to supplement and enrich the programme. The 

direction of the discussion threads was dictated by student interaction and interest, with the 

teacher aligning discussion to topic relevancy within the groups. 

8.1.8 Comparative Practice Summary 

The comparative practice summary chart in Table 8.1 shows the relationship between 

observed ESN practice and related elements adapted from activator (Hattie, 2007; 2010) 

and discursive (Bishop, 2007; 2011) practice frameworks. This comparison helps to 

answer the research question about what factors promote e-learning engagement in an 

educational context for Māori students learning in an ESN environment, in five key areas 

of engagement, with an educational focus on a supportive and sound pedagogical approach 

(Bolstad & Gilbert, 2006; Marri, 2007). 
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Table 8.1: Comparative practice chart 

 

Activator practice (Hattie, 

2007 & 2010) 

Discursive practice (Bishop, 

2007 & 2011) 

ESN practice (ESN 

observations) 

L
ea

rn
in

g
 e

n
v

ir
o

n
m

en
t 

Instruction is active and 

guided. 

Learners are given clear 

requirements. 

Learners are constantly 

supplied with feedback. 

Feedback mechanisms are 

identified as having a huge 

influence on student 

achievement. 

Learning environments are 

secure and well managed. 

Boundaries, rules and 

organisation that are 

fundamental to effective 

learning are necessary. 

Students monitor their own 

progress. 

There is reduced reliance on 

transmission modes of 

education. 

A range of discursive learning 

interactions is used. 

There is a closed group 

student and their teacher 

participatory environment. 

User-generated text, images 

or instructions are available 

for multiple viewings on 

demand. 

All instructions are text 

based. 

There is a secure teacher-

moderated environment. 

Rules are co-constructed as 

a form of bonding social 

capital. 

Ākonga feedback follows 

three levels.  

P
ed

ag
o
g
y
 

Teaching is visible to the 

student. 

Learning is visible to the 

teacher. 

Visible teaching and learning 

combines teacher-centred 

teaching and student-centred 

learning and knowing. 

Teachers must be able to take 

the perspective of their 

students. 

Students need to see 

themselves as their own 

teacher. 

Knowledge is reciprocally 

developed and co-constructed. 

Pedagogy is about doing, 

stating and theorising. 

Knowledge builds on prior 

experiences. 

Teacher is the guide; learners 

are co-inquirers. 

The teacher models the 

learning process. 

Māori students’ own self-

determination is fundamental 

to classroom relations and 

interactions. 

Teachers learn from students; 

students learn from teachers. 

Learning is inquiry based. 

All teaching is visible to all 

students. 

Elements of cultural 

capital/prior knowledge are 

included. 

Delivery by the teacher is 

resource based. 

Content builds on 

classroom directions. 

Ākonga are able to take 

responsibility for accessing 

their own learning 

programme. 

Teachers are able to 

participate as learners in the 

same online environment as 

students.  
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Activator practice (Hattie, 

2007 & 2010) 

Discursive practice (Bishop, 

2007 & 2011) 

ESN practice (ESN 

observations) 
R

o
le

 o
f 

T
ea

ch
in

g
 a

n
d

 A
ss

es
sm

en
t 

Teacher feedback to students 

is important to support their 

learning. 

Feedback is differentiated. 

Assessment provides 

feedback to teachers about 

their practice. 

Instruction is active and 

guided, with clear 

requirements to the students. 

Continuous feedback about 

student progress and 

performance is given. 

A wide range of assessment 

practices and purposes are 

employed. 

The teacher is the guide; 

learners are co-inquirers. 

Learning outcomes lead to 

improvements in Māori 

student achievement. 

Learning outcomes are shared 

with the students so that they 

can reflect on and contribute 

to their own learning. 

Students follow certain 

resources based on 

relevancy. 

The teacher is a constant 

presence as facilitator. 

Participation is highly 

visible in an online 

environment. 

Students are monitoring 

their own learning progress. 

T
ea

ch
er

 a
n
d
 s

tu
d
en

t 
re

la
ti

o
n
sh

ip
s 

Teachers know their learners 

and are able to constantly 

support students in their 

learning. 

Continuous monitoring of the 

effects of the teacher’s 

actions is done. 

The teaching of students is 

integrated with content-

oriented learning, trying, 

thinking and judging.  

A wide range of learning 

activities are used. 

The teacher models the 

learning process. 

Teachers and students reflect 

together on student 

achievement in order to move 

forward collaboratively. 

The mana of the students as 

culturally located individuals 

is cared for and 

acknowledged. 

Students and teachers are in 

a co-operative learning 

environment. 

The teacher may initiate 

some of the discussions. 

Students and teachers see 

all interactions in the public 

ESN domain and are able to 

contribute at any time. 

The teacher has a guidance 

role, supporting bonding 

social capital within the 

ESN community. 

S
tu

d
en

t 
d
ir

ec
ti

o
n
 

Teaching is connected to pre-

existing concepts and ideas of 

students. 

Students are taught ‘things 

that are worth learning’. 

Interventions are needed to 

help encourage correct peer 

feedback. 

Tasks vary among students. 

Opportunities to share prior 

knowledge are provided. 

Teachers need to be able to 

organise classrooms so that 

students contribute to their 

own learning and support the 

learning of others. 

Focused tasks in thematic 

relevancy are used. 

Students follow topic 

threads by interest. 

Authentic learning activities 

with web-based high-

interest material are used. 

ESN groups are created to 

support ākonga within a 

specialised group. 

8.2 Student Identity Production 

Identity production in an e-learning environment, as we have seen, may involve distinct 

stages of e-learning progressions. This may be associated with observable teacher 

participation in a learning environment (Richardson, 2008) as the teacher models practice 
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or transitions from teina to tuakana in certain situations. This may also be compared to 

levels of student engagement from Productive Pedagogies (State of Queensland, 2002b). 

Evidence for this can be seen in the summary of trends: action and constraints on action 

(Section 4.3); comparisons between identities and relationships operating in SNS and ESN 

(Section 5.3); summary of changing ākonga relationships in an ESN environment (Section 

6.9); developmental stages of ESN ākonga response (Section 7.2). 

This research investigated factors that might help with understanding and improving 

student engagement, by using ESN to support classroom teaching programmes. In an e-

learning environment, some of these factors for students in this study may point to various 

rates of involvement and development within a cohort. Students at different developmental 

stages may exhibit differing levels of confidence with online interaction (Gilbert et al., 

2007). Students in an ESN may continue to be looking towards role models in their 

teachers, and collaborative structures of bridging and bonding social capital that support 

their learning, and this area has potential for future research. 

The tuakana–teina process, while often seen in the teaching relationship between younger 

and older students, may be more explicitly realised here in a teacher mentor role. The 

younger students are scaffolded into good e-learning habits as they see their teachers 

modelling effective practice. A focus on observable participation in an ESN learning 

environment illustrates one instance of the importance given to mentorship by the teacher 

(as tuakana) to the mentee student (as teina). This may compare to a developmental 

transition of the tuakana–teina relationship over three stages. In Stage 2, the mentees are 

developing their independence, and by Stage 3 they are developing into a mentor role of 

their own (see Figure 8.4). 

 

Figure 8.4: Levels of e-learning progression (after Richardson, 2008) 

Observed behaviour of the ESN showed that for students in this study, role participation in 

a learning environment may be reordered or tuakana–teina roles reversed, depending on 

the ability or confidence of the students.  This also reflects the findings of Pollara and Zhu 
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(2011) studying Facebook users in a high school science-mentoring program, where 

Facebook positively affected the relationships between mentors and  

mentees. 

8.2.1 Transitioning Roles 

Research on digital world awareness (Tufekci, 2008) showed that students in an American 

study were changing their identity to fit a social networking profile. In this research, there 

was an apparent transition from SNS to ESN for students as they processed their identities 

between the different environments. Prior to the ESN research, students were already 

participating in an online e-learning framework that allowed them to access the Internet for 

research and email material to their teachers for comments (see Figure 4.4 Existing Online 

Learning Framework 1). 

Initially ākonga approached their new ESN in the same way as they used their private 

existing SNS. They had synchronous ESN conversations outside of school, much like the 

chat function of SNS. During school time, all communication on the ESN at the start of the 

research was asynchronous, and topics initiated in class were designed to be discussed later 

in the day or outside of the classroom. However, as they settled into patterns of daily 

usage, with the teacher’s permission they quickly saw the ability to use the ESN both 

synchronously and asynchronously in class. This manipulation of their learning 

environment can be viewed as an incorporation of the existing Online Learning 

Framework 1 with the existing SNS Communications Framework 2 (see Figure 8.5). 

 

Figure 8.5: Combining learning and communications frameworks into ESNs 

Some of the changing roles for ākonga may be reflected in the transitioning or alternating 

between teina and tuakana. This can be represented as a gradual progression aligned to the 

developmental stages of ESN student response identified earlier (see Section 7.2). 
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Figure 8.6: Changing tuakana–teina roles in ESN progressions 

However, the changing student roles within the tuakana–teina framework in Figure 8.6 

show that ākonga were able to travel in both directions as they swapped over roles in the 

progressions. They were not necessarily progressing from Stage 3 to Stage 4 to Stage 5 in a 

linear progression. They might, for example, be already at Stage 5 and choose to 

participate at a Stage 3 level for some activities or discussions. 

8.2.2 ESN Dual Learning Pathways 

Students were observed in an autonomous operating structure, accessing learning material 

in the ESN based on self-directed learning (see Section 6.4.5). Ākonga were seen to be 

using a cross-over framework in their ESN (see Section 6.5.1) to access their own learning 

programme so that resources and help with their learning could be obtained from the ESN 

either at school or at home. 

Some of the cohorts of students were given the choice to pursue their ESN learning 

pathway in class. This allowed them to have synchronous conversations with other ākonga 

on their ESN while the face-to-face class was operating. Students could also hold 

asynchronous conversations with their teacher asking questions or viewing of resource 

material while in class. Alternatively, they could participate in the normal lesson without e-

learning (face-to-face and offline teaching). This framework is identified in Figure 8.7. It 

relates to what has been identified earlier in the literature, when students showed features 

of core networks (Marlow et al., 2010) as they created smaller classroom groups of friends 

to interact with via text-based conversations (Zhao, 2006), inside their limited learning 

area cohort. 
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Figure 8.7: ESN dual learning framework 

This rapid evolution of their learning environment was associated with the integration of 

their ESN identity into face-to-face teaching time, and created a parallel 

synchronous/asynchronous pathway for ākonga (see Section 6.5.2). The resultant dual 

learning pathway (incorporating the crossover framework) was seen to operate at school or 

at home, and be controlled by the individual ākonga to suit their needs. As seen in the 

literature (see Section 2.4), there are clear indications that students were taking 

responsibility for their own learning in self-directed learning (Brake, 2008; Chandra & 

Lloyd, 2008), where teachers are facilitators of change (Harlow et al., 2008). 

8.2.3 Transitions of Identity 

There were some distinct transitions in identity for students and teachers that were 

observable within the ESN environment, as discussed in Section 2.4.1 with identity 

manipulation (Tufekci, 2008). Ākonga were able to build on their existing identity and 

adapt elements of their prior experience to fit both an online environment and an 

educational community. Their previous experience in SNS enabled them to transition 

seamlessly into the ESN with some modifications of their understanding of roles and 

taking on the classroom rules that did not exist in their SNS. 

For example, before having access to ESN, ākonga were only able to access teacher help 

synchronously in the classroom as part of a live lesson. After the ESN was made available, 

ākonga were also accessing teacher help asynchronously in and out of the classroom via 

the ESN (using dual learning pathways). This enabled them to process their questions in a 

text-based environment, cached and available as a resource. Unlike the classroom, where 

the teacher and student have either semi-private or public synchronous vocal and text-

based communication, in the ESN all the community view everything as synchronous and 

asynchronous text-based cached responses. This corresponds to the ‘village identity’ 

referred to in Section 2.4.1 (Tufekci, 2008). 
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These transitions are summarised in Table 8.2, where the research has identified some of 

the shifts of role or identity for ākonga in an ESN. 

Table 8.2: Changing roles and identity in an ESN 

Previous identity Transitioning role or new identity 

Ākonga and teacher do not necessarily have 

an educational SNS/ESN relationship 

Ākonga and teacher participate in an 

SNS/ESN educational relationship 

SNS operating at home ESN operating at home and school 

Ākonga ESN usage asynchronous and 

purely out of the classroom 

Ākonga ESN usage synchronous and also in 

the classroom 

Ākonga accessing teacher help 

synchronously in the classroom live 

Ākonga are accessing teacher help 

asynchronously in and out of the classroom 

via ESN (dual learning pathways) 

Teacher traditionally delivering 

synchronous live lessons in school 

Teacher participating out of school in an 

asynchronous learning community 

Teacher leading an educational community Students and teacher as participants in the 

ESN community 

Ākonga have prior knowledge with the 

construction of their own SNS  

Ākonga and teacher co-constructing in an 

ESN learning environment 

Offline teaching and learning Off/online hybrid teaching and learning 

Teacher/student have synchronous vocal 

and text-based communication in the 

classroom, sometimes private 

Community identity views everything as 

synchronous and asynchronous text-based 

cached responses 

8.3 Social Networks and Identity 

To look at the extent to which Māori pedagogy and values are reflected in an ESN 

environment, as posed by the second research question, it is relevant to consider existing 

Māori social networks and how they are structured. Within Māori society, there are strong 

forms of traditional social networks (Metge, 1995; Salmond, 1985), observable in 

distinctly Māori social group events such as hui, wānanga, tangihanga (funerals) and 

pōwhiri. The cultural reality for Māori ākonga participating in digital social networks has 

become a complex question to answer when students operate across cultural boundaries of 

language, site format, SNS rules and curriculum requirements and in varying degrees of 

cultural immersion at home, at school and in the communities in which they live. Results 
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from questionnaires and online observation show that some students recognise Māori 

pedagogies and values operating in an ESN. Other students see the ESN as a valuable tool 

to aid them in their teaching and learning programme. 

As previously mentioned (see Section 2.3.2), discussion over the potential ‘tribal’ nature of 

an SNS has centred around the comparison of Facebook as a virtual form of ‘potlatch’ or 

reciprocity of contribution, shares, views or likes. Systems of reciprocal exchange involve 

the obligation to give something and to receive something back, thereby reciprocating the 

gift giving. Anthropological evidence (Mauss, 1990) has shown that this is a social process 

for groups rather than individuals: the giving in a reciprocity-based social structure is not 

so much about the value of the objects as it is about the social capital involved. 

The idea that members of an ESN may be attempting to create their own identity based on 

their input into the common space (Rayner, 2013) may be observed in teacher and ākonga 

responses in their ESN environments. We have seen examples of replies to postings by 

ākonga that not only acknowledge on a basic level receiving the information from the 

teacher but also show appreciation of the act of supplying the resource or indication of the 

usefulness of the resource (e.g., see Section 6.3). We have observed some ākonga 

responding with multiple ‘likes’ to postings by teachers or other ākonga and a section of 

the student cohort viewing specific curriculum postings in a timely manner via postings 

from their teacher in an ESN teaching and learning scenario (e.g., see Section 7.4). 

Reciprocity can be exhibited in an ESN, by making comments back and forth, by views of 

posts, by liking or responding to comments, and by applying to be members of the group. 

In this research, all of these have been observed, and the group reciprocity in the ESN 

classroom structure has been shown to reflect a number of elements of social capital 

operating in a teaching and learning environment (e.g., see Section 6.4). 

This has taken the form of bridging social capital from the knowledge and experiences that 

students bring into their ESN community, seen in the reciprocal exchange of information 

(see Section 2.5.8; Ellison et al., 2007; Steinfield et al., 2008). It can also be observed as 

newly created information through a wider range of contacts (Ellison et al., 2007) available 

through the use of e-learning mechanisms (e.g., see Section 6.4.2). The shifting nature of 

roles in the ESN have allowed the teacher to facilitate rather than direct teaching and 

learning, and this has engaged ākonga in a different way from in their regular classroom. 
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The teacher, while still a source of valuable knowledge, is no longer the only source of 

information, and this bridges the social capital for ākonga into a facilitated e-learning 

environment (Chandra & Lloyd, 2008; Harlow et al., 2008). 

The ESNs have also demonstrated bonding social capital, seen in the emotional support 

students receive from close friends (Steinfield et al., 2008). Evidence for this is in student 

voice, shown in responses and tagged identities (e.g., see Sections 6.4.3 and 6.4.4). We 

have also seen how reciprocity functions in a tuakana–teina relationship, when roles may 

be swapped over (e.g., see Section 6.4.3) to reverse the traditional roles of the 

responsibility for teaching and learning from older to younger siblings (Pihama et al., 

2004). 

The ESN interaction involved bridging social capital to access and create information 

through a wide range of contacts within a group. It also helped to create bonding social 

capital through the support structures ākonga received from other members of the ESN. 

This can be interpreted as a system strongly based on reciprocity, relying on the support of 

the educational community to enable the collective exchange of ideas and strategies. It also 

allows for the development of a culturally appropriate educational framework through 

technology to enhance student learning using cultural values and beliefs (Ferguson, 2008). 

There is capacity here for future research investigating student and teacher conceptions of 

implied reciprocity through the bridging and bonding social capital seen operating in 

ESNs. 

The ability for students to transition their relationships from an SNS to an ESN 

demonstrates their capacity to manipulate their learning environment to evolve into a 

framework that best meets their needs. This is summarised in Table 8.3, which illustrates 

some of the possible interpretations of the changing roles in ESN pedagogy. 
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Table 8.3: Changing student relationships in an ESN environment 

Ākonga engaging in 

respectful relationships in the 

classroom 

Ākonga engaging in 

respectful relationships in 

ESN 

Whanaungatanga as 

pedagogy for ākonga in 

ESN environments 

In a ‘normal’ classroom, 

generally ākonga have the 

opportunity to only interact 

with: 

• other students, 

• their teacher. 

In an ESN, ākonga have the 

opportunity to interact with 

other ESN members: 

• students, 

• their teacher, 

• whānau/community. 

Ākonga have the 

opportunity to establish 

multiple relationships in a 

supportive and safe 

education environment.  

Ākonga can engage in limited 

verbal conversations in class, 

subject to class rules. 

Ākonga can carry on 

multiple text-based 

conversations with anyone 

in their ESN. 

Ākonga are free to engage in 

educational conversations 

with anyone in their ESN 

according to interest. 

Ākonga sit with certain friends, 

or are seated in a classroom 

according to teacher 

judgements. 

Ākonga have contact with 

the whole group at any time, 

based on group presence. 

Whānau/community are not 

normally present. 

Whānau/community may be 

present. 

Ākonga ask verbal questions in 

class synchronously. 

Ākonga ask text-based 

questions from class or 

home synchronously. 

Ākonga are able to access 

help from their teacher 

connected to their optimum 

times for learning.  

Ākonga ask text-based 

questions from class or 

home asynchronously. 

Teacher is only available to 

help ākonga between normal 

school hours. Teacher is often 

a director of teaching and 

learning. 

Teacher is available to help 

ākonga outside of kura as 

synchronous or 

asynchronous support. 

Teacher is a facilitator. 

Educational relationships are 

established by the teacher 

according to the pedagogy 

operating in the classroom.  

ESN relationships are 

established by the members 

of the ESN according to 

student needs. 

Ākonga are able to maintain 

a supportive relationship 

with their teacher. 

Relationship interactions 

between teacher and student 

are highly visible and 

recorded. 

Classes generally follow a 

teaching and learning 

ESN interaction follows 

threads of interest and  
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Ākonga engaging in 

respectful relationships in the 

classroom 

Ākonga engaging in 

respectful relationships in 

ESN 

Whanaungatanga as 

pedagogy for ākonga in 

ESN environments 

programme of work. engagement in topics. 

Ākonga interaction or 

engagement is not always 

visible or captured.  

Ākonga interaction and 

engagement is highly visible 

and always captured. 

 

Ākonga communicate in face-

to-face educational cohorts. 

Ākonga may show online 

awareness as a partial 

reaction to social isolation 

living in a remote area.  

Relationships may point to a 

change in social 

connectedness. 

8.3.1 Hui as Māori Metaphor for Teaching and Learning 

Hui as a cultural practice may be seen to work as a social network that enables Māori ‘to 

continue with our own way of life within the total structure of our own terms and values’ 

(Walker, 1987, p. 147). 

The concept of an ESN functioning like a virtual marae in e-learning, compared to the 

physical marae building for Māori students, was raised in Section 2.3.2. In an ESN 

structure, a ‘virtual marae’ concept may potentially act as a way of visualising a social 

forum for Māori students in a teaching and learning programme. In this environment, the 

requirements of a space for ākonga educational social interaction is organised on a virtual 

level, to fit their learning requirements: ‘The development of space where Māori values 

operate becomes a virtual marae’ (Greenwood & Te Aika, 2008, p. 96). 

An ESN can potentially be designed to have interactions organised around the kawa as the 

organisational structure of the ākonga classroom. Students are able to link their SNS 

identity production into the design of the ESN as a virtual classroom (or marae) when seen 

as a designated meeting space to discuss and share ideas and opinions. Student quantitative 

data from ESN usage over three sample groups (see Section 7.3) has been used to identify 

the developmental stages of ESN ākonga response within ESN meeting spaces. 

To understand how Māori pedagogy and values are reflected in an ESN environment, this 

research suggests that ākonga involvement in their conceptual journey through the ESN 

structure and content (as a teaching and learning framework in schools) may be compared 

to the form and function of hui as a Māori metaphor for teaching and learning. 
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As discussed in Section 2.2.2, some Māori researchers have drawn parallels with the 

marae as a spiritual body of the ancestor, to function as a conceptual framework to 

position thinking. Two examples are ‘te whare tapa wha’ model (Durie, 2001) of the four 

walls of the house of Māori wellness and the conceptual framework of ‘te wheke’ (Pere, 

1991), which sees Māori health as a body of an octopus with multiple limbs connected to 

the main form. ‘Culturally appropriate educational frameworks for indigenous people 

ensure they are afforded every opportunity to succeed and achieve in educational 

environments’ (Ferguson, 2008, p. 1). 

Using hui as a metaphor with comparative structures to ESN in e-learning helps us to 

understand similarities of practice for education, and possibly model teacher pedagogical 

practice that other studies (Greenwood et al., 2008) refer to as facilitating student 

interaction in culturally conducive classroom structures. One example of this in ESN 

practice is respecting the identity and prior knowledge of student members, which may 

also involve the respect of the traditional Māori value taonga tuku ihu—the tapu of 

individual children (McCudden, 1992). In the use of hui as a metaphor, ākonga as invited 

members of an ESN is comparable to manuhiri at a hui, for example, having mana and 

tapu respected when bringing them onto a marae (Bishop, 1999). 

The SNS links with Māori spaces such as the marae have also been made in other recent 

research pointing to the rangatiratanga (self-determination) values in supporting Māori 

identity development: 

In a sense, SNS provided these participants with the same environment that 

Māori spaces such as the marae (where cultural expression and identity are 

celebrated and acknowledged) provides. Importantly, Māori are using SNS to 

strengthen and enrich their cultural identity, which is viewed as a positive aspect 

of cultural revitalisation and self-determination for Māori. (O’Carroll, 2013b, p. 

265) 

A Māori hui involves a pōwhiri or whakatau (ceremonial welcome), as a symbolic joining 

of participants through a set challenge and welcoming protocol in each tribal area. 

Observing the kawa of the hui allows for the recognition of the tapu and mana of all 

participants, and this protects them and gives them cultural safety. Traditionally, the hui is 

often held within a defined whare (house) setting as a safe environment for discussion (the 
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domain of rongo—peace). Supplying a take or focus topic for discussion enables social 

order and ensures proceedings are regulated and monitored under kaumātua guidance. 

All Māori hui also contain a number of symbolic and practical structures. The hui 

operating structures can be likened to the Māori view of health and wellness (Durie, 2001), 

which has te wairua (spiritual associations) above all, and also involve te tinana (the 

physical body), te hinengaro (the mind), and te whānau (wider social systems) as the 

cornerstones of identity. Hui function as teaching and learning gatherings within these 

boundaries, with a distinctive Māori identity and structure (Salmond, 1985). Hui for 

ākonga enable them to ‘enjoy and achieve educational success as Māori’ (Ka Hikitia: 

Ministry of Education Policy, 2012), and there is recognition for the value of mārama: 

developing an understanding of one’s own identity, language and culture; developing an 

understanding of the relevance of culture in New Zealand education; and developing an 

understanding of and openness to Māori knowledge and expertise (Ministry of Education, 

2011). 

8.3.2 ESN Structures, Roles and Responsibilities, as Compared to Hui 

In all researched ESN, students with existing SNS identities were invited (or they asked to 

be invited) into the closed group. The moderator was able to challenge their entry, but in 

an educational environment it was assumed all class members were welcome to join. In 

this process, individual ākonga identities were checked and approved for entry by kaiako 

(teachers). Members joining a closed ESN group were part of a student cohort with a 

common purpose or curriculum interest. This process mirrored the pōwhiri onto a marae. 

 

Figure 8.8: Comparative structures of Hui and ESN identities 



276 

As for entering onto a marae for a hui, upon ESN entry there were implied or understood 

rules and protocols for participation in discussions. Topics were started in the public 

forum, where all conversation is visible to all members identified by the views. Students 

were able to identify with the topic by viewing, ‘liking’ or responding as appropriate. 

Discussions was able to be started by any students on related topics to the ESN; however, 

as participation data from the research showed, usually only some students raised topics 

for debate and others would mostly observe and make minimal response. 

8.3.3 Comparative Structures between Hui and ESN 

O’Carroll (2013b) identifies how SNSs are changing Māori social practices of 

communication, identity, values and society by allowing an alternative e-learning space to 

create and express identity as well as practise tikanga outside of the physical marae space 

(p. 284). 

The focus of this research is not to try to replace marae by virtualising the space, which 

O’Carroll (2013b) sees as ‘one of the few remaining physical spaces in which Māori 

identity, culture, language and traditions are unquestioningly accepted, acknowledged and 

upheld’ (p. 282). Instead, the research has looked at the educational activities and 

engagement identified in the ESN, as an organisational social structure comparable to hui, 

used as a metaphor for helping to establish pedagogy in ESNs. 

Table 8.4 shows some of the features of hui as focused social gatherings of an associated 

or invited group, comparable to the social structure of ESNs for students as an associated 

online educational group: 
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Table 8.4: Comparative structures between hui and ESN 

Hui as ceremonial gatherings ESN as online teaching and learning 

environments 

Pōwhiri—as a physical welcome and a 

symbolic recognition, acceptance, and 

joining of participants 

Joining an ESN—the process of selection, 

authentication and membership, transitioning 

from an SNS into a closed ESN group within a 

class cohort 

Marae atea—public area where group 

discussions and speeches are made 

The wall—public area where ideas are debated, 

questions raised and all group discussions 

happen  

Take—topics or forums for discussion Posts—topics and forums of text-based 

discussion 

Kaumātua—an elder or person with 

authority under whose guidance 

proceedings are regulated and monitored  

Group administrator—person in charge of the 

ESN, part initiator of the ESN, with 

responsibility for group moderation  

Whare—a building entered as a safe 

peaceful environment, in the symbolic 

shape of an ancestral body 

Closed group—protected environment where 

member activity is safe and identity is secure 

Tapu/noa—recognition of the spiritual 

importance in activities, symbolic social 

structures, and cultural safety of all 

participants 

Group rules and security settings—recognition 

of the rights and obligations of members, and 

moderation of content to protect the group and 

individuals 

Mana—recognition of the importance of 

identity and prestige 

Profile—individual identity that is constructed 

and displayed by each individual member 

Whānau/hapū—people affiliated with 

the marae with a spiritual or familial 

connection 

ESN group—members accepted into the closed 

group, related by association to the group in 

some respect 

8.3.4 Comparative Roles and Identity 

In addition to the ESN associated structures, many of the roles, responsibilities and 

identities of participants in hui can be metaphorically connected with similar ESN identity 

concepts. For example, in a marae setting, the ahi kaa (the home people) are the ones that 

may live on their whenua (home ground), keeping the home fires burning and keeping their 

marae alive. Mead (2003) sees visibility around the marae as being a determinant for 

acceptance as ahi kaa. Ferguson (2008) refers to the ahi kaa identity as an element ‘just as 

important in the e-learning context, not only for Māori but for all learners.’ (p. 2). 

O’Carroll (2013b) examines the notion of ‘virtual ahi kaa’ in multiple meanings, 
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identifying ‘multiple processes for maintaining ahi kaa, which are changing and evolving 

with the use of SNS.’ (p270). The kaitiaki is a person, people or an agent who perform the 

overarching tasks of guardianship and protection of the marae. In the kitchen or associated 

with food preparation, are the ringa wera (‘hot hands’—the name Māori give to those who 

work in the kitchen). Kaumātua are often given a guidance role of mana or high respect in 

the organisational structure. Through their knowledge and experience, proceedings are 

regulated and monitored under their leadership as an elder or person with authority. 

Similarly, in ESNs the research showed the teacher was an ‘administrator’ in each group 

and had much of the control of the direction of the group, as well as moderation capacity. 

In some of the groups, the moderation role was delegated to trustworthy students who had 

shown responsibility in the past. The administrator in turn was responsible to the school 

management (principal, senior managers, head of department), who were aware of the ESN 

being operated and in some cases were members of the groups as well, participating in an 

observation capacity. 

The members of each ESN became the students in each of the cohort learning areas. 

Without them, the ESN would be unable to operate, as the main function of the ESN was 

to support the members’ teaching and learning. In each ESN, there was a designer, whose 

responsibility was to set up the site, create banners and descriptors, and fix any processes 

that needed attention. This was normally the teacher and sometimes a small group of 

interested students with prior knowledge on creating groups. 

The comparative roles and identities are exemplified in Table 8.5. 
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Table 8.5: Comparative roles and identity between hui and ESN 

Hui roles and identity ESN roles and identity 

Kaumātua— an elder or person with 

authority under whose guidance 

proceedings are regulated and monitored 

Administrator—person in charge (teacher) of the 

ESN, part initiator of the ESN, with 

responsibility for group moderation 

Kaitiaki—person or agent who performs 

the tasks of guardianship 

School management—Principal/senior 

management/head of department  

Ahi kaa—the home people  Members—students belonging to the ESN 

Ringa wera—‘hot hands’, the name 

Māori give to those who work in the 

kitchen 

Designer—a person or team responsible for 

creating and maintaining the technical capacity 

of the ESN, who works in the background 

Whānau, hapū or iwi—membership of 

kinship groups within tribal associated 

areas 

Members—students in the school belonging to 

SNS, as a subgroup of all school students in 

different regions  

These structures and roles have been metaphorically compared between the hui socio-

cultural identities and the identified ESN characteristics of identity. Similarly to private 

and public social interaction at a hui, in an ESN, for example, while a private conversation 

might occur between a small group of students (as an IM), it was not visible to the main 

student group. In SNSs, the freedom to post content or views on a relevant topic within 

member groups reflected hui speaking freedom and right of reply within tribal protocol 

boundaries. ESN discussion in the public forum was expected to be appropriate and on 

topic. Should any student break any of the ESN’s rules or protocols, the 

administrator/moderator was able to temporarily remove their ‘speaking’ rights by deleting 

their comments, or in severe cases remove them completely from the group. The latter 

strategy was not observed in the ESN. 

Within the discussions, teachers were observed to take the role of facilitators (Brake, 2008; 

Chandra & Lloyd, 2008; Fewkes & McCabe, 2012) who helped to initiate and keep ESN 

conversations going. Teachers contributed as discussion instigators who introduced themes 

and topics for consideration. Ultimately, the staff and the school had final responsibility for 

ensuring the ESN was responsibly run and participation was appropriate. This was also 

monitored by senior management, in order to have oversight of all ESNs being run in the 

school environment. 
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As we have seen in Section 8.3, the comparative structures, roles and identities in ESNs 

may be viewed similarly to the way a hui structure operates for social networks in both 

traditional and contemporary society. Corroborating literature from McLoughlin and 

Oliver (2000) point to the need to consider culture as a design dimension for effective e-

learning instruction, as it ‘enables learners to develop a cognitive anchor for new 

knowledge and enables them to relate and integrate new concepts within a coherent 

perspective that recognises and values their cultural heritage’ (p. 70). 

Students in the schools in this research were able to choose to bring their identity as Māori 

with them into the ESN. This research has identified features of Māori pedagogy and 

values that ākonga have been subject to in their ESN (Alton Lee, 2003; McNaughton, 

2002; Nash, 1993). 

By recognising that learning is culturally and socially contextualised, the design 

process becomes grounded and located within the communities and individuals 

for whom the learning materials are intended. Tasks and environment design 

need to be imbued with the particular culture, values and expectations of the 

target group. (McLoughlin & Oliver, 2000, p. 70) 

The contemporary framework of educational social networking allows Māori ākonga to 

choose the best fit for their individual learning programme, whether they are identifying as 

Māori in the environment, or transitioning back and forth from a wider cultural identity. 

Throughout this process, they also belong to an e-learning community—a supportive social 

network of students, teachers and whānau who are able to offer the social capital that 

engages and enables them to enjoy and achieve educational success as Māori. 
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Chapter 9: Summary and Recommendations 

 

Figure 9.1: Māori pedagogies in ESN practice 

9.1 Promoting Engagement 

This research focused on two questions to help determine whether creating and applying 

ESNs through teaching and learning programmes can help enhance classroom engagement 

at secondary school level, in a school with predominantly Māori students: 

1. What factors promote engagement for Māori students learning in an ESN 

environment? 

2. To what extent can Māori pedagogy and values be reflected in an ESN environment 

to promote engagement for Māori students? 

Answers to these questions are summarised in this chapter, and a number of 

recommendations are made to inform classroom practice as a result of these answers, 

through using ESNs to help engage ākonga. To help understand and explain the research 

findings, I have grouped the factors of engagement in an ESN environment to view and 

sort student participation and engagement as in Figure 9.1. Each factor has results that are 

tabled as components of the research linked to teaching and learning practice in ESNs. 

These results are based on ESN observations, teacher discussions and student reflection 

about their ESN experience. Ākonga have indicated in the research what motivated them, 
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the changes they would like to see when using an ESN for their own school programme 

and how they were engaged by teaching and learning within the ESNs from this research. 

9.1.1 Main Factors to Promote Engagement 

The following summary shows the 10 main factors of the first research question that were 

seen to help promote engagement for student learning in this ESN environment, and how 

students have adapted their identities to fit an e-learning environment. These main features 

are then organised into four pedagogical groups that reflect the second research question of 

how Māori pedagogy and values might be reflected in an ESN environment. 

9.1.1.1 Understanding Public versus Private 

Students initially used an ESN in much the same way as their existing SNS, and gradually 

came to understand the different operating structures and the identity shifts required. 

Observation of initial ESN usage showed a potential confusion between their 

understanding of public and private domains. Students overstepping boundaries in an ESN 

suggested a confusion over differentiating their relationships between public relationships 

in their SNS and private relationships in a closed ESN group as they switched between the 

two networks. 

In their SNS, they could self-manage their own language and topics, and had control over 

who could post and who was a member. Within a school-based environment, certain 

behaviour or bad language was obviously unacceptable, and there was moderation of 

content and a degree of topic focus facilitated by the teacher. As the ESN progressed, 

students began to either support or conduct their own moderation to maintain a respectful 

relationship among their peers and show respect for their teacher. 

9.1.1.2 Bridging and Bonding Social Capital 

Features of both bridging and bonding social capital were observed in the ESNs when 

students responded to questions in the online environment and supported each other with 

study and problem-solving experiences. Students working with information and topics in 

an online ESN environment had access to the capacity of Internet searches and were able 

to research in their own time out of the classroom. This allowed them to search, cut and 

paste in a way that classroom time and capacity constraints may not have allowed. 
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While the SNS bonding social capital relationship lay within whānau and friendship ties 

and connections, in the ESN environment this support was observed to work between 

student and student, and between student and teacher. Role shifting between tuakana and 

teina was observed to occur frequently in the ESNs, when the teacher initiated open 

questions to prompt a response. 

9.1.1.3 Flipped Classroom 

Students were able to successfully use the ESN as a flipped classroom framework to 

support classroom teaching and learning focus areas. By overlapping their ESN access 

between home and school, some students were seen by teachers to increase their 

independent work at home. The ESN use in class allowed students not requiring individual 

attention to work quietly in the online environment on their individual learning 

programmes. In class, they were allowed to review material, work on current topics or 

investigate new directions in their learning area through the ESN material. They were also 

able to interact with each other synchronously, or their teacher asynchronously, while 

accessing the virtual teaching resources as needed. For the teacher, this represented 

multiple teaching opportunities not previously available and a new focus for digital 

activity. 

Online resources were introduced around topics to be covered in class, to offer students 

material of an interactive nature, potentially high-interest images and resources available 

both on demand and by replaying. This allowed the ESN to function as an independent e-

learning tool to support student learning. Teachers were then free to provide practical 

application and assistance for their students in class time, supporting the knowledge 

comprehension gained from home-based viewing. This represented a significant change 

from non-interactive paper- or textbook-based homework exercises that students may have 

previously completed. 

9.1.1.4 Crossover Learning Framework 

Students engaged with an ESN ‘crossover’ learning framework, in order that their ESN 

might be used during school time as well as accessed from home. In a number of the ESNs, 

students were allowed to access the online resources and make appropriate asynchronous 

postings or raise questions during school time. This independent learning utilised the 
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student capacity for choosing self-instruction in an e-learning environment over kanohi ki 

te kanohi teacher instruction in the same class. 

While the content of material submitted to the ESN was observed to be usually based on 

related classroom topics or information, students directed the learning to a large extent by 

their postings and queries. Self-directed learning questions were often answered as a 

student-initiated post or inside a teacher posting. Their individual inquiry learning 

processes were available for everyone else in the group to share. This feature made the 

crossover framework a popular strategy that supported an autonomous operating structure 

for students. 

Students were seen to communicate how they were doing with formative comments both 

directed to the teacher and identifying with the ESN group. Students in a tuakana–teina 

relationship were able to help each other when required. The peer help structures were seen 

to be an effective teaching and learning tool that was easily communicated and organised 

through the ESN with a crossover framework. 

9.1.1.5 Dual Learning Pathways 

Students were given the choice to pursue an ESN dual learning pathway in class. This 

could encompass a crossover framework involving synchronous conversations with other 

ākonga in the ESN or asynchronous communication with their teacher asking questions or 

viewing of resource material. Alternatively, they could participate in the normal lesson 

without e-learning (face-to-face and offline teaching). They could also do both and switch 

between the two pathways according to their needs. 

The teacher in this framework, by necessity, could only participate in two of these 

processes (face to face or asynchronous ESN). The value added by the ESN allowed an 

extra element to be included in the teaching and learning process. This was able to operate 

at school or at home. When it was used in the school environment, it incorporated the 

crossover learning framework. 

Ākonga were observed to access learning materials in the ESN to suit their needs. This 

included revision material, project content, resources, questioning the teacher, learning 

community help and focus questions in a forum. Because both the teacher and the ESN 

were available on demand in a classroom situation, the students were able to determine 
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their own pace and content, and self-review. The dual learning pathway could not operate 

outside of the classroom, however, because of the absence of the face-to-face teacher. 

9.1.1.6 Comparative Practice 

Some aspects of ESN teaching practice observed in this study can be compared to 

pedagogy used in an activator practice (Hattie, 2007, 2010) and discursive practice 

(Bishop, 2011; Bishop & Berryman, 2009; Bishop et al., 2007). In the learning 

environment of the classroom, there are similarities across activator and discursive 

practices relevant to ESN design. In an active and guided instruction environment, where 

learners are given clear requirements by their teacher (activator practice), there is also a 

necessity for the boundaries, rules and organisation that are fundamental to effective 

learning (discursive practice). The comparisons between these teaching and learning 

frameworks were made in Table 8.1: Comparative practice chart. 

The implications for an ESN environment where all instructions are text based in a secure 

teacher-moderated environment are that rules may be inherited both from the classroom 

and from SNSs as a form of bonding social capital. This may correspond to the secure, 

well-managed learning environments of the discursive practice, which in an ESN allows 

cyber safety principles to exist in a participatory environment consisting of a closed-group 

membership of student and teacher. 

In the same way as an activator practice constantly supplies learners with feedback, or like 

a discursive practice, where students monitor their own progress, ESN design may 

combine a high degree of feedback and feed forward to online content. The importance of 

reflection and feedback to students was identified in an activator practice, and when this 

occurred in ESN design, there were three levels of evidence of supportive feedback in 

teachers’ communications. Level 1 was acknowledgement by the teacher. A second level 

was specifically responding to a question from a student. A third level was addressed to 

selected ākonga in a formative feedback response to material the student had posted. 

For ESN design, there were similarities with discursive practice, where learning outcomes 

are shared with students to enable them to reflect on and contribute to their learning. There 

were also parallels with the activator practice, where feedback is seen as one of the main 

influences on student achievement. Within ESN design, students were seen to be 
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monitoring their own learning progress, from making frequent comments on how well they 

had understood resource material to requesting help with comprehending the classwork. 

9.1.1.7 Manipulating Online Identities 

Students were able to manipulate their online SNS identity to fit into an ESN learning 

environment. There were some distinct transitions in identity and roles of students and 

teacher that were observable within the ESN environment, and students were able to build 

on their existing identity and adapt elements of their prior experience to fit both an online 

environment and an educational community. Their previous experience in SNSs enabled 

them to transition seamlessly into the ESN with some modifications of their understanding 

of roles and taking on the classroom rules that did not exist in their SNS. 

Students accessed teacher help synchronously in the classroom as part of a live lesson as 

well as asynchronously through the ESN, both inside and outside of the classroom (using 

dual learning pathways). This enabled them to process their questions in a text-based 

environment, cached and available as a resource. Unlike the classroom, where the teacher 

and student had either semi-private or public synchronous vocal and text-based 

communication, in the ESN all the online community viewed everything as synchronous 

and asynchronous text-based cached responses. This created a transparent public 

environment that functioned both as a resource and as an educational communication tool. 

9.1.1.8 Perception of ESN Use versus Actual Use 

Student perception of their ESN usage was compared to measurements detailing their 

actual ESN usage. The results showed that the ESN groups had full class membership 

despite being optional. A comparison between students’ perception of looking at a social 

network and their actual recorded views of the postings, showed an increase in actual use. 

This represents some evidence of initial engagement.  Student perception of their capacity 

to ‘like’ a posting was compared with actual student ESN observations of the use of ‘like’, 

and the results showed either a reversed or an inflated perception of their use of this 

function.  

When student perception of posting comments were compared with actual student ESN 

observations, the perception was generally more than or the reverse of the actual numbers 

of students commenting. Similarly, students’ perceptions of having initiated their own post 
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(as a response, query or investigation) were also generally inaccurate. Almost half thought 

they responded often or a lot in their own posts, whereas in the ESN observation, a range 

between 67% to 93% of students did not initiate their own post. In itself, this does not 

necessarily represent a lack of engagement, but rather inaccurate perception. 

These results may potentially be due to students’ eagerness to be involved in a new 

initiative or their confusion, identified in the early stages of observation, between their 

normal SNS activity and the newer ESN identity. Inflated perception of their participation 

may show how much students see the potential of this form of e-learning, equating to 

anticipated rather than actual perception. 

9.1.1.9 Use of te Reo Māori 

Ākonga in this study exhibited only a small amount of usage of te reo Māori in an ESN 

environment, corresponding to another rangatahi SNS study (O’Carroll, 2013a). 

Vocabulary from te reo Māori was observed in very few of the responses as the language 

of communication in ESNs. The majority of the language of communication observed was 

in English. A large group of students reported that using te reo Māori did not work as well 

as expected in the ESN groups. This may reflect a transition time required for te reo Māori 

to gain SNS acceptance in Te Ao Māori, or students simply may not have felt comfortable 

using te reo Māori in an ESN environment. The actual reasons could not be determined in 

this study and need further research. 

If ākonga are to have their different views as Māori discussed and valued, then the chosen 

ESN language plays a big part in enabling this. Use of te reo Māori in some form would 

seem to be a crucial element in this process. This was supported by teachers in the initial 

design and reflected school planning, where the use of the Māori language was actively 

encouraged in class communication. That the language of communication observed in this 

ESN research was predominantly English may or may not reflect the actual classroom 

language or language spoken at home, and further comparative study of this is required. 

While this is disappointing in itself, it is reiterated in other studies of Māori rangatahi use 

of te reo Māori in SNS (O’Carroll, 2013a, 2013b). 
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9.1.1.10 Whakamā 

Student acceptance of ESN postings and conversations being always publicly available to 

the whole group may lead to a different interpretation of whakamā in an ESN. The digital 

student identity by virtue of the online environment may not be subject to the same 

pressures or restrictions as the student has in their normal class. 

In the ESN, students were seen to be easily able to ask text-based questions of their teacher 

in front of the whole ESN community (for example, explanations of simple terms not 

understood or difficulty understanding instructions). Students were equally forward in 

expressing difficulty or in revealing complete understanding of a topic or task (for 

example, asking for extra help, voicing confusion or communicating their engagement and 

comprehension). In an ESN environment, unlike the immediacy of a classroom verbal or 

written positive comment, individual text-based praise was seen by all members of the 

group and cached to be observable for as long as the ESN lasted. 

Teachers commented on the use of ESNs as related to reduced student whakamā, and a 

differentiation was noted in the relationship between teacher and ākonga in the online 

environment compared with the face-to-face school environment. Teachers also 

commented on the perceived reduction of whakamā in face-to-face classroom time when 

continuing from ESN interaction. One acknowledged that her students were noticeably 

different after experiencing the ESN, and were more vocal and responsive. 

9.2 Key Themes to Promote Engagement 

Four key themes (Tiakiwai & Tiakiwai, 2010), incorporated into the focus areas of the 

comparative practice chart (see Section 8.1.8) to identify similarities and differences of 

practice, have been used to group results to reflect the second research question: How can 

Māori pedagogy and values be reflected in an ESN environment? 

1. Learning environment: the importance of the learning environment, and support in 

pedagogical understanding of e-learning in kaupapa Māori settings 

2. Quality relationships: the need for quality relationships between teachers and their 

students 
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3. Cultural understandings: the ability for new technologies to appropriately 

incorporate te reo Māori and Māori ways of knowing and doing, such as cultural 

practices of kanohi ki te kanohi and whanaungatanga 

4. Challenges to pedagogical practices: the need to explore the relationship between 

Māori and e-learning pedagogies. 

9.2.1 The Learning Environment in ESNs Contributing to Engagement 

When building and nurturing a supportive e-learning environment (the principles of 

manaakitanga as caring, inclusive learning communities), the ESN can be seen as an 

encouraging and caring teaching and learning setting. Ten components were identified in 

this research as helping to contribute to engagement for students participating in ESN. 

These are shown in Table 9.1. 



290 

Table 9.1: The learning environment in ESNs 

 The learning environment 
M

a
n

a
a
k

it
a

n
g
a
 

1. The ESNs were integrated into face-to-face teaching in a synchronous–

asynchronous framework. This allowed students to choose their educational 

environment and support structures.  

2. Students responded to ESN dual learning pathways in class. This involved 

synchronous ESN conversations with other ākonga or asynchronous 

communication with their teacher asking questions or viewing of resource 

material. 

3. Familiar images were seen to help to stimulate engagement. Some ESN 

postings used prior background knowledge and interest to help create better 

relationships with the students and encourage engagement.  

4. Students took on leadership or responsibility roles. Some situations involved 

site building and supporting teacher judgements when moderation conflicts 

arose. 

5. Instructions given in an ESN were easily clarified through student 

questioning. There was capacity to explain in more depth in the ESN, where 

some students may have not felt comfortable asking similar questions in 

class. Individual online communications were of potential benefit to the 

whole ESN community, either immediately or on demand as searchable, 

cached resources. 

6. Student acknowledgement responses were typically represented by minimal 

text. Student responses when they had understood a resource or solved a 

problem tended to be differentiated similarly to normal vocal communication 

in class. While a few responded at length, the majority used less than a few 

sentences and thanked the teacher. 

7. Small groups of students used the Like function on a large proportion of their 

viewings. This feature may have been associated with identification with the 

topics or to show their support. 

8. There was a very high rate of tacit response. Passive viewing was highest on 

the view-like-comment (VLC) cycle, indicating a large student presence and 

access to the teaching and learning material. 

9. In significantly smaller NCEA classes, there were higher rates of total views 

of resources, fewer ‘likes’ and more in-depth content. Students used the ESN 

to view and self-manage their learning resources, and to ask specific topic-

related questions. 

10. Students worked with other students as tuakana–teina to provide help and 

encouragement in their learning. The framework for this form of bonding 

social capital came from smaller student groups or pairs within student 

cohorts, corresponding to self-defined learning groups. 
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9.2.2 Quality Relationships in ESNs Contributing to Engagement 

Establishing positive educational relationships was the second key theme to promote 

engagement, to benefit students when using an ESN in a teaching and learning programme. 

The principles of connectedness were explored from within an online learning community 

of predominantly students and their teacher, as compared with belonging to a kanohi ki te 

kanohi community of learners in the classroom. 

The implicit building of educational relationships between teachers and their students in 

the ESN delivery was seen to be a source of cultural capital that also encouraged a 

supportive educational environment, which could test boundaries for ākonga within 

defined classroom rules and expectations. 

Quality relationships in an ESN, are identified in Table 9.2. 
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Table 9.2 Quality relationships in ESNs 

W
h

a
n

a
u

n
g
a
ta

n
g

a
 

Quality relationships 

1. Students had the opportunity to establish multiple relationships in a 

supportive and safe online educational environment. This was a managed 

environment with moderation of content and promotion of cyber safety. 

2. Students were free to engage in educational conversations with anyone in 

their ESN according to interest. Because of the supportive learning 

environment and the familiarity of class members, all students could 

comment freely within the ESN rules. 

3. Students were able to access help from their teacher connected to their 

optimum times for learning. Students were able to manipulate the times this 

occurred to benefit their learning, in a crossover ESN framework.  

4. Students were able to maintain a supportive relationship with their teacher, 

through the ESN interactions. Small amounts of unacceptable behaviour 

were effectively remedied by the teacher through moderation and adherence 

to classroom rules. 

5. Relationship interactions between teacher and student were highly visible 

and recorded. All public communication was cached and able to be viewed 

by any ESN member. 

6. Relationships between teacher and student within the ESN pointed to a 

change in social connectedness, as compared with regular classroom 

environments. Students related differently to their teacher in an ESN when 

using text-based communication, possibly due to the lack of face-to-face 

contact. 

7. Students were able to seamlessly shift back and forth between their ESN 

identity and their classroom identity. This was seen when students were 

using the ESN in their class time as an ESN crossover framework. 

8. Students were able to pursue their own learning styles through the ESN dual 

learning pathway. Students were given the opportunity to learn through 

either kanohi ki te kanohi classroom teaching or a self-managed ESN 

environment in the classroom. 

9.2.3 Cultural Understanding in ESNs Contributing to Engagement 

Incorporating cultural understandings was the third key theme to promote engagement. 

Students expressed an interest in taking ownership of the processes involved in creating 

and using an ESN, and exhibited a degree of self-determination (the Māori principle of 

rangatiratanga) in their own learning. Nine components were identified in this research 

that can be seen as potentially contributing to cultural understandings with students 

participating in ESNs. They are shown in Table 9.3. 
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Table 9.3: Cultural understandings in ESN 

R
a
n

g
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Cultural understandings 

1. The ESNs were co-constructed between students and teacher. Students 

expressed an interest in being involved in making, contributing to and 

administering the ESN with the help of their teacher.  

2. Students had control over the ‘online life’ and cultural wellbeing by bringing 

ownership of their own SNS profile into the ESN. Ākonga brought their own 

SNS profile into the ESN, in a similar way to bringing their home identity 

into the classroom. However, they had total control of access to this identity 

in the ESN because of their ownership of their SNS security settings. 

3. SNS profiles could be transferred to ESN environments. Because students 

previously constructed and owned their online SNS identity, it could be used 

as an existing identity in the ESN without needing to be transformed to fit the 

new space. 

4. There was the capability to have synchronicity of control for student 

independence as needed. In the ESN environment, the students had 

immediate access to identity changes, without needing to ask permission. 

They were able to change anything they did by adding, editing or deleting 

material independently of the moderator or other users. 

5. There was flexibility to manipulate asynchronous or synchronous 

communication to suit student educational needs both in and outside of the 

classroom. Students were able to choose whether to use immediate 

communication facilities or delay responses to suit purpose. This was 

observed in their use of the crossover framework and adapted into the dual 

learning pathways. 

6. Students showed an ability to develop their independent identity and 

relationships within an e-learning environment. Students could choose to 

identify as Māori or non-Māori, and to interact with anyone within the ESN 

area. This involved other students who they were not associated with as 

friends in their SNS. They were able to discuss material with their teacher or 

other students that they might be reluctant to talk about in class. The digital 

learning environment had the potential to allow students to construct a 

different identity from their class identity should they wish to.  

7. Students showed a capacity for choosing self-instruction in an e-learning 

environment, over kanohi ki te kanohi teacher instruction if required. This 

was observed in the dual learning pathways adaptation created by students 

within the classroom setting. 

8. There was recognition of student prior knowledge from an SNS environment. 

Almost all students showed a degree of prior knowledge when entering into 

the ESN, allowing them to easily transition into this educational environment. 

However, this caused some initial confusion over the role of the ESN 

compared with SNSs and the ways in which it was initially used by students. 

9. Students showed an initial differentiation of synchronous and asynchronous 

responses in student communication (discussing their learning) and teaching 

conversations (subject content and maintaining the teaching and learning 

environment). 
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9.2.4 Challenges to Pedagogical Practice in ESNs Contributing to Engagement 

Challenges to pedagogical practice in the relationships between Māori and e-learning 

practice was the final key theme to promote engagement. Pedagogy in the ESN classroom 

for developing a reciprocal learning environment in a teaching and learning programme 

was illustrated by students taking responsibility for their own learning and by teachers 

functioning as facilitators of change. Examples of this were seen when students worked 

with other students, provided help and encouragement to others in their learning, 

responded to other students in similar situations and commented on effective learning 

environments. Teachers identified the tuakana–teina pedagogy as an effective teaching and 

learning tool that is easily communicated and organised through the ESN. 

Making educational connections that enable reciprocal teaching and learning relationships 

is key to the pedagogy of ako (teaching responding to the student learning process), 

Ferguson (2008) refers to elements of this in e-learning as whakaputa whakaaro or 

whakawhiti kōrero—dialogue that is: 

an important aspect of the Ako concept as a way in which to establish 

relationships. Learner support and opportunities for direct learner involvement 

are also evident in the Ako method of teaching and learning in the form of 

‘tautoko’ (support) and ‘taupatupatu’ (debate) with the group. (p. 3) 

Ten components, as shown in Table 9.4, are suggested from this research as helping with 

pedagogical practice to help facilitate engagement for students in an ESN environment. 
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Table 9.4: Challenges to pedagogical practice in ESN 

 Challenges to pedagogical practice 
A

k
o
 

1. Students looked towards role models in their teachers, and collaborative 

structures that support their learning. The tuakana–teina process, while often 

seen in the teaching relationship between younger and older students, was 

more explicitly realised here in a teacher mentor role. The younger students 

were scaffolded into good e-learning habits as they saw their teachers 

modelling effective practice. 

2. There was importance in the initial stages of development of mentorship 

given by the teacher (as tuakana) to the mentee student (as teina). This was 

seen to enable the mentees to develop their independence and to allow them 

to develop into a mentor role of their own. 

3. The teaching relationship of tuakana–teina reversed in some situations. 

Students took on a leadership role because of prior knowledge in ICT, 

allowing them to assume a tuakana identity.  

4. Access to high-interest digital resources on an ESN outside of school time 

supported a flipped classroom framework. Students were able to access 

resource material on demand, which was often specially created by the 

teacher to introduce topics or resources, and support curriculum teaching and 

learning. 

5. A series of five ESN progression levels (Observed Developmental Stages of 

ESN Student Response) showed that ākonga freely moved between the 

stages. However, the majority of ākonga responses were clustered around 

Stages 2–4.  

6. The VLC cycle showed that a much smaller number of students were 

involved in commenting at Stages 5a–c. The ESN responses in this area 

suggested these students were taking responsibility for their own learning in 

an e-learning environment.  

7. It was observed that at the lower levels of the developmental stages, there 

was greater teacher dominance and influence at a procedural and operational 

level. In the middle stages, the teacher was scaffolding the students with 

their responses and initiating a safe learning environment promoting inquiry. 

At the higher levels of the developmental stages, students had a much 

greater presence and independence.  

8. As students moved through the progression stages, Stages 1–5, there was a 

gradual development of student identity. In this process, students became 

more independent from the teacher’s identity. 

9. Using the ESN out of class time, and in a flipped classroom capacity, 

involved distinct differences in delivery and changes to the levels of 

cognitive work. This entailed a shift of pedagogy for both teachers and 

students at both operational and content levels. 

10. Teachers using the flipped classroom framework were able to provide 

practical application and assistance for their students through the e-learning 

medium. Teachers reinforced the knowledge comprehension of their 

students with online resources. In turn, the students gained valuable support 

when participating outside of the classroom environment. 
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9.3 Final Issues 

A number of areas emerged from this study pointing to issues that need to be considered 

when developing ESNs and in future research. These range from creating a social media 

presence to teaching and learning participation in educational social networking and cyber 

safety. 

9.3.1.1 Professional Communication 

Before beginning the ESN concept with students, professional discussion should be 

initiated with senior management, to ensure the ESN is appropriate, linked to curriculum 

needs and approved commensurate with school policies and practice as seen in the research 

of Vanderhoven et al., (2014; 2015) and Kale & Goh (2014). The stamp of approval is a 

measure that ensures professional safety for staff in an environment operating outside 

normal school boundaries. In this research, the principal was consulted prior to all ESNs 

being set up and in some cases was allowed to be a member of the closed group. 

In addition to these professional school discussions, it is strongly recommended that 

whānau be involved in some way from the beginning. This could take a number of forms, 

including contact newsletters, whānau hui to discuss the reasons and the educational 

advantages, regular communication with whānau on the progress and engagement by 

students, showcasing achievement at parent interviews, illustrating ākonga voice. This 

ensures that whānau will be supportive and understand the educational processes when 

ākonga are using the ESN in the home learning environment. 

9.3.1.2 Safety Barriers for Teachers 

Effective barriers need to be created between the teachers’ personal SNS and their 

professional ESN identity. While this is possible with tightened SNS security settings, in 

order to ensure there is no confusion of roles, the recommendation from this research is for 

teachers to create a new professional SNS used only for educational purposes. This ensures 

that students cannot view a teacher’s personal profile in any way. 

Teachers need to treat the ESN as their extended class and ensure it does not encroach on 

their personal SNS identity. While the relationships for students may seem to overlap with 
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their personal identity, it is recommended that teachers maintain their educational identity 

in this space, for their own safety. 

9.3.1.3 Safety Barriers for Students 

Students have control of their own SNS security settings (Vanderhoven et al, 2014; 2015), 

but observation from this research showed that many students do not lock down their SNS, 

thereby allowing anyone to view their posts. A closed group provides a high level of 

security looking into the group (entry and access to viewing posts and privacy of 

information). A secret group provides total security (all data remain restricted, including 

the existence of the group and the members). 

However, looking out from either of these closed or secret groups allows viewing of 

individual members’ profiles based on their level of security. Students need to be made 

aware of this, as a standard part of cyber safety. 

9.3.1.4 Invitations for Joining an ESN 

A cyber-safe model used in this research involved the teacher having two identities 

(personal and educational). The personal teacher identity is used to help establish the ESN 

closed group and invites the educational teacher identity into the closed group as the first 

shared member. The educational teacher identity is given administration rights and 

removes their other personal teacher identity from the group. 

The educational teacher identity is then free to safely invite student class members to join 

by email. Email was the invitation of preference in this research, as automatic joining of 

students through the SNS was sometimes rejected by spam filters. 

9.3.1.5 Online Behaviour Rules 

The same rules for behaviour that exist in the classroom are appropriate in an ESN 

functioning as an extended e-learning classroom. Most schools will have policies around 

this already, based on maintaining a positive learning environment. They could include 

language, nature and tone of comments, dealing with issues, moderation of discussion, 

staying on topic, and acknowledgement of rights and ownership of material. 
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This may be an appropriate topic for a class discussion, and strict rules around appropriate 

language could be made clear right from the start. In this environment, while the teacher is 

not physically present, they do have access to all discussions. As a moderator, they can 

remove any inappropriate material, and the teacher may enlist trusted class members to 

report on behaviour as necessary. 

9.3.1.6 Use of Images and Text-Based Material 

All material should be carefully sourced, acknowledged and used in the same way it would 

in a normal classroom. School policies on appropriation of ideas and intellectual copyright 

should apply. All images should be appropriate, and careful moderation of student material 

should be undertaken. 

9.3.1.7 Bridging Social Capital 

Issues of bridging social capital may arise around ownership of material, and the 

distribution and longevity of discussions in the ESN. Students could be made aware that 

their comments may exist for a long time on the ESN, and may be searchable within the 

closed groups. They have the ability to delete their own comments as necessary, and the 

administrator has overall ability to moderate and delete anything posted. Concepts of 

ownership and appropriation of material could be discussed in class, along with 

acknowledgement of sources. 

9.3.1.8 Bonding Social Capital 

The support that ākonga receive from other members is a significant structure for 

encouragement and engagement. While it is important to keep discussion within the ESN 

on topic, the teacher should be aware that the bonding social capital also contributes to 

effective teaching and learning in an e-learning environment. Students could be made 

aware that some supportive comments, while encouraged, may be more applicable as 

private messages rather than available for the whole group to see. 
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9.4 Limitations and Further Research 

9.4.1 Use of the Like Function as Tautoko 

Support for speakers at a hui can be described as tautoko. This is a term indicating a 

willingness to support, to verify, to help or assist, promote, accept or agree. Māori will 

show this by using the word in a conversation to indicate general agreement or support for 

an idea. In this sense, it challenges something to succeed, while conveying the values of 

manaakitanga at the same time. The large group presence is tautoko or support for the 

speaker. 

This raises the question of whether there may be some correlation between the use of the 

Like function in SNSs and ESNs and the Māori term tautoko. One explanation of this is 

that, at the minimum level, the use of ‘like’ acts more as a tacit support statement by 

students. Ākonga may want to simply identify their presence in the discussion but not 

comment further. However, if they are intending to use the Like function in more depth, 

they may in fact be stating a form of tautoko to show agreement and to personally support 

the person making the statement. 

While identifying this ‘like’ usage is beyond the scope of this current research, there may 

also conceivably be similarities to student use anywhere in the world. The predominant 

cultural reality for ākonga participating in the 21st-century ESN may sometimes appear to 

be more of a global identity because of their participation in a world-wide learning 

environment. 

9.4.2 Whakamā Concept 

Ākonga responses to class inquiry-based questions posed in the ESN were often followed 

up by the student seeking teacher feedback or recognition. While a classroom response to 

this may be made directly to the student, either privately or in front of the class, in the ESN 

a posting is always publicly available to the whole group. Student acceptance of this may 

suggest a different interpretation of whakamā in an ESN, where the digital student identity, 

by virtue of the environment, is not subject to the same pressures or restrictions. 

The changed status of whakamā in the ESN was not always carried over into the 

classroom. The differentiation of whanaungatanga was noted in this research between the 
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online environment and the face-to-face school environment. While teachers commented 

on the perceived reduction of whakamā in their face-to-face classroom time after ESN 

interaction, and that students were noticeably different and were more vocal and 

responsive, more research needs to be done to see if there are causal links between ākonga 

attitudes in an ESN environment that may be attributed to reduction or absence of 

whakamā. This is referred to in Ministry of Education (2002, 2007a) research that 

identifies the benefits to students of being heard online in a form that is not necessarily 

possible in their normal classroom. 

9.4.3 Comparative Structures between Hui and ESN 

Many of the activities attributed to working in an ESN learning environment have been 

suggested in this research to be comparable to hui as a metaphor for viewing teaching and 

learning. The study aligns some of the features of hui as ceremonial gatherings of an 

associated group as comparable to the structure of ESN for ākonga as an associated online 

educational group. More research is suggested to investigate wider student and teacher 

perceptions of this comparison of ESN and hui structures. 

Understanding of ESN operation for Māori ākonga may be possible by comparison to 

social interaction on a marae at hui. In this Māori social network, there may be high 

physical presence of members of the community but only a small number of articulate 

nominated speakers who represent the group’s views. Gathering additional supporting data 

and further research on the response ratios is recommended. 

9.4.4 Response Ratios in ESN Interactions 

Some disparity existed between the reported interactions in the ESN that students believed 

they did and what was measured summatively. This was identified in the VLC cycle and 

analysed in Sections 7.3.1–7.3.3. In summary, the actual VLC use showed that a small 

number of ākonga made most of the posts, and a large amount were either simply viewing 

the posts and comments or supporting the discussions with ‘likes’. In a larger sample of 

students, this VLC cycle could be quantified as a percentage, which was not realistically 

possible in the smaller samples from this research. 
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9.5 Final Words and Pepeha 

When teachers were asked earlier in the research about how they would see Māori 

pedagogies or values such as whanaungatanga, for example, in their classroom teaching 

and learning programme, they referred to a variety of strategies such as knowing students’ 

names and identities, linking student achievement to whānau and community aspirations, 

and building relationships to enable connections and understanding. We discussed how this 

would be realised in their planning, and teachers agreed that this was intrinsically 

embedded into their programme. There was never an intention to cover a particular Māori 

pedagogy extrinsically in lesson delivery . . . it was just there. 

To an outside observer, the examples of pedagogies referred to above, do not appear to be 

confined to Māori education. Many of them are universal teaching pedagogies. The ESN 

interactions of students in rural Northland schools in Aotearoa New Zealand do not 

generally appear to be substantially culturally or spiritually different from those of a school 

student in California, for example.  

However this research has shown that a number of specific factors have emerged that have 

led to student engagement for the Māori ākonga in this study, and these form the main 

contributions of this study to the research world.  

The digital student identity operating in an online ESN environment, was not seen to have 

the same pressures or social restrictions identified in some Māori students as whakamā. 

Working in the ESN, students were not reluctant to ask basic questions, make comments, 

or raise ideas in front of the whole community, and were happy to accept public praise 

from their teacher. This lack of whakamā was observed by teachers to transition from the 

ESN back into the classroom. 

Students contributed in the ESN as a supportive educational community,  demonstrating 

increased bonding and bridging social capital, and incorporating online tuakana-teina 

relationships. They expressed an interest in taking ownership of the processes involved in 

creating and using an ESN, and exhibited a degree of self-determination in their own 

learning.  Students showed an ability to develop their independent identity and 

relationships within an e-learning environment. They could choose  to interact with anyone 

within the ESN area, including other students who they were not associated with as friends 

in their SNS.  
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Teachers used posts on their ESN in a flipped classroom framework, to successfully 

engage students with ESN resources and discussions relating to curriculum programmes 

and classroom activities and assessment.  Students demonstrated social connectedness with 

online learning in their participation and comments. 

Students were able to import their established SNS identity into the ESN and showed the 

ability to manipulate this online identity by forming their own student led, self directed 

learning program that was able to be represented as a crossover learning framework. 

Students showed a capacity for choosing self-instruction in an e-learning environment, 

over kanohi ki te kanohi teacher instruction if required. This was observed in the dual 

learning pathways adaptation created by students within the classroom setting. The 

research identified challenges to boundaries between SNS and ESN, where students were 

still developing an understanding of public vs private. 

Comparisons were able to be made between Activator Practice (Hattie, 2007; 2010), 

Discursive Practice (Bishop, 2007; 2011), and ESN practice emerging from this research, 

based on the learning environment, pedagogy, role of teaching and assessment, teacher and 

student relationships, and student direction. 

Four key themes were used to identify similarities and differences of practice, to help 

understand how Māori pedagogies and values might be reflected in an ESN environment, 

and contribute to student engagement. These themes were summarised as the learning 

environment,  quality relationships,  cultural understandings, and challenges to pedagogical 

practice. 

The main title of this research is ‘Te Waha Tieke’, which refers to the intangible line 

between states of tapu and noa that visitors cross when being welcomed onto a marae. A 

Māori colleague recently referred to this when she said ‘the purpose of taking someone 

onto a marae is taking manuhiri from one stage to another’. 

The following traditional pepeha (tribal saying or proverb) from the Tai Tokerau tribal 

region, where this research was conducted, acknowledges the boundaries of their ancestral 

lands and uses the metaphor of a whare with the mountains as a supporting framework to 

express the mutual protection and assistance that its people receive from each other 

(Kawharu, 2008).  
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This acknowledgement of the importance of cultural and social capital draws parallels with 

a physical and spiritual environment that supports and protects the people of the land, who 

are extrinsically linked to each other by geography, tribal affiliation and social bonds. In 

many respects, it perfectly embodies the concept of social networks for contemporary 

Māori education. 

  

 

My house is made with Papatūānuku, the earth, as the floor. 

The mountains are the supports, and Ranginui the sky, 

who looks down here is the roof. 

From Pīhangatohorā look to Te Ramaroa. 

From Te Ramaroa look to Whiria, to the root of strife, the protection of Rāhiri. 

From Whiria look to Panguru, to Pāpata, to the leaning trees which stand together in the 

west. 

From Panguru-Pāpata look to Maungataniwha. 

From Maungataniwha look to Tokerau. 

From Tokerau look to Rākaumangamanga. 

From Rakaumangamanga look to Tūtāmoe. 

From Tūtāmoe look to Maunganui. 

From Maunganui look to Whakatere. 

From Whakatere look to Pīhangatohorā. 

My mountains are not travelling mountains. 

They are mountains which stand eternally, day and night. 
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Appendix 1: Productive Pedagogies 

Productive Pedagogies Summary (Queensland, 2002) 
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Selected Focus Areas from Productive Pedagogies (Queensland, 2002) 
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Appendix 2: Ladder of Inference 

 

 

Ladder of Inference (Ministry of Education, 2008a) 

Robinson and Lai (2006) suggest that the Ladder of Inference can help people to recognise 

the claims they make that they believe to be true and expect others to accept (Ministry of 

Education, 2008a). 

Working up from the bottom, the Ladder of Inference proceeds as follows: 

• Pool of available information: This is all the information relevant to the situation. 

The further people climb up the ladder, the more they are making an inference on 

the basis of this information and the greater the potential for disagreement. 

• Select: People notice and select information from the pool. Different people will 

select different information. 

• Describe: People name or describe what is happening. 

• Interpret and evaluate: People interpret and evaluate what they have noticed and 

described in ways that reflect their prior assumptions. 
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• Theorise: People weave together their interpretations and experiences into a 

coherent theory of action that may or may not be true. 

• Conclude: On the basis of their theories, people draw conclusions about the 

situation and what to do. 

These conclusions inform people’s actions; they can also reinforce people’s assumptions 

and values, which (as indicated by the downward arrows) have already shaped the way 

those conclusions have been reached through the process of selection and interpretation of 

evidence. 
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Appendix 3: Student Questionnaires 1 & 2 

Student Questionnaire 1 (allow 45 minutes approx) 

Student perception of the value of social networking to their education: E-learning 

capacity of home and school, training, projects, classroom activity 

Create your own anonymous name, login or avatar: 

School/Kura: 

(1) What subjects do you currently take at school? 

(Please 

name) 

1 2 3 4 5 6 (if any) 

Subject       

Level       

(2) Do any of the subjects you take use the following technologies? 

(Use subjects 

numbered 1–6 as 

answered above) 

Not at all Just a little Sometimes A lot I would like 

this! (Please 

tick) 

(Example) make phone 

calls 

1, 2, 4 3,5    

Internet research 

(Google, Wikipedia, 

supplied websites) 

     

Texting information      

Television or DVD 

content 

     

PowerPoint or projected 

files from a computer 
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(Use subjects 

numbered 1–6 as 

answered above) 

Not at all Just a little Sometimes A lot I would like 

this! (Please 

tick) 

Use of digital cameras 

(video/still) 

     

Use of sound 

recordings: CD-ROM, 

iPod, MP3 or MP4 

     

Viewing a lesson or 

presentation over 

Internet (webcast, 

podcast) 

     

Handheld devices (PS, 

Xbox, MP4) 

     

Resources on CD-ROM 

or DVD 

     

Smartboards      

Older technologies 

(OHP, VHS video, 

cassette tapes) 

     

Online discussions, 

group chat 

     

Forums or question/ 

answer pages 

     

Social networks      

(3) At school, are you allowed to use or hand in work using any of the following? 

(Please tick ✓) Yes Sometimes No I would like this! 

Cellphone (text/pixt) to your teacher     

Work on a computer (offline)     

Use computers with Internet for 

research 
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(Please tick ✓) Yes Sometimes No I would like this! 

Hand in on CD-ROM disc, memory 

stick or other 

    

Email your teacher     

Facebook/Bebo/Myspace/other     

Twitter or similar     

What do you think of this? Do you have any suggestions? What would challenge you? 

 

(4) Do you have any of these technologies available at home for your use? 

(Please tick ✓) We don’t 

have this 

We have it, 

but I’m not 

often 

allowed to 

use it 

We have it 

and I can 

use it 

Someone in 

my whānau 

has this, and I 

can use theirs 

(Example) satellite television ✓   ✓ 

A computer     

Internet (dial up)     

Internet (broadband)     

Email     

Television      

Sky TV connection     

Digital video camera / editing 

software 

    

Digital still camera / editing 

software 

    

Sound player / recorder (stereo, 

iPod, MP3/MP4)  
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(Please tick ✓) We don’t 

have this 

We have it, 

but I’m not 

often 

allowed to 

use it 

We have it 

and I can 

use it 

Someone in 

my whānau 

has this, and I 

can use theirs 

Handheld gaming devices (PS, 

Xbox) 

    

Memory sticks to save data     

DVD or Blu-ray player     

Cellphone for phone calls     

Cellphone for texts     

Cellphone for pixting or video     

Other     

What would you like to have, out of the technologies above, that might help you to learn 

better? 

 

(5) Does your school have any of these technologies available for your use? 

(Please tick ✓) We don’t 

have this 

Teachers 

have access 

to this 

We have 

it and I 

can use it 

Some other 

classes use 

this in their 

learning, 

but we do 

not 

Would you 

like to 

access this 

for your 

learning at 

school? 

(Example) satellite 

television 

 ✓  ✓ ✓ 

A computer      

Internet (broadband)      

Email      

Television      

Sky TV connection      
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(Please tick ✓) We don’t 

have this 

Teachers 

have access 

to this 

We have 

it and I 

can use it 

Some other 

classes use 

this in their 

learning, 

but we do 

not 

Would you 

like to 

access this 

for your 

learning at 

school? 

Digital video camera 

/ editing software 

     

Digital still camera / 

editing software 

     

Sound player / 

recorder (stereo, 

iPod, MP3/MP4)  

     

Handheld gaming 

devices (PS, Xbox) 

     

Memory sticks to 

save data 

     

DVD or Blu-ray 

player 

     

Cellphone for phone 

calls 

     

Cellphone for texts      

Cellphone for pixting 

or video 

     

Other      

What would you like school to have, out of the technologies above, to help you to learn 

better? 

 

(6) If you have Internet at home, which of these do you use and how would you rate 

yourself? 

Aue! I don’t have Internet at 

home 

  

 



314 

(Please tick ✓) Never use 

Kāhore kau 

I’m a beginner 

Pai 

I’m pretty 

good 

Tino pai 

I’m an expert 

Tino pai rawa 

atu 

Facebook     

Bebo/Myspace     

Twitter or similar     

Google/search      

Wikipedia     

Wiktionary     

Online Māori 
dictionary 

    

Online language 

translator 

    

Word or Pages     

Excel or 

Numbers 

    

PowerPoint or 

Keynote 

    

Skype     

Google+     

Do any of these fit with how you like to learn or would like to learn? 

 

Do any technologies challenge you, that might help improve your 

learning in class? 

 

(7) If you use a social network (Facebook, Bebo, Myspace, Google+, etc.), please 

describe how you use it. 

Aue! I don’t have that 

yet. 
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(Please tick ✓) Don’t use 

that 

I ignore it I keep up with 

it 

I’m addicted 

to it! 

Create or read profiles 

and information 

    

Connect with friends, 

family or other contacts 

    

Write on the public area 

(wall), or in a public area 

online 

    

Join or create groups to 

belong to 

    

Participate in or start 

polls or questionnaires 

    

Participate in online 

games 

    

Add my own photos     

Look at people’s photos     

Read people’s profiles     

Read other people’s 

comments 

    

Other things: (please list) 

 

    

Would you like to be more involved in social networking? 

How and where could this happen? 

If you could have access to a social network in your school, 

how might it be organised to use in one of your classes? 
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(8) If you were asked to design a social network (Facebook, Bebo, Myspace, etc.) for 

your class and in your learning, what are some of the ideas you would like to see? 

Starter ideas for my design to make an 

educational social network for a school 

group 

What would these look like? 

Keep my identity from Facebook Same as Facebook, maybe keep my 

settings too 

Safety stuff Only my friends should be able to see my 

posts 

A public place to post stuff on A wall publicly displayed 

Use te reo Māori  

  

  

  

  

  

  

(9) If you had a social network available in a school subject you take now, what sort 

of mix of features would you like to see? 

Choice of features (please tick ✓)  I’m not 

really sure 

No, wouldn’t 

like this 

Yes, I 

would like 

this 

Use our real names    

Use avatars or nicknames    

Should be all online    

Should be a mix of online and classroom 

teaching 
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Choice of features (please tick ✓)  I’m not 

really sure 

No, wouldn’t 

like this 

Yes, I 

would like 

this 

Different students can add video, research, 

photos, interviews, etc. 

   

The teacher manages the social network    

Students manage the social network with 

teacher moderation 

   

Students manage the social network     

Available just in school    

Available inside and outside of school    

Allow anyone to view    

Keep the group to just our class    

(10) Some of the following Māori teaching and values may be seen in your kura and 

in your classes. Can you please tell us about which of these you see? 

Some of the Māori teaching or values you 

may see in your kura 
Not sure ✓ Sometimes ✓ Always ✓ 

Manaakitanga (the caring way)    

Whanaungatanga (making relationships)    

Ako (giving and sharing in education)    

Mana motuhake (self-determination)    

Kotahitanga (empowered special groups)    

Tangata whenuatanga (story telling)    

Tuakana–teina (peer group learning)    

Aroha (love and caring)    
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Are there any of these Māori teaching or values that you think are important for your 

learning at school? 

 

Are there any of these Māori teaching or values you would like to see more of? 

 

Kia ora! That’s the end of this questionnaire. Thanks for answering all these points. 
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Student Questionnaire 2 (allow 45 minutes approx) 

The effects of the introduced educational social network (ESN) on student learning 

Create your own anonymous name, login or avatar: 

School/Kura: 

(1) In what ways were you involved in the project called <insert name> at your 

school? 

Task or function Not really 

involved 

Used or was 

involved a 

little 

Used it or was 

involved 

sometimes or 

often 

Used it or was 

involved in it 

a lot 

Text: sending messages 

to members in my group  

    

Text: replying to 

messages from my group 

    

Text: adding public 

content to the wall 

    

Text: replying to public 

wall content 

    

Video: recording     

Video: uploading     

Photos: took a photo/s     

Photos: uploaded a photo     

Photos: created an album     

Tagged people in photos 

for our group reference 

    

Added questions     

Created and added poll 

options 
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Task or function Not really 

involved 

Used or was 

involved a 

little 

Used it or was 

involved 

sometimes or 

often 

Used it or was 

involved in it 

a lot 

Added links     

Added events     

Profile changes      

Hosting new people and 

assisting them with areas 

they are needing help in 

    

Adding content to the 

group, that I have created 

myself 

    

Language translation in te 

reo 

    

Took part in some of the 

educational debate and 

conversations on the site 

    

Received good ideas 

from the group learning, 

and understood the topic 

better 

    

Spent time thinking 

and/or planning 

    

Spent time in offline 

research or investigation 

    

Other participation: 

(please add) 

    

(2) What parts of this project were you really liking? 

Feature This didn’t 

really work so 

well 

This worked 

ok 

This was a 

good idea  

I was really 

excited by this  

A special group     
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Feature This didn’t 

really work so 

well 

This worked 

ok 

This was a 

good idea  

I was really 

excited by this  

community  

Using te reo     

Being able to 

contribute different 

stuff 

    

Doing online digital 

study 

    

Seeing all the group 

research 

    

Being part of a new 

development 

    

Accessing Internet 

material 

    

Group work     

Other     

Other     

Other     

(3) How did this project fit with the way you like to learn? 

Multiple Intelligences. Some people are better at 

understanding some things than others. Instead of 

having one intelligence it is claimed that we have 

several different intelligences. These are listed 

below. 

The project 

didn’t help me 

with this way of 

learning 

The project did 

help me with this 

way of learning 

Kinaesthetic—Body Smart. You may be body 

smart. You will enjoy sports and are good at 

swimming, athletics, gymnastics and other sports. 

This is sometimes called being kinaesthetic smart. 
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Multiple Intelligences. Some people are better at 

understanding some things than others. Instead of 

having one intelligence it is claimed that we have 

several different intelligences. These are listed 

below. 

The project 

didn’t help me 

with this way of 

learning 

The project did 

help me with this 

way of learning 

Linguistic—Word Smart. You may be word 

smart. You will enjoy reading, writing and talking 

about things. This is sometimes called being 

Linguistic smart. 

  

Logical—Number Smart. You may be number 

smart. You will be good at mathematics and other 

number activities; you are also good at solving 

problems. This is sometimes called being logical 

smart. 

  

Interpersonal—People Smart. You may be 

people smart. You will like to mix with other 

people and you will belong to lots of clubs. You 

like team games and are good at sharing. This is 

sometimes called being interpersonal smart. 

  

Intrapersonal—Myself Smart. You may be 

myself smart. You will know about yourself and 

your strengths and weaknesses. You will probably 

keep a diary. This is sometimes called being 

intrapersonal smart. 

  

Musical—Music Smart. You may be music 

smart. You will enjoy music and can recognise 

sounds, and timbre, or the quality of a tone. This 

is sometimes called being musical smart. 

  

Visual/Spatial—Picture Smart. You may be 

picture smart. You will be good at art and also 

good at other activities where you look at pictures 

like map reading, finding your way out of mazes 

and graphs. This is sometimes called being 

visual/spatial smart. 

  

Naturalistic—Nature Smart. You may be nature 

smart. You will like the world of plants and 

animals and enjoy learning about them. This is 

sometimes called being Naturalistic smart. 

  

(Birmingham City Council, 2008) 
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(4) Since taking part in this project, are there changes you would like to make to your 

own learning? 

 

(5) What sort of things would challenge you to do better if they were included as part 

of your learning in a project like this (an educational social network)? 

Potential challenges or obstacles  These could be a 

challenge ✓ 

These would not be 

a challenge ✓ 

Making and using a video link on the site   

Making up a poll as a members question   

Making and using photos on the site   

Adding text-based research   

Viewing and doing regular research   

Having others see my work publicly   

Having my assessment linked to this work   

Working with others in a group   

Working unsupervised   

Other:   

Other:   

Would any of these challenges be good for you personally? What do you think? 
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(6) What are your thoughts on learning using an educational social network? 

•  

(7) If you think learning with an educational social network (like this project) is good 

for your education, what might you recommend for use in schools? 

 

(8) Part of the aim for this project is to help you with becoming more active, engaged, 

and committed, and to be a skilful learner. Please rank how well this was achieved. 

Ways of teaching and learning Never Rarely Sometimes Regularly Always 

1(a) Using information and ideas in 

ways that transform their meaning. 

Combining facts and ideas to arrive at 

a conclusion. 

     

1(b) The knowledge and skills in this 

experience have been deep and 

possibly complex. 

     

1(c) I was given the opportunity to 

give evidence that I understood issues 

or ideas. 

     

1(d) We were able to discuss ideas 

teacher–student, and student–student 

for shared understanding. 

     

1(e) Knowledge is not just facts. It is 

also about making new ideas and 

cultural thinking. 
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Ways of teaching and learning Never Rarely Sometimes Regularly Always 

1(f) Things were explained in a clear 

way, and language or instructions 

were helpful to me. 

     

2(a) Themes, issues or problems are 

connected without boundaries between 

subjects. 

     

2(b) My background knowledge is 

valued in classwork. 

     

2(c) Activities focus on the future, and 

beyond the classroom. 

     

2(d) Our projects serve a purpose and 

help solve problems around us. 

     

3(a) We are respected as a group, and 

disagreement is fixed in a positive 

way. 

     

3(b) Our work shows we are listening, 

doing the work given, asking 

questions, and helping out in our 

groups. 

     

3(c) We can work unsupervised, 

without teachers telling us to. 

     

3(d) We help to plan classwork 

directions, and have some 

responsibility for completing it. 

     

3(e) We understand what is expected 

of us, and have clear instructions on 

what we need to do. 

     

4(a) Different cultural views are 

discussed and have value. 

     

4(b) All students no matter who they 

are, are actively encouraged to 

participate. 

     

4(c) We are given the chance to tell 

our story and use our histories. 
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Ways of teaching and learning Never Rarely Sometimes Regularly Always 

4(d) Group identity and a sense of 

community is encouraged. 

     

4(e) Our learning makes us think 

about being part of a community. 

     

Adapted from Productive Pedagogies (Queensland, 2002) 

(9) What are the limitations that might exist in the future for using tasks or activities 

like this in your school? 

Describe the limitations—things that 

might stop stuff happening (the first five 

are suggestions): 

Might be a limit  Not a limit 

Access to technology   

Cost to access    

School rules and regulations   

Connection speeds   

Privacy   

Copyright and file sharing   

(10) What sort of support or help might you and your school need with tasks or 

activities like this in the future? 

 

Kia ora. That’s the end of this questionnaire. Thanks for taking part. 
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Appendix 4: Teacher Interview Questions 

Teacher Interviews: Session 1 

Questions for semi-structured interviews are listed below. These will not necessarily be 

asked in the order provided here. You may choose to have the voice recording switched off 

at any time in the course of your interview, and you may choose not to answer any of the 

questions if you do not want to. 

It is anticipated that primary statistical data (e-learning capacity) from the analysis of 

individual school policy and procedures will be obtained from the participants’ schools 

prior to the interviews. Questions may need to be altered slightly according to what 

information has been provided. 

Questions will form a conversation, rather than a formal interview. Examples of the 

topic/structure of the conversation within these semi-structured interviews are as follow. 

Aims: Session 1 will involve introductory discussion and exploration of identity: 

1. establish researcher, student and teacher identity; 

2. explain the research; 

3. baseline questions around identification of Māori pedagogies and values. 

What is your background in teaching? 

Directions for conversation: 

• [Who?—connections] Where are you from (covering ethnicity, regional data and/or 

tribal affiliation, whānau background)? 

• [Why?—purpose] Why did you enter teaching as a profession, and what keeps you 

there? 

• [How?—methodology] What is your teaching experience (referencing training and 

classroom practice)? 

• [What?—knowledge] What is your experience with IT and e-learning? How would 

you define information and communication technologies and e-learning? 
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What encouragement or barriers exist for e-learning and online social networks for 

educational use? 

Directions for conversation: 

• What is your understanding of e-learning and social networks, and what they 

involve? 

• What has happened in the past with e-learning? 

• How has this impacted on the students’ ability to access resources? 

• What interventions might be appropriate to engage students with e-learning and 

ESNs from your school or region? 

• How can these be constructed around your existing programmes? 

• When shifts have been identified as a result of any previous interventions that took 

place, how has this affected current practice towards student engagement? 

How are Māori pedagogies and values able to be expressed in a teaching and learning 

practice? 

Directions for conversation: 

• What Māori pedagogies and values do you observe being applied in your school 

and in your own teaching practice? 

• What Māori pedagogies and values do you observe being applied in your school 

and in your classroom by students? 

• What importance do you think students put on implicit (e.g., internalised values and 

beliefs) or explicit (e.g., ceremonies, kawa and social organisation) use of Māori 

pedagogies and values in their education? 

• What importance do you personally put on implicit or explicit use of Māori 

pedagogies and values in their education? 

Teacher Interviews: Session 2 

Questions for semi-structured interviews are listed below. These will not necessarily be 

asked in the order provided here. Questions may need to be altered slightly according to 

what information has been provided. You may choose to have the voice recording 

switched off at any time in the course of your interview, and you may choose not to answer 

any of the questions if you do not want to. 
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Questions will form a conversation, rather than a formal interview. Examples of the 

topic/structure of the conversation within these semi-structured interviews are as follow. 

Aims: Session 2 will involve discussion and exploration of limiting factors or constraints, 

action and consequences: 

• teachers to discuss e-learning use; 

• teacher voice to discuss and feedback on the research; 

• gather informal qualitative feedback. 

What encouragement or future practice barriers exist for online social networks for 

educational use? 

Directions for conversation: 

• What limitations could be seen to exist in the future? 

• What resilience does your school programme have in dealing with access issues? 

• Can you describe the steps that are needed to facilitate a programme based around 

developing an effective e-learning community of self-directed learners? 

• Outline actions or practices that might allow satisfactory outcomes. 

• What future classroom support mechanisms may need to be developed to support 

engagement and continue to meet student needs? 

How are Māori pedagogies and values able to be expressed in a teaching and learning 

practice? 

Directions for conversation: 

• What are the themes, features and points of difference that show the success or 

otherwise of the integration of an ESN into current units of work in your teaching 

and learning programme? 

• What are the common themes (if any) identifying appropriate Māori pedagogies 

and values, and how have they been of use in an ESN for your teaching and 

learning programme? 

• What is the perceived value of incorporating Māori pedagogies and values into the 

ESN, in terms of student engagement? 
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Appendix 5: Teacher Focus Group Questions 

Teacher Focus Group: Session 1 Questions 

This will be held in Phase 2 after the analysis of Phase 1 data and preparation of results for 

discussion. The participants will have agreed to participate in the focus groups. The 

recording will not be able to be turned off in a group session. However, you may choose to 

withdraw from discussion or leave the focus group at any point, and you may choose not to 

answer any of the questions or participate if you do not want to. 

Aims: 1st session (introductory and exploration): 

• reporting on data collected; 

• discussion focusing around different pedagogies towards collaborative definitions; 

• gathering feedback/feed forward from teachers; 

• needs analysis for adapting and implementing e-learning into the classroom 

teaching and learning programmes; 

• examine classroom ICT resource requirements for development of an ESN. 

The following is a guide to the framework of the questions that may be asked during the 

focus group session: 

• What obstacles or barriers exist around e-learning and establishing an ESN in 

the classroom for your school? 

o How is your school using e-learning and Web 2.0 tools in your teaching and 

learning practice? 

o What is your school’s capacity for online social networks for educational 

use? 

o How confident are you personally in using e-learning and Web 2.0 tools? 

o How confident are your students in using e-learning and Web 2.0 tools? 

• What are suitable units of work for ESN development? 

o What encouragement or barriers exist for online social networks for 

educational use in your learning area? 
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o How can an ESN be seamlessly be introduced into an existing NCEA 

achievement standard to meet students’ needs with minimal disruption to 

the teaching and learning programme? 

o What learning area is most appropriate to introduce an ESN? 

o What level is most appropriate to introduce an ESN? 

o What time periods are most appropriate to introduce an ESN? 

• Which Māori pedagogies and values will contribute to student engagement 

based on results from classroom observations? 

o What levels of engagement are currently occurring in the classroom? 

o How are Māori pedagogies and values able to be expressed in a teaching 

and learning practice? 

o How does this inform the design of a future ESN intervention? 

Teacher Focus Group: Session 2 Questions 

This will be held in Phase 2 after the first focus group session. The participants will have 

previously agreed to participate in the focus groups. The recording will not be able to be 

turned off in a group session. However, you may choose to withdraw from discussion or 

leave the focus group at any point, and you may choose not to answer any of the questions 

or participate if you do not want to. 

Aims: 2nd session (synthesis of ideas and integration into programmes): 

• establish specific classes and units to trial ESN material; 

• collaborate on ESN design and draft material; 

• set up ESN website template and begin adding material; 

• researcher is entered into the ESN as a member. 

The following is a guide to the framework of the questions that may be asked during the 

focus group session: 

• How are Māori pedagogies and values able to be expressed in an ESN? 

o Which pedagogies and values are seen as important to student engagement? 

o How can these pedagogies and values be best expressed and integrated into 

the planned ESN? 
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• What is the most suitable ESN design format? 

o What format is most suitable for meeting students’ needs in the selected 

learning area? 

o What format is most suitable for fulfilling curriculum requirements in a 

given time? 

• How can we best use the Ladder of Inference as a tool to inform our actions, 

assumptions and values, in the planning, selection and interpretation of 

evidence collected? 

o What is the pool of available information in our planning? 

o How do we select information from this pool? 

o How do we describe what is happening? 

o How do we interpret and evaluate what we see, based on our prior 

assumptions? 

o Where are the interpretations or experiences we use to weave together a 

coherent theory of action? 

o What are the conclusions we draw through our own assumptions and 

values? 

Aims: Focus Group Planning (use of ESN an intervention tool in the classroom): 

• complete collaborative design of an ESN by teachers and researcher; 

• begin trials of the ESN in each nominated class for a unit of work in two schools; 

• students are entered into the ESN as members; 

• researcher presence on ESN is identified. 

Teacher Focus Group: Session 3 Questions 

This will be held in Phase 4 after the analysis of data and preparation of results for 

evaluation and theorising in discussion. The participants will have previously agreed to 

participate in the focus groups. The recording will not be able to be turned off in a group 

session. However, you may choose to withdraw from discussion or leave the focus group 

at any point, and you may choose not to answer any of the questions or participate if you 

do not want to. 

Aims: 3rd session (focus group feedback and analysis) 

• analysis of data collected; 
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• feedback on draft conclusions; 

• gather informal qualitative feedback; 

• final reporting of results. 

The following is a guide to the framework of the questions that may be asked during the 

focus group session: 

• What is the importance of traditional Māori pedagogies and values in an 

educational context, specifically using an ESN as an e-learning tool? 

o What value can we take from the analysis and documentation of the 

importance of Māori pedagogies and values in ESN? 

o How have we selected and interpreted the evidence? 

o What interpretations or experiences are we able to use to formulate a 

coherent theory of action for future teaching and learning programmes? 

o What are the conclusions we can draw through our own assumptions and 

values? 

• How are Māori pedagogy and values able to be expressed in online social 

networks for educational use? 

o What do we hear from student and teacher voice? 

o What can we see from illustrations or examples from practice? 

o How do we interpret and evaluate what we see, based on our prior 

assumptions? 
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Appendix 6: ESN Construction (Step-by-Step Process) 

The following link is to a document designed to guide teachers through the process of ESN 

construction, based on the research in this study. Please feel free to download it, and use it 

in schools as appropriate: 

https://drive.google.com/file/d/0B77pcOaaGu64ZnRWS2Y3Y2ViLUU/view?usp=sharing   
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