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Abstract

Situating the Countried Existence of Critical Indigenous Pedagogies &
Aboriginal and Torres Strait | sl ander Studentsd Ways

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 interancestrally 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 &GhtyyCo 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 TorreaitSslander 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 througBtibréed 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 ealion learning tasks. By examining the
perceptions and beliefs of namdigenous teachers, this dissertation aims to contribute
evidence to Indigenous pedagogies that teachers can deploy in the delivery of meaningful
Indigenous Knowledge curricula contenSummatively, 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 rei@a meaningfully to the First Peoples of Australia.
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Abstract

The Countried experience of Aboriginal and Torres Stsddtnider Peoples of (Australia),
ground a resilience and strength in sovereign thinking through the Stories we share laterally
with family and interancestrally through our connections to the Dreaming. The stories we
share develop a sense of inalienabiiy 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 ¢h 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 signifiant 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 addpfurther 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 magigenous 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 Countrégtkegp,

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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Vii

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 tle afisbrackets. The
standardisation of capital letter usage and brackets around some normally unbracketed
words and noitapitalised words, is to typographically challenge assumptive meanings as
text is written down. This is a result of engaging in the tnaly 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 inrtaicestral process of relational meaning. Additionally,
semi colons strategically accompany prepos.|
ample time to pause on different meanings syntactically negotiated in the development of
meaningfulness. This emphasigpigrposeful 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 deploilse pronounsveandour as a purposeful and respectful call to
fellow Indigenous and Indigenist researchers to be mindful of the waysonduct
Countriedindigenous Research and work with Communiitiesnd across the (Austratip
Countried continentacape Scape in this sense being Laschpe, Watescape and Sky
scape.The use of 0 o uyraéomeangsia tampaeadjuneture hisreflaass

the relationality of identifying with; along#e; and connected to the notion of Indigeneity

It is expressed through shared living experienttess author called upon through the
meaningfully memorialised meanings saliently upheld duringwthéng down In this

way, honouring and respecting contiens between Land and Waiethe writing down,
connecting with Story Skyi the upheld memories and the cyclical temporal processes

that occuiin-betweersuchnamedplaces
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Introduction 1

Chapter 1
Introduction

This dissertation contextualises the research problem in three Wagsly, Indigenous
Knowledge exists as Countried Knowing of ways of learning and teaching. Secondly, the
Storied Knowing that develops conceptual relatedness between Land, Wateryand Sk
Country as Countried existence, guides the development of Indigenous Education in
Australia. Thirdly, the development of sovereign thinkusmerates the inalienability of
Countried experiences as a resistive and counter intuitive refraction of tHegardab
alienability proffered by nosituated ways of meanind.hese 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 IndigeBolugation.

The prevailing assumption suggests Aboriginal and Torres Strait Islander students
are expected to attend formal institutions of educati@hieve learning outcomeand
graduate with theexpectation thathey will pursue possecondary forms of sadi

engagement be they familial, employment, vocational, or university st(kted, 2013;



Introduction 2

Hughes, 2015) This assumption is predicated on the belief thdigenouqAustraliars)?
are a homogenous group loidigenous Boples. The assumptiompropagatesghe belief
shared among educatoteat Aboriginal and Torres Strait Islander studecss ke
acculturated awafrom any evolving intelligent design situated within Countriedys of
knowing, being, learning, and thinkingSuch beliefsof settler colonisig educational,
learning and thinkingnform the continuance ddlienatingAboriginal and Torres Strait
Islander Peoplesinstead thegpre grounded in LandWater- Sky forming conceptual and
physicallinks. These links arbeld through the Stories angsilientfamilial and personal
historiesandexperiences

Not engaging pedagogically and perceptually with the ways Aboriginal and Torres
Strait Islander Countried ldentities atieought aboutsustained, maintained, created,
propagated and Storied intergenerationailyans theeducational outcomesssessed and
generated for Indigenous studewntidl continue to disconnect, acculturate and disseminate
inauthentic and tokenistic forms of knowirdgo r and wi tFHrstpPebplestrali ad
Furthermore, the nuanced and creatively unique and evolving efagboriginal and
Torres Strait Islander Peoplesntinue to definghe sovereign thinkingf our being. By
accounting for and acknowledging the Countried existemakenably formed within a
personhood of Indigeneityscholarshipconnecs to a greater and foundatidnpart of
Indigenous thinking and identifiability within the wider mainstream conceptualisation of
(Australiabds) First Peopl es.

Chapter 1 will develop the argument for the notion of Countried experiefdes
notion of Countriedhinking as aignificant perception of the Countried séiighlight how
stories toldlaterally and intefancestrallyfoster meaningful relationships between People
and Country Secondlythe review will position learning through the theoretical constructs
understood ¥y educational psychology to develop critical forms of contribution to
Indigenous ways of learningThirdly the notion of Countried Pedagogies as a Critical
Indigenous Pedagogical turn towards identifying pedagagigeisant of both teacher and
learner ina 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 Inq@BRI) to respond to the ways

1 Bracketingdevelops the awareness that Indigenous (Australian) Knowing originates from a suggested base of
hundreds of different language groups that shared di€mentriesof origin and meaning across the continental and
island landscape see also Figur@®iaz, 2016; Eseli, 1998; A MoreteRobinson, 2015)
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Stories aretold, yarned upand 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) continentalwithpmistinctand relatablevays of Knowing and Being
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1.1 Countried Experience

Indigenous theorist have argued that the very nature e$igaited theory production and
subsequentdaivity upon Indigenous Knowings the realised and identifiable living trauma
of becoming aware of the way we contina®e situated in research andu®@try’( Hau a o f a
1993; K. L. Martin, 2003; M. A. Meyer, 1998; A. Moretétobinson, 2016; A. Sipson
& 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 existenc@. 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 experien@d. A. Meyer, 2008)

Storied Caintry and theStorytelling of suchCountriedexperiences to our children;
our childrendés children; our childrends,
intellectual sovereign thinkingThis awareness of knowledge sharing is about growing
scholarship in Edwation 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 tfighere is a danger in allowing colonization
to be heonly story of Indigenous livd€orntasse Chawwin-i s, & TOo6Il akwadzi ,
139) 61 ndi genous K n-able;]delidegate, andsusefuldaa making sense of
l i fed 1 n meani n Doxtdter, 2004 p. 829)ms this vein thatagyides
this thesiswhile mindul that6 One of t he cearchdsriat itehouldgheverd r e s
hurt t he p @egudclke 1996tcited in;eCdady Bull, 1997, p. Indigenous
research is fAspeaking backo while contrib
outcomes from research writing asdigenous scholaréBang, Warren, Rosebge &
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 pg&iaz 2016;
Hauagof a, 1993; K. L. Martin, .20M&shipaidd A. \

2@ountryo as cthgways thé ters kodourd Rlac@defmed through Indigenous Knowing.
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research scholarship inalienably, has never been cemtaclir BeingK. L. Martin, 2003;

Mowaljarlai & Malnic, 1993) Our Beings may well have experienced the settlingook
situated®processes ith; through; on; or connected to our Countri&&t 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
existngeperi ence as Storytelling beings who not
are | ived val ues o(Corftassel etGb, A04Q, p. 138)kis Countriesit e n c e
existence will always be an affective enculturation of identifying Indigenously through the

literal and conceptual relatedness of Land, Water and Sky Country to our learmgg bei

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 thinkingcould best assist Indigenous studentsetauturate meaningful ways of
engaging identifiably with the inherent Countried existences they(NoHarrison, 2005;
Hughes, More, & Williams, 2004)Indigenous pedagogies also represéme continued
engagement with Indigenous Knowledge by-hetdigenous (Australian) secondary school
teachers, as the largest population of teachers tasked with deliceoss) curriculum
priorities for (Australian) secondary scho@B&ermann & TownsendCross, 2008; Boon

& Lewthwaite, 2015; Lewthwaite et al., 2015; Lewthwaite, Owen, Doiron, Renaud, &
McMillan, 2014; Yunkaporta & MGinty, 2009)

The domination of nosituatd conceptualisations of knowledge in Australian
education, has shaped the colonising expectations and habits of Aboriginal and Torres
Strait Islander Peoples understanding of learnfRg@hman, 2013) Further, such
hegemonic claims to knowing learning, and achievement have also shaped researchers
tasked with the notion of undertaking ethical Indigenoesearci{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 t@ush against dominant boundaries of meanitg order to gain formal

SNonsi tuated is devel oped in |lieu of traditional O0OWest
westernised ratherthanadeoc at ed O we st er Mignolo, 2002, 20090 Rheae2018( r ef er al s o
Richardson, 2011)
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education, the resulting argument suggests Indigenous stodeghisto be understood and
recognised for the inhereypnand coherency of their ways of learning by others, including

teacherand institutional places of learniifly. Harrison, 2008)

1.4 Research Design

The project employelllendedqualitative methodologies to answer the research questions
posed fromthe literature review. The project also deployed and developed further
Indigenous research methodologie€nsure account for the responsibility and protocol of
undertaking relation building between the research, researcher apdrtiogpants
throughout the research projecduch ethical assumptions guide the overall structure of
this project and the interactions with Aboriginal and Torres Strait Islander Peoples as
Community Elders and StudentSlders and studentgda yarn with the researcher which

is a recognised formfasemistructured interviewing. Noindigenous school teachers
tasked with teaching Indigenous Knowledge as part of @anaggculum priorities were also

interviewed at anetropolitan secondary school.

Storylining Research InquirSRI) as a distinct fornof blending qualitative research
methods guided data analysis ascentributory addition tolndigenous Research
Methodology. This was accomplished by employheyristic analysis for the Stories
shared by Community EldersThis analysis resulted in twgarts forheuristic analysis
which employed phenomenological and hermeneutic descriptions and interpretations.
Phenomenographic analysis was employed for Aboriginal and Torres Strait Islander
student and neimdigenous Australian secdary school teachetata setsln this way the

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

Two previous studies we identified from thelimited prior research wherkeuristic
analysis was undertaken with Indigenous peoples awbmplished 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( K 1 Kahakal au, 2004;
Phenomenagphic analysis has been undertaken previoosiyndigenous Australian
undergraduate participants with varying degrees of transparency regarding the research

findings on senior secondary students. Furtheo explicit IndigenousResearch
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methodological asumptions were identified in the research outcorf&sBoultorLewis,
Marton, Lewis, & Wilss, 2000a; N. M. Purdie, Hattie, & Douglas, 199Bgspite these
limitations, the exploratory nature of the overall stirdtiated the selection and choice of
these methods as appropriate for qualitative data analysis within this prbjeatater
reliability tests were also undertaking with the phenomenographic data sets, with 90% rater
agreement between two independextérs. Cohens Kappa was also calculated as part of

the reliability measures for phenomenography.

1.5 Conclusion

The current chapter hatiscussed the need for a greater salience of critical thinking
surroundingAboriginal and Torres Strait Islanderys of thinking, knowinglearning and
teaching By introducing the notions of Countriedxgeriences, Countried Thinking and
Countried Pedagaes. The Storied living experiences contributed by the research fiading

of this dissertation, develop the latent qualities that define both Story and perceptual
conceptualisations of the notion of Indigendgisowledge. By conceptualising the
formulatiors andconstituenciesf Indigenous Knowledgehe 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 distinctw a y oéeltionality is held by People and Country.
Furthermore Countried Pedagogies assist fladigenous Teachers and educators to
continue theieducational and developmental growth of relationality to not Abtyriginal
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 atrictured 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 dindigenous 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
Pedagogiessi reviewed and contextualised both internationally and domestically for

Australian preservice and -gervice teaching. Each section of the tkpad literature
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review will provide a research question. These research questions will also be listed at the

end of the chapteaind again in the Method chapteraaesearch framework.

Chapter 3 presents and justifilbeginslhye stud
developing the rationale for Storylining Indigenous research methodology. The rationale
argues fo 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 studyA 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 findingsthe study. Chapter 4 uses the Storied yarns provided

by Indigenous Comunity Elder. This data is deployed to shafegme and scaffold the
different ways of thinking about Indigenous Knowledge as a Countried form of spiritual
and human existent expenices. 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 TorreksBindirand

Malaita researcher. Both sections conform to the methodeafistic analysis as well as

previous examples of heuristic analysis with Indigenouparticipants.

Chapter 5 examines the research question of Aboriginal and Torres Strait Islander student
conceptualistions 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 oflmdigenas s secondary schoo
conceptualisations of teaching Indigenous Knowledge. Again, the teacher data is examined

by phenomenographic analysis to develop ways of teaching Indigenous Knowledge.

Chapter reviewst he st udyé6és three research questi ol
individually the research findings of the three previous chagte6y. All findings are
examined in relation to existing literature in the fields of Indigetioad experience, Rte

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

learning and cognition.

Finally, Chapter 8vill discuss the limitations ancbnclusions of the research projethe
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 dcuss two implications for future research. The
conclusions will highlightkey contributions of the studgnd discuss the significant

relationships evident between the three research question areas explored

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

contextualised within the dissertation.

Appendix B contains additional research information related to teachsepriee training
in Indigenous Knowledge curricula and teaching processes and contextualised wit

research question 3

Appendix Ci 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
guestions. In the first instan€&esearch Question Hevelops the argument for Countried
experiencesCountried experiencese a potential formulation of the waysdigenous 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 tbastituent aspects IndigenousK nowledge.
Research Question 2levelops the argument for Countried thinking as an inherently
and implicitly grounded relationality between Peoples and the identifiability with; and
through; Country in perceptually and cognitivelgvelopedvays Aboriginal and Torres
Strait Islander students potentially approach the ways they learn to experience in
perceptually different ways. How this usxderstood and why relationalibetween the
approaches they reproduce to learn are an important coridaganing making for this

section of the literature review.
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The final section of the chapté&®esearch Question 3gevelops the argument for
Countried Pedagogies as a critical juncture in the continued development of Indigenous
pedagogies. Indigenous edtion has slowly developed the emerging notion of Indigenous
pedagogies and this sectiohthe literaturereview suggestturther contributions to both
pre-service and irservice professional teacher training. Building on existing literature this
chaptersummatively aims to position the significance and contribution of three key
research questionsThese research questions are scaffolded by the understanding of
Indigenous Community Elders, researchers and teaching professionals tasked with the
continueddevelopment of meaningful engagement with Aboriginal and Torres Strait

Islander students specifically but the wider education ofindigenous students.

2.2 Countried Indigenous Knowing

2.2.1 Introduction

The aim of sction 2.2s to introduce a review of the notion of Aboriginal and Torres Strait
Islander living experienceas an inherent foundation of the notion of Indigenous
Knowledge This section of the review will position research question 1 through the
associated literate review. Defined through epistemology, onbgly and axiological
assumptionssuch guides frame the core beliefs, values and ways of seeing and doing in
our*worldviews(Eseli 1998; Hauagofa, 1993; K. L. Martir

The nature of intergenerational Indigenous Knowledge transmission has effectively
operated over a significant periddgrawal, 1995) Problematically, the impact of
colonising processes has been felt on the connection between people andritiengraiu
stories that make meaning of Indigenous living experiences. However, Story does
continue, because we still share our stories. This section will develop d artdysis of
Indigenous Story wrk as a form of learning and teaching protocol Kerowing and
Relating.

The section will review the notion of Classical thought. At this juncture the section
will unsettle the literature review and move into interpretatidnthe notion ofPlace
Thought; Trade Thought; Land Thought; Water Thought; Fireught and Sky Thought.

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

The useand li W eudutidort this junctureeflectsthe relationality of identifying with; alongside; and
connected to the notion of Indigeneity expressed within the research agenda and throughout the living experiences
shared as knowledegble.
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potential of seeing Indigenous Knowledge as an epistemological and ontotogeaing

making constitution of teaching and learning amitiking abat 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 dgwel this guided review of different

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

the notions of Oethical rel ati ongdgDonatdy 6 bet
2012, p. 543) The theoretical story developed as part of this review is argued as a
meaningfully grounded and empirically strued and modellecbody of Storyverk

(Peschard, @)7).

2.2.2 Classical Thought

Classical thought surrounding phenomenological points of views, would suggest
methodological approaches emphasize -fitson experiences and explicit research
programs to incorporate a set of tools and concepts for analysing the structure of first
personexperiencegHeidegger1927; Husserl, 1913; MerledRonty, 1964; Sartre, 1943)
Phenomenology asks us to question the way we experience the teondnt to know the
world in which we live in as human bein{fSiorgi, 2009; Linschoten, 1968; Moustakas,
1990a, 1994; van Manen, 1977, 1990he structure of these forms of experience typically
Il nvol ves wh at Hu s s e r | persorall featueksor ¢rioperties wft i o n a |l
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 c{iftesderl, 1913,
p. 261) In other words, appearance as opposeeéddty in what we come to understand
as existence guides us to think about what are noticed experiences and the ways they
motivate ugKockelmans, 1967; Moustakas, 1990a, 1994)

As a starting poinfiollowing the Husserlian tradition, #&entury phenomenology
has branched into various forms. An encyclopaedic account suggests (1) transcendental
phenomenology studies eidetically how objects are constituted in pure or transcendental
consciousness, $ity 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 consciousnes
constitutes or takes things in the world of nat@Esnbree, 1997) (3) Existential
phenomenology studies concrete human existence, including our experience of free choice

or action in concrete situationgCompton, 1997) (4) Generative historicist
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phenomenology studies how meaning is generated in historical processes of collective
experience over timgsteinbock, 1997)

(5) Genetic phenomenology studiesthegenes of meanings of thing
own stream of experiend@Velton, 1997) (6) Hermeneutical phenomenology studies
interpretive structures of experience, how we understand and engage things around us in
our human world, including ourselves and othécholson, 1997) (7) Realistic
phenomenolog 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 consciousnef3. Smith, 1997)

Despite these contempoies in scholarship, the term phenomenology was used as
earl vy as 1765 wi t h occasional use i n Kant
phenomenology suggested iammediacyof knowledge as it appears to consciousndss.
other words, the science of describivigat we perceive and sense to know in rational logics
of noticing. The process leads to an unfolding of phenomenal consciousness through
science and philosophy 06t o®(dockelmansd) B967km owl!l e d g
24). These introductory notions of what constitutes classical thought have scaffolded
assumptions regarding developmental and cogmigisychology 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 dfolitgrature
entangled within Indigenous ideas and expressions of living experiences; is where
Indigenous Knowledge continues to develo o na |l d, 2011, 2012, Haub
Martin, 2008; M. A. Meyer, 1998; L. G. Phillips & Bunda, 2018; Sundberg, 20add,
2016, 2018) Indeed thesauthors acknowledge the contextual nature of being colonised
and toalternatively orchestratenore emancipatory(Rigney, 1999) positional (Foley,
2003; MoretorRobinson, 2003; Nakata, 1998; Paradies, 200@gcolonising Tuhiwar
Smith, 1999)contextualisationghat speak indepeatently and awayfrom nonsituated
notiors of experience. These research orientaticers be seento alienatelndigenous
thinking from the academgA. Simpson & Smith, 2014pr alternatively as a form of
knowing that critically heightens thencommensurabilityevident in epistemegA.
MoretonrRobinson, 2016)

5 This thesis asks whose absolute?
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Reflexively, Indigenous knowbge rose through the acadenfgstered in
alternative ways of rastance(Abu-Lughod, 1990; Agrawal, 1995; Codkynn, 1997)

Indeed beingesistant(Alfred & Corntassel, 2005¥overeignAileen MoretonRobinson,
2007)andencompassingefusal (A. Simpson, 2007)as frameworks to engagedamage
centred (Mignolo, 2009) theaetical asumptions thatcontinued to excavate and
appropriatendigenous thinking by the same institutions; practices; and processes. What
evolved in some areas was the promotion of baitiyely unsettlingBaldy, 2015; Bang

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

Resistance as@ounter intuitive consciousnessnerge out of the challengto the
dialectics of what nosituated ideas thought of through the relational qualities between
noticing, experiencing and the promotion of synthesis in logics of redsothis sense,
raising questions regarding the notion okiad of authenticity to conscious reasoning
currently acceptedCooper, 2012) Such sensibilities proffer the assumption that
experiencing as a function obnscious reasoning ought not to be assumed based on the
reductiveargumenphenomenology presents as legitimate to Aboriginal and TS8irag
Islander thinking.In this way the examples of settler colonisidgas, logics, ancelations
could be seen asmedilectionof false consciousnegswardsexperiencing relatedness
such canons of thought off@dolmwood & Stewart, 1991)In this way this predilection
could be seen as antithetical to Indigenous knowing, being and experieMeinigs
pervasiveness entangles and entraps Indigenous thinking thfougé of ontological
alienability. This alienability propagatesretion of lived experience and mimicry of
beingfor an accepted and standardised versioAladriginalandTorres Strait-Islander
ness

A useful example iKarrabingt hi nki ng ar ound (Pdviodlij ect o]
2016, p. 84) Karrabingis a group of critical thinkers that live with, through and within
community in and around Darwin in the Northern Territory of thalg&a. They suggest
counter to reductive awareness of the ways we limit and constrain what we relate to as
distinctly humanand separate from the ndmman. In this sense we are entities both
human and nonhuman t hat a | vae alwayspresartini f e s t i
relation (Povinelli, 2016, p. 84) This sense of being present or(ds L. Martin, 2008)
suggests beingver awareof relatednessattempts to countehe waywe are expected to
access relationalitthrough formalised reductive praxis to experiencePovi nel | i 6 s
example of geontopowarritiques forms ofreductive canons thugh highly contextual

Indigenous beingness to situate the ways such counter intuitive flesitthe temptations
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of beingmadephenomenalvithout the implicit noticing of the everyday presentness of
relatedness that contextually occurs betwi€arrabing and Country

Additional example of counter intuitive forms are also evident in the literature.
The notion of naive dialecticismin Confucian thought situated contradiction and
congruences of experiendelding both in relationalitywhile not seeking tonarginalise
contradictions from the overall synthesis rotuated ideas tend to profggsvang 2006)
Alternatively, Indigenous Métissagdor Metis situatesthe imaginative language of the
metaphors in hermeneutic circles of noticing occurreandsheoretically building on such
occurrences relationally and conceptually through Indigenous meaning mBkingld's,

2012)

In Quandamooka&ontextswork on Countried relationality arever awareness

reflective of the ways Knowg is situated to Land and Waté(. L. Martin, 2003, 2008)

In Ngarinyin contextsthe everythingnessf Living Country withina continental scape

shapes the connections and movements of Stories through living conceptions of relations
between Land, Water and Peofiiéowaljarlai & Malnic, 1993) Furthermore, Water and

Ocean relationality, scaffold meanings of the sea and ocean Knowing as generative,
dynamic, familialto themovements of sea currents and the famidied languagethat

moved withthe continentalbceancurrents( Di a z , 2016; Esel i, 1998, F
Meyer, 1998; Mosby, 1998)

Counter intiitive ways unsettle, rally, intellectualise, grow and concern Indigenous
and Indigenist scholars with disentangling the self or historical s&lvesthe legacy of
damaged research (Mignolo, 2002)n this way, b disobediently layer in our own
Knowing and Thinking about relatedness and experienas\gpposed to the structurally
systemic and epistemic violent procemsibedded into our being through colonising
interpretationsand the ways we are called to imitate and propagate such t(digrelo,

2000, 2002, 2009) The example oft e di scur si ve project of Ol r
being seen as a way to rupture the sense of comfort and complacency in conventional
approaches to knowdge 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(Geoge Sefa De?000, p. 111)

Thinking through and with Stomye can arguesometimes Stories assvake while
some aresleeping In other words when we thintelatedly,we see the animativity in

ourselves just asve see and feelithin the surrounding world that shares the same
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autonomous immanence as our awareness or thinking. In thjddyenous thinking

through and with relatedness to the external as a sharect asjpur thinking through and

with Country and placds where we existed and continue to exist. These thoughts run
counter to scholarship that suggests oOphi l
generate thought fall beings without engaging ons; andl such assumptionsredicate

the ways we begin to universalise as opposed to first situating or contextudisungelli,

2016, p. 85) Summativelyit is the power of universalising withouitdt Knowing and

situating contexts rather than the process of universalisalj that Indigenous thought

critiqgueswithin nonsituated knowing contex{®1. A. Meyer, 2008)

2.2.3 Place Thought

Placethought 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; relatedrselaice Watts, 2013)
PlaceThought enacts a meaningfulness upon the idea that a Thought is located in a Place.
Situativity in Watt9(2013)example, locateslaudenosauneand Anishnaabeosmology

and experience iplace. In Anishnaabe meaning, the Seven Fires of Creatiare, stea
story of t @GigheMniBoo(t he FCreator)déd who placed
seeds. | n t he-Mdid®o cxetitdd FiFsi Woman (Eart), &plaee where these
seeds could root and grdlv. Simpson, 2011, pp. 449).

Similarly, Haudenosaunee6 Sky [ Wor |l d] Womanoé fell frc
her descent, Sky Woman fell through the clouds and air towards water below. During her
descent, water fowl could see thadlihg 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 soth& k y Woman could | and on Turtleds ba

Once landed, Sky Woman and Turtle began to form the earth, the land becoming
an extension of their bodigdlohawk, 2005, pp. 1id2). Relatedly, other indigenous
examples of Place Thought a q19%9)destriptanofs e v ol
relationality of Land, Sky, Water and Family to Mabuiag Island in the Torres .Strait
Knowing isplacel in the Torres Strait Island&seli, 1998) Further,DjaringgalongStory
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, situateand conneckand as both concept and Country in (Australian) continental
scapes.Countryis better understood as a vital interconnected web of social, ecological and
spiritual relationships that Indigeno(&ustralian3 begin to spatialise and adtify with

their sense of being related to Plaggvhitehouse, Watkin Lui, Sellwood, Barrett, &
Chigeza, 2014) (Australian) landscapes are Countried by Indigenoesples. These
Countries are reflective of the distinct prvasionary language groups estimated at over
five hundred that held title to land through languéyéoretonRobinson, 2015) These
Countries are also reflective of the Land thoughts we hdkirsidNationsPeoples through

the memorialiseddisplacement of poshvasionarytrauma (e.gLoos, 1982)ut also the
continuity of existing in our Storied livéde.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
geospatial localisations to Land and Water boundaries on Country. As an example, |
identify as a situated Kalkadoon, Kiwai and Malaitan attributing assumptions tdispeci
Land locations across (Australia, Torres Strait and Solomon Islands). While my existence
as a product of multiple colonial incursions into thaterscapes and landscapges/e
scaffolded into my being different intergenerational movements; | stillagitally relate
and acknowledge these Places as significant to my identifiadildyinalienabilityas an
Indigenouseing This large spatialised and relational Place Thought of my own Storyline,
describes and holds my thinking of how | came into ndigenous being and how my
Storyline connects to those around me through; and with; the places | visit and the
inevitable experiences | inhabit.

Thinking through the ways this spatiality has been developed and described as Land
thoughts, we can begin to wmdtand the distinct ways land thoughts aligned proper
relationships between people, places and entities across the continentdseedfel).
Storying of Land thoughts enacts intellectual meaningfulnéssan example, Kanaka
Maoli ScholaManu Aluli Meyer suggestedknowledge and spirituality interwoven into
almosteverydescription of how [we] view intellect, skill acquisition, wisdom, learning,
knowledge, and understandifiyl. 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) Quandamookahares: walevelop an awareness and senise o
self, of belonging and for coming to know our responsibilities and ways to relate to self
and othergK. L. Martin, 2003, pp. B6)

Storying our land thoughts, and the storylives create asirles of thoughtful
significance maintainedetween people and communities, help to cdotdise the
differentwayswe carread aboustorylines in previous literatur@.he relationship between
situated Storylines and the gedocations expressed within Storiesso guide the
meaningful expression of Knowing and Beamgrelated to people,gdes and the knowing
of such relationgseeFig. 2). While these specific examplesrdribute to salient meanings
held within the English language, such storylines are expressed in vad@isigt ways
and in various Indigenous languages that populéitedcontinent prior to invasiofA
MoretonRobinson, 2015) In previous research sustorylines have also been described
asdreaming pather trading route AmundserMeyer, 2015; Kerwin, 2010, 201dl)gital
songlines(Abdilla, 2017) SonglinegChatwin, 1987; Glowczewski, 2005; Ingold, 2007;
Mackinlay, 2002; Norris, 2016; Pawurlpurlurnu, Holmes, & Box, 2008; Poirier, 2005;
Somerville et al., 2010; Tobler et al., 2017; Trigger & Martin, 20a8)well asrauma
trails (Atkinson, 2002)

These paths are subsequently understood and followed by people as meaningful
lines for Knowhng, Walking, Trading, and Talking where communities of knowledge
situate and attribute relatedness across variousiggdions of experience ontologically
enacting and emplacing Storyhe examples d?idgeonStory, NanganarriStoryand 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

meaningof particular places (sddg. 2) (Kerwin, 2010, 2011)
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Mowaljarlai andMalnic, (1993) conceptual thinking of Land thoughts through a

sketched map of the (Australian) continental scageFig. 3); evidences the body of
relatedness of Stories, Places, and Storylines attresontinental 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:
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Figure 3: Visual description of interconnected relatedness between people, land and

knowledggMowaljarlai & Malnic, 1993, p. 190)

Mowaljarlaisket hed an outl i ne

of Australia

and

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

athreedi mensi onal contine

nt . fil want wall

show you

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 storiedlgd along these trade

routes. They al |l

Malnic, 1993, p. 190)

ar e

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

i nt er c o n.n@®owalgrthi; &

itos

Story. Story in this way contributed to a person's cognitive map of the physicalental

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

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

t

filled

he

Swain(1993, p. 25has termed "geosophy," is knowledge and wisdom derived through the

S

t
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Dreaming and the Stoijnes that guide transmission of Knowjiand 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 ortepistemic identifiability to meaningfullgign 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 | think BdramgBrubart, her 6s p
in the Torres Strait and thdalaita in the Solomon Islands| think of Oceans rad Seas

and the Water thoughtsy e ner at i ve t o my sense &daofbei ng.
Islands which conceptually traces the ways passages are created between peoples, places

and entities. By suggesting we are not isolated islands in the seavesre 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 ge¢ple u cof a, . 199 3; 2
Manulani AluliMeyer (1998b, pp. 22, 24, 2&pntributed:

It is the ocean in which Hawaiian culture and bel.
ocean, moon, place, and language and on proper protocol. Useful knowledge like which wood

is best for bowls, what pshic force is needed to heal iliness, 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 rememberet, an

significance is tied to the many faces of usefulness.

Eseli Peter (1998hared his Story on; through; with; Mabuiag Island within; through; and
connected to; Sea Country in the Torres Straits. Describing genealogical connections
between marine lifesituated places and people; it was akiB#mis (2004)descriptions

of relationships between protocols for gathering food and the sobifo®d within Sea
Country. Mosby(1998)showcasedlan pasinas a significant artefactual knowing of Sea
Country stories, to guide the knowing of creationary and spiritual meaningsfibrated

Torres Strait Islander colonial engagements and the broader cosmological understanding
of the world. Whitehouse et al2014) refined the understanding of Water Thought to

suggest:
AfdSea Countryd, also known as oO6Saltwater Countryo,
old, extant and now flourishing Torres Strait Islander concepts and practices concerning care
for saltwater o6l anddé that eontnentalskelfdngéoceama | i tt or al

hor i zZ\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, therents 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 boatsnoving, and voyaging peoples. Such stories told to me were
echoed in scholargh (Bani, 2004; Fuary, 2009; Lawrence, 1998; Lawrie, 1970;
Nietschmann, 1989; Shnuk2002)
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Figure 4. Situating Storied Sea Counttlyrough languaged Sea Counfifgseli, 1998, p.
4)

Diaz, (2016, p. 136¢xtendedhese 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
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Story travelled acras above; through; WatefThe expansiveness of Sea Counsralso

evident in thedeep relatedness between people and oddae 2016) The name given to

achief6 Mat adpang®6 anMa ttahéépralamgratesfauhd amang amumber

of dialectsamong the Austronesian language grdbm. 5. This language group is
considered one of the worldés second | arge:
(Diaz, 2016, p. 119)Thelndigenisedorm of Knowing relatedness is much more complex

and generative of meaning than is typical
contributed the assumph thatérhe world of Oceania is not small; it is huge and growing
bigger éWHauwoday61993, p. 7)

Figure 5: Visual area showing the expanse of the lexical frame of Storied Sea Country
through people and candPiaz, 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(Geapuge,
Steffensen, Musgrave, Claudie, & [and 15 others], 2013; Langton, .200@) physicality

of starting fires acording to seasonal protocols of understanding meteorological patterns,
life migrational movements, and vegetational growdh 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 firaagton, 2006) Burning Countryvas
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 describ® 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 inhabttedransform, maintain and
protect the meanings of éifwhere it existed on Countryn 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 desbe deeper conscious ontological conceptualisations of relation building
through the social connectiona Countried peopleln other words, relations to unburnt
country were transformed by burning countyarneay2012)usel the notion ofthought
tradingas 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 NativeNorth American Boples. In these instances sovereign thonkinout trade
i's to Ocr eat simatecoee duturepmile cbsisting to &ulty express informant
thinking (Garneau, 2012a, p. 29)

The example of communities in theura Basin (Australia)and more specifically
Olkolo Elders showing how thburning of country accounted for ancestral practices of
Burning Country; butalso, the colonial forms accounted for practices of relatedness to
Country through frontier warsAdditionally, the literalnurturingof floral forms for cattle
grazing areaghrough burningcountry (Langton, 2006) Such experiences describe
relatednessf people and communities, sogpatialised to develop among groups various
ways of relating to each other and the communities of meaning in fhemegh Fire
(Langton, 2006; Trigger & Martin, 2016)

These ways of sovereign Countried thinkitigesethought trades describe how Elders
in these situated regions managed both ancestral and colonial forms of Storfdngiihg
of Country. Elders expressed through Stergovereignthought tradesof determining
relatedness to Country and trading between the thoughts of ancestral thinking about for
example- BurningCountry and the colonial thoughts of burning coungnsured levels of
relatedness to Country and life could be protected and maedtdiGeorge et al., 2013;
Langton, 2006)

Fire thoughts themselves cannot be touched nor cannot be held by thigerzan 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 thoughtsln a comparative example of undansdling fire thoughtsZoe Todd,

2018, p. 164)dentified such complexity in understanding relatedness when she developed
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her sense dh-betweenesas carefubt hought tradesd through he
dynamic Metis storytelling of noving 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 inapks and Hbetween 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 soueign 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 valuesetpct fire
thoughts(Elders, 2003; George & Musgrave, 1995; George et al., 2@ER)ing fire
thoughts(Kerwin, 2010, 2011; Pascoe, 201#oving with fire thought&Nannup, 2006a,

2006 c, 2006 Db; Néar weet, Gukka Briggs, 200 ¢
Nangun, 1996) creating with fire thought§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 technologiestasaboth |
and conceptual meaning makihguided; situated; and respected the boundaries and the
transformations to Knowing Land and Water and the ways Fire thoughts transformed
thinking on Country. Fire tradi-nge;aret sove.l
and; continue to maintain relationships with; to; surrounding communities through the
stories shared together to make meaning of the lived experiences shared foDeividr
Garneau cited in{Todd, 2018, p. 164)

2.2.7 Sky Thought

Stories we tell and sine 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 & Ngbéandu, 2 0-Iodes, 2@18; Christeangem s e n ,
et al., 2018; Geia, Hayes, & Usher, 2013; Kovach, 2009; L. G. Phillips & Bunda, 2018;
Todd, 2016, 2018; Watts, 2013, 2013pkg, 2018) In the same way when we uplift our
Countried knowing into the heavens and into the surrounding air we brézttry,

becomes an expression of Sky Countryhe Storytelling where the oral tradition

dominateqGeia et al., 2013; Langton, 2006ptorylines 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 plagiBtory on CountryClandinin & Connelly, 2000) In

ths way the geqématnisomnafl dtnlmueey space[s] 6 i
in revealing how people tell and live their stor{gdandinin, 2006, p. 44) However,
Storytelling doesndét privil egctoyleaprocedse nt i t vy
that cuts across the formality of identitydademands the human to human interaction
(Bessarab & Ngbéandu, 2010; Sprad&Kinpy, 1979;
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 cap@iithibald, 2008) Both
can be seen to have two different ways of expressing and aligning meaningfulness
(Halverson, Goodall, & Corman, 2011apne way is Master Narratives, which talk about
a system of stories that can be employed systemicalyided &d regulated in specific
ways.

Storied systems control Stes 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 existen@#alverson, Goodall, & Corman, 2011bJhe example for
Australian contexts would suggest the Master Narrative of storying Australian nationhood
and the ways such historical |l egacies story
locations of Indigenous stories that talk about inwasi, massacr e, segregati
intergenerational trauma. This resilience of the system to survive through the meaning of
Narrative, createsldaster Narrativeover Story. (Halverson et al., 2011b)Reflecting on

this difference Leanne Betasamosakempson(2014, p. 7suggested:

for ev

6s
ds al mos

60theory6 isndt just for academics; it
maplesugar gets told to (some of) our ki
within this context is generated from the ground up and its power stems from

its |living resonance within individuals and col

The significance of making this distinction is to emsglarity around Story as framed
through grounded Indigenous Knowing; and Narrative as framed through the hegemony of
language ideography and the notion of a Master Narrétlymes, 1996; Mumby, 1989;
Silverstein, 1976) Notwithstanding this semantic distinction, narratives and stories are
important because without them our ability to mikeyuage 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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developmentA. Diamond, 2013, 2018; Gallets, 2005 ertainly this has translated into
understanding thadral storytelling is connected to modes of understanding that have been
recognised by tharists to be intrinsic to the way we thinkve are literally hard wired for
story (Bruner, 1990; Egan, 1989; Hibbin, 2016)

l ndi genous Knowing educationall vy, under
Storytelling(Osborne, 2013, p. 173)Story Workis 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 andproduce a meaningfuand purposeful living experiencescomposed of
individually valued and purposefully integrated elemeR&schard, (200highlightsthe
notion of a theoretical story. Here, Story work operates to both resource and constrain
Story. Eventually, revealing the canstion 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, (200Buggesthe semantics ahetamathematiassed to elaborate
these models. Metamathematics often impose restrictions on the resulting rkuseles,
(2017)adds for mathematical elementgrratives function as integrating devices of the
mathematical components. Story holds them together as pieces in the investigation of the
same complex proces¥ al ue dependency questions the v
ways of teaching about phenomena and then identifying the cognitive value within such
assumptions to develop alternative ways of pedagogically conveying mdaiStay
being such a valuealternative(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, 201&tory Work
highlights the significance of learning to coherently convey meaningfulness but also to
listen aml 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 O&éplainnessd (6.fDiamandy d9P1, p. 8flAE mor a |
Shannon, (1995%uggests, it is about the telling and believing the value in the world
through; with; connected to; and developing Story. Furthermore, it is also about the
ways Indigenous Storied Country is lived and expressed daily within the meaningful

engagement in life and Countf@orntassel et al., 2010)
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2.2.8 Situating ResearchArea

Indigenous Knowing and relating is cognisant of entanglements we face by classical
thought and the broader nsituated ways of thinking about the world. Research ought to

be able to endaesistance 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 dominatingsitaated persuasions

from a sensitivity to the 'feeling space’ of dominafi®harp, Routledge, Philo, & Paddison,
2000, p. 22) It is within this latter space for Education at least; that we can situate pockets
of resisaint thought and action to be engaged, nurtured and mobilised as forms of epistemic
disobediencgBridges, 2006; Mignolo, 2000, 2002, 2009; Sharp et al., 206@¢ed, a
comparative Native American assumptionsdajete & Pueblo,( 2010, p. 113Esponded

with the ideait heory f or | ndi an ettt andtheir colhectiteh at e v o
experienceo.

Suggesting these assumptions, the question still remains for this significant section
of the literature review and that is to question what Indigenous theory as foiPtecef
ThoughtLand ThoughtWater ThoughandStory Thoughor indeed relations tGlassical
Thoughtinform 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 wousdiggest 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 student@Biermann & TownsenLross, 2008; A. DayNakata, Nakata, &
Martin, 2015; Hughes et al., 2004; Klenowski, 2009; Lewthwaite et al., 2015)

Explicitly there is a desire to respond to broader institutional governance
mec hani <losethdgapk eanod ot her i nstitutichamsms |y priv
(Altman & Fogarty, 2010; MCEECDYA, 2008; GCSC, 2018)that identify ways
education can attend to the most marginalised and tsetteed students across the
Australian educational landscap&hich invariably locate Indigenous student achievement
(Walter, Martin, & BodkinAndrews, 2017) Implicitly, the assumptions attempt to grow
the institutional forms of Indigenised Knowirigoley, 2003; K. L. Martin, 2008; D. M.
Mertens, Cram, & Chilisa, 2013; A. Moret&tobinson, 2016; M. Nakata, 2007; Rigney,
1999; L. T. Smith, 1999; Wilson, 20Q08)
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These scholarship forms invariably predicate their existence on the yaliuit
verifiability of what we mean by an alternative situated epistemic and ontological way of
thinking; derived and socioulturally 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 towasdenacting reconciliatory translations on behalf of prior
and continuing invasionary and colonising regimes by dominatingsitwated forms of
epistemic and ontological reference. In other words, growing the critique of the
institutional form as betteaible to respond to outliers and tensions within relatable forms
of meaning making proce8 MoretonRobinson, 2015; MNakata, 2007; L. T. Smith,
1999)

These contingencies invariably systemise and operationalise critiques through the
existent social and institutional processes of governance. Such cont@genining in
effect - the systems of utility; maintain suwvability 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 retuated forms of beingepistemically and
ontologically placed regardless geclocation (Longino, 1990; A MoretotRobinson,

2015; Wolfe, 2006)

The challenge to such thinking would argue that as Indigenous thinkers we are
seeking forms oeéquivalencdy appealing to the measures and sanctions that rest upon the
verifiability of our thought{Garneau, 2012a) Fur t her t hat as we dev
forms of meaning in the pursuit of equivalence, we are simply scaffolding and
strengthening brides 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 commadifwell as the institutional
form assessed as worth recording and savi@grneau, 2012a)The chaknge to
institutional forms of Indigenous chirography are to commensurate the forms of knowing
with an anciency to knowing that et unilaterally identified within the institution and its
forms oflanguaginggovernance of our IndigenoWays of Knowing ad Being(K. L.
Martin, 2008)

This researchnpject andthis 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 seasability and sens@naking places that affectively intimate the
deeper depths of knowledge transmisg@anald, 2012; Ebersdhn, 2015; Nicholas, 2009)
The challenge for this thegstoconceptualljanguag 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 bHopi Youth whofeeland enculturatélopi ways to a universe of
infinite meaning is based on the sensory assumptiofesebhg connected onot feeling
connectedNicholas, 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 the¢ unseen but forever known through the
knowing and learning behaviours as active formddopi or [otherwised] Indigenous
engagementChavez, Ke, & Herrera, 2012; Ebersthn, 2015; Nicholas, 2009; L. T. Smith,
Tuck, & Yang, 2018; Tuck, McKenzie, & McCoy, 2014By intimating the languaging
assumptions for the sake of this research project; the project can begin to develop@&xampl
meanings in dynamically, conceptually, emergent and nutritive forms connected to the
representations we already acknowledge as deeply affective. In other words, engaging with
the el emental notions of O6Countri ydeyelogsWat er 6 ;
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

OMore reseameth lissgs@&qwas ea g uFHadHughgswheneought f
and when | sat down with him on his veranda to yarn up ideas about the beginnings of my

PhD, and to take ideas forwafidughes, 2015; Hughes et al., 2004l)his intention sets

out the Countried scape of this digdagon. 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 assumptitims section has contributed meaning

towards beginning to understatige continuity of Indigenous living experience asrietb

and Countried through ways of thinking for meaningful meaning makKiing following

research question 1 is developed for the project:

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

Knowledge?

2.3 Learning to Experience

2.3.1 Introduction

The aim ofsection2.3 is to develop a literature review for research question 2. Learning
theoriesform part ofthe extensivditeraturedealing with the ways people think about
learning and intergenerational knowledge transmissiofboriginal and Torres Strait
Islander students continue to be present in educational data sets related to Indigenous
education in Austlia. The consensus is that educational achievement continues to fall
behind and maintain disparities between Indigenous andiidbgenous Studeni®ay,
Nakata, Nakata, & Martin, 2015; Lewthwaite et al., 2015; Martin, 2006; Martin, Nejad,
Papworth, & Ginns, 2013) Specific Indigenousasnples have, are and continue to be
present as paxf defining conceptual relationships between Indigenous experience and
measurable educational psychology constr@atsJ. Martin, 2006) However, limited
theoretical work has attempted to create Indigenous learning tii¢oghes et al., 2004)

This section will detail a review on learning theory associated BatharaHofer,
PaulPintrich, William Perry,JohnFlavell and the associated researciNoél Entwistle,
JohnBiggs andJanVermunt in Approaches thearning. The section will also detail a
critique of Vygotskian and Bakhtinian frames of reference upon student learning in relation
to Indigenous KnowingThe 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 educainal psychology research on Indigenous Knowing and meaning.

232 Perryo6s 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 abowtudent intekictual developmentSubsequently research branched

into, several areas of learning research. These included understanding developmental
sequences, whereliydividuals move through a developmental sequence that reflects an

evolving ability to coordinateéhe subjective and objective aspects of knowfKgchener,
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1983) Building on Perryds work a quantitatiyv
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 opentoges of
context relativism.

Perryds work also evol ve drelated pattern@in br anc h
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 consideradformal reasoning across the life sp@uhn, 1991)

Highlighting the importance o&rgumentative 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 areasPer r yo6s tradition branched into
epistemological beliefs wherelpersonal epistemology be considered a system of-more
or-less independent belief{Schommer, 1990,903). 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
featuresi(a) the addition of beliefs abblearning, (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. Pefrys foundati onal wor k al so branched
relationships between personal epistemolagghitive and motivational procesqéofer

& Pintrich, 1997; Ryan, 1984)n these areateories about knowledge may be activated

by a variety of academic task3.hese theories then influence how individuals approach

these tasks in terms tifeir motivation and cognition.

2.3.3 Personal Epistemology

Understanding learning experiencean be thought of as identifyintihe relationship

between personal epistemological diepment and epistemological beligidofer &

Pintrich, 1997) To learn, suggests i g her |l evel s of thinking [ é
competence, confidence and feeling of lgeim control in a complex worlfVan Rossum

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

determinate of interpreting meaning as opposed to the swepoken to researchers.
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Researcln this area has focused baw 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 process#sm{ing and reasoningHofer, 2000,
2004b, 2004a, 2008jofer & Pintrich, 1997)

In one study, first year university studes#sv 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 justificationnmiwkng in psychology than in
science (Hofer, 2000) Further, the relationship between education and personal
epistemology suggest an associatedauon. Educational influences apistemological
development,dstersa | ear ner 6s competency to critica
competing knowledge claims, and coordinate theory and evid@doger, 2004b)
Summatively, personal epistemology has typically been conceptualized in one of two
primary ways: as a cognitive developmental process or as a system of b&lnefse
thoughtshave alloved researchers to think abog) the w a y l@agners monitor their
understanding of new terms or conceptualisati@insjudging whether they comprehend
what they encountefjii) and the ways learners regulate interpretive responses through

reading and thinking about task material or activities

2.3.4 Metacognition

The extensive literature oneatacognitive knowledghas been describe$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 anyrsof intellectual enterprisBrown, 1978; Flavell, 1979)
Educational dimensions consideirech one ar ea the relationship
of cognitive development and metacognitive w(Bkaten, 1991a, 1991b, 1992n these
instances, among a range of cognitive interactions betws internal and the socio
cul t ur al memorl deletbpmem through the Vygotskian framework of internal
cognitive processes arguelsildren learn to remember strategically and effectively in the
everyday instances of school and hqBgten, 1992) Further the mother child dyad and
theinstances of metacognitive modelling used by the mothers and tregalhtory verbal
expressions of the children were noted.

Researchers have also explored télationship betweaemetacognition and affect
(Efklides, 2009; Efklides, 2006 Metacognitive experiences (ME) that compriselifegs,
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judgments or estimates can be expla®adssess theetacognitivanteractions between

the dual characterisations of cognitive and affective expressions of kn¢ifikigles,

2001) Vermunt,(1996)explored the relationship betwearetacognitive, cognitive and
affective aspects of approaches to learning. Here identifying the attributes of each
dimension and the ways learning is enhanced or degraded basé#de ways the
interactions took place between the three dimensions.

Socially shared metacognitiodeveloped researcher understanding of social
interaction during collaborative solvinfiskala, Vauras, & Lehtinen, 2004; liskala,
Vauras, Lehtinen, & Salonen, 2011; Vauras, liskala, Kajamies, Kinnunen, & Lehtinen,
2003) In these instanceshe aim was to gain awareness of intetividual learning
processes that are evidess a function of the sociultural 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 nesasy for building an adequate task representation ol @kenman,
Wilhelm, & Beishuizen, 2004) This is opposed to metacognitive knowledge research
which focuses odeclarative 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 (20083viewed the work ofWilliam James, Piaget and
Vygotskyto explore the relationship between metacognition anereglilation. Based on
the relatiorof subject and objecthey suggstedJames's perspective on metacognition and
selfregulation is aligned with the SgRiaget's with the other and objeahd Vygotsky's
with the medium or agency of languagiéox & Riconscente, 2008) The broader
implications suggestedmetacognition at selfregulation grounda  p e rcensanBss
experience othemselvess knower and actor. Througamesa person is @tome in the
Self; with Piageta person ist home inthe world and with othersvith Vygotsky, a person
is athome in language.

Educationally, James may suggest the fostering of individuality and- self
fulfilment. For Piaget, collaboration coupled with autonomy may be the goal. For
Vygotsky, mastery of existing cultural tools and openness to the developmergeantl u
new modes of language activity and new tools may be theCaiarall, the nature of inter
relaiveness of key terms centre anetacognition, selfegulation, and selfegulated
learning that provide thedimensionswith which educational research osatning can

identify useful avenwseof further investigatiorfAlexander, 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 experiecesthe waysuch experiences impact
studentmotivation 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 oWlbay, Cordon, & Kerwin, 1989; Pressley & Levin, 1983;
Pressley, 1996; Pressley et al., 199R¢searcliocused on effectivanstructionsuggested
teacherdo something every minute of every hour of every school day to motivate their
students, usinghotivational mechaem to do se from praising spefic accomplishments,
reminding students how well they perform when they; tty encouraging constructive
selves. In other motivating ways, providing explanations for why the material being
learned was important, appropriately used extrinsic rewards (erginforce behaviours
students otherwise would not deycouraged student collaboratiexpressed confidence

in student capabilities, providing reassurances as ndé&dedsley, 1996, 2005)n this

way intrinsically guiding the cognitive strategies students take during an engaging
pedagogical instruction.

The relationship betweemetacognitive developmerdnd cognitie strategy
research explored the ways menteffort, strategy use and knowledge access
developmentally changdxzktweeryoung childrenolder children anddults(Baker, 1994)

The suggestion that deploying strategies that help memory aesdamanding 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 ddfiiortEducationally, the suggestion
described the impact of schooling on memory development, demonstrating that strategy
use was either less frequently or not at all observed irsabooled samples of children
(Schneider, 2015)

Pressley, Duke, and Boling (2004uggeted erly reading instruction and
cognitive strategy research can benefit further from encompassing grounded theory and
correlationstudiesn conjunction with experimental and quasiperimental researcfhis
is exampled by theeaiching of phonemic awamess and phonics, as does guided, repeated
reading to increase fluencyThis is however balanced by skilful instruction in the
classroom that also introducstidentso theexpeienceof authenic books and writing

every day. Overall, cognitive stratggresearch 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 irethisationaéndeavou¢K.
R. Harris & Pressley, 1991)

2.3.6 Approaches to Learning

Student Approaches to Learniiiylarton & Saljg 1976a, 1976h)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) earning 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 t¢€kdfield, 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 infRihaad& Deo,

2007) The framework is derived from qualitative work on student leargiiggs, 1993;
Kember & Leung, 1998; Marton & Saljdl976; Prosser, Trigwell, Hazel, & Waterhouse,
2000) Work around conceptions of learning evolved also during this time to focus on
Indigenous waysf learning(BoultonLewis, 2004; BoultofLewis et al., 2000aBoulton
Lewis, Marton,Lewis, & Wilss, 2000b, 2004BoultonLewis, Wiss, & Lewis, 2001;
Purdie et al., 1996; Purdie & McCrindle, 2004; Purdie, Tripcony, Botlemis,
Fanshawe, & Gunstone, 2000)

The dimension of deep learning associated with approaches to learning,
demonstrates the intrinsic interest students shomars their work and seek the
underlying meanings or relationships in the material they are studiggs, 1999;
Prosser & Trigwell, 1999)The underlying feeling consistently associated with deep
learning is a sense of affinity with the learning experigiiggs, 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, 19&htwistle (1987) provides a
useful framework wth which the distinctions between deep and surface learner approaches

can be characteris€dable J).
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Table 1: Characteristics of Deep and Surface approaches to leafamgistle,
1987:16)

Deep Approach Surface Approach
Intention to Understand Intention to complete the task requirements
Vigorous Interaction with content M emoriseinformation needed for assessments

Relate new ideas to previous knowledge Failureto distinguish principles from examples
Relate concepts to everyday experience  Tresat tasks as an external imposition

Rdate evidence to conclusions Focus on discrete dements 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
environmen{Meyer, 2000; Prosser & Trigwell, 1999; Vermetten, Vermunt, & Lodewijks,
1999) student choice of learning approa@fermetten et al., 1999)_earning approaches
and student s 0 (Keraberl Biggs, & Leung, 2004; Keknlhen&g®p1990;
Kember & Leung, 1998; Leung, Ginns, & Kember, 2088 udent s o bel i ef
knowledge and learnin@gano, 2005a; F. Phillips, 2001)earning approaches, and beliefs
about knowledge and leang (Biggs, 1991; Ramsden & Entwistle,89 Ramsden, 1988)
conceiving and approaching learning in different wéyart et al., 200Q)selection of
learning processd&ntwistle & Peerson, 2004)

2.3.7 Lev Vygotsky

Dialectics in some sense has been suggested as a quest-f@sertarough a process of

conflict or contradiction in order to explain concepts of the univ@igeite, 2014) Lev
Vygotskyos di al ect i cnifitahtéoungatidn foceducatianadthedry t o &
within teaching and learningvygotsky identified the dialect between affect and intellect,

which drew on the dynamic interplay between different dimensions of consciousness
(inward and outward) and to conscioass as an organisational syst@ullivan, 2010)

Internal reorganisation of consciousness occurs over a series of dialectical steps.
Wertsch (1985p oi nt ed out one of Vygotskybds favour
two separate elements of saiousness (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 invdving an increasingly sophisticated and reflective knowing, from and
through the other, as one progresses along a developmental contimbtoagh looking
at the changes shaped by the dialectic, we can begin to understand and explain why

development occar as it does. Vygot skyobs i dea ac
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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
socid rules(Sullivan, 2010)

Vygotskian thought emerged out of Marxist period of Russian hisfmgductivity
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 (1¥7AB31) and
Marxist thought brought about a Vygotskian dialectic theory espgaalhcerned with
action and therefore activity orientated. In the first instance Hegel emphasised self
consciousness, satbgnition and selfeflection i concepts suggested to underpin
Vygot s k y(Oose, 2000)fhis led to a focus on teaching and learning as part of
Vygot skyds focus on Educat i onSecoridly, Margidh psych:
thought, a deviation from Hegelian dialectics, guided Vygotsky towards dialectic
materialism. Importantly, dialectical materialism sought to overthrow idealism and
maintain asingle philosophical framework that would satisfy the populace and as such be
delivered through educational processes.

Vygot skydés emphasis was thus poHstically
work around psychological thinking helped to explain wags learning and teaching
through language in order to promote knowledge acquisibased on these philosophical
and ideological influencedVhite, 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 positiowithin broader educational psychology ideas on souaitural

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 wad (but more particularly the utterance) as an essential indicator of human
consciousnegSullivan, 2010)He questions the nature of dialecticism, however, as overly
theoretical, and focuses instead on the dialogics ofwbel and of theutterance
specifically the presencef ideology within the wordMumby, (1989)provides a useful
example of describing the heteroglossia through the social constructionaafngen
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) throughp#rticularity of our
relationship with the (social) othéBullivan, 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 byhois speaking as well as the content of what is being(saitli,

2005) Bakhtin viewed dialectics, in general, as a surface interpretation of textual nuances
inclusive of voie, intonation, living words, and responses and the diversity of
consciousness in the immediacy of interactiBnandist & Tihanov, 2000)Elsewhere,

however, he is slightly more accommodating of dialecc s : A Di al ecti cs i s
i n order to retur n {Bakhtth,i1886,p.dGR2AVhie thesasedm g her
like mixed signals from Bakhtin, he consistently opposes theoreticism to lived experience

and dialectics to dialogid®Vhite, 2014)

These contextual notions of consciousne
bet ween Afaut horitative K nowi n gubhority) kando wl e d g
Acarnivalistic knowi ngo -drokvmsow ltaketiog-grantedh a t S u
assumptionsjSullivan, 2010) I n ot her wor ds, Bakhtinds d
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 offdSullivan, 2010)

2.3.9 Consequence of Vygotsky and Bakhtin

Holquist, (1990)s uggest s t hat Bakhtinds early assun
weakness in Bakhtinds theories since, i ke
that are characteriséy 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

ard to introduce notions of discourse in latter writifg¢hite, 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 STiugct.
epi stemol ogi cal position may explain the p
since he provides satisfying answers to pedagogical questions that seek outcomes i.e. the
assumptions around how | ear ni ngthoaghposes pl ac

only questions and views dialogic agreement as only one of amanmyonents 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 instrucietiaigs and the
educational research informing learningCookLynn, (1997) highlights for Native
American ways of meaning, its meaningfulness stems from the challeegeryohingthat
America has to offer in education and society. Fur{Bamg et al., 2012argue for the
creation of robust meaningful forms of education that engage thdoromant student in
complex learning as empowered makers of meaniBgdkitAndr e ws , O6Rour ke
Craven, (2010argued for the equivalency in meaning for findigenous and Indigenous
Australian students. In other words, the latent measures employed in research testing ought
to be cognisant of equivalent meaning for Indigenous andindigenous students but also
equivalent in their ability to predict important schooling outcomes.

Bakhtinbés notion of two meanings within
meaning do we atteinto 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 Bait Islander student®8odkin-Andrews, Whitaker, Harrison, et al., 2017)

The argument being made is that colonial meanings of Indigenous Idewtitizh we are
expected to accept and acknowledge; is vastly different from the meaning held by
Aboriginal and Torres Strait Islander students. fdsearch identified, a positive sense of
cultural identity was the strongest predictor of many of the motivational and future
aspirational outcomes of Indigenous studéBtsdkin-Andrews, Whittaker, Harrison, et

al., 2017)

Equally, viewed through Vygotskyeéfs di al e
Aaut horityd and Acarnival o can be viewed as
bet ween fAoutero and Ainner o0 ponatmotiansand consc
variability in meaning reveal difference, Indigenous learning experiences eeguir
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 adedeo; the iformal setting.

The risk of dogma in any theory and practice could benefit from active co
construction rather than reconstruction of educational potentialjbesvey, 1938)

Experience is the ground we are born from as such the ground ie lghemning linked to
local community aspirations and values could be a suitable place to staristouctions

(Craven et al., 2016)he focus upon differences in cultural perspective;s@itept and
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school motivationMooney, Seaton, Kaur, Marsh, ¥eung, 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 ib@iameaningfully aligning the

developments between informal and formal environments.

2.3.10 Situating the Research Aea

These positions illuminate potentialities of understanding the experience of Indigenous
learners within settler colonialism historicities. Tileology 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,deo& selconcept, and
multiculturation researchdescribe 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 present@bdkin-Andrews, Denson, & Bansel, 2012)

Students internadie i deas thatcrcownirngpatef tAbar i0g!
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 Awtralian discourse as exampled by ®selhcept issues (Arens, Bodkin
Andrews, Craven, & Yeung, 2014)eneral selesteem and domaspecific €lf-concepts
(BodkirAndr ews, O 0 R o u r dncacadeaic seldncept and Pattedns of
disengagemerfBodkin-Andrews, Dillon, & Craven, 2010)

Concurrently, eduational 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 (inaemental beliefs) or static nature (entity beliefs) of intelligence and ability
(Tarbetsky, Collie, & Martin, 206). Further, meaningful Indigenous ideas such as;
KnowledgeBuilding about the natural worldMarin & Bang, 2018)situative perspectives
(Bang, 2015) learning and relations within social change mgkBang & Vossoughi,

2016) being in relation(Bang, Marin, Medin, & Washinawatok, 201&yolving beyond
mental models of natu{Bang, Medin, & Atran, 2007Quide potential ways for meaningful
alignments between formal and informal settings in reflexive, integrational and critical

junctures of engagement with; alongside; a
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2.3.11Conclusion

This section has providedaanvass of learning theory wornk 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 agemdathe lefthand end of the
continuum, theorists based on gec® fixed, inherited traits and the interaction of
personality and cognition were positioned. The Frigdmid end of the continuum, theorists

who focused on personal factors such as motivation, and environmental factors as well as
the effects of curriculm 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 referenceof student learning imelation 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
guestion 2 pses 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 pogeen asks:

Research question 2:What assumptions do Indigenous adolescent students hold

towards learning and how are these linked to waysf 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 questibis3ection
scaffolds the importance of IK as part of pedagogical theory through a review of some of
the assumptions evident within plabased education. The section reviews and
problematises the relationship between placed based education and IKomk@&edng
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 transohnool
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 whéfeis currently situated.

These includeLearning from Indigenous traditional models of teachifgdagogy
for decolonising Indigenous and antiacist education Indigenous and placeldased
education(see also Appendix B The section will argue the assumptions surrounding
pedagogyor IK requires a review of the conceptualisations that limit and promote the very
importance of Indigenous Knowledged§.he recent turn towardsand Educationas a
theoretical research position within Australian contexts, as well as the growth in kmasgen
Pedagogies situates the importance of gaining an understanding of secondary school

teacheros beliefs and perception of I ndige

2.4.2 Place Based Education

The emergence and rise of pldz#sed educational theory has brought about a growing
interest in schools and classes fundamentally grounding themselves in relation to the
communities and places they emerge f{@reenwood, 2008; Gruenewald, 2003a, 2003b)
Indeedplacebased educators stress the importance of assisting students to betreene ac
participants in the interplay of their local communities and environments they inhabit.
Notions of placeb a s e d educational approaches emer g
American contexts whereby ecological communités/hich people were a part of was
central aspect of systemically approaching educational outcomes for student learning
achievement beyond standardised approaches already in ex{gericeSmith, 2007) In
this sensgplacebased education situated learning in the I@alienewald & Smith, 2008)
and the notion of place challenged the frequentlynscribed dualism of culture and
environmen{Greenwood, 2008)Hereclassrooms or schools where plmzsed education
is well-established, inquiry into local community concerns and profslelving in relation
to community, heightened awareness of teachers and stulehtshaped 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. (teachercaetn > teacher > studen(p. A.
Smith, 2007)

At a similar time the emergence of place conscious educational theory by the same

proponent s, aimed to address through place
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complexities that plague the worlddan t he | nst i t u(Grueoewald, 2003a,e duc at i
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 isreconceptualised 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 firstand experience of local life and the political process of
understanding and shaping what happens {l@&neenewald, 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 dism@f economic competitiveness to
which it is linked. Informed by critical theory (e.dreire & Ramos, 199&)rd synthesising
with place assumptions; a formative grounding attends to the politics of school settings in
relation to epistemological, ontologicakiological and methodological concerriBlace,
in other words, foregrounds a narrative of local and regipolitics that is attuned to the
particularities of where people actually live, and that is connected to global development
trends that impact local placéSruenewald, 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 Oreineéhabitatd.i
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 leaonibgxtual learning,
problembased learning, constructivism, outdoor education, indigenous education,
environmental and ecological education, bioregional education, democratic education,
multicultural education, communHyased education, critical pedagoiself, as well as
other approaches that are concerned with context and the value of learning from and

nurturing specific places, communities, or regi¢@suenewald, 2003b)
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2.4.3 Displaced Place Bsed Education

In the first instance r i t 1 c a | p e ce@phasig gn sdacihl gusticeiissueHasd the
placebased educatorés stress on studentos bec
their local communities and bioregions has been easily interpreted by
science/environmental educators as natural alliesreating 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 oOoOtransformationsdé6 and o6transformawi ve | e
masked by abstract references to valuing cultural differences; a view of language as a
conduiti which marginalises an awareness that words have a history and that their meaning
needs to be continually updated through what the anthropologist, Ckbeediz (1973)
referred to as Othick descriptionbo; and tF
oppression and environmentally destructive pract{Bssvers, 2008) Problematically,
attention is drawn to concerns within pldzgsed and other forms of environmental
educatiorthat 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 knowledgé-riedel, 2011)

These reactionary concerns have been noted in relation to the building momentum
of placebased education, including how it has been mobilised within the field of
environmental educatigffuck 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 ega@lnd increasing curricular uptake
and empirical research of plabased 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 deepecmms to land genuinely cress
pollinate environmental/science educational research posititm$eweg and Russell,
2012, p. 8highlight the processes between the two educational positions (place based &

environmental) adopt the temptation 410 0sKki

free, painfr e e, Aromanticizedod version of environ
The argument suggests a claiming of | nd
pl acesd6 where feeling connected to the nai

claims that dngrindigeaods eavirdnmegtal breutdeor educators are the
chosen ones to |l earn and pass (Konewédgnkdi geno
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Russell, 2012, p. 8) Previously, Korteweg, Gonzalez, & Guillet, (201Q)oted the

i mportance of decol onisation and o6l ndigenis

validating, and honouring Indigenous rights, valuepistemologies 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 (2013nccount of critiquing the privilege of seakflexivity 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 -seffexively acknowledge power
structures in play, she highlights we must change the structuriggnwhich we live so
that we become different peoples in the proc@sg politics of this position augments the
problematic nature of current theorisations in placed based education whereby the existing
dominant structure integrates notions of decaation and reinhabitation without
reflexively being aware of the true impetus inherent in these named processes.

Tuck andYang (2012)also note decolonisatiorribgs 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 schoolhe easy adoption of decolonising

discourse by educational advocacy (place based gdncand scholarship, evidenced by

the increasing number of calls to fidecol oniz

or, Adecolonise student thinkingd, turns
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 toedtler colonialism, can be at risk of being neutralised within broader
hegemonic discourse and lose transformational auth{g¥itytehouse et al., 2014)ndeed
the emergent notions of land education within the Australian contexteatainly 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 pedagfnyck 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,

dec
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2015; Tuck et al., 2014; Whitehouse et al.,, 2014Among Indigenous peoples,
relationships td.and andPlace are diverse, specific, and-generalisabl¢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 seaslitds 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 relationskipsck et al., 2014) The curricula research
example ofwWhitehouseWatkin Lui, Sellwood Barrett,and Chigeza (2014¥uggests we

need to realistically consider the complex colonial past within the subject noétter
environmental educatiorLand is understood and engaged throwggtognition of long and
vibrant trajectories of Indigenous practice and theory that understamd as
encompassing all of the earth, including the urban, and as much more than just the material.
0 L a mdhis sanse isised as shorthand férand, Water, Air, and subterraneaBarth
(Whitehouse et al., 2014)

The example of wetlands as places of continual birth, death and rebirth, provide
theoretical spaeeenwier i Wwinmidc¢ iy e n manddased s mo | o
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, SeaCountry ontologically explores
geography and history together in Australd.
continenal past where continentiaind (inclusive oBea) 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 otherggectives within environmental educatiavieyer (2008)
suggestIndigenous relations to land, where epistemology is integral to being and knowing
T and thus being knowi in the world; offers alternative viewpoints concealed from
broader environmental education assumptionhese words are echoed in more
international regions like the US (e.g. New York, lllinois, Virginia, Hawaii, California,
Alaska, and crosstate), as well aBrazil. Here Indigenist authors attempt to lochsnd
education in relation to particular disciplinary and formal education domains: of (North
American) K12 social studies educati¢8alderon, 2014)K-12 science educatidBang
et al.,, 2014)and k12 crosscurricular educatiofWhitehouse 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 waydedrning could best assist Indigenous students to
learn from more traditional foundatio(Biermann & Townsendross, 2008; N. Harrison,

2005; HicklingHudson & Ahlquist, 2003; Marker, 2006, 2011; Nakata, Nakata, Keech, &
Bolt, 2012; Tanaka et al., 2007; Wilisson & Dalal, 2007; Yunkaporta & Kirby, 2011)

The domination of nosituated 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 Indigenstudents would like to be understood and be
recognised for the inherency and coherency of their cultural ways by others including
teachergN. Harrison, 2008)

Scholarship from thewdP& 086shdadlgihng gbf ed.L
cul tural sepwagsodbosrhool nBot hf ocu(@larris,g on cul
1980) Further development during the 19906s
Learning project pyposed 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 variatiorfglughes & 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 ostudentteacher dialogue as transformative pedag@®jgrmann &
TownsendCross, 2008) play and learningLillemyr, Sgbstad, Marder, & Flowerday,

2011) mathematic§Warren & deVries, 2009; Warren & Miller, 2013ense of belonging
and learning in schogRahman, 2013)lace based educational pedagog@i@mkaporta &
McGinty, 2009.

2.4.6 Pre-Service teaching of IK

Internationally, a systematic analysis of IK pedagogical pathways suggests four
localisations (See also Appendiy.B

1. Learning from Indigenous traditional models of teaching ITMRuik & Gillies,

2012; Brayboy & Castagno, 2009; Tanaka, 2009; Tanaka et al., 2007)
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2. Pedagogy for decolonising (PFD@Ehinnery, 2010; Dion, 2007a; Heyer, 2009;

Iseke, 2008)

3. Indigenous and antacid education{lARE) (C. E. James, Marin, & Kassam, 2011,
Mackinl ay, 2012; Mackinl ay & BMsome7, 2012
Tompkirs, 2002)

4. Indigenousand placeébased education (IPEChambers, 2006; Korteweg et al.,

2010a; Scully, 2012; van der Wey, 2001)

Thesefour dimensionscited above,dentify 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 neimdigenous and Indigenous studefitanaka, 2009)
Furthermore, it also attests to a potential base from which curresgriice teacher
conceptual beliefs around the use of IK can best be explored for congruity and dissonance.
These valuabldédut not conclusive localisations of Indigenous pedagogesdarch and
professionalpathways further the need for equitable outcomes within contemporary
educational discourse for Indigenous peojitisks, 1996)

Additional aras 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 Knowi(8antana, Mackinlay, & Nakata, 2018)he concept
of buen vivir in Spanish, offeko Pora asGuaranisay within South American contexts,
guide associations of reciprocity and cooperation suggested by Paulo Freire in his dialogic
pedagogyDolhare & Rojad.izana, 2018; Fleuri & Fleuri, 2018)What such evolving
formations of Knowing suggest, is a continued desire for critical emgeqts of; with; to;

Place as part of the nature of Indigenous pedagogy to effect positive educational change
for all learnergdBiermann & Townsendross, 2008) Further, the related example from
Turtle Islandciting fundamental language lawsihé (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 procesf.. L. Lee, 2013; T. S. Lee, 20Q9)

2.4.7 Situating the ResearchArea

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 ltigra suggests most namdigenous teachers
deliver a curriculum that is reflective of and is shaped by Eurocentrism and whiteness
(Higgins, Madeén, & 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 Indigenas Knowledg&Lewthwaite et al., 2015)One particular response to

this as a student voice noted:

AThe problem isnbdét access to Indigenous content, L
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 opfoom 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 confusiofLowe, 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 knoyingn, 2007b;
Donald, 2011; StrongVilson, 2007; Tompkins, 2002)Teachers may also move towards

a reliance on those who might be considered culturalvledge holders. This suggests
teachers may not feel philosophically, professionally, and/or practically prepared to work
with Indigenous knowledge@Madden, 2015) Alternatively teachers may view any
attempt to travel a traditional pathway in thiessence of Elders or knowledge holders as
disrespectfu{(Madden, 2015) If for example a teacher wishes to engage with Indigenous
pedagogies in some form, how do Hodigenist teachers transition from the

methodological, albeit curricular, unfamit 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 cdirrent placebased 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 wieby 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 oefinements 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 settingsewthwaite et al., 2015)This could move teachers towards a
position oflearned helplessness furtherignorance In this sense teachers niaghlight
limitations to deliver results or gain a critical and reflexive sense of their own position as
edu@tors responsible for the change in studdassbodies they are expected to teach.

This review has developedhd frame areview of placed baseglations with Indigenous
Knowledge while also discussing the merits of Indigenous pedagogies to furthad gro
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 Iisdigenou
Knowledge content.Subsequently this review identifies thentinued development of

critical junctures in developing Indigenous pedagogies througfollbe/ing question:

Research question 3: What are the perceived links teachers hold towards Indigersou

Knowledge and how are these links reflected in teaching situatiofs

2.5 Conclusion

Chapter Antroduced the literature review of this dissertati@eginning with the notion
of Countried Indigenous Knowingdl' he 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 highlightihg tontextual 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 warith 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 Saters share as
part of their living experiences

The chapteanlso 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 bdiefs, such beliefs and perceptions are shared with researchers interested in learning

approaches such students takéhe challenge for researchers is identifying the resultant




















































































































































































































































































































































































































































































