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Abstract 

Situating the Countried Existence of Critical Indigenous Pedagogies & 

Aboriginal and Torres Strait Islander Studentsô Ways of Learning 
 

 

Vincent Stuart Backhaus 

 

The Countried experience of Aboriginal and Torres Strait Islander Peoples of (Australia), 

ground a resilience and strength in sovereign thinking through the Stories we share laterally 

with family and inter-ancestrally through our connections to the Dreaming.  The stories we 

share develop a sense of inalienability we have that is connected to the Countries of origin we 

share and identify with across the continental scape of Land, Water and Sky Country.   As a 

formative philosophical assumption, the Countried existence that this dissertation develops, 

illuminates the significance of this research thinking to contribute to the continued 

development of Indigenous education for Aboriginal and Torres Strait Islander students 

attending secondary high schools across (Australia).  By attending to the ways Elders as 

significant Indigenous leaders describe and develop their storied lives through lived 

experience, this Countried philosophy emerges through the Storied knowing of Country.  By 

examining the approaches to learning Aboriginal and Torres Strait Islander students adopt, 

further evidence can be contributed to the research surrounding Indigenous thinking and 

cognitive approaches to thinking through education learning tasks.  By examining the 

perceptions and beliefs of non-indigenous teachers, this dissertation aims to contribute 

evidence to Indigenous pedagogies that teachers can deploy in the delivery of meaningful 

Indigenous Knowledge curricula content.  Summatively, this thesis found that when deep 

engagements are made into the notion of inalienability of Countried experience, salient avenues 

of thinking and learning and teaching emerge surrounding the ways education can continue to 

elaborate and relate meaningfully to the First Peoples of Australia.  

 



  

 

 

 

 

 

 

 

 

óMan, I goin Eglan to speed up what empire start ï that scorn, self-love and pride,  I will put 

together with humilityô (James Berry, 2007, p. 73) 
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Abstract 

 

The Countried experience of Aboriginal and Torres Strait Islander Peoples of (Australia), 

ground a resilience and strength in sovereign thinking through the Stories we share laterally 

with family and inter-ancestrally through our connections to the Dreaming.  The stories we 

share develop a sense of inalienability we have that is connected to the Countries of origin 

we share and identify with across the continental scape of Land, Water and Sky Country.   

As a formative philosophical assumption, the Countried existence that this dissertation 

develops, illuminates the significance of this research thinking to contribute to the 

continued development of Indigenous education for Aboriginal and Torres Strait Islander 

students attending secondary high schools across (Australia).  By attending to the ways 

Elders as significant Indigenous leaders describe and develop their storied lives through 

lived experience, this Countried philosophy emerges through the Storied knowing of 

Country.  By examining the approaches to learning Aboriginal and Torres Strait Islander 

students adopt, further evidence can be contributed to the research surrounding Indigenous 

thinking and cognitive approaches to thinking through education learning tasks.  By 

examining the perceptions and beliefs of non-indigenous teachers, this dissertation aims to 

contribute evidence to Indigenous pedagogies that teachers can deploy in the delivery of 

meaningful Indigenous Knowledge curricula content.  Summatively, this thesis found that 

when deep engagements are made into the notion of inalienability of Countried experience, 

salient avenues of thinking and learning and teaching emerge surrounding the ways 

education can continue to elaborate and relate meaningfully to the First Peoples of 

Australia.  
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Note: Morphological invariance through the use of capital letters, bracketing, pronoun 

usage and semi colons. 

 

This dissertation employs at times an inventive morphological regime to disrupt, unsettle 

and at times contain meanings within a border through the use of brackets. The 

standardisation of capital letter usage and brackets around some normally unbracketed 

words and non-capitalised words, is to typographically challenge assumptive meanings as 

text is written down.  This is a result of engaging in the temporality of writing to affectively 

respond to the meaningfulness of writing down. The form and shape of meanings as and 

when they are affectively engaged during the research and writing process, connects to 

deep personal, lateral and inter-ancestral processes of relational meaning.  Additionally, 

semi colons strategically accompany prepositions such as ówithô and ótoô to give the reader 

ample time to pause on different meanings syntactically negotiated in the development of 

meaningfulness.  This emphasis is purposeful in conjunction with the glossary to impress 

upon the reader meaningful stances regarding definitional position, word deployment, 

syntactic grievances in sentences for the sake of meaningful Indigenous Knowing.  The 

dissertation at times deploys the pronouns we and our as a purposeful and respectful call to 

fellow Indigenous and Indigenist researchers to be mindful of the ways we conduct 

Countried Indigenous Research and work with Communities in and across the (Australian) 

Countried continental scape.  Scape in this sense being Land-scape, Water-scape and Sky-

scape.  The use of óourô and óweô at times, also means a temporal juncture.  This reflects 

the relationality of identifying with; alongside; and connected to the notion of Indigeneity.  

It is expressed through shared living experiences the author called upon through the 

meaningfully memorialised meanings saliently upheld during the writing down.  In this 

way, honouring and respecting connections between Land and Water ï the writing down, 

connecting with Story ï Sky ï the upheld memories and the cyclical temporal processes 

that occur in-between such named places. 
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Introduction  

This dissertation contextualises the research problem in three ways.  Firstly, Indigenous 

Knowledge exists as Countried Knowing of ways of learning and teaching.  Secondly, the 

Storied Knowing that develops conceptual relatedness between Land, Water and Sky 

Country as Countried existence, guides the development of Indigenous Education in 

Australia.  Thirdly, the development of sovereign thinking venerates the inalienability of 

Countried experiences as a resistive and counter intuitive refraction of the ontological 

alienability proffered by non-situated ways of meaning.  These salient assumptions inform 

the overall breadth and depth of this dissertation and attempt to develop both the literal and 

conceptual grounding intimated through the notion of Indigenous Education.  

The prevailing assumption suggests Aboriginal and Torres Strait Islander students 

are expected to attend formal institutions of education, achieve learning outcomes, and 

graduate with the expectation that they will pursue post-secondary forms of social 

engagement be they familial, employment, vocational, or university studies (Ford, 2013; 
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Hughes, 2015).  This assumption is predicated on the belief that Indigenous (Australians)1 

are a homogenous group of Indigenous Peoples.  The assumption propagates the belief 

shared among educators that Aboriginal and Torres Strait Islander students can be 

acculturated away from any evolving intelligent design situated within Countried ways of 

knowing, being, learning, and thinking.  Such beliefs of settler colonising educational, 

learning and thinking inform the continuance of alienating Aboriginal and Torres Strait 

Islander Peoples.  Instead they are grounded in Land -Water - Sky forming conceptual and 

physical links.  These links are held through the Stories and resilient familial and personal 

histories and experiences. 

Not engaging pedagogically and perceptually with the ways Aboriginal and Torres 

Strait Islander Countried Identities are thought about, sustained, maintained, created, 

propagated and Storied intergenerationally means the educational outcomes assessed and 

generated for Indigenous students will continue to disconnect, acculturate and disseminate 

inauthentic and tokenistic forms of knowing for and with (Australiaôs) First Peoples.  

Furthermore, the nuanced and creatively unique and evolving ways of Aboriginal and 

Torres Strait Islander Peoples continue to define the sovereign thinking of our being.  By 

accounting for and acknowledging the Countried existence inalienably formed within a 

personhood of Indigeneity, scholarship connects to a greater and foundational part of 

Indigenous thinking and identifiability within the wider mainstream conceptualisation of 

(Australiaôs) First Peoples. 

Chapter 1 will develop the argument for the notion of Countried experiences.  The 

notion of Countried thinking as a significant perception of the Countried self, highlight how 

stories told laterally and inter-ancestrally foster meaningful relationships between People 

and Country.  Secondly the review will position learning through the theoretical constructs 

understood by educational psychology to develop critical forms of contribution to 

Indigenous ways of learning.  Thirdly the notion of Countried Pedagogies as a Critical 

Indigenous Pedagogical turn towards identifying pedagogies cognisant of both teacher and 

learner in a relational process of instruction and achievement of Indigenous Knowing. 

The Chapter also identifies the significant Indigenous Research method design that 

invites the development of Storylining Research Inquiry (SRI) to respond to the ways 

                                                 
1 Bracketing develops the awareness that Indigenous (Australian) Knowing originates from a suggested base of 

hundreds of different language groups that shared distinct Countries of origin and meaning across the continental and 

island landscape see also Figure 1 (Diaz, 2016; Eseli, 1998; A Moreton-Robinson, 2015)   
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Stories are told, yarned up and experienced through the meaning making process of 

connecting with; to; and alongside; Country.   
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Figure 1: The suggested notion of Countries across the (Australian) continental scape with distinct and relatable ways of Knowing and Being.
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1.1 Countried Experience 

Indigenous theorist have argued that the very nature of non-situated theory production and 

subsequent activity upon Indigenous Knowing, is the realised and identifiable living trauma 

of becoming aware of the way we continue to be situated in research and Country2 (Hauᾳofa, 

1993; K. L. Martin, 2003; M. A. Meyer, 1998; A. Moreton-Robinson, 2016; A. Simpson 

& Smith, 2014; L. T. Smith, 1999).  Isolating ourselves from such institutional and 

academic theorising mechanisms assumes an antithetical resonance to the continuity of our 

Countried existence (A. Simpson & Smith, 2014).  However, the ways we emerge from our 

Indigenised Scholarship ought to identify the specificity of our distinctness, that leads not 

to uniformity, but to universality in respectful and relatable ways to our Countried spiritual 

and humanly existent experience (M. A. Meyer, 2008) 

Storied Country and the Storytelling of such Countried experiences to our children; 

our childrenôs children; our childrenôs, childrenôs, children; attends to the notions of 

intellectual sovereign thinking.  This awareness of knowledge sharing is about growing 

scholarship in Education towards the teaching of Indigenous Knowledge in meaningfully 

aligned ways that attend to our growth and continuance.  Further it affords the positive 

contributions that support the assumption that: [T]here is a danger in allowing colonization 

to be the only story of Indigenous lives (Corntassel, Chaw-win-is, & Tôlakwadzi, 2010, p. 

139).  óIndigenous Knowledge is reason-able; deliberate, and useful for making sense of 

lifeô in meaningfully pragmatic ways (Doxtater, 2004, p. 620). It is this vein that guides 

this thesis while mindful that óOne of the canons of good research is that it should never 

hurt the people studiedô (Peacock, 1996 cited in; Crazy Bull, 1997, p. 1).  Indigenous 

research is ñspeaking backò while contributing respectful creationary and productive 

outcomes from research writing as Indigenous scholars (Bang, Warren, Rosebery, & 

Medin, 2012; Calderon, 2014, 2016; A. Simpson & Smith, 2014; A. Smith, 2013). 

1.2 Countried Thinking  

The Being of Indigenous Knowing has not been and never will be passive (Diaz, 2016; 

Hauᾳofa, 1993; K. L. Martin, 2003; M. A. Meyer, 2008; Mosby, 1998).  Ownership and 

                                                 
2 ΨCountryô as capitalised denotes the ways the term honours Place defined through Indigenous Knowing.  
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research scholarship inalienably, has never been ceded from our Being (K. L. Martin, 2003; 

Mowaljarlai & Malnic, 1993).  Our Beings may well have experienced the settling of non-

situated 3processes with; through; on; or connected to our Countries.  Yet our capacity for 

continuance through; with; and connected to; being Placed by Storytelling, enacts the 

continuity of resilient Story Work.  This resilience is evidenced within our living and 

existing experience as Storytelling beings who not only are holding values but also ñthey 

are lived valuesò of a Countried existence (Corntassel et al., 2010, p. 138).  This Countried 

existence will always be an affective enculturation of identifying Indigenously through the 

literal and conceptual relatedness of Land, Water and Sky Country to our learning being. 

1.3 Countried Pedagogies 

Countried Indigenous pedagogies represents the continued development of educational 

language and practice around how Aboriginal and Torres Strait Islander ways of learning 

and thinking could best assist Indigenous students to enculturate meaningful ways of 

engaging identifiably with the inherent Countried existences they hold (N. Harrison, 2005; 

Hughes, More, & Williams, 2004).  Indigenous pedagogies also represents the continued 

engagement with Indigenous Knowledge by non-Indigenous (Australian) secondary school 

teachers, as the largest population of teachers tasked with delivering cross curriculum 

priorities for (Australian) secondary schools (Biermann & Townsend-Cross, 2008; Boon 

& Lewthwaite, 2015; Lewthwaite et al., 2015; Lewthwaite, Owen, Doiron, Renaud, & 

McMillan, 2014; Yunkaporta & McGinty, 2009). 

The domination of non-situated conceptualisations of knowledge in Australian 

education, has shaped the colonising expectations and habits of Aboriginal and Torres 

Strait Islander Peoples understanding of learning (Rahman, 2013).  Further, such 

hegemonic claims to knowing learning, and achievement have also shaped researchers 

tasked with the notion of undertaking ethical Indigenous research (Kovach, 2009; K. L. 

Martin, 2008; L. T. Smith, 1999; Wilson, 2008).  Such contested spaces of knowledge 

production reflect the concealment of distinct Aboriginal and Torres Strait Islander ways 

of learning (Hughes et al., 2004); but also the contemporaneous maturation of such 

assumptions to push against dominant boundaries of meaning.  In order to gain formal 

                                                 
3 Non-situated is developed in lieu of traditional óWesternô notions to contextualise ways of thinking as 
westernised rather than a geo-located ówesternô territories (refer also Mignolo, 2002, 2009; Rhea, 2018; 
Richardson, 2011) 
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education, the resulting argument suggests Indigenous students ought to be understood and 

recognised for the inherency and coherency of their ways of learning by others, including 

teachers and institutional places of learning (N. Harrison, 2008). 

1.4 Research Design 

The project employed blended qualitative methodologies to answer the research questions 

posed from the literature review.  The project also deployed and developed further 

Indigenous research methodologies to ensure account for the responsibility and protocol of 

undertaking relation building between the research, researcher and co-participants 

throughout the research project.  Such ethical assumptions guide the overall structure of 

this project and the interactions with Aboriginal and Torres Strait Islander Peoples as 

Community Elders and Students.  Elders and students had a yarn with the researcher which 

is a recognised form of semi-structured interviewing.  Non-Indigenous school teachers 

tasked with teaching Indigenous Knowledge as part of cross-curriculum priorities were also 

interviewed at a metropolitan secondary school. 

Storylining Research Inquiry (SRI) as a distinct form of blending qualitative research 

methods guided data analysis as a contributory addition to Indigenous Research 

Methodology.  This was accomplished by employing heuristic analysis for the Stories 

shared by Community Elders.  This analysis resulted in two parts for heuristic analysis 

which employed phenomenological and hermeneutic descriptions and interpretations.  

Phenomenographic analysis was employed for Aboriginal and Torres Strait Islander 

student and non-Indigenous Australian secondary school teacher data sets. In this way the 

blending of methods provided a broader scape with which to generate Storied Knowing. 

Two previous studies were identified from the limited prior research where heuristic 

analysis was undertaken with Indigenous peoples and accomplished by Indigenous 

researchers who reflexively weaved their personal experiences into the research method.  

In these instances, both studies focused on Hawaiian, Native American and Maori 

Aotearoa/New Zealand participants (KȊ Kahakalau, 2004; Peters, 2011).  

Phenomenographic analysis has been undertaken previously on Indigenous Australian 

undergraduate participants with varying degrees of transparency regarding the research 

findings on senior secondary students. Further, no explicit Indigenous Research 
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methodological assumptions were identified in the research outcomes  (G. Boulton-Lewis, 

Marton, Lewis, & Wilss, 2000a; N. M. Purdie, Hattie, & Douglas, 1996).  Despite these 

limitations, the exploratory nature of the overall study initiated the selection and choice of 

these methods as appropriate for qualitative data analysis within this project.  Interrater 

reliability tests were also undertaking with the phenomenographic data sets, with 90% rater 

agreement between two independent raters. Cohens Kappa was also calculated as part of 

the reliability measures for phenomenography. 

1.5 Conclusion 

The current chapter has discussed the need for a greater salience of critical thinking 

surrounding Aboriginal and Torres Strait Islander ways of thinking, knowing, learning and 

teaching. By introducing the notions of Countried Experiences, Countried Thinking and 

Countried Pedagogies.  The Storied living experiences contributed by the research findings 

of this dissertation, develop the latent qualities that define both Story and perceptual 

conceptualisations of the notion of Indigenous Knowledge.  By conceptualising the 

formulations and constituencies of Indigenous Knowledge, the relationality that emboldens 

and evidences the Storied capacity of Indigenous Knowledge; translates this Countried 

experience and Countried thinking into critical junctures of emerging Countried 

Pedagogies.   

Countried Pedagogies contribute to the continued development of Indigenous 

identities within the distinct wayôs relationality is held by People and Country.  

Furthermore, Countried Pedagogies assist non-Indigenous Teachers and educators to 

continue their educational and developmental growth of relationality to not only Aboriginal 

and Torres Strait Islander Peoples, but also to the sustaining connections we all hold to 

Country and the ways Country holds connection to us. 

The subsequent chapters are structured as follows: Chapter 2 provides a review of 

the literature in the areas of Indigenous ways of thinking; ways of learning; and ways of 

teaching.  Firstly, thinking is conceptualised as ways of thinking about lived experience as 

an emergent form of Indigenous Knowledge related to Indigenous Countried existence.  

Secondly the chapter reviews the literature on learning theories as well as the context for 

distinct Aboriginal and Torres Strait Islander ways of Learning.  Finally, Indigenous 

Pedagogies is reviewed and contextualised both internationally and domestically for 

Australian preservice and in-service teaching. Each section of the three-part literature 
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review will provide a research question.  These research questions will also be listed at the 

end of the chapter and again in the Method chapter as a research framework. 

Chapter 3 presents and justifies the studyôs design and methodology.  It begins by 

developing the rationale for Storylining Indigenous research methodology.  The rationale 

argues for the qualitative research method choices without precluding the interactive 

potential of quantitative methods.  This is followed by a rationale for choosing each of the 

data collection methods in the study.  A description of the participants, setting, and 

procedures is provided.  The final section of the chapter presents the more detailed 

procedural aspects of the data analyses and concludes with interrater reliability methods 

and a discussion of ethical considerations.  

Chapters 4 to 6 report the findings of the study. Chapter 4 uses the Storied yarns provided 

by Indigenous Community Elder.  This data is deployed to share, frame and scaffold the 

different ways of thinking about Indigenous Knowledge as a Countried form of spiritual 

and human existent experiences.  The second part using hermeneutic interpretations, 

explores three storied experiences of the researcher as a transparent, reflexive exploration 

of situated placeness of Countried existence as an Aboriginal and Torres Strait Islander and 

Malaita researcher.  Both sections conform to the methods of heuristic analysis as well as 

previous examples of heuristic analysis with Indigenous co-participants. 

Chapter 5 examines the research question of Aboriginal and Torres Strait Islander student 

conceptualisations of learning.  This research question is answered by a phenomenographic 

analysis of student data to develop findings that explore distinct Aboriginal and Torres 

Strait Islander ways of learning. 

Chapter 6 examines the research question of non-Indigenous secondary school teachersô 

conceptualisations of teaching Indigenous Knowledge.  Again, the teacher data is examined 

by phenomenographic analysis to develop ways of teaching Indigenous Knowledge. 

Chapter 7 reviews the studyôs three research questions by integrating but also discussing 

individually the research findings of the three previous chapters (4-6).  All findings are 

examined in relation to existing literature in the fields of Indigenous lived experience, Place 

as well as Indigenous curriculum development.  Further, the discussion will consider 
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literature on personal epistemologies, approaches to learning, and situated perspectives on 

learning and cognition. 

Finally, Chapter 8 will discuss the limitations and conclusions of the research project.  The 

limitations will attend to methodological and epistemic assumptions of Indigenous 

research, methods and the settings where institutional forms of research are produced and 

privileged.  The limitations will also discuss two implications for future research.  The 

conclusions will highlight key contributions of the study and discuss the significant 

relationships evident between the three research question areas explored. 

Appendix A contains a glossary of key terms identified throughout the research project and 

contextualised within the dissertation.  

Appendix B contains additional research information related to teacher pre-service training 

in Indigenous Knowledge curricula and teaching processes and contextualised within 

research question 3 

Appendix C ï F contains information pertinent to the ethical engagement with research 

participants as part of ethical clearance of the project within the University and the 

appropriate parental/Caregivers, and adult participants  
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Literature  Review 

2.1 Introduction  

Chapter 2 Introduces the structure of the literature review through three guiding research 

questions. In the first instance Research Question 1 develops the argument for Countried 

experiences. Countried experiences are a potential formulation of the ways Indigenous lives 

and Storied histories share through the notion of Indigenous Knowledge. In other words, 

research question 1 raises the salience of defining what Indigenous knowledge is and how 

do Countried experiences account for the constituent aspects of Indigenous Knowledge. 

Research Question 2 develops the argument for Countried thinking as an inherently 

and implicitly grounded relationality between Peoples and the identifiability with; and 

through; Country in perceptually and cognitively developed ways.  Aboriginal and Torres 

Strait Islander students potentially approach the ways they learn to experience in 

perceptually different ways.  How this is understood and why relationality between the 

approaches they reproduce to learn are an important conduit of meaning making for this 

section of the literature review. 
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The final section of the chapter, Research Question 3, develops the argument for 

Countried Pedagogies as a critical juncture in the continued development of Indigenous 

pedagogies.  Indigenous education has slowly developed the emerging notion of Indigenous 

pedagogies and this section of the literature review suggests further contributions to both 

pre-service and in-service professional teacher training.  Building on existing literature this 

chapter summatively aims to position the significance and contribution of three key 

research questions.  These research questions are scaffolded by the understanding of 

Indigenous Community Elders, researchers and teaching professionals tasked with the 

continued development of meaningful engagement with Aboriginal and Torres Strait 

Islander students specifically but the wider education of non-Indigenous students. 

2.2 Countried Indigenous Knowing 

2.2.1 Introduction  

The aim of section 2.2 is to introduce a review of the notion of Aboriginal and Torres Strait 

Islander living experience as an inherent foundation of the notion of Indigenous 

Knowledge.  This section of the review will position research question 1 through the 

associated literature review.  Defined through epistemology, ontology and axiological 

assumptions; such guides frame the core beliefs, values and ways of seeing and doing in 

our4 worldviews (Eseli, 1998; Hauᾳofa, 1993; K. L. Martin, 2003; Mosby, 1998).   

The nature of intergenerational Indigenous Knowledge transmission has effectively 

operated over a significant period (Agrawal, 1995).  Problematically, the impact of 

colonising processes has been felt on the connection between people and the grounding of 

stories that make meaning of Indigenous living experiences.  However, Story does 

continue, because we still share our stories.  This section will develop a critical analysis of 

Indigenous Story work as a form of learning and teaching protocol for Knowing and 

Relating. 

The section will review the notion of Classical thought.  At this juncture the section 

will unsettle the literature review and move into interpretations of the notion of Place 

Thought; Trade Thought; Land Thought; Water Thought; Fire Thought and Sky Thought. 

These elemental notions of Indigenous Knowledge respect, maintain and generate the 

                                                 
4 The use of óourô and óweô by the author at this juncture reflects the relationality of identifying with; alongside; and 

connected to the notion of Indigeneity expressed within the research agenda and throughout the living experiences 

shared as knowledge-able.   
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potential of seeing Indigenous Knowledge as an epistemological and ontological meaning 

making constitution of teaching and learning and thinking about the ways we situate our 

living experience.  These sections of the review develop distinct and relatable communities 

of understanding about Indigenous living experience as constructed through distinct 

elemental notions of understanding Country.  By developing this guided review of different 

ways of thinking about Indigenous living experience, the review will thoughtfully develop 

the notions of óethical relationalityô between different meanings conceptualised (Donald, 

2012, p. 543).  The theoretical story developed as part of this review is argued as a 

meaningfully grounded and empirically structured and modelled body of Storywork 

(Peschard, 2007). 

2.2.2 Classical Thought 

Classical thought surrounding phenomenological points of views, would suggest 

methodological approaches emphasize first-person experiences and explicit research 

programs to incorporate a set of tools and concepts for analysing the structure of first-

person experiences (Heidegger, 1927; Husserl, 1913; Merleau-Ponty, 1964; Sartre, 1943).  

Phenomenology asks us to question the way we experience the world - to want to know the 

world in which we live in as human beings (Giorgi, 2009; Linschoten, 1968; Moustakas, 

1990a, 1994; van Manen, 1977, 1990).  The structure of these forms of experience typically 

involves what Husserl called óintentionalityô of personal features or properties of 

characters, which suggests the directedness of experience toward things in the world as 

part of our consciousness of or about something in relation to the context (Husserl, 1913, 

p. 261). In other words, appearance as opposed to reality in what we come to understand 

as existence guides us to think about what are noticed experiences and the ways they 

motivate us (Kockelmans, 1967; Moustakas, 1990a, 1994). 

As a starting point, following the Husserlian tradition, 20th century phenomenology 

has branched into various forms. An encyclopaedic account suggests  (1) transcendental 

phenomenology studies eidetically how objects are constituted in pure or transcendental 

consciousness, setting aside questions of any relation to the natural world around us 

(Kersten, 1997).  (2) Naturalistic phenomenology also eidetic in nature, takes 

consciousness to be a part of nature as a natural attitude and studies how consciousness 

constitutes or takes things in the world of nature (Embree, 1997).  (3) Existential 

phenomenology studies concrete human existence, including our experience of free choice 

or action in concrete situations (Compton, 1997).  (4) Generative historicist 
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phenomenology studies how meaning is generated in historical processes of collective 

experience over time (Steinbock, 1997). 

(5) Genetic phenomenology studies the genesis of meanings of things within oneôs 

own stream of experience (Welton, 1997).  (6) Hermeneutical phenomenology studies 

interpretive structures of experience, how we understand and engage things around us in 

our human world, including ourselves and others (Nicholson, 1997).  (7) Realistic 

phenomenology studies the structure of consciousness and intentionality, assuming it 

occurs in a real world that is largely external to consciousness and not somehow brought 

into being by consciousness (B. Smith, 1997). 

Despite these contemporaries in scholarship, the term phenomenology was used as 

early as 1765 with occasional use in Kantôs writings.  Hegelian influence on 

phenomenology suggested an immediacy of knowledge as it appears to consciousness.  In 

other words, the science of describing what we perceive and sense to know in rational logics 

of noticing.  The process leads to an unfolding of phenomenal consciousness through 

science and philosophy ótoward the knowledge of the absolute5ô (Kockelmans, 1967, p. 

24).  These introductory notions of what constitutes classical thought have scaffolded 

assumptions regarding developmental and cognitive psychology as forms of dialectic 

thinking about experience as a reductive synthesis of thinking about how we experience 

(Hwang, 2006) . 

Displacing such thoughts and unsettling assumptions from this body of literature 

entangled within Indigenous ideas and expressions of living experiences; is where 

Indigenous Knowledge continues to develop (Donald, 2011, 2012; Hauôofa, 2008; K. L. 

Martin, 2008; M. A. Meyer, 1998; L. G. Phillips & Bunda, 2018; Sundberg, 2014; Todd, 

2016, 2018).  Indeed these authors acknowledge the contextual nature of being colonised 

and to alternatively orchestrate more emancipatory (Rigney, 1999), positional (Foley, 

2003; Moreton-Robinson, 2003; Nakata, 1998; Paradies, 2006) or decolonising (Tuhiwai-

Smith, 1999) contextualisations that speak independently and away from non-situated 

notions of experience.  These research orientations can be seen  to alienate Indigenous 

thinking from the academy (A. Simpson & Smith, 2014) or alternatively as a form of 

knowing that critically heightens the incommensurability evident in epistemes (A. 

Moreton-Robinson, 2016).   

                                                 
5 This thesis asks whose absolute? 
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Reflexively, Indigenous knowledge rose through the academy, fostered in 

alternative ways of resistance (Abu-Lughod, 1990; Agrawal, 1995; Cook-Lynn, 1997). 

Indeed being resistant (Alfred & Corntassel, 2005), sovereign (Aileen Moreton-Robinson, 

2007) and encompassing refusal (A. Simpson, 2007)  as frameworks to engage in damage 

centred (Mignolo, 2009) theoretical assumptions that continued to excavate and 

appropriate Indigenous thinking by the same institutions; practices; and processes.  What 

evolved in some areas was the promotion of being actively unsettling (Baldy, 2015; Bang 

et al., 2014; Calderon, 2016; A. Smith, 2013; Tuck & Yang, 2012). 

Resistance as a Counter intuitive consciousness emerged out of the challenge to the 

dialectics of what non-situated ideas thought of through the relational qualities between 

noticing, experiencing and the promotion of synthesis in logics of reason.  In this sense, 

raising questions regarding the notion of a kind of authenticity to conscious reasoning 

currently accepted (Cooper, 2012).  Such sensibilities proffer the assumption that 

experiencing as a function of conscious reasoning ought not to be assumed based on the 

reductive argument phenomenology presents as legitimate to Aboriginal and Torres Strait 

Islander thinking.  In this way the examples of settler colonising ideas, logics, and relations 

could be seen as a predilection of false consciousness towards experiencing relatedness 

such canons of thought offer (Holmwood & Stewart, 1991).  In this way this predilection 

could be seen as antithetical to Indigenous knowing, being and experiencing. Yet its 

pervasiveness entangles and entraps Indigenous thinking through forms of ontological 

alienability.  This alienability propagates a notion of lived experience and a mimicry of 

being for an accepted and standardised version of Aboriginal-and-Torres-Strait-Islander-

ness. 

A useful example is Karrabing thinking around óobject ontologiesô (Povinelli, 

2016, p. 84).  Karrabing is a group of critical thinkers that live with, through and within 

community in and around Darwin in the Northern Territory of Australia.  They suggest a 

counter to reductive awareness of the ways we limit and constrain what we relate to as 

distinctly human and separate from the non-human.  In this sense we are entities both 

human and nonhuman that always ómanifest and withdrawô but are always present-in-

relation (Povinelli, 2016, p. 84).  This sense of being present or as (K. L. Martin, 2008) 

suggests being ever aware of relatedness attempts to counter the way we are expected to 

access relationality through formalised reductive praxis to experience. Povinelliôs (2016) 

example of geontopower critiques forms of reductive canons through highly contextual 

Indigenous beingness to situate the ways such counter intuitive forms resit the temptations 
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of being made phenomenal without the implicit noticing of the everyday presentness of 

relatedness that contextually occurs between Karrabing and Country.  

Additional examples of counter intuitive forms are also evident in the literature. 

The notion of naïve dialecticism in Confucian thought situated contradiction and 

congruences of experience, holding both in relationality, while not seeking to marginalise 

contradictions from the overall synthesis non-situated ideas tend to profess (Hwang 2006).  

Alternatively, Indigenous Métissage, for Metis situates the imaginative language of the 

metaphors in hermeneutic circles of noticing occurrences and theoretically building on such 

occurrences relationally and conceptually through Indigenous meaning making (Donald's, 

2012).   

In Quandamooka contexts, work on Countried relationality and ever awareness is 

reflective of the ways Knowing is situated to Land and Water (K. L. Martin, 2003, 2008).  

In Ngarinyin contexts the everythingness of Living Country within a continental scape, 

shapes the connections and movements of Stories through living conceptions of relations 

between Land, Water and People (Mowaljarlai & Malnic, 1993).  Furthermore, Water and 

Ocean relationality, scaffold meanings of the sea and ocean Knowing as generative, 

dynamic, familial to the movements of sea currents and the families and languages that 

moved with the continental ocean currents (Diaz, 2016; Eseli, 1998; Hauôofa, 2008; M. A. 

Meyer, 1998; Mosby, 1998). 

Counter intuitive ways unsettle, rally, intellectualise, grow and concern Indigenous 

and Indigenist scholars with disentangling the self or historical selves from the legacy of 

damaged research (Mignolo, 2002).  In this way, to disobediently layer in our own 

Knowing and Thinking about relatedness and experiencing as opposed to the structurally 

systemic and epistemic violent process embedded into our being through colonising 

interpretations and the ways we are called to imitate and propagate such trauma (Mignolo, 

2000, 2002, 2009).  The example of the discursive project of óIndigenous knowledgesô 

being seen as a way to rupture the sense of comfort and complacency in conventional 

approaches to knowledge production, interrogation, validation and dissemination in non-

situated educational settings - highlights how Indigenous knowledge contributes to 

critiques of the epistemic trust placed within the hegemonic conceptualisations of 

Indigenous Being  (George Sefa Dei 2000, p. 111). 

Thinking through and with Story we can argue, sometimes Stories are awake, while 

some are sleeping.  In other words when we think relatedly, we see the animativity in 

ourselves just as we see and feel within the surrounding world that shares the same 
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autonomous immanence as our awareness or thinking.  In this way, Indigenous thinking 

through and with relatedness to the external as a shared aspect of our thinking through and 

with Country and place, is where we existed and continue to exist.  These thoughts run 

counter to scholarship that suggests óphilosophical thinking as a kind of thinking can 

generate thought for all beings without engaging mostô; and such assumptions, predicate 

the ways we begin to universalise as opposed to first situating or contextualising (Povinelli, 

2016, p. 85).  Summatively, it is the power of universalising without first Knowing and 

situating contexts rather than the process of universalising itself that Indigenous thought 

critiques within non-situated knowing contexts (M. A. Meyer, 2008). 

2.2.3 Place Thought 

Place-thought is an Indigenous conceptualisation of situating knowledge. The concept 

describes Indigenous situativity as an active dynamic meaning making of knowledge, 

thinking and learning with; through and connected to; related self-in-place (Watts, 2013).  

Place-Thought enacts a meaningfulness upon the idea that a Thought is located in a Place. 

Situativity in Wattsô (2013) example, locates Haudenosaunee and Anishnaabe cosmology 

and experience in-place.  In Anishnaabe meaning, the Seven Fires of Creation, share the 

story of the óFifth Fire, Gizhe-Mnidoo (the Creator)ô who placed his/her thoughts into 

seeds. In the óSixth Fireô, Gizhe-Mnidoo created First Woman (Earth), a place where these 

seeds could root and grow (L. Simpson, 2011, pp. 41ï49). 

Similarly, Haudenosaunee ï óSky [World] Womanô fell from a hole in the sky. On 

her descent, Sky Woman fell through the clouds and air towards water below.  During her 

descent, water fowl could see this falling creature and saw she could not fly. They came to 

her and helped to lower her slowly to waters beneath her. The birds told Turtle that she 

must need a place to land, as she possessed no water legs. Turtle rose up, breaking through 

the surface so that Sky Woman could land on Turtleôs back.  

Once landed, Sky Woman and Turtle began to form the earth, the land becoming 

an extension of their bodies (Mohawk, 2005, pp. 10ï12). Relatedly, other indigenous 

examples of Place Thought assumptions evolve from: Eseli Peterôs (1998) description of 

relationality of Land, Sky, Water and Family to Mabuiag Island in the Torres Strait. 

Knowing is placed in the Torres Strait Islands (Eseli, 1998).  Further, Djaringgalong Story 

locates Gularabulu in-place (Roe, 1983); just as Nyitting locates Noongar in Place 

Thoughts (Nannup, 2017). 
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2.2.4 Land Thought 

Building on the notion of Place Thought as an inalienable assumption of Indigenous 

thinking and learning with; through; and connected to Place; Land Thought aspires to 

identify, situate and connect Land as both concept and Country in (Australian) continental 

scapes.  Country is better understood as a vital interconnected web of social, ecological and 

spiritual relationships that Indigenous (Australians) begin to spatialise and identify with 

their sense of being related to Place  (Whitehouse, Watkin Lui, Sellwood, Barrett, & 

Chigeza, 2014).  (Australian) landscapes are Countried by Indigenous peoples.  These 

Countries are reflective of the distinct pre-invasionary language groups estimated at over 

five hundred that held title to land through language (A Moreton-Robinson, 2015).  These 

Countries are also reflective of the Land thoughts we hold as First Nations Peoples through 

the memorialised displacement of post-invasionary trauma (e.g. Loos, 1982) but also the 

continuity of existing in our Storied lives (e.g. Somerville, Somerville, & Wyld, 2010).   

Despite colonial disruptions that displaced and unsettled these titled boundaries, the 

ontological relations still hold deep significance to the ways Indigenous peoples identify 

with Country of origin or still have and continue to live across the continent identifying 

geo-spatial localisations to Land and Water boundaries on Country.  As an example, I 

identify as a situated Kalkadoon, Kiwai and Malaitan attributing assumptions to specific 

Land locations across (Australia, Torres Strait and Solomon Islands).  While my existence 

as a product of multiple colonial incursions into the waterscapes and landscapes have 

scaffolded into my being different intergenerational movements; I still ontologically relate 

and acknowledge these Places as significant to my identifiability and inalienability as an 

Indigenous being.  This large spatialised and relational Place Thought of my own Storyline, 

describes and holds my thinking of how I came into my Indigenous being and how my 

Storyline connects to those around me through; and with; the places I visit and the 

inevitable experiences I inhabit. 

Thinking through the ways this spatiality has been developed and described as Land 

thoughts, we can begin to understand the distinct ways land thoughts aligned proper 

relationships between people, places and entities across the continental scape (see Fig 1).  

Storying of Land thoughts enacts intellectual meaningfulness. As an example,  Kanaka 

Maoli Schola Manu Aluli Meyer suggested:  knowledge and spirituality interwoven into 

almost every description of how [we] view intellect, skill acquisition, wisdom, learning, 

knowledge, and understanding (M. A. Meyer, 1998, p. 22).  Errol West described such 
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proper meanings as: cultural, spiritual, secular, intellectual, political, practical, personal 

and public (West, 2000).  Quandamooka shares: we develop an awareness and sense of 

self, of belonging and for coming to know our responsibilities and ways to relate to self 

and others (K. L. Martin, 2003, pp. 5ï6) 

Storying our land thoughts, and the storylines we create as lines of thoughtful 

significance maintained between people and communities, help to contextualise the 

different ways we can read about storylines in previous literature.  The relationship between 

situated Storylines and the geo-locations expressed within Stories also guide the 

meaningful expression of Knowing and Being as related to people, places and the knowing 

of such relations (see Fig. 2).  While these specific examples contribute to salient meanings 

held within the English language, such storylines are expressed in variously distinct ways 

and in various Indigenous languages that populated the continent prior to invasion (A 

Moreton-Robinson, 2015).  In previous research such storylines  have also been described 

as dreaming paths or trading routes (Amundsen-Meyer, 2015; Kerwin, 2010, 2011) digital 

songlines (Abdilla, 2017); Songlines (Chatwin, 1987; Glowczewski, 2005; Ingold, 2007; 

Mackinlay, 2002; Norris, 2016; Pawu-Kurlpurlurnu, Holmes, & Box, 2008; Poirier, 2005; 

Somerville et al., 2010; Tobler et al., 2017; Trigger & Martin, 2016); as well as trauma 

trails (Atkinson, 2002). 

These paths are subsequently understood and followed by people as meaningful 

lines for Knowing, Walking, Trading, and Talking where communities of knowledge 

situate and attribute relatedness across various geo-situations of experience ontologically 

enacting and emplacing Story.  The examples of Pidgeon Story, Nanganarri Story and Two 

Dog Story can be thought of as lines tracking and noticing the alignment between meaning 

and meaningfulness across the continental scape in guided but infinite ways of making 

meaning of particular places  (see Fig. 2) (Kerwin, 2010, 2011). 
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Figure 2: Relationship between Storylines and situated Land Thoughts (Kerwin, 2010; D. B. Rose, 1992) 
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 Mowaljarlai and Malnic, (1993) conceptual thinking of Land thoughts through a 

sketched map of the (Australian) continental scape (see Fig. 3); evidences the body of 

relatedness of Stories, Places, and Storylines across the continental scape. This conceptual 

depth of related meaning making informs Indigenous Knowing within; through; and 

relatedness to Country as both theoretical Story and relation to continental scape contexts: 

 

Figure 3: Visual description of interconnected relatedness between people, land and 

knowledge (Mowaljarlai & Malnic, 1993, p. 190) 

Mowaljarlai sketched an outline of Australia and filled it with a crisscross patternéhe then 

gestured to lift the latticework, the image of Australia with the scoop of his hands.  Showing 

a three-dimensional continent.  ñI want to show you something. I want to show you how all 

Aboriginal people in Australia are connected...the squares are the areas where the 

communities are represented, and their symbols and languages of the different tribes, in this 

country long time ago.  The lines are the way the history the stories travelled along these trade 

routes.  They are all interconnected; itôs the pattern of the sharing system.ò (Mowaljarlai & 

Malnic, 1993, p. 190) 

The words of Story highlight the ways Knowing enacts a memorialising of Country with 

Story. Story in this way contributed to a person's cognitive map of the physical and mental 

in deep relations describing and informing being-in-the-world.  Knowing of personhood 

interconnected and related with and through place. This focus on place and space, what 

Swain (1993, p. 25) has termed "geosophy," is knowledge and wisdom derived through the 
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Dreaming and the Story-lines that guide transmission of Knowing and Being.  Country and 

Story are placed significantly by land thoughts that hold and gather subject to subject 

relationships. These relationships through the physical spatialisation, ground the 

subsequent onto-epistemic identifiability to meaningfully align meaning and identifiability 

of Peopled Countries and the relationships that share with each other. 

2.2.5 Water Thought 

Building on Place Thought and Land Thought, Water Thought holds similar assumptions.  

As an example, When I think of my motherôs people, on the islands of Parama, Erub, Daru, 

in the Torres Strait and the Malaita in the Solomon Islands - I think of Oceans and Seas 

and the Water thoughts - generative to my sense of being.  Epeli Hauôofa shared a Sea of 

Islands, which conceptually traces the ways passages are created between peoples, places 

and entities. By suggesting we are not isolated islands in the sea as we were seen through 

colonial eyes he suggests we are rather, part of a large network of islands interconnected 

through negotiated borders of meaning and language and people (Hauᾳofa, 1993; 2008).  

Manulani Aluli Meyer (1998b, pp. 22, 24, 27) contributed:  

It is the ocean in which Hawaiian culture and beliefs swiméHawaiian understanding of land, 

ocean, moon, place, and language and on proper protocol. Useful knowledge like which wood 

is best for bowls, what psychic force is needed to heal illness, what ocean conditions are best 

for deep sea fishing, which day of the moon is best for planting sweet potato, are all aspects of 

a utilitarian expectation. It is a world that requires significance to be remembered, and 

significance is tied to the many faces of usefulness.  

Eseli Peter (1998) shared his Story on; through; with; Mabuiag Island within; through; and 

connected to; Sea Country in the Torres Straits. Describing genealogical connections 

between marine life, situated places and people; it was akin to Bani's (2004) descriptions 

of relationships between protocols for gathering food and the source of food within Sea 

Country.  Mosby (1998) showcased Ilan pasin as a significant artefactual knowing of Sea 

Country stories, to guide the knowing of creationary and spiritual meanings that informed 

Torres Strait Islander colonial engagements and the broader cosmological understanding 

of the world.  Whitehouse et al. (2014)  refined the understanding of Water Thought to 

suggest:  

ñóSea Countryô, also known as óSaltwater Countryô, is an imperfect English translation of very 

old, extant and now flourishing Torres Strait Islander concepts and practices concerning care 

for saltwater ólandô that extends beyond littoral boundaries to the continental shelf and oceanic 

horizons.ò (Whitehouse et al., 2014, p. 58) 
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In Figure 4 below the situating of Sea Country described through Torres Strait 

Islander voices, Story the sea, the currents and seasonal effects of water colour, waves and 

the shape of the sea surface, together with the impact of these characteristics and qualities 

on the movements of boats - moving, and voyaging peoples. Such stories told to me were 

echoed in scholarship  (Bani, 2004; Fuary, 2009; Lawrence, 1998; Lawrie, 1970; 

Nietschmann, 1989; Shnukal, 2002).  
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Figure 4: Situating Storied Sea Country through languaged Sea Country (Eseli, 1998, p. 

4) 

Diaz, (2016, p. 136) extended these conceptualisations of Sea Country to greater 

spatialised and situated areas of language knowing (see figure 4).  He described the extent 

language plays; connects; maintains; respects; protects and honours the sea faring passages 

Shnukal and Mitchell

Ma p 1. The inhabited islands of Torres Strait, showing major and minor linguistic and ethnological 

divisions.

4
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Story travelled across; above; through; Water.  The expansiveness of Sea Country is also 

evident in the deep relatedness between people and canoe (Diaz 2016).  The name given to 

a chief: óMataôpangô and the lexical item /Mataôpang/ are cognates found among a number 

of dialects among the Austronesian language group (Fig. 5).  This language group is 

considered one of the worldôs second largest and most geographically dispersed languages 

(Diaz, 2016, p. 119).  The Indigenised form of Knowing relatedness is much more complex 

and generative of meaning than is typically assumed to be present. Epeli Hauôofa 

contributed the assumption that óThe world of Oceania is not small; it is huge and growing 

bigger every dayô(Hauᾳofa, 1993, p. 7).  

 

Figure 5: Visual area showing the expanse of the lexical frame of Storied Sea Country 

through people and canoe (Diaz, 2016, p. 136) 

2.2.6 Fire Thought 

The example of burning Country has played a role physically and conceptually for people 

and land as a way to care for Country across the Australian Continental scape (George, 

Steffensen, Musgrave, Claudie, & [and 15 others], 2013; Langton, 2006).  The physicality 

of starting fires according to seasonal protocols of understanding meteorological patterns, 

life migrational movements, and vegetational growth - all informed the ways Elders burned 

Country.  Fire intimated the ways Country was cleaned, known, related and affectively 

lived through the creations of new conceptual and physical pathways free of overgrown 

areas, as well as animating new growth across the burnt landscape and generating food 

ways and water ways from the ash generating fires (Langton, 2006).  Burning Country was 

understood as a way to care for Country and People through the translations to ways of life, 

movements and relational pathways of meaningful connection to the Countried existences 

communities shared with and on Country. 
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This care conceptually describes the relational transformations between humans and 

the ecological world.  Fire as a conceptual tool, generates dynamic translations through the 

burning process between people and the places inhabited - to transform, maintain and 

protect the meanings of life where it existed on Country.  In these instances, just as flora 

and fauna were transformed by the burning of country so the conceptual thinking about 

land and water was transformed between unburnt and burnt Country.  Such land and water 

thoughts can describe deeper conscious ontological conceptualisations of relation building 

through the social connections of a Countried people.  In other words, relations to unburnt 

country were transformed by burning country.  Garneau (2012) used the notion of thought 

trading as a referentiality of the ways we think about our relatedness to among other things, 

Land and people.  This provides the grounding of understanding deeply the relationships 

held by Native North American Peoples.  In these instances sovereign thinking about trade 

is to ócreate trade goods that intimate core culture while resisting to fully express informant 

thinking (Garneau, 2012a, p. 29). 

The example of communities in the Laura Basin, (Australia) and more specifically 

Olkolo Elders showing how the burning of country accounted for ancestral practices of 

Burning Country; but also, the colonial forms accounted for practices of relatedness to 

Country through frontier wars.  Additionally, the literal nurturing of floral forms for cattle 

grazing areas through burning country (Langton, 2006).  Such experiences describe 

relatedness of people and communities, socio-spatialised to develop among groups various 

ways of relating to each other and the communities of meaning in place through Fire 

(Langton, 2006; Trigger & Martin, 2016). 

These ways of sovereign Countried thinking, these thought trades - describe how Elders 

in these situated regions managed both ancestral and colonial forms of Storying the Burning 

of Country.  Elders expressed through Story - Sovereign thought trades of determining 

relatedness to Country and trading between the thoughts of ancestral thinking about for 

example - Burning Country and the colonial thoughts of burning country, ensured levels of 

relatedness to Country and life could be protected and maintained  (George et al., 2013; 

Langton, 2006). 

Fire thoughts themselves cannot be touched nor cannot be held by others, they can only 

be guided with deep respect of the integrity, wholeness and transformation they bring about 

both physically to the land and water and conceptually to our sovereign thinking about land 

and water thoughts.  In a comparative example of understanding fire thoughts,  Zoe Todd, 

2018, p. 164) identified such complexity in understanding relatedness when she developed 
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her sense of in-betweeness as careful óthought tradesô through her thinking through of the 

dynamic Metis storytelling of moving between Scotland and Canada literally during 

fieldwork but also conceptually during her dissertation write up. Storying the ways, she 

was being respectful of places and the social relations that meaningfully guide the 

relationships she fostered in places and in-between through the translations through 

multiple places. When she made conceptual trades, she identified specifically with different 

spatialised locations and meanings bound in the historical legacies of her meaning making 

and the dynamic sovereign thought trades between places. 

Reflectively, we can think of fire thoughts across the (Australian) continental scape as 

the conceptual Stories that ground Countried core beliefs and values that; respect fire 

thoughts (Elders, 2003; George & Musgrave, 1995; George et al., 2013); trading fire 

thoughts (Kerwin, 2010, 2011; Pascoe, 2014); moving with fire thoughts (Nannup, 2006a, 

2006c, 2006b; Nôarweet, Gukka Briggs, 2008; Roe, 1983; Roe, Benterrak, Muecke, & 

Nangun, 1996);  creating with fire thoughts (Goobalathaldin Roughsey, 1975; M. D. 

Harrison, 2003, 2013; Mowaljarlai & Malnic, 1993; Neidjie, 1985; Oodgeroo, 1970). 

These exampled variations of relatedness to sovereign Countried thinking, express the 

conceptual variations and grounded significance of fire thought to Countried peopled 

places.  Trading thoughts through songs, ceremonies, goods and technologies as both literal 

and conceptual meaning making ï guided; situated; and respected the boundaries and the 

transformations to Knowing Land and Water and the ways Fire thoughts transformed 

thinking on Country.  Fire trading in sovereign thoughts or being ófree tradersô - were; are; 

and; continue to maintain relationships with; to; surrounding communities through the 

stories shared together to make meaning of the lived experiences shared together ï David 

Garneau cited in (Todd, 2018, p. 164). 

2.2.7 Sky Thought 

Stories we tell and share and the ways Stories move across; under; through; and over Land 

and Water can be thought of as the ways we intellectualise the telling of Knowing and 

Being  (Bessarab & Ngôandu, 2010; Christensen, Cox, & Szabo-Jones, 2018; Christensen 

et al., 2018; Geia, Hayes, & Usher, 2013; Kovach, 2009; L. G. Phillips & Bunda, 2018; 

Todd, 2016, 2018; Watts, 2013, 2013; Wong, 2018).  In the same way when we uplift our 

Countried knowing into the heavens and into the surrounding air we breathe; Story 

becomes an expression of Sky Country - the Story-telling where the oral tradition 

dominates (Geia et al., 2013; Langton, 2006).  Storylines are often aligned with the same 
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meaning and intention as storytelling in that the telling or aligning meanings in significant 

ways guides the intentions of placing Story on Country (Clandinin & Connelly, 2000).  In 

this way the generation of óthree-dimensional inquiry space[s]ô in research method to assist 

in revealing how people tell and live their stories (Clandinin, 2006, p. 44).  However, 

Storytelling doesnôt privilege the identity of a researcher or a participant, Story is a process 

that cuts across the formality of identity and demands the human to human interaction 

(Bessarab & Ngôandu, 2010; Spradley, 1979; Yunkaporta, 2014; Yunkaporta & Kirby, 

2011). 

Problematically, for Indigenous Stories when we make the distinctions between 

Narrative and Story, we begin to gain a sense of the ways master colonising narratives 

manifold the breadth and depth of Indigenous Storying capacity (Archibald, 2008).  Both 

can be seen to have two different ways of expressing and aligning meaningfulness 

(Halverson, Goodall, & Corman, 2011a).  One way is Master Narratives, which talk about 

a system of stories that can be employed systemically ï guided and regulated in specific 

ways. 

Storied systems control Stories in certain ways by adding stories, subtracting stories 

or swapping stories out when a systemic notion of growing and maintaining a system for 

the sake of systemic existence (Halverson, Goodall, & Corman, 2011b).  The example for 

Australian contexts would suggest the Master Narrative of storying Australian nationhood 

and the ways such historical legacies story ódiscoveryô of Australia; while restricting the 

locations of Indigenous stories that talk about invasion, massacre, segregation, politicsô and 

intergenerational trauma.  This resilience of the system to survive through the meaning of 

Narrative, creates a Master Narrative over Story.  (Halverson et al., 2011b).  Reflecting on 

this difference, Leanne Betasamosake Simpson (2014, p. 7) suggested:  

ótheoryô isnôt just for academics; itôs for everyone. And so, the story of 

maple sugar gets told to (some of) our kids almost from birth. ñTheoryò 

within this context is generated from the ground up and its power stems from 

its living resonance within individuals and collectivesô. 

The significance of making this distinction is to ensure clarity around Story as framed 

through grounded Indigenous Knowing; and Narrative as framed through the hegemony of 

language ideography and the notion of a Master Narrative (Hymes, 1996; Mumby, 1989; 

Silverstein, 1976).  Notwithstanding this semantic distinction, narratives and stories are 

important because without them our ability to make language more meaningful, is the work 

of storytelling to Storyline our experiences.  Storytelling itself as opposed to Story reading 

also has been suggested to have a greater impact on learning and executive function 
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development (A. Diamond, 2013, 2018; Gallets, 2005).  Certainly this has translated into 

understanding that oral storytelling is connected to modes of understanding that have been 

recognised by theorists to be intrinsic to the way we think ï we are literally hard wired for 

story  (Bruner, 1990; Egan, 1989; Hibbin, 2016) 

 Indigenous Knowing educationally, understands the ómeaningful kind of workô of 

Storytelling (Osborne, 2013, p. 173).  Story Work is a form of situated living experience 

of beingness.  This beingness is shared by participants involved in the Storytelling of Story.  

Teller and Listener, engaging in meaningful transfer of understanding and experience to 

create and produce a meaningful and purposeful living experiences - composed of 

individually valued and purposefully integrated elements. Peschard, (2007) highlights the 

notion of a theoretical story. Here, Story work operates to both resource and constrain 

Story.  Eventually, revealing the construction and assessment of a model whereby 

phenomena can highlight the nature of values and value judgment in scientific activity 

(Peschard, 2007). 

Educational domain specific examples highlight the significance of Story in various 

ways. Bueno & Krause, (2007) suggest the semantics of metamathematics used to elaborate 

these models. Metamathematics often impose restrictions on the resulting models.  Rosales, 

(2017) adds for mathematical elements, narratives function as integrating devices of the 

mathematical components. Story holds them together as pieces in the investigation of the 

same complex process.  Value dependency questions the value in this way of ótraditionalô 

ways of teaching about phenomena and then identifying the cognitive value within such 

assumptions to develop alternative ways of pedagogically conveying meaning ï Story 

being such a valued alternative (Peschard, 2007, p. 162)   

 Story is developmentally constructive, informative, protective, and an organically 

biological entity - hardwired into our psyche for learning and intergenerational knowledge 

transmission (Bruner, 1990; Egan, 1989; Gallets, 2005; Hibbin, 2016).  Story Work 

highlights the significance of learning to coherently convey meaningfulness but also to 

listen and learn.  Story is about being with; alongside; and connected to; individual storied 

elements which ought to be learned through Story Work by significant Story tellers rather 

than the óplainnessô  of traditional moral philosophy (C. Diamond, 1991, p. 371).  As 

Shannon, (1995) suggests, it is about the telling and believing the value in the world 

through; with; connected to; and developing in; Story. Furthermore, it is also about the 

ways Indigenous Storied Country is lived and expressed daily within the meaningful 

engagement in life and Country (Corntassel et al., 2010) 
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2.2.8 Situating Research Area 

Indigenous Knowing and relating is cognisant of entanglements we face by classical 

thought and the broader non-situated ways of thinking about the world. Research ought to 

be able to enact resistance towards the ways Indigenous thought is concealed or covered 

over. The critical junctures we can notice in our vigilance is respondent to the ways we can 

respectfully share such wisdom.  In doing so, Indigenous research can confront, negotiate 

and enter into dialogue with the manifestations of dominating non-situated persuasions 

from a sensitivity to the 'feeling space' of domination (Sharp, Routledge, Philo, & Paddison, 

2000, p. 22).  It is within this latter space for Education at least; that we can situate pockets 

of resistant thought and action to be engaged, nurtured and mobilised as forms of epistemic 

disobedience (Bridges, 2006; Mignolo, 2000, 2002, 2009; Sharp et al., 2000). Indeed, a 

comparative Native American assumptions by Cajete & Pueblo,( 2010, p. 1131) responded 

with the idea: ñtheory for Indian education that evolves from them and their collective 

experienceò. 

Suggesting these assumptions, the question still remains for this significant section 

of the literature review and that is to question what Indigenous theory as forms of Place 

Thought, Land Thought, Water Thought and Story Thought or indeed relations to Classical 

Thought inform the emergence of [Indigenous] research growth areas.  Indeed, the 

suggested areas detail broad areas of scholarship and impact formal educational settings in 

a multitude of ways.  Available literature would suggest the building of deeper critical 

frameworks that inform Indigenous Education and the resultant flow on would be to 

provide forms of parity in achievement for contextually situated Indigenous and non-

Indigenous students (Biermann & Townsend-Cross, 2008; A. Day, Nakata, Nakata, & 

Martin, 2015; Hughes et al., 2004; Klenowski, 2009; Lewthwaite et al., 2015). 

Explicitly there is a desire to respond to broader institutional governance 

mechanisms like óclose the gapô and other institutionally privileged governing mechanisms 

(Altman & Fogarty, 2010; MCEECDYA, 2008; TCGCSC, 2018); that identify ways 

education can attend to the most marginalised and under-served students across the 

Australian educational landscape - which invariably locate Indigenous student achievement 

(Walter, Martin, & Bodkin-Andrews, 2017).  Implicitly, the assumptions attempt to grow 

the institutional forms of Indigenised Knowing (Foley, 2003; K. L. Martin, 2008; D. M. 

Mertens, Cram, & Chilisa, 2013; A. Moreton-Robinson, 2016; M. Nakata, 2007; Rigney, 

1999; L. T. Smith, 1999; Wilson, 2008). 
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These scholarship forms invariably predicate their existence on the validity and 

verifiability of what we mean by an alternative situated epistemic and ontological way of 

thinking; derived and socio-culturally contextualised as forms of meaningful meaning 

making (Harding, 1987; Hymes, 1996; Longino, 1990; Mumby, 1989; Sayer, 2011; 

Silverstein, 1976).  Such forms, institutionally contextualised, guide institutional 

referentiality accordingly towards enacting reconciliatory translations on behalf of prior 

and continuing invasionary and colonising regimes by dominating, non-situated forms of 

epistemic and ontological reference.  In other words, growing the critique of the 

institutional form as better able to respond to outliers and tensions within relatable forms 

of meaning making process (A Moreton-Robinson, 2015; M. Nakata, 2007; L. T. Smith, 

1999). 

These contingencies invariably systemise and operationalise critiques through the 

existent social and institutional processes of governance.  Such contingent re-norming, in 

effect - the systems of utility; maintain survivability in alternative forms of settler 

colonising thinking. In other words the settler, the coloniser the invader never leaves but 

continues to exist in alternative dominant non-situated forms of being - epistemically and 

ontologically placed regardless of geo-location (Longino, 1990; A Moreton-Robinson, 

2015; Wolfe, 2006). 

The challenge to such thinking would argue that as Indigenous thinkers we are 

seeking forms of equivalence by appealing to the measures and sanctions that rest upon the 

verifiability of our thoughts (Garneau, 2012a). Further that as we develop our ótranslatoryô 

forms of meaning in the pursuit of equivalence, we are simply scaffolding and 

strengthening bridges that resource and access the institutional form and such act as 

institutionalised agents for the sake of formalising Indigenous informal environments 

(Garneau, 2012a, p. 29). 

Accountability to the institution is to seek out novel ways to maintain 

comprehension, access, availability of resource to commodify, as well as the institutional 

form assessed as worth recording and saving (Garneau, 2012a). The challenge to 

institutional forms of Indigenous chirography are to commensurate the forms of knowing 

with an anciency to knowing that is not unilaterally identified within the institution and its 

forms of languaging governance of our Indigenous Ways of Knowing and Being (K. L. 

Martin, 2008).  

This research project and this section of the literature review continues within the 

same vein of meaning that affords significance to textual representations of meaning and 
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logic.  However it acknowledges the implicit tension of the written language to wrest 

meanings from the senses-ability and sense-making places that affectively intimate the 

deeper depths of knowledge transmission (Donald, 2012; Ebersöhn, 2015; Nicholas, 2009).  

The challenge for this thesis is to conceptually language Indigenous Knowing alternatively 

meaningful forms.  Such emergent languaging dimensions speak to the feeling or affective 

enculturation of meaning as implicitly applied to infinite forms of explicit meaning making. 

The example of Hopi Youth who feel and enculturate Hopi ways to a universe of 

infinite meaning is based on the sensory assumptions of feeling connected or not feeling 

connected (Nicholas, 2009).  In effect it is no longer about textual representations that claim 

privileged and evidentiary places of unilateral meaning making; but the implicit, concealed 

and hidden forms of conscious relatability that are unseen but forever known through the 

knowing and learning behaviours as active forms of Hopi or [other-wised] Indigenous 

engagement (Chávez, Ke, & Herrera, 2012; Ebersöhn, 2015; Nicholas, 2009; L. T. Smith, 

Tuck, & Yang, 2018; Tuck, McKenzie, & McCoy, 2014).  By intimating the languaging 

assumptions for the sake of this research project; the project can begin to develop exampled 

meanings in dynamically, conceptually, emergent and nutritive forms connected to the 

representations we already acknowledge as deeply affective.  In other words, engaging with 

the elemental notions of óCountryô; óWaterô; óLandô; óSkyô; óStoryô óPlaceô óFireô - develops 

examples of emergent forms of Knowing and Thinking about the conceptually relatable 

links or taxonomical reasoning identified within the deep assumptions of Indigenous 

Knowing for educational settings. 

2.2.9 Conclusion 

óMore research is required not lessô was a guiding thought from Uncle Paul Hughes where 

and when I sat down with him on his veranda to yarn up ideas about the beginnings of my 

PhD, and to take ideas forward (Hughes, 2015; Hughes et al., 2004).  This intention sets 

out the Countried scape of this dissertation.  Knowing within Story Work by Storytelling 

Elders can be suggested as a way of developing an understanding of emergent Storylines 

of meaning.  Holding this tentative assumption, this section has contributed meaning 

towards beginning to understand the continuity of Indigenous living experience as Storied 

and Countried through ways of thinking for meaningful meaning making.  The following 

research question 1 is developed for the project: 

 

Research question 1: What assumptions are held by Indigenous Elders towards 
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Learning and Knowing and How do Elders align relatedness to Countried 

Knowledge? 

2.3 Learning to Experience 

2.3.1 Introduction  

The aim of section 2.3 is to develop a literature review for research question 2. Learning 

theories form part of the extensive literature dealing with the ways people think about 

learning and intergenerational knowledge transmission.  Aboriginal and Torres Strait 

Islander students continue to be present in educational data sets related to Indigenous 

education in Australia.  The consensus is that educational achievement continues to fall 

behind and maintain disparities between Indigenous and Non-Indigenous Students (Day, 

Nakata, Nakata, & Martin, 2015; Lewthwaite et al., 2015; Martin, 2006; Martin, Nejad, 

Papworth, & Ginns, 2013).  Specific Indigenous samples have, are and continue to be 

present as part of defining conceptual relationships between Indigenous experience and 

measurable educational psychology constructs (A. J. Martin, 2006).  However, limited 

theoretical work has attempted to create Indigenous learning theory (Hughes et al., 2004). 

This section will detail a review on learning theory associated with Barbara Hofer, 

Paul Pintrich, William Perry, John Flavell and the associated research of Noel Entwistle, 

John Biggs and Jan Vermunt in Approaches to Learning.  The section will also detail a 

critique of Vygotskian and Bakhtinian frames of reference upon student learning in relation 

to Indigenous Knowing. The limitations of both to fully engage with Indigenous learner 

experiences have illuminated the need for continued orientations that meaningfully align 

not only with the existing body of research, but future directions within the small but 

emerging educational psychology research on Indigenous Knowing and meaning. 

2.3.2 Perryôs Tradition 

Perry (1970) attempted to understand how students interpreted pluralistic educational 

experiences which led to a theory of epistemological development in college students as a 

learning theory about student intellectual development.  Subsequently research branched 

into, several areas of learning research.  These included understanding developmental 

sequences, whereby individuals move through a developmental sequence that reflects an 

evolving ability to coordinate the subjective and objective aspects of knowing  (Kitchener, 
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1983).  Building on Perryôs work a quantitative measure suggested a predictive upward 

trend in cognitive performance from first year undergraduate to senior year was observed 

(Moore, 1989). The test instrument suggested scores of independent student learners are 

highly corelated with the higher stages of Perryôs scheme where students were open to 

context relativism. 

Perryôs work also evolved into a branch exploring gender-related patterns in 

knowing (Magolda, 1992).  Here the study suggested ways of knowing for the sample 

described:  absolute, transitional, independent and contextual ways of knowing.  

Alternative work also considered informal reasoning across the life span (Kuhn, 1991).  

Highlighting the importance of argumentative reasoning in everyday thought offered 

educational psychology a theoretical framework for conceptualising and studying thinking 

as argument and the ways researchers could think about improving the quality of people's 

thinking. 

In other areas Perryôs tradition branched into identifying dimensions of 

epistemological beliefs whereby personal epistemology be considered a system of more-

or-less independent beliefs  (Schommer, 1990, 1993).  Multiple beliefs that compose 

personal epistemology. And the concretisation of these multiple belief s may or may not 

develop at a synchronous rate.  The systemic belief system developed the following six 

features: (a) the addition of beliefs about learning, (b) the identification of distinct beliefs, 

(c) the consideration of asynchronous development, (d) the acknowledgment of need for 

balance, (e) the introduction of belief nomenclature, and (f) the introduction of quantitative 

assessment.  Perryôs foundational work also branched into the exploration of the 

relationships between personal epistemology, cognitive and motivational processes (Hofer 

& Pintrich, 1997; Ryan, 1984). In these areas theories about knowledge may be activated 

by a variety of academic tasks.  These theories then influence how individuals approach 

these tasks in terms of their motivation and cognition.  

2.3.3 Personal Epistemology  

Understanding learning experiences can be thought of as identifying the relationship 

between personal epistemological development and epistemological beliefs (Hofer & 

Pintrich, 1997).  To learn, suggests higher levels of thinking [é] leads to increasing 

competence, confidence and feeling of being in control in a complex world (Van Rossum 

& Hamer, 2010). The significance is that epistemological sophistication is as much a 

determinate of interpreting meaning as opposed to the words spoken to researchers. 
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Research in this area has focused on how individuals come to know, the theories and beliefs 

they hold about knowing, and the manner in which such epistemological premises are a 

part of and an influence on the cognitive processes of thinking and reasoning (Hofer, 2000, 

2004b, 2004a, 2008; Hofer & Pintrich, 1997). 

In one study, first year university students saw knowledge in science as more certain 

and unchanging than in psychology and were more likely to regard personal knowledge 

and firsthand experience as a basis for justification of knowing in psychology than in 

science (Hofer, 2000).  Further, the relationship between education and personal 

epistemology suggest an associated interaction.  Educational influences on epistemological 

development, fosters a learnerôs competency to critically evaluate information, resolve 

competing knowledge claims, and coordinate theory and evidence (Hofer, 2004b). 

Summatively, personal epistemology has typically been conceptualized in one of two 

primary ways: as a cognitive developmental process or as a system of beliefs.  These 

thoughts have allowed researchers to think about (i) the wayôs learners monitor their 

understanding of new terms or conceptualisations, (ii) judging whether they comprehend 

what they encounter, (iii) and the ways learners regulate interpretive responses through 

reading and thinking about task material or activities. 

2.3.4 Metacognition 

The extensive literature on metacognitive knowledge has been described as the cognition 

of cognition. The functional aspects of stored knowledge or beliefs about oneself and others 

as cognitive agents, about tasks, about actions or strategies, and about how all these interact 

to affect the outcomes of any sort of intellectual enterprise (Brown, 1978; Flavell, 1979).  

Educational dimensions considered in one area the relationship between Vygotskyôs theory 

of cognitive development and metacognitive work (Bråten, 1991a, 1991b, 1992).  In these 

instances, among a range of cognitive interactions between the internal and the socio 

cultural; childrenôs memory development through the Vygotskian framework of internal 

cognitive processes argues children learn to remember strategically and effectively in the 

everyday instances of school and home (Bråten, 1992).  Further the mother child dyad and 

the instances of metacognitive modelling used by the mothers and the self-regulatory verbal 

expressions of the children were noted.  

Researchers have also explored the relationship between metacognition and affect 

(Efklides, 2009; Efklides, 2006).  Metacognitive experiences (ME) that comprise feelings, 
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judgments or estimates can be explored to assess the metacognitive interactions between 

the dual characterisations of cognitive and affective expressions of knowing (Efklides, 

2001).  Vermunt, (1996) explored the relationship between metacognitive, cognitive and 

affective aspects of approaches to learning.  Here identifying the attributes of each 

dimension and the ways learning is enhanced or degraded based on the ways the 

interactions took place between the three dimensions. 

Socially shared metacognition developed researcher understanding of social 

interaction during collaborative solving (Iiskala, Vauras, & Lehtinen, 2004; Iiskala, 

Vauras, Lehtinen, & Salonen, 2011; Vauras, Iiskala, Kajamies, Kinnunen, & Lehtinen, 

2003).  In these instances, the aim was to gain awareness of inter-individual learning 

processes that are evident as a function of the socio-cultural dimensions of learning. 

Similarly, metacognitive skill and intellect development explores the ways a 

metacognitively skilled student is likely to focus on relevant information given in the task 

assignment that is necessary for building an adequate task representation or plan (Veenman, 

Wilhelm, & Beishuizen, 2004).  This is opposed to metacognitive knowledge research 

which focuses on declarative knowledge a student has and explores the interplay between 

personal characteristics, task characteristics and the available strategies in a learning 

situation (Flavell, 1979)  

Fox and Riconscente (2008) reviewed the work of William James, Piaget and 

Vygotsky to explore the relationship between metacognition and self-regulation.  Based on 

the relation of subject and object, they suggested James's perspective on metacognition and 

self-regulation is aligned with the Self; Piaget's with the other and object; and Vygotsky's 

with the medium or agency of language (Fox & Riconscente, 2008).  The broader 

implications suggested metacognition and self-regulation ground a personôs conscious 

experience of themselves as knower and actor.  Through James, a person is at home in the 

Self; with Piaget, a person is at home in the world and with others; with Vygotsky, a person 

is at home in language. 

Educationally, James may suggest the fostering of individuality and self-

fulfillment. For Piaget, collaboration coupled with autonomy may be the goal. For 

Vygotsky, mastery of existing cultural tools and openness to the development and use of 

new modes of language activity and new tools may be the aim. Overall, the nature of inter-

relativeness of key terms centre on metacognition, self-regulation, and self-regulated 

learning that provide the dimensions with which educational research on learning can 

identify useful avenues of further investigation (Alexander, 2008).   
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2.3.5 Cognitive Strategy 

Cognitive strategy research considers the relationship between instruction and cognition 

through positive and negative learning experiences and the ways such experiences impact 

student motivation.  Further, some students receive either formal or informal strategy 

instruction.  Sometimes instruction is effective; other times it is not; and  students also 

discover strategies on their own (Day, Cordon, & Kerwin, 1989; Pressley & Levin, 1983; 

Pressley, 1996; Pressley et al., 1990).  Research focused on effective instruction suggested 

teachers do something every minute of every hour of every school day to motivate their 

students, using motivational mechanism to do so - from praising specific accomplishments, 

reminding students how well they perform when they try; to encouraging constructive 

selves.  In other motivating ways, providing explanations for why the material being 

learned was important, appropriately used extrinsic rewards (e.g., to reinforce behaviours 

students otherwise would not do), encouraged student collaboration, expressed confidence 

in student capabilities, providing reassurances as needed (Pressley, 1996, 2005). In this 

way intrinsically guiding the cognitive strategies students take during an engaging 

pedagogical instruction. 

The relationship between metacognitive development and cognitive strategy 

research explored the ways mental effort, strategy use and knowledge access 

developmentally changed between young children, older children and adults (Baker, 1994). 

The suggestion that deploying strategies that help memory are more demanding for younger 

children than older participants suggested older participants develop effective cognitive 

strategies to access knowledge and at times persevere while younger participants find such 

memory access demands to be too cognitively effortful.  Educationally, the suggestion 

described the impact of schooling on memory development, demonstrating that strategy 

use was either less frequently or not at all observed in non-schooled samples of children 

(Schneider, 2015).  

Pressley, Duke, and Boling (2004) suggested early reading instruction and 

cognitive strategy research can benefit further from encompassing grounded theory and 

correlation studies in conjunction with experimental and quasi-experimental research.  This 

is exampled by the teaching of phonemic awareness and phonics, as does guided, repeated 

reading to increase fluency.  This is however balanced by skilful instruction in the 

classroom that also introduces students to the experience of authentic books and writing 

every day.  Overall, cognitive strategy research has provided the scope for understanding 
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that both, teachers and students are constructing important new knowledge during strategy 

instruction, and that cognitive strategy instruction assists in this educational endeavour (K. 

R. Harris & Pressley, 1991). 

2.3.6 Approaches to Learning  

Student Approaches to Learning (Marton & Säljö, 1976a, 1976b), involving deep and 

surface approaches to learning, is based on the premise that students approach their studies 

for various reasons and these reasons influence the way they go about their learning 

(Murphy & Tyler, 2005; Watkins & Akande, 1994).  Learning theorists were embedded in 

a broad range of areas investigating personal factors such as motivation for learning, 

environmental factors, effects of curriculum design, institutional and course culture, 

teaching as well as assessment tasks (Coffield, Moseley, Hall, & Ecclestone, 2004).   

 The approach to learning a student adopts reflects the interaction between the 

characteristics of a student and the context and content of the task involved (Phan & Deo, 

2007).  The framework is derived from qualitative work on student learning (Biggs, 1993; 

Kember & Leung, 1998; Marton & Säljö, 1976; Prosser, Trigwell, Hazel, & Waterhouse, 

2000).  Work around conceptions of learning evolved also during this time to focus on 

Indigenous ways of learning (Boulton-Lewis, 2004; Boulton-Lewis et al., 2000a; Boulton-

Lewis, Marton, Lewis, & Wilss, 2000b, 2004; Boulton-Lewis, Wilss, & Lewis, 2001; 

Purdie et al., 1996; Purdie & McCrindle, 2004; Purdie, Tripcony, Boulton-Lewis, 

Fanshawe, & Gunstone, 2000). 

The dimension of deep learning associated with approaches to learning, 

demonstrates  the intrinsic interest students show towards their work and seek the 

underlying meanings or relationships in the material they are studying (Biggs, 1999; 

Prosser & Trigwell, 1999). The underlying feeling consistently associated with deep 

learning is a sense of affinity with the learning experience (Biggs, 1987).  Comparatively, 

surface learning, is a process of seeing learning as a means to an end. This is exampled by 

minimalist methods such as rote learning (Biggs, 1987).  Entwistle (1987), provides a 

useful framework with which the distinctions between deep and surface learner approaches 

can be characterised (Table 1).  



Literature Review                                                                                                                               

 

39 

Table 1: Characteristics of Deep and Surface approaches to learning (Entwistle, 

1987:16) 

Deep Approach Surface Approach

Intention to Understand Intention to complete the task requirements

Vigorous Interaction with content Memorise information needed for assessments

Relate new ideas to previous knowledge Failure to distinguish principles from examples

Relate concepts to everyday experience Treat tasks as an external imposition

Relate evidence to conclusions Focus on discrete elements without integration

Examine the logic of an argument Un-reflectiveness about purpose or strategies  

Other areas of the research field have explored the learning person and the 

environment (Meyer, 2000; Prosser & Trigwell, 1999; Vermetten, Vermunt, & Lodewijks, 

1999); student choice of learning approach (Vermetten et al., 1999).  Learning approaches 

and studentsô reflective thinking (Kember, Biggs, & Leung, 2004; Kember & Gow, 1990; 

Kember & Leung, 1998; Leung, Ginns, & Kember, 2008) studentsô beliefs about 

knowledge and learning (Cano, 2005a; F. Phillips, 2001).  Learning approaches, and beliefs 

about knowledge and learning (Biggs, 1991; Ramsden & Entwistle, 1981; Ramsden, 1988); 

conceiving and approaching learning in different ways (Dart et al., 2000); selection of 

learning processes (Entwistle & Peterson, 2004).  

2.3.7 Lev Vygotsky 

Dialectics in some sense has been suggested as a quest for one-ness through a process of 

conflict or contradiction in order to explain concepts of the universe (White, 2014).  Lev 

Vygotskyôs dialectic thought continues to be a significant foundation for educational theory 

within teaching and learning.  Vygotsky identified the dialect between affect and intellect, 

which drew on the dynamic interplay between different dimensions of consciousness 

(inward and outward) and to consciousness as an organisational system (Sullivan, 2010). 

Internal reorganisation of consciousness occurs over a series of dialectical steps.  

Wertsch (1985) pointed out one of Vygotskyôs favoured methods of argument was to take 

two separate elements of consciousness (i.e., thought and language, memory and attention, 

outer and inner speech) and observe how they interact and play off one another through the 

course of development.  Consciousness (and/or learning) thus is social, in this view, 

specifically involving an increasingly sophisticated and reflective knowing, from and 

through the other, as one progresses along a developmental continuum.  Through looking 

at the changes shaped by the dialectic, we can begin to understand and explain why 

development occurs as it does.  Vygotskyôs idea accounted for theoretical errors by 
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explaining the transformations of essences rather than describing outward appearances, and 

illuminated the self as potentially free from situational constraints through the mastery of 

social rules (Sullivan, 2010). 

Vygotskian thought emerged out of Marxist period of Russian history - productivity 

was paramount, associated with the activity of labour as a fundamental Marxist tenet 

(White, 2014).  As part of this period the influencing forces of Hegel (1770 ï 1831) and 

Marxist thought brought about a Vygotskian dialectic theory especially concerned with 

action and therefore activity orientated.  In the first instance Hegel emphasised self-

consciousness, self-cognition and self-reflection ï concepts suggested to underpin 

Vygotskyôs work (Cote, 2000) This led to a focus on teaching and learning as part of 

Vygotskyôs focus on Education through psychological processes.  Secondly, Marxist 

thought, a deviation from Hegelian dialectics, guided Vygotsky towards dialectic 

materialism.  Importantly, dialectical materialism sought to overthrow idealism and 

maintain a single philosophical framework that would satisfy the populace and as such be 

delivered through educational processes.  

Vygotskyôs emphasis was thus politically driven and cognitively oriented.  His 

work around psychological thinking helped to explain ways of learning and teaching 

through language in order to promote knowledge acquisition - based on these philosophical 

and ideological influences (White, 2014).  His theories, in themselves, are not new but his 

application in education, through psychology, offers much to pedagogical practice today 

and is a significant position within broader educational psychology ideas on socio-cultural 

influences on cognition more generally and also specifically to informal learning. 

2.3.8 Mikhail Bakhtin  

Comparatively, Bakhtin draws attention to the dialogical within consciousness, and views 

the word (but more particularly the utterance) as an essential indicator of human 

consciousness (Sullivan, 2010). He questions the nature of dialecticism, however, as overly 

theoretical, and focuses instead on the dialogics of the word and of the utterance, 

specifically the presence of ideology within the word. Mumby, (1989) provides a useful 

example of describing the heteroglossia through the social construction of meaning in 

communication.  Here Language ideology plays a significant part in the ways we construct 

meanings in the words we use. Considering meaning as an awareness, in this view, is a type 

of knowing that is always refracted (contextually bound) through the particularity of our 

relationship with the (social) other (Sullivan, 2010).  
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For instance, our beliefs around learning are refracted through the authoritative 

tones of our institutional discourses whereby learning is prescribed meaning. What we 

think is influenced by who is speaking as well as the content of what is being said (Kubli, 

2005). Bakhtin viewed dialectics, in general, as a surface interpretation of textual nuances 

inclusive of voice, intonation, living words, and responses and the diversity of 

consciousness in the immediacy of interaction (Brandist & Tihanov, 2000). Elsewhere, 

however, he is slightly more accommodating of dialectics: ñDialectics is born of dialogue 

in order to return to dialogue on a higher levelò (Bakhtin, 1986, p. 162).  While these seem 

like mixed signals from Bakhtin, he consistently opposes theoreticism to lived experience 

and dialectics to dialogics (White, 2014).  

 These contextual notions of consciousness highlight a more ñverticalò continuum 

between ñauthoritative knowingò (knowledge tied to a figure of authority) and 

ñcarnivalistic knowingò (knowledge that subverts and de-crowns our taken-for-granted 

assumptions) (Sullivan, 2010). In other words, Bakhtinôs dialogical lens allows him to 

identify a different kind of continuum to consciousness than a developmental one as noted 

within Vygotsky. This continuum places consciousness firmly within the domain of the 

experiencing self and as such it requires much more of phenomenological type of 

description than that which Vygotsky offers (Sullivan, 2010). 

2.3.9 Consequence of Vygotsky and Bakhtin  

Holquist, (1990) suggests that Bakhtinôs early assumption of óequalityô was a potential 

weakness in Bakhtinôs theories since, like Vygotsky, he paid little attention to relationships 

that are characterised by power and control. His subsequent treatment of authorial discourse 

(Bakhtin, 1984) goes some way to address this, but Bakhtin does not provide a solution to 

this dilemma except to highlight the important moral role of the author in his earliest works 

and to introduce notions of discourse in latter writings (White, 2014). 

Vygotsky on the other hand, provides specific pedagogical strategies that will lead 

towards intersubjectivity and positions the novice as one who receives the world via more 

knowledgeable others, rendering the teacher a complete authority on their subject. This 

epistemological position may explain the popularity of Vygotskyôs theories in education 

since he provides satisfying answers to pedagogical questions that seek outcomes i.e. the 

assumptions around how learning takes place. Bakhtinôs ontological focus though poses 

only questions and views dialogic agreement as only one of many components of learning. 
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Problematically, for Indigenous learners this process of connecting to higher 

psychological functions is determinate on the nature of formal instructional settings and the 

educational research informing learning.  Cook-Lynn, (1997) highlights for Native 

American ways of meaning, its meaningfulness stems from the challenge to everything that 

America has to offer in education and society. Further (Bang et al., 2012) argue for the 

creation of robust meaningful forms of education that engage the non-dominant student in 

complex learning as empowered makers of meaning.  Bodkin-Andrews, OôRourke, & 

Craven, (2010) argued for the equivalency in meaning for non-Indigenous and Indigenous 

Australian students. In other words, the latent measures employed in research testing ought 

to be cognisant of equivalent meaning for Indigenous and non-Indigenous students but also 

equivalent in their ability to predict important schooling outcomes.  

 Bakhtinôs notion of two meanings within an utterance raises the question, whose 

meaning do we attend to and on whose authority do we engage with a learning experience?  

This assumption has been questioned through work accomplished on, positive sense of 

cultural identity, future aspirations, and academic motivational tendencies of Aboriginal 

and Torres Strait Islander students (Bodkin-Andrews, Whittaker, Harrison, et al., 2017).  

The argument being made is that colonial meanings of Indigenous Identity ï which we are 

expected to accept and acknowledge; is vastly different from the meaning held by 

Aboriginal and Torres Strait Islander students. The research identified, a positive sense of 

cultural identity was the strongest predictor of many of the motivational and future 

aspirational outcomes of Indigenous students (Bodkin-Andrews, Whittaker, Harrison, et 

al., 2017). 

Equally, viewed through Vygotskyôs dialectical method, Bakhtinôs categories of 

ñauthorityò and ñcarnivalò can be viewed as types of knowing that dynamically interact 

between ñouterò and ñinnerò planes of consciousness. Here while co-constructions and 

variability in meaning reveal difference, Indigenous learning experiences require an 

adoption of ways of knowing that promote cognitive dissonance between informal and 

formal learning because of the understanding around authorial intent and authority to reject 

the deeper forms of learning gained through; with; and connected to; the informal setting. 

The risk of dogma in any theory and practice could benefit from active co-

construction rather than reconstruction of educational potentialities (Dewey, 1938).  

Experience is the ground we are born from as such the ground is where learning linked to 

local community aspirations and values  could be a suitable place to start co-constructions 

(Craven et al., 2016). The focus upon differences in cultural perspective, self-concept and 
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school motivation (Mooney, Seaton, Kaur, Marsh, & Yeung, 2016), also suggest where 

formal environments continue to develop cultural competencies towards Indigenous 

Students while also providing forms of stable learning processes. The intent behind 

Indigenous Knowing is as much about meaning as it is about meaningfully aligning the 

developments between informal and formal environments. 

2.3.10 Situating the Research Area 

These positions illuminate potentialities of understanding the experience of Indigenous 

learners within settler colonialism historicities. The ideology Indigenous students master is 

one of understanding the limited and negative depth and capacity their informal learning 

experiences can be seen to deliver high value meanings for formal educational 

environments. The examples of teacher racism, academic self-concept, and 

multiculturation research - describe frictions or challenges that Aboriginal and Torres Strait 

Islander Students must negotiate even before they are able to engage with the challenges 

of the learning material presented (Bodkin-Andrews, Denson, & Bansel, 2012). 

Students internalise ideas that contribute to a óde-crowningô of Aboriginal identity 

within their personal development let alone their daily educational learning experience. 

Learners are required to forget and assimilate to achieve greater homogeneity within the 

dominant Australian discourse as exampled by self-concept issues  (Arens, Bodkin-

Andrews, Craven, & Yeung, 2014); general self-esteem and domain-specific self-concepts 

(Bodkin-Andrews, OôRourke, et al., 2010); and academic self-concept and patterns of 

disengagement (Bodkin-Andrews, Dillon, & Craven, 2010). 

Concurrently, educational discourse and structures that scaffold these perceptions 

ultimately assist in this legitimising process of devaluing the assumptions evident within 

Indigenous learner informal experiences as exampled by students' beliefs about the 

malleability (incremental beliefs) or static nature (entity beliefs) of intelligence and ability 

(Tarbetsky, Collie, & Martin, 2016).  Further, meaningful Indigenous ideas such as; 

Knowledge-Building about the natural world (Marin & Bang, 2018), situative perspectives 

(Bang, 2015); learning and relations within social change making (Bang & Vossoughi, 

2016); being in relation (Bang, Marin, Medin, & Washinawatok, 2015) evolving beyond 

mental models of nature (Bang, Medin, & Atran, 2007) guide potential ways for meaningful 

alignments between formal and informal settings in reflexive, integrational and critical 

junctures of engagement with; alongside; and identifiability of; with; through; ótheoryô. 
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2.3.11 Conclusion 

This section has provided a canvass of learning theory work in relation to environmental 

contexts and the strategies and thinking processes involved in approaches to learning. 

Coffield et al. (2004),  suggested a framework review that saw learning theory models on 

a continuum to highlight the variations in research agenda.  At the left-hand end of the 

continuum, theorists based on genetics, fixed, inherited traits and the interaction of 

personality and cognition were positioned.  The right-hand end of the continuum, theorists 

who focused on personal factors such as motivation, and environmental factors as well as 

the effects of curriculum design, institutional and course culture and teaching and 

assessment tasks on how students choose or avoided particular learning strategies were 

situated.  The section has also provided a small critique of Vygotskian and Bakhtinian 

frames of reference for student learning in relation to Indigenous Knowing and the 

consequences of these research dimensions.  In this review, identifying studies with specific 

focus on Indigenous samples continues to be of limited development.  In effect research 

question 2 poses the opportunity to investigate further the qualitative dimensions of 

Indigenous student thinking and learning about the approaches to learning they may or may 

not take.  Complementing this awareness, the investigating the contextual features of such 

approaches within the learning environment also holds salience to the literature review.   

The research question posed then asks:  

Research question 2: What assumptions do Indigenous adolescent students hold 

towards learning and how are these linked to ways of learning in general? 

 

2.4 Guiding the Learning Experience 

2.4.1 Introduction  

The aim of section 2.4 is to develop a literature review for research question 3.  This section 

scaffolds the importance of IK as part of pedagogical theory through a review of some of 

the assumptions evident within place-based education.  The section reviews and 

problematises the relationship between placed based education and IK when considering 

Aboriginal pedagogies as distinct situated expressions of IK within social communities 

where schools exist.  The section discusses the transformations within Land Education as 
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an ethical space where Aboriginal pedagogies can continue to transform school 

communities for Indigenous students and transform teaching practice through embedding 

IK from the local community.  Indigenous knowledge as a pedagogical pathway is reviewed 

to highlight four pedagogical pathways where IK is currently situated. 

These include: Learning from Indigenous traditional models of teaching; Pedagogy 

for decolonising; Indigenous and anti-racist education; Indigenous and placed-based 

education (see also Appendix B).  The section will argue the assumptions surrounding 

pedagogy for IK requires a review of the conceptualisations that limit and promote the very 

importance of Indigenous Knowledges.  The recent turn towards Land Education as a 

theoretical research position within Australian contexts, as well as the growth in Indigenous 

Pedagogies - situates the importance of gaining an understanding of secondary school 

teacherôs beliefs and perception of Indigenous Knowledge. 

2.4.2 Place Based Education 

The emergence and rise of place-based educational theory has brought about a growing 

interest in schools and classes fundamentally grounding themselves in relation to the 

communities and places they emerge from (Greenwood, 2008; Gruenewald, 2003a, 2003b).  

Indeed place-based educators stress the importance of assisting students to become active 

participants in the interplay of their local communities and environments they inhabit. 

Notions of place-based educational approaches emerged from the 1990ôs in North 

American contexts whereby ecological communities of which people were a part of was a 

central aspect of systemically approaching educational outcomes for student learning 

achievement beyond standardised approaches already in existence (G. A. Smith, 2007).  In 

this sense, place-based education situated learning in the local (Gruenewald & Smith, 2008) 

and the notion of place challenged the frequently ï inscribed dualism of culture and 

environment (Greenwood, 2008).  Here classrooms or schools where place-based education 

is well-established, inquiry into local community concerns and problem-solving in relation 

to community, heightened awareness of teachers and students and shaped teaching and 

learning activities more than a standardised curriculum.  Teachers and students in this 

respect functioned more as collaborative team members rather than existing as part of a 

unidirectional processes for learning i.e. (teacher educator > teacher > student) (G. A. 

Smith, 2007). 

 At a similar time the emergence of place conscious educational theory by the same 

proponents, aimed to address through place conscious educational thinking, ósome of the 
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complexities that plague the world and the institutions of educationô (Gruenewald, 2003a, 

p. 620).  The mode of inquiry attempted to extend the notions of pedagogy and 

accountability of schools outward to the places they inhabited.  It was premised on a 

realisation of relevance to the lived experience of students and teachers. Thus, 

accountability is reconceptualised so that place matters to everyone associated with the 

educational outcomes related to school settings.  In this way, the discourse and practice 

within schools is not isolated from the living world and a rejection of placeless institutions 

is absolved.  Here in a similar fashion place conscious education aimed to employ teachers 

and students in the first-hand experience of local life and the political process of 

understanding and shaping what happens there (Gruenewald, 2003a). 

 The synthesis of these ideas has emerged in notions of critical place based pedagogy 

(Gruenewald, 2003b).  Here the educational concern for local space is overshadowed by 

both the discourse of accountability and by the discourse of economic competitiveness to 

which it is linked.  Informed by critical theory (e.g. Freire & Ramos, 1996) and synthesising 

with place assumptions; a formative grounding attends to the politics of school settings in 

relation to epistemological, ontological, axiological and methodological concerns.  Place, 

in other words, foregrounds a narrative of local and regional politics that is attuned to the 

particularities of where people actually live, and that is connected to global development 

trends that impact local places (Gruenewald, 2003b). 

Articulating a critical pedagogy of place is thus a response against educational 

reform policies and practices that disregard places and leave assumptions about the 

relationship between education and the politics of economic development unexamined. 

Here the contextualisations of óreinhabitationô and ódecolonisingô are framed in reference 

to processes that aim to achieve an awareness of influencing the assumptive notions of 

educational places as unitary institutions in their endeavour to educate the next generation.   

Its practices and purposes can be connected to experiential learning, contextual learning, 

problem-based learning, constructivism, outdoor education, indigenous education, 

environmental and ecological education, bioregional education, democratic education, 

multicultural education, community-based education, critical pedagogy itself, as well as 

other approaches that are concerned with context and the value of learning from and 

nurturing specific places, communities, or regions (Gruenewald, 2003b). 
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2.4.3 Displaced Place Based Education 

In the first instance critical pedagogy theoristôs emphasis on social justice issues and the 

place-based educatorôs stress on studentôs becoming active participants in the interplay of 

their local communities and bioregions has been easily interpreted by 

science/environmental educators as natural allies in creating a more sustainable future 

(Bowers, 2008).  Secondly, among the key assumptions they share in common are: thinking 

of change as an inherently progressive force (what the critical pedagogy theorists refer to 

as ótransformationsô and ótransformative learningô); a deep seated ethnocentrism that is now 

masked by abstract references to valuing cultural differences; a view of language as a 

conduit ï which marginalises an awareness that words have a history and that their meaning 

needs to be continually updated through what the anthropologist, Clifford Geertz (1973), 

referred to as óthick descriptionô; and that critical thinking always leads to overcoming 

oppression and environmentally destructive practices (Bowers, 2008).  Problematically, 

attention is drawn to concerns within place-based and other forms of environmental 

education that position themselves as culturally or politically neutral and diffuse notions of 

settler colonialism, including understandings of Indigenous peoples as repositories of static 

forms of cultural knowledge (Friedel, 2011). 

These reactionary concerns have been noted in relation to the building momentum 

of place-based education, including how it has been mobilised within the field of 

environmental education (Tuck et al., 2014).  This has in part been inspired by a recognition 

that the specifics of geography and community matter for how (environmental) education 

can and should be engaged, as well as the steadily evolving and increasing curricular uptake 

and empirical research of place-based forms of education. In a strong sense notions of 

Indigenous Knowledge pedagogical pathways, are predominantly positioned in place-

based theorisations and as such with these deep connections to land genuinely cross-

pollinate environmental/science educational research positions. Korteweg and Russell, 

2012, p. 8) highlight the processes between the two educational positions (place based & 

environmental) adopt the temptation to óskip aheadô to ósome neutralized ahistorical, guilt-

free, pain-free, ñromanticizedò version of environmental educationô. 

The argument suggests a claiming of Indigenous land as óourô (settlersô) óspecial 

placesô where feeling connected to the natural world is possible; they also contravene 

claims that ógifted/enlightened non-Indigenous environmental or outdoor educators are the 

chosen ones to learn and pass on Indigenous knowledge and traditionsô (Korteweg & 
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Russell, 2012, p. 8).  Previously, Korteweg, Gonzalez, & Guillet, (2010) noted the 

importance of decolonisation and óIndigenisingô meant actively recognising, centering, 

validating, and honouring Indigenous rights, values, epistemologies or worldviews, 

knowledge, language, and the stories of the people of the Land in environmental education; 

toward reconstituting a shared future, or perhaps parallel futures, for settlers and Indigenous 

peoples. 

Smith's (2013) account of critiquing the privilege of self-reflexivity illuminates the 

nature of current social structures that condition us to exercise what privileges we may 

have.  In her process of questioning the way we self-reflexively acknowledge power 

structures in play, she highlights we must change the structures within which we live so 

that we become different peoples in the process.  The politics of this position augments the 

problematic nature of current theorisations in placed based education whereby the existing 

dominant structure integrates notions of decolonisation and reinhabitation without 

reflexively being aware of the true impetus inherent in these named processes. 

Tuck and Yang (2012) also note decolonisation brings about the repatriation of 

Indigenous land and life, and this process should not be a metaphor for other things we 

want to do to improve our societies and schools.  The easy adoption of decolonising 

discourse by educational advocacy (place based education) and scholarship, evidenced by 

the increasing number of calls to ñdecolonize our schools,ò or use ñdecolonising methods,ò 

or, ñdecolonise student thinkingò, turns decolonization into a metaphor thus weakening the 

intent (Tuck & Yang, 2012). 

These issue ultimately highlight the efforts within educational research which 

attempt to develop Indigenous theorisations around place, land and cosmology, invariably 

as a disruption to settler colonialism, can be at risk of being neutralised within broader 

hegemonic discourse and lose transformational authority (Whitehouse et al., 2014).  Indeed 

the emergent notions of land education within the Australian context and certainly within 

wider international areas does point to definitive areas where Indigenous educational 

theorisations can promote the potentialities of Indigenous Knowledge assumptions on 

learning in broad areas inclusive of pedagogy (Tuck et al., 2014). 

2.4.4 Land Education 

The notion of land education presents an avenue to critique the assumptions of hegemonic 

intent educational researchers see in education more broadly in relation to Indigenous 

Knowledge (Bang et al., 2014, 2007, 2012; Medin & Bang, 2014b; Tuck & McKenzie, 
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2015; Tuck et al., 2014; Whitehouse et al., 2014).  Among Indigenous peoples, 

relationships to Land and Place are diverse, specific, and un-generalisable (Lowan, 2009).  

Gregory Cajete suggests: 

Every cultural group established their relations to [their place] over time. Whether that 

place is in the desert, a mountain valley, or along a seashore, it is in the context of natural 

community, and through that understanding they established an educational process that 

was practical, ecological, and spiritual. In this way they sought and found their life. 

(Cajete, 1994, p. 113) 

Land is imbued with these long relationships inclusive of the pedagogies and knowledges 

that have emerged from those relationships (Tuck et al., 2014).  The curricula research 

example of Whitehouse, Watkin Lui, Sellwood, Barrett, and Chigeza (2014) suggests we 

need to realistically consider the complex colonial past within the subject matter of 

environmental education.  Land is understood and engaged through recognition of long and 

vibrant trajectories of Indigenous practice and theory that understand Land as 

encompassing all of the earth, including the urban, and as much more than just the material. 

óLandô in this sense is used as shorthand for Land, Water, Air, and subterranean Earth 

(Whitehouse et al., 2014). 

The example of wetlands as places of continual birth, death and rebirth, provide 

theoretical space with which to óre-centerô Indigenous cosmologies or Land based 

perspectives critical to understanding teaching and learning environments that 

assumptively reify core dimensions of colonial conceptualisations of land in science 

education (Bang et al., 2014, p. 37).  Alternatively, Sea Country ontologically explores 

geography and history together in Australia whereby learning must attend to Australianôs 

continental past where continental Land (inclusive of Sea) inherently has a difficult colonist 

story (Whitehouse et al., 2014). 

Land education research specifically sets out to disrupt colonialist epistemologies 

that have acted to deny other perspectives within environmental education.  Meyer (2008) 

suggests Indigenous relations to land, where epistemology is integral to being and knowing 

ï and thus being known ï in the world; offers alternative viewpoints concealed from 

broader environmental education assumptions.  These words are echoed in more 

international regions like the US (e.g. New York, Illinois, Virginia, Hawaii, California, 

Alaska, and cross-state), as well as Brazil.  Here Indigenist authors attempt to locate Land 

education in relation to particular disciplinary and formal education domains: of (North 

American) K-12 social studies education (Calderon, 2014), K-12 science education (Bang 

et al., 2014), and  K-12 cross-curricular education (Whitehouse et al., 2014). 
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2.4.5 Indigenous Pedagogies 

Indigenous pedagogies represents the continued development of educational language and 

practice around how Indigenous ways of learning could best assist Indigenous students to 

learn from more traditional foundations (Biermann & Townsend-Cross, 2008; N. Harrison, 

2005; HicklingȤHudson & Ahlquist, 2003; Marker, 2006, 2011; Nakata, Nakata, Keech, & 

Bolt, 2012; Tanaka et al., 2007; Williamson & Dalal, 2007; Yunkaporta & Kirby, 2011). 

The domination of non-situated conceptualisations in Australian education has largely 

shaped the expectations and habits of Indigenous peoples understanding of learning 

(Rahman, 2013).  This loss of distinct ways of learning in order to gain formal education 

has resulted in the argument that Indigenous students would like to be understood and be 

recognised for the inherency and coherency of their cultural ways by others including 

teachers (N. Harrison, 2008). 

Scholarship from the 1970ôs highlighted ñTwo-wayò schooling (focusing on 

cultural separation) or ñBoth-waysò schooling (focusing on cultural integration) (Harris, 

1980).  Further development during the 1990ôs highlighted by the Aboriginal Ways of 

Learning project proposed an overlap in cultural learning styles and sought to develop a 

theory of pedagogy that recognised recurring learning styles of Aboriginal people while 

still allowing space for individual variations (Hughes & More, 1997; Hughes et al., 2004).  

A model was developed grounded in multicultural and Native American education 

research, with successful results emerging from their trials in South Australian schools 

(Hughes et al., 2004). The model has been referred to in various educational research 

domains inclusive of student-teacher dialogue as transformative pedagogy (Biermann & 

Townsend-Cross, 2008), play and learning (Lillemyr, Søbstad, Marder, & Flowerday, 

2011), mathematics (Warren & deVries, 2009; Warren & Miller, 2013), sense of belonging 

and learning in school (Rahman, 2013) place based educational pedagogies (Yunkaporta & 

McGinty, 2009).  

2.4.6 Pre-Service teaching of IK 

Internationally, a systematic analysis of IK pedagogical pathways suggests four 

localisations (See also Appendix B). 

1. Learning from Indigenous traditional models of teaching ITMT (Anuik & Gillies, 

2012; Brayboy & Castagno, 2009; Tanaka, 2009; Tanaka et al., 2007) 
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2. Pedagogy for decolonising (PFD) (Chinnery, 2010; Dion, 2007a; Heyer, 2009; 

Iseke, 2008) 

3. Indigenous and anti-racist education (IARE) (C. E. James, Marin, & Kassam, 2011; 

Mackinlay, 2012; Mackinlay & Barney, 2012; OôDowd, 2010; Strong-Wilson, 2007; 

Tompkins, 2002) 

4. Indigenous and placed-based education (IPB) (Chambers, 2006; Korteweg et al., 

2010a; Scully, 2012; van der Wey, 2001) 

These four dimensions cited above, identify training frameworks for preservice 

teachers as a precursor to professional pathways in school settings.   These pathways 

demonstrate the possibilities for teacher education, and by extension pedagogical responses 

towards IK more broadly for both non-Indigenous and Indigenous students (Tanaka, 2009). 

Furthermore, it also attests to a potential base from which current in-service teacher 

conceptual beliefs around the use of IK can best be explored for congruity and dissonance.  

These valuable but not conclusive localisations of Indigenous pedagogical research and 

professional pathways further the need for equitable outcomes within contemporary 

educational discourse for Indigenous peoples (Hicks, 1996). 

Additional areas of global pedagogical development continue to emerge as part of 

decolonial critiques of educational frameworks and intercultural ways promoting the value 

and intentions of Indigenous Knowing (Santana, Mackinlay, & Nakata, 2018).  The concept 

of buen vivir, in Spanish, or Teko ͕ Pora ̼ as Guarani say within South American contexts,  

guide associations of reciprocity and cooperation suggested by Paulo Freire in his dialogic 

pedagogy (Dolhare & Rojas-Lizana, 2018; Fleuri & Fleuri, 2018).  What such evolving 

formations of Knowing suggest, is a continued desire for critical engagements of; with; to; 

Place as part of the nature of Indigenous pedagogy to effect positive educational change 

for all learners (Biermann & Townsend-Cross, 2008).  Further, the related example from 

Turtle Island citing fundamental language laws of Diné (L. L. Lee, 2013).  Ethical knowing 

of; through; with and connected to;  words that promote the values of Indigenous Knowing 

when engaging with dominant discourse, are an important continued meaning making 

decolonial process (L. L. Lee, 2013; T. S. Lee, 2009). 

2.4.7 Situating the Research Area 

Madden (2015), points to a challenge facing teacher educators who are currently tasked 

with engaging with Indigenous pedagogical pathways.  In Canada for example a growing 
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consensus within Indigenous educational literature suggests most non-indigenous teachers 

deliver a curriculum that is reflective of and is shaped by Eurocentrism and whiteness 

(Higgins, Madden, & Korteweg, 2015). In Australian contexts the lack of broader 

engagement and the slow uptake of IK within curriculum and pedagogical models 

highlights a significant disparity between existing research and current practitioner 

utilisation of Indigenous Knowledge (Lewthwaite et al., 2015).  One particular response to 

this as a student voice noted:  

ñThe problem isnôt access to Indigenous content, but appropriateness of content. Although the 

curriculum acts as a guide in what is necessary to cover for the topic, pedagogical practices 

must include critical thought so that ignorant and uninformed opinions from teachers, students, 

resources or syllabus can be transformed from damaging statements to valuable learning 

opportunities. The unquestioned use of curriculum content reinforces a repetitive cycle of 

ignorance and confusion (Lowe, Backhaus, Yunkaporta, Brown, & Loynes, 2014, p. 79)  

One response to these challenging positions within the Canadian context suggests when 

teachers explain their approach to teaching and learning, they state that such teaching 

practices are all they know, want to know, or feel comfortable knowing (Dion, 2007b; 

Donald, 2011; Strong-Wilson, 2007; Tompkins, 2002).  Teachers may also move towards 

a reliance on those who might be considered cultural knowledge holders. This suggests 

teachers may not feel philosophically, professionally, and/or practically prepared to work 

with Indigenous knowledges (Madden, 2015).  Alternatively teachers may view any 

attempt to travel a traditional pathway in the absence of Elders or knowledge holders as 

disrespectful (Madden, 2015).  If for example a teacher wishes to engage with Indigenous 

pedagogies in some form, how do non-Indigenist teachers transition from the 

methodological, albeit curricular, unfamiliar to the familiar in practice? 

2.4.8 Conclusion 

This section has reviewed some of the assumptions surrounding the use of localised social 

and ecological communities to inform school learning environments.  The section has 

highlighted the problematic nature of current place-based theorisations employing well-

meaning discursive processes only to maintain existing structures of dominance rather than 

seek ethical transformations in teaching practice.  The section has highlighted alternative 

pedagogical pathways whereby Indigenous pedagogies can continue to offer ways of 

teaching that assist student learning.  The section has argued for new research spaces where 

teacher perceptual beliefs and perceptions around Indigenous Knowledge can contribute 

the development of refinements to ways of teaching. 
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Compounding this challenge is the momentum at both policy and research level for 

Indigenous pedagogies and as such Indigenous Knowledge to reach further into mainstream 

educational class settings (Lewthwaite et al., 2015). This could move teachers towards a 

position of learned helplessness or further ignorance.  In this sense teachers may highlight 

limitations to deliver results or gain a critical and reflexive sense of their own position as 

educators responsible for the change in student class bodies they are expected to teach.  

This review has developed and framed a review of placed based relations with Indigenous 

Knowledge while also discussing the merits of Indigenous pedagogies to further ground 

teacher engagement.  Further, section 2.4 has suggested engagement with Indigenous 

Knowledge and as such fostering relationships with Aboriginal and Torres Strait Islander 

Students and communities; requires more than a conceptual awareness of Indigenous 

Knowledge content.  Subsequently this review identifies the continued development of 

critical junctures in developing Indigenous pedagogies through the following question:  

Research question 3: What are the perceived links teachers hold towards Indigenous 

Knowledge and how are these links reflected in teaching situations? 

2.5 Conclusion 

Chapter 2 introduced the literature review of this dissertation.  Beginning with the notion 

of Countried Indigenous Knowing.  The chapter developed an area of significant literature 

that examines the nature of Indigenous Knowledge as a storied experiential form of 

meaning making.  In the first instance by highlighting the contextual features of what we 

can understand as Countried meaning the dissertation can systematically identify elemental 

notions of Indigenous Knowledge forms of meaning.  Secondly by exploring the ways 

Aboriginal and Torres Strait Islander Elders work with such contextual forms of meaning 

we ought to begin to potentially see how such work meaningfully and relatedly is 

connecting to the next generation of Countried beings through the Stories Elders share as 

part of their living experiences. 

 The chapter also explored the ways Aboriginal and Torres Strait Islander Students 

learn to experience. This is predicated on the assumption that when formal education and 

the literary and learning theory of education inform secondary school student perceptions 

and beliefs, such beliefs and perceptions are shared with researchers interested in learning 

approaches such students take.  The challenge for researchers is identifying the resultant 
























































































































































































































































































































