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The Wakka Wakka are there walking,
talking, singing in the land.
The Gabi, Gabi are there, walking
talking, singing in the land.
The Gurang Gurang are there walking,
talking, singing in the land.
The Dungidau are there walking,
talking, singing in the land.
The Booyooburra are there walking,
talking, singing in the land.

they are all there in the wind,
rain, sun bush morning and night
Lionel Fogarty
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Abstract

Indigenous learners in Australia are widely peredito be failing in educational
achievement. Yet can it be equally valid to reganidools as having failed to meet the
needs and recognise the strengths of Indigenouselesa Many Indigenous learners
displayattitudes of reluctance and resistance to school and teachers, whilelsocia
problems on Indigenous communities are often blafoethe children’s failure to
achieve. Involving children in projects broadly idetl asEducation for Sustainability
(EfS) may offer a way forward for several reasdhsstly, in regard to pedagogical
practice, involvement in real-life environmentathiendly projects may have significant
similaritiesto traditional pedagogy, where a stronger connection existed between
learning activities in childhood and future suntivdecondly, the hands-on, outdoor
aspect of such projects may align better withléaening strengths andpr efer ences of
many Indigenous learners for experiential, holiaiid meaningful activities. Thirdly, the
ethical and philosophical base may be more acceptable at the values levéd¢o
community members than the standard curriculurchiltiren are sensitive to the
underlying conviction and agreement of their eldaressening of resistance behaviours
towards formal education may occur.

The paper will include reflections from my recenbtyears working with Indigenous
students at Cherbourg SS. The emergence of thepbafPPlace Pedagogy will be
examined as a possible meeting point for Indigereelng for country and
contemporary ecophilosophy. The possibility giraductive cross-fertilisation between
Western knowledge and Indigenous knowledge is sigdeas an aspect of
reconciliation. Incorporation of Indigenous EcoloagiKnowledges into a new ethic of
care for the earth is seen as essential to cre;atstainable future. Finally, the paper
examines some implications of the findingsfiatur e dir ections in the education of
Indigenous learners.
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Yunkaporta (2007 p.4) notes that
A reconciling interface approach is needed to hamise the relationship between
Aboriginal and non-Aboriginal pedagogical systems.

| sought to find whether Education for Sustain@piinight be part of this reconciling
interface, with the following research question:

Can involvement in projects broadly categorised as Education for Sustainability
(EfS) help Indigenous lear ners remain engaged with formal education?

In order to address the research question, theWolh Focus Questions were used:
* What principles and pedagogy characterise EfS, etiatational discourses
underpin it and are these compatible with Indigenepistemology and land-
based ethics?
* What are the problems limiting Indigenous learnardiievements?
» Can EfS be effective in making programming andiculum become more
responsive to Indigenous learners and community bees?

The termEducation for SustainabilitfEfS) arose during the late twentieth centuryhia t

context of widespread concern at the internatitadl about environmental degradation

which was becoming obvious in many parts of plaaeth. In 1977, an

Intergovernmental Conference on Environmental Etoicavas held in Thilisi, Georgia,

to develop strategies to handle the impending gamddcrisis. A reading of Point 11 of

the Conference Report pre-figures some challerggestablished teaching practices

which is still highly relevant today and suggestésotential in challenging trstatus

uo.

| By its interdisciplinary nature, as well as by lging education nearer to the
environment and to life, environmental education pkay a considerable role in the
renovation of educational systetiNESCO1978 p. 12).

The principles of Education for Sustainability saggparticular pedagogical approaches.

We will not be able to strengthen the contributidrenvironmental Education to
sustainability in the school education sector sothlough the integration of
sustainability content into the curriculum. It witquire a fundamental shift in current
practice.(Tilbury et al 2005 p. 1)

Shifts in practice have been a long time comingnany Australian schools in relation to
both Education for Sustainability and improvementsutcomes for Indigenous students.
The same underlying discourses may be impeding bot pedagogical requirements of
genuine EfS maybe difficult to implement in maiestm schools because of ideological
contradictions which stem from the persistenceotdruising ideologies which privilege
the assumptions of Western Science (Ferreira, RgdnTilbury 2006). Conversely a
number of compatibilities emerge which suggest tiatgenuine application of
Education for Sustainability may address many eflarning preferences and interests
of Indigenous learners.
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Ethical Issues and Protocols

Before | could begin the research project | hagaim the approval of the local
Cherbourg Council. | went along to the meeting veitRowerPoint prepared and ready
for tough questions. However the councilors presere sympathetically disposed
towards the project, displaying an immediate gefgpe compatibility of the Education
for Sustainability approach and traditional ecotagivalues.

| sought to extend opportunities to have a voicthis research “story” to as many
Indigenous participants as possible in the Soutim&t, and elsewhere. Non-Indigenous
informants, mostly experienced educators heldgh hégard by Indigenous sources, also
contributed. Interviews were conducted with eduatimdigenous support staff from
local schools, community elders, Council membeeslth workers and other providers of
outdoor or environmental education programs inrélggon. For many interviews notes
were used as people found the recording devicéitinty. | kept the tone informal and
encouraged the sharing of relevant personal experseand anecdotes. Three open
meetings were held for people from Cherbourg comiydo have input. As the project
proceeded, | became increasingly interested irbksitiing the philosophical base which
would generate genuine community endorsement &uge of EfS in engaging
Cherbourg’s learners.

Negotiating the Cultural Interface
Nakata (2002) describéise cultural interfacewhich even now makes every venture
outside the community for Indigenous people a cdureggotiation of complex and
sometimes conflicting expectations.
Today, Indigenous people operate at the interfddevo different cultures that have
different histories and worldviews.
However Nakata (p. 25) points out that neithethefe “cultures” are static entities, but
are moving and evolving in relation to each othet ather forces. Langton (1993 p. 33)
decribes intercultural dialogue as
..a field of inter-subjectivity in that it is remadver and over again in a process of
dialogue, of imagination, of representation anceipretation.
| quickly found that entering an Aboriginal commiyrthere is a fair bit of culture shock
and | had to walk my own interface.

What happened?

During 2007 1 volunteered to work at Cherbourg RwiynSchool as a class teacher. It was
during two years, 2008 and 2009, while teachin@legrbourg in Wakka Wakka country
that this research took shape. As well as resggttiaigenist protocols, | was aware that
research paradigms have implications for how reseigrundertaken. Initially | thought
my research would have a more ethnographic charastéy living nearby and
interacting every day with students | expectedededmewhat “immersed” in the local
community. The reality of the situation howeverthat very limited mechanisms exist

for teachers to meet and interact with families emghmunity members apart from

school pupils during school hours. Elders meetingse held in the school library (IKC),
but during hours when teachers were with theirsdasDue to historical injustices and an
attitude of justifiable suspicion of Western edimatformal education may be perceived
as the evangelical arm of an oppressive regimas @xpressed by Nakata (2007 p. 159)
“a colonial institution that was mono-cultural, @sgatory and incongruent to
(Indigenous) culture, ways of knowing and valués'understanding power relations, it
became obvious that in a setting like Cherbourgretlare very real and constraining

4
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social and political structures which limit the @otial for social change, and that without
strong and explicit community endorsement, learmgitsaalways display high levels of
resistance. Yunkaporta (2008 np.) characterizesdanator’s work in an Indigenous
school in NSW, (also a place with a history of tatgelocation of diverse groups), as
“seeking how to operate at the interface betweest®&ve Curriculum and Indigenous
knowledge”. Linda Tuhiwai Smith describes such aeske as insider/outsider research,
where the researcher acknowledges differentnessidas not try to assume the role of
an outsider who can observe objectively.

Indigenous research approaches problematise thidensnodel in different ways

because there are multiple ways of both being aidé@r and an outside in Indigenous

contextqTuhiwai Smith 1999 p. 137).

| was very fortunate from the outset to have thenfiship and support of Auntie Alzira, a
Cherbourg elder employed at the Community Healtht@ewho had previously worked
at Cherbourg School. Auntie Alzira guided me witiggestions about who to speak to
about various issues and displayed a deep unddistpof the project. She was also
instrumental in introducing me to other informants.

Because | wanted a deeper and more general unuirgjeof the community and its
attitudes and aspirations, | took up any opporiesito meet parents and elders. On some
occasions, | was able to have discussions withIpe@pen working on other projects.
Among the most receptive were the staff at locdiaratation US MOB 94.1 FM.
Announcers “Pop H” and “Auntie Chris” interviewederan air before major events such
as Focus group meetings to get the word out. Paidd.attended two discussion groups
and brought a friend along. At one meeting | wasstjoned by a participant who asked
whether | was an Indigenous person, suggestingath&itdigenous person ought to be
carrying out the research. Pop H. smoothly inteegdesaying, “We’ve adopted her”.

By the end of my two years at Cherbourg some psitamd elders would come up to me
and greet me by name. They also began to shareneithenuine concerns and
information instead of agreeing with whatever dsdihese events gave me some hope
that | had begun in some degree to successfullgtiagg this interface.

I ndigenous L ear ners and Education for Sustainability

Tilbury (1995 p. 199) argues that Environmental &dion for Sustainability must
respect the principles oélevanceandholism Pedagogical approaches consistent with its
principles include operating within an ethical aradues-based framework, using issue-
based learning, having an activist orientation emgsioning a better future. Critical
thinking and reflection, which enables learnerguestion current belief systems and to
recognize the assumptions underlying knowledgespgaative and opinions is seen as
important. Systemic thinking which acknowledges ptexities and looks for links and
synergies when trying to find solutions to problemalso advocated. Building
partnerships which promote dialogue and negotiarenadvocated along with
participation in decision-making which results mgowering local communities. These
are discussed below in connection with aspectsef tompatibility with Indigenous
learning preferences, culture and philosophy.

Relevance
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In traditional pedagogies investigated by Harri@9Q) and Hart (1981), the purpose of
learning certain information or mastering skillssinmediately connected to real-life
tasks. Hughes and More (1997) developed four bipmmatinua which describe preferred
learning experiences. At one polarity, tAkbal learner understands the task best when
the overall concept is presented first, througloerview, introduction or finished
example, whileppositeanalyticend, is the comfort zone for learners who prefer
information presented in small pieces and gradualiit up to the whole (Hughes &
More 2004 p. 29)Research by Harris (1984) and Hughes, More & Wilkg2004)
suggest that Indigenous learners are more liketyuster towards the global end of the
spectrum. They want to understand the purpose taskaor skill acquisition from the
outset.

My experience with the Cherbourg community suggeetsif EfS projects are
implemented which address perceived local issussputinuity with schooling could be
reduced. For instance, community elders predictetlpms over a decade previously
when a large water storage (Bjelke-Peterson Dams)amastructed which blocked off
fresh water flows into Barambah Creek. BPD haseérbover 6% while I've been at
Cherbourg so it never overflows, leading to watgldy issues including blue-green
algae in the creek where local kids love to swinacRcal hands-on projects to address
water quality issues were suggested to me on a euailoccasions and would have
strong community support. In simple examples lga@rhing the genre of letter-writing,
when a pen-pal exchange with children from my presischool was set up, resistance to
learning the correct way to set out letters disappe A certain attitude of “economy of
effort” seemed to be evident, which might be attited as “Why waste effort on
rehearsal? Save it for the main event!”

Holism
The Western approach to knowledge, separated amponent parts and assigned to
different disciplines, in contrast to holistic titohal modes of knowing. Christie (1991
p. 26) after working with traditional elders fromnnote Milingimbi in Arnhem Land
came to the conclusion that the conceptualizatidrumans as separate from the natural
environment is a core characteristic distinguishtogo-Western from Indigenous
scientific traditions.
Aboriginal Science is a mode of knowledge produaatibich has evolved to allow
humans beings to fit into, rather than outsidetlo, ecology. It is a science in which all
human dimensions, social, economic, religious asidigal, are integrated and
interpreted within, and in terms of, the rest af ffhysical universe.

In employing a holistic and interdisciplinary pessfive to overcoming false
dichotomies, to approach an Indigenous sensiltditynowledge, the belief that spiritual
content is incompatible with mainstream “knowledgaist be interrogated. Indigenous
knowledge systems from other parts of the worldesp similar outlooks. African/native
American team of Indigenous educators, Waterfall fane declare that

We have come to understand that we have a moradamdhical responsibility to create
an educational space that encourages the conneofiamind, body, emotion and spirit.
As such, our pedagogical practices rupture the eami Euro-Western academic
paradigm, which attends only to the mind or inttli@Vaterfall & Wane p. 59).
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Dudgeon (2008 p. 13) notes that Indigenous scholées travel across disciplines
critically appraising and gathering informationchase
We cannot address issues to do with Indigenousatidncwithout considering other
related factors such as health, housing, the jessigstem, government policy and
importantly, culture and the history of colonisatiand racism.

Ethical and values-based

Tilbury et al (2005) report that dealing with cantersial issues in a balanced and
sensitive manner is one of the greatest challefoygsachers. Values clarification is an
approach that encourages students to analyseothieithoughts and feeling about an
environmental issue. Students can be encouragedradled to explore concepts of
spirituality and sacredness of place and the ststdp of finite resourcedickling (2005
p. 41) notes the challenge posed by the Yukon Riasibns to the dominant culture’s
framework for organizing knowledge: the separatbethical, emotional and spiritual
knowledge from “hard” science. The Western apprdadimowledge, separated into
component parts and assigned to different dis@plirs in contrast to traditional modes
of knowing in which the ethical dimension is givienhdue emphasis.

| ssue-based lear ning

Issue-based learning uses real-life local issuesvahicle to interest students in
mastering skills necessary for solving the probl&hms suggests compatibility with
another of Hughes et al's (2004) polarities, ¢bacretevs abstract Indigenous students
in the main preferred to learn with actual examplesented first, followed by the
concept or principle. They appreciate having matethey can touch, see, hear and /or
smell. Many Indigenous learners work at the cormceetd of the spectrum and like to use
reference materials directly related to the sefldaghes & More 2004 p. 29).

Envisioning, or being able to imagine a better future. Themse is that if we know
where we want to go, we will be better able to wouk how to get there. Western
ecologists(0Orr1991 Devall 1998 Jickling 2001), have eloquently rejected the
mechanistic, reductionist worldview which led tbétmutilation of the world around us
and of other people”. Robottom and Hart(1993) esel@kolimowski's (1981) term
ecophilosophyor what they see as an “emerging” worldview whsegles humans as part
of nature rather than separate from it. This cohisefar from “emerging” in Indigenous
viewpoints: indeed, it is central to it. dtophilospohys “a fundamental re-orientation of
perception where the natural world becomes vestedthe same value as the human
world, and this leads to notions of stewardshightliltimately my “research” may be
described a series of ecophilosophical converssitimany with a pedagogical slant. As |
stood at the bottom of her steps one day tryirex@ain what | was there for, a Wakka
Wakka traditional owner’s wife spontaneously desthr‘If white people had listened to
Aborigines two hundred years ago, we wouldn’t bthisa mess we’re in now!”

Critical thinking and reflection involves learning to question our current beliftems
and to recognize the assumptions underlying ounledge, perspective and opinions
and cultural structures in the context of sustdmdevelopment. The expectation that
Indigenous learners should find the standard auum of Education Queensland

satisfactory denies the culturally-relative posittbat members of various cultures do

7



SZ Bissett Education for Sustainabilityrédigenous Learners 8 of 20

experience the world differentlizor example, Indigenous learners often displayshkei
of formal settings and being addressed as a ginajlental delivery of information at
the learner’s instigation was the preferred wamteract (Roper 2009).

Systemic thinking —

This big-picture thinking acknowledges complexita®l searches for links and synergies
when trying to find solutions to problems. In ordeact responsibly, humans and others
must be constantly alert to the state of the systaimvhich they are a part. Awareness is
achieved by learning a huge body of facts concgrtypes and behaviour of living

things, ways of interpreting behaviour, basic sétmessages, geography and Dreaming
Law and places, and by continually observing asg@ssing what is happening (Rose
2002).Marker (2006) points out that

Aboriginal pedagogies are intensely ecological ptate-based, being drawn from the
living landscape within a framework of profound asital and personal relationships
with place.

Building partner ships
Tilbury et al (2005) describe this as promotindaljme and negotiation and learning to
work together. One of the huge and overarching #stm emerge in interviews and
discussions which formed this project is the imgoce ofrelationshipsin working with
Indigenous learner3.he importance of the quality of the relationshgivieen learners
and instructors has emerged as an important detanmnof whether educators can
succeed with Indigenous learners (Folds 1987, Bla880, 1988, Nicholls & Robinson
1999, Muns 1998, Hughes & More 1997, 2004). Nisletlal (1999 p. 11) describes
Indigenous young people person-orientedearners.
Students who feel personal connection with the hiaavill be more co-operative,
interested in learning, willing to take risks antesmpt new tasks.
Two respondents who went as teachers to remote aféil commented on aspects of
intercultural relationships;
Aboriginal people are above all else are very iptnsonal people. They build their lives
around close relationships. In contrast, white deare taught o be very self-sufficient
and manage on our own ... SO in my opinion, we haxaapoor basis for cross-cultural
education in Australia(Morris 2009)

When | arrived they first took the note of my kielcause he’s a really open, out-there
kid. They worked out who would be the best peadieak after him, and they put me in a
relationship from that. So his auntie became ntgisend they welcomed us into their
family and put us in their kinship systerBat 2009)

Participation in decision-making

Tilbury, Coleman and Garlick (2005) note that thésea need to move toward a
participatory approach based on equity, sharistgring, reflection, collaboration, trust,
futures-orientation and democracy. This connect$ whe issue of empowerment for
Indigenous communities. Graham and Peacock (2086¢dnsensus decision making,
non-competitiveness, positive group dynamics, age gender recognition and respect,
maintenance of harmonious relations and non-hikieat structures among the qualities
which underpin Aboriginal social praxis.
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A significant aspect of participation is evidentsiolidarity & non-competitivenesghich
many Indigenous students display in the classratistorically, the group is more
important than the individuaHughes et al (p. 231) point out that

Group solidarity has always been important to Agorés. When an Aboriginal person
learns, it is for the good of the whole group.

Unfortunately, trying to get the children to conpéet almost mandated by the school
system! In contradiction to the expectations plamedhem by Education departments,
teachers interviewed in the course of this reseaapbrted that not only is it difficult to

get reliable independent work samples, but that thest sometimes accept, at least for a
time, that each and every child does not feel eblitp master every skill. With the
reasonable expectation of having other colleagudgswhom to work as a team, the
children seem to informally take on areas of cdpgbCronin, Sarra & Yelland (2003)
report on the difficulty of obtaining independendnk samples at Cherbourg school, due
to the strong ethic of group work and sharing amswe

The issue of testing is difficult for many reasbasmainly because sharing is a part of
the children's culture. One teacher explained thatschool community does not want
children to lose any sense of community in theitigigation in the individual tests. It is
important however, that the students at Cherbowegadle to perform on such tests, and
that they realise that taking the test is import@@ttonin et al. p.3).

Roper (resp. 59) a Greencorps instructor at Cheghooentioned one teenager,
substantially ahead of his cohort, who took 3 wesdksluring his course and returned
near the end to complete the theory component.e {vesp. 20) working with adult
Yolngulearners reported similar examples of Ranger tdasimgy willing to accept that
not every person needed to master every skill,ideavas a whole group they could
manage. TAFE educator Janet Milliken recounts tieatindigenous students all like to
come out with a similar result.

They don't like tall poppies, and the more ablescenoid rushing ahead of the rest. They
prefer to go at the same pace, and to help eaokrothWorking together and looking
after each other is a traditional survival skilien when it comes to basic things like [in
the past] catching and sharing food to eat (Millik2005 p. 3).

Resistance asthe emancipatory imper ative

Resistane refers to the many challenging and oppositionablb®urs by which students
at times refuse and disrupt lessons. Keefe (1982)moted that Aboriginal children use
a range of strategies to resist the influence adhers, including “cheeky behaviour”
sullen withdrawal and absenteeism.

Especially in the early months | worked at the sthibexperienced a constant and
extreme range of oppositional behaviour includiaggaming, whistling and rattling tidy
trays during instructional time while | was speakiawearing and personal put-downs to
me and other students, widespread task refusall@siduction of books and worksheets,
destruction of classroom resources, leaving thenraithout permission, opening the
door to admit highly disruptive students who wetmnting from other classes (resulting
in whole-room chaos) and stealing of money.

Indigenous thinkers including Rigney (1999, 2004g &ord (2001) point out that
resistance has been essential for Indigenous peofile preservation of their identity

9
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and heritage. They have begun to reframe the Bkresistance in terms of cultural
survival. Ford (2005) states:
| am concerned to engage with and resist theserdlssive forces through our own
Tyikim knowledge systems (Ford 2001 p.1) doctoral thesis).
Resistance which stems from these roots will n@aiced without the demonstration of
genuine ethical compatibility between Indigenousiea and those advocated and
practiced by educational institutions.

To unravel what aspects of resistance may be iplsléf or necessary responses to racist
legacies and which are self-destructive producte@f'mileu of hostility” described by
Hayes (2001) would be a topic for another day. Bo#ly exist in varying proportions in
the behaviour of any students on any given dayn&er(2006 p. 34) quotes some beliefs
of children and adolescents associated with undeiegement, poor motivation and
emotional vulnerability.

1. Everything will turn out OK whether | work or not

2. Everything should always be entertaining or enjégabith no unpleasantness
whatsoever

3. Todowsel in school would beto betray the friendships| have with my
friends.

4. It isdemeaning, dishonourable and destructive of my personal integrity to
cooperate with authority in any way.

5. Nothing I do in school will ever benefit me.

Teachers at Cherbourg attest to evidence of aktbheliefs in their classes, but |
particularly want to note beliefs 3 andvich can be a kind of “downside” to the
solidarity behaviour | described earliesuggest these stem from attitudes of cultural
survival discussed above. When | arrived at Chandpd was given advice about
behaviour management which suggested that ratherdititicise a student’s actions, you
find a student modelling the right behaviour ang same thing like, “Oh, look how well
Ralphina is sitting up!” Luckily | noticed fairlyugckly how many times the model child
would come in for a pummelling, and | started tode this advice. In fact, after a few
months I'd figured out that the kindest thing | bdo for the Ralphinas of the class
would be to “get up them” seriously at least oncap

Howard Gardiner (1983) postulated the idea of Abrareas of intelligence which
humans may display. The first twiguistic andmathematicalntelligences, have been
typically valued in schools; the next thresysical, bodily-kinaesthetendspatial,are
usually associated with the arts; and the final anewhat Gardner called 'personal
intelligences' (1999 p. 41-43). The current magetn educational regime in Australia
privileges the mathematical and linguistic intedliiges under the terminology of literacy
and numeracy. Subjects including music, art andtgwe given less curriculum time and
academic weighting. In state primary and secondelngols, a student’s right to
participate in sport, music, art and drama ismae made dependent upon achievement
in mathematic and linguistic fields. This bias tselp compose the picture of the
Indigenous learner as “under-achieving”. Anecdotahments by teachers confirm that
many of the children at Cherbourg showed strongctiimnal ability, correlating to
Howard Gardner’s spatial intelligence.

10
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However my experiencgoessupport the contention that significant gaps deter the
highly-visible areas of language and mathematibge. geriod of Chris Sarra’s
principalship of Cherbourg SS (1998-2005) is oftailed as a turning point in the
fortunes of the school, with improvements in edocet! outcomes and school attendance
and staff morale. However in his statement to ®202ummit, Dr Sarra notes, “While
there has been some improvement over recent tineeare still left with the sad

statistics on our efforts to deliver quality Indigeis education outcomes.”

Place Pedagogy:

Aboriginal Australia's perspective on the natureegistence is that the Sacred Dreaming
is the system of creation that brings the wholexidtence into being and ensures its
continuance. The Dreaming, with the Ancestral Beiaigintermediaries, brings into
being Place, and, along with the emergence of Rleames the Law for that Place
(Graham & Peacock 2006).

Marker (2001 p. 491) contrasts this with schoaisreéasing emphasis on educating for
“global citizenship” and participation in a postusgdrial, rootless workforce.

Indigenous People are now emerging in positionsraled that enable then to articulate
challenges to master narratives about themsehethair people. Among Indigenous
scholars to write about environmental sustainghigitNakata (2007 p. 183). He writes:

The renewed interest in our knowledge systems eadiges is widespread and global.
The global discourse on Indigenous knowledge isvdve@mingly driven by research into
sustainable development practices in developingiti@ms and the scientific community’s
concern about loss of biodiversity of species aasgstems and the future implication s
of that for the whole planet.

A teacher of a group of Cherbourg boys classifeetiarisk of disengagement from

school” recounts this story
Whilst cray fishing | instructed the students, “@&n keep the larger crays but we will be
throwing the smaller ones back so they can growdridor another day". This was met
with a hostile and aggressive response from stsdditteir comments only ceased when
a community member who co-runs this component gifrogram (and jointly suggested
the practice) stated, "This is the Aboriginal wayitmeans that next time your family
was here, they (crays) will also be". .... On that thee students threw back the small
crays out of respect for the community member whiissubsequent times the students
have thrown them back voluntar{liyeach 2009).

Discussion

The literature suggests that both the holistic geds and experiential content of EfS
whould be a good match with the learning prefersmédndigenous learners, and could
encourage the development of an intense affectwel lwith their country for younger
learners, similar to the deep connection to cowvily documented in historical records.
In recounting the forced relocation of many Abanagipeople from Western Queensland,
Copland et al (2006 p. 81) quote the heart-rensiatements from many elderly people
who pleaded to be allowed to stay and die on tleartauri” (home lands) rather than
be relocated to Cherbourg.

11
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To qualify for inclusion as Education for Sustaiitiy the experiences for learners had
to meet at least one of these criteria:
* Involve hands-on practical work by students in anyironmentally-friendly

activity andbe connected to subjects in the curriculum?
Outdoor projects might include crushing cans fayciing, taking water quality samples,
propagating native species or planting forest plots

» Provide skills and knowledge which have some relegdo the student’s future

interests or livelihood?

Self-sufficiency skills in gardening, worm-farminggring for animals would come into
this category, as would trips to country learniodind one’s way, camp, hunt or gather
traditional food and medicine plants.

* Have an activist or social message component?
Examples might be raising funds for endangeredispeconducting campaigns to
spread healthy eating messages & changing canteeaspreducing water and power
usage.

Projects identified around the South Burnett felbitwo broad categories

1. Projects focussed around self-sufficiency pitsj@acluding vegetable gardening and
supply of fresh food. In many cases these projgete connected with improved
nutrition and initiatives to reduce identified lbtealth risks such as diabetes.

2. Projects concerned with passing on Indigenowsogal Knowledge (IEK). These
are designed to help young people recognise amddmtants traditionally used for food
or medicine, make rope and build huts, allow dgwelent of skills in hunting and
fishing.

Some projects identified specifically targeted ypmeople who are already perceived as
having disengaged from formal educational proceSdes use of EfS experiences for
obviously disturbed children suggests a commonlg-reommon sense” view or gut
feeling that such experiences are therapeuticifgeahd necessary. Healing aspects of
disturbed people being reunited with country wexeunted by several informants. My
principal said it was “obvious”. However such expeces are commonly not being
provided for learners who are not displaying exedorms of resistance to the system.
Elders fear this may lead to loss of heritage aedtity, and encourage children to
subscribe ever more towards Western individualisticels of learning and success.
Grunewald (2003) offers that contention that Effacking in critical theory, and
certainly many attempts seem to be operating frorove@rwhelmingly positivist
framework, where underlying assimilationsist disseuare not interrogated, or even
recognized. Grunewald places EfS strongly intosth&al justice framework originally
envisaged by Tilbury (1995) .
Ecological educators and critical pedagogues musidan educational framework that
interrogates the intersection between urbanisatiaoism, classism, sexism,
environmentalism, global economics and other malitthemes(Grunenewald 2003 p.
6)
Hayes (resp 23) undertook research at Cherbourggdi®99 - 2001 working with
expectant mothers. 92% of her participants toldthat they drank to inebriation during
their pregnancy. This may have impacted on marngiethildren at school today.
Education of Sustainability can take many formpractice as it addresses the unique
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environmental and cultural possibilities of eachas setting. The microcosm of a
sustainable village model seems particularly sietédy schools with a significant
proportion of Foetal Alcohol Effects and Foetal étol Syndrome students. Hayes sees
EfS as meeting the needs of FAE students in thewWoilg ways:

* Need for affective engagement (caring for animedy e

* Healing experience with growing plants, and natayales,

» practical training in self-care and understandiagds of dependent others.

She also supports the provision of opportunitiesrigage in learning about local special
places, bush tucker and medicinal plants, andtlairaspects of traditional ecological
knowledge. partly to help create a positive selfgm as an Indigenous person and also as
a first step in finding worthwhile and productivays to spend time, as the risk of an
alcohol-effected child becoming as alcoholic is mgeeater than that of the rest of the
population (2001 p. 3) .Many Indigenous childrerog# lives have been marked by
major traumas may benefit from the healing aspafdieing in nature (Atkinson 2002 p.
262). Atkinson argues that “safe and healthy plaicesature need to be established as a
matter of priority where adults can deal with thgain. She makes the connection
between traumatised people and the violent practgainst the earth and natural
systems. The choice not to heal “has the possilafidestroying the planet and its
diverse human and non-human inhabitants.” (Atkin3002 p. 263)

Some informants expressed concern that such astéslugvould represent a return to the
“old days” where Indigenous people were only exgedb attain sufficient academic
skills to care for animals, garden, cook and clédswever experiences and discussions
suggest that where there is a more positive atnesspif agreement on shared ethical
values, resistance behaviours are reduced antlid#rgs can concentrate better and
achieve closer to their potential. Dispelling thetimthat Indigenous students can only
work at a simpler level, and that high standardst@flectual endeavour do not exist
among Indigenous people will allow the floweringl@rning that is interdisciplinary,
relevant, has practical application in the life ldland fits within ethical frameworks
consistent with Indigenous values and epistemolBgyney (2001 p. 4) calls on
educators to refuse the colonialist mentality whdehies the existence of thinkers “as
great as Plato, Einstein and Marx” among Indigercausmunities both pre and post
colonisation. Yunkaporta (2007) in his work in N&auth Wales found that Indigenous
students were not demanding a dumbing down ofaum or lowering of the bar, but
an authentic re-framing of knowledge within an appiate ethical and cultural
framework.

Exactly how the Key Learning Areas mandated byntlaénstream education system can
be addressed with Education for Sustainabilityguty which are relevant,
environmentally friendly and generate authentic camity support is beyond the scope
of this paper, but is a fruitful direction for fuauresearch. Perhaps one of the reasons
why this apparently productive area of enquiry hasbeen more widely pursued may be
the lack of educators with the right combinatiorskifls. Current research indicates that
many Indigenous learners still do not find the saskthe traditional classroom
meaningful or relevant (Mellor and Corrigan 200%chvls 2008). Possible reasons for
this include limited Indigenous cultural trainingr foeginning teachers (Partington 2002)
Deakin University’s 2005 Submission to the Hous&epresentatives
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Inquiry into Teacher Education found that
.. Indigenous studies are not systematically taugtitin the majority of Australian
teacher education courses. In 2001 the Australiale@e of Education found that only
13.7% of teachers have been trained in Indigentudies.

Similarly, Ferreira et al (2006) claim that mangdbers do not have the skills to manage
the practicalities of dealing with sustainabilityal levels of management. The
pedagogical challenges were also significant.
Teachers in Australian schools tend to be inadegjyatrepared for the challenges of
participatory pedagogy, interdisciplinarity, actidearning and critical thinking that re
commensurate with whole-school approacttesreira et al 2006 p. 17).

The intimate knowledge of one’s home-place, thecay for attunement to what the
natural world is “saying” is a kind of literacy th@ach child must learn to experience in
his/her own setting. In these times of compulsahosling starting earlier and lasting
longer, schools must accept some responsibilithéping students acquire this kind of
local knowledge and connection with place. Tradycah spending longer mandated
periods in “conventional” schooling we may actualie children away from contact
with the outdoors where these lessons must betleastirong advocate for “measurable”
educational improvements during his years as Rrahcif Cherbourg SS, Sarra (2003 p.
7) argues that this need not be the case:
(Parents) want to know whether their kids can niakeGrade 8, and is he or she going
to survive.... But again, the subclause is thanibsat the expense of their cultural
identity. We're not out to make them like non-Adjodl kids, we're just focusing on
academic outcomes).

For many Indigenous children, where the knowledgeet learned from their elders is
still extensive, it is essential to allow time tavel in country and experience first-hand
the changes in seasons and how to sustainably manageasonal abundances on which
life depends, to meet relatives and understanddhaections that bind them. This is
another compelling reason to explore the diverseuntional models which EfS
principles suggest, including tine nature, gaining holistic knowledge validated bg th
heart as well as the head. The pedagogical stest@giich will create within each child
an enduring, authentic treasury/reservoir of urtdading and will have to include a rich
tapestry of a multi-sensory, kinaesthetic, emotigreatisfying experiences.
Torres Strait academic Nakata (20@dises a key point about the possible need to
relinquish some traditional knowledge in orderdcceed in the modern education
machine:
The organising principle of this schema is ourf&tiénce' - interpreted as cultural and
linguistic difference. This interpretation giveseito a tension between upholding and
maintaining cultural difference and identity on thiee hand, and producing equal
outcomes on the other.

Education for Sustainability, in its best-practioem compatible with ecophilospohy,
offers hope that a model may be found where tlastimable sacrifice will not have to
occur. It follows that an approach which sharesla ghilosophical and ethical basis
with traditional thinking will be better endorsed tcommunity elders, eliminating some
of the contradictory aspects which produce ali@maéind resistance. In the course of this
research, | have been privileged to hear about, abaut and meet some of the great
both-ways people who are creating a net@rsubjectiveor both-ways dialogue.
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Yunkaporta (2007) has suggespaassibility of a productive cross-fertilisation een
Western knowledge and Indigenous knowledge paatibjuin relation to knowledge of
place. He suggests that a shared future visioAdstralia must contain something of the
richness, complexity and beauty of Indigenous caltuhich still exists in this country.

Empower ment of L ocal Communities
Partington (2002 p. 15) suggests that

It is more likely that small projects, utilizingettonstructs of the cube models, will make
a difference in a variety of circumstances. Pesjamther than starting on a grand
scale, the interagency/ intersectoral collaboratidentified as the solution to the ills of
Indigenous education (Ministerial Council on EduoatEmployment Training and Youth
Affairs, 2000) will become a reality from the bottap, rather than from the top down.
The structure of this approach needs to be expldrngdhose involved in Indigenous
education.

This relates strongly to the idea that each casaigue and is consistent with the place-
specific models of EfS. Folds (1987) notes th&mdion to learning preferences may
provide part of the solution to Indigenous under-achievemerttrbust be implemented
in the context o&ffective community control, which he regards as the only real means
to defuse the resistance behaviours which crippigc&ion in settlement schools he
surveyed. Success of educational programs in Cheghis related to the perception of
support, or endorsement, from the local communéyadnd the school or institution. In
the light of its demonstrated shared values witkiganous knowledge systems,
Education for Sustainability may be an effectivdigke for creating a pedagogy which
“lines up” the keyholes of cultural lenses in orderfurnish a mutual (intersubjective)
view of the educational process, emphasising holmeaning and ethical concerns. This
goal will be best advanced if Education for Susthility can demonstrate a compelling
compatibility with the enduring sustainable paradigf Indigenous culture, and find
unique forms for expressing this in particular eational settings.
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Appendix 1

Historical Overview of Cherbourg and the South Eairn

The South Burnett region contains the large abmaigiown of Cherbourg. The
vicissitudes of Cherbourg and its residents haes lextensively written about in first
hand accounts and scholarly documents. Cherbaamgefly known as Barambah, was a
“dumping ground” for the survivors of the wars foe lands of Indigenous people of
South East Queensland (Blake 2001). It was foumid@801 as a mission under the
auspices of the Salvation Army Church. This arramg@ was short-lived and within a
few years, control had been transferred to the Qalaed government. By 1940
survivors of more than forty different Aboriginalogips were detained there. Before the
end of the Aboriginal resistance in Queenslandnants of seventy-six language groups
had been forcibly relocated to Cherbourg. Initiaigch group tended to camp in discrete
areas (Blake p.67) and corroborees were permi@dthe Wakka Wakka people, the
traditional custodians of the region, the impacswesastrous. Forced to accept many
more people than their lands could support, thenting grounds, water supply, firewood
and every other resource was overtaxed. Simultahethe extensive food forests of
bonyi bonyj or Bunya trees, were being destroyed by loggaerd,a network of sawmills
dotted the landscape. The coming of so many strangeset family and kin systems.
With available bush food heavily taxed, the unwiliresidents were reduced to living on
“rations” including tea, sugar, flour, rice, yellgeeas, beef and golden syrup which were
handed out by white managerial staff who lived ib& @&nd interfered unrelentingly with
every aspect of residents’ life, work, relationshgmd travel. Over time, the settlement
became self-sufficient in “new” foods through e$istbment of orchards, vegetable
gardens abattoirs and a new lexicon of skills wastered (Blake 2001). Former
Cherbourg resident, Lesley Williams, has beenafdhefront of the campaign to recover
wages earned by generations of Indigenous worklbosomly received a tiny fraction of
their earnings. She takes pride in their histoy achievements. Williams (2007)
emphasises that Cherbourg was built on a tradafdrard work.

It was strict upbringing but that made us betteojple. It made us stronger. We then
passed it on to our own children and, you knowcarewalk tall, say that, you know, we
did not live on handouts.

LesMyjilliams 2007

Until the Referendum of 1967, the more than twaufamd residents of Cherbourg were
not counted in the census, and had to apply fanigsion from an on-site Manager to
leave the reserve. The speaking of Australian laggs was discouraged and any
resisters of the harsh regime were banished to meonete settlements such as Palm
Island.
A principal objective of the Barambah settlemens weacontrol and discipline those
removed there. Barambah was never a passive itigtitwhere the displaced remnants
of the indigenous inhabitants were able to mainthgir culture and lifestyle without
interferencgBlake, 2001, p. 57).

First-hand stories still abound about the abusékeoflormitory system, the forcible
separation of families and the sending out of gids/oung as fourteen as domestic
servants to distant cattle properties (Williams20@organ 2007). This has contributed
to a strong “local culture” of resentment and rébelagainst “white” laws, government
and education. Intense resentment still lingers twedestruction at “hand-over” in 1986
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by government authorities of the resources whichdmatributed to Cherbourg’s self-
sufficiency over the years: vegetable gardeng)gibrchards and abattoirs (Stanley pers
comm. 2008).

Appendix 2

Experiments with pedagogy and methodology

One of the subjects likely to provoke spectacuispldys of resistance in my class was
mathematics. This motivated my attempts to findomenstrengths-based way to approach
it. During my first year at Cherbourg, | accompahieo classes on a three-day camp to
Barambah Environmental Education Centre, not fanfthe community, on Wakka
Wakka lands. One of the camp presenters had baghttaome of the “traditional
games” by students of Dr Ken Edwards and was keéty them out with the children
from Cherbourg. Several games were obviously desigo cultivate throwing skills. The
instructor explained that in traditional times,|ldren had to practice these games every
day so they would be “deadly” at throwing with sggeand boomerangs. The children
really enjoyed these and were keen to improve bétng a high level of cooperation and
compliance to get camp jobs done in order to gebauhe practice field. The other
significant fact was their retention of numeriaaiormation when connected with the
game. On returning to school, | examined the ma#tiesicurriculum for my class and
adapted two of the games with some easy changegetTBoss (Game 1) used six hula
hoops laid out in a triangle. Children quickly riéed the numerical combinations of
possible throws. For older groups, possible vanetiinclude finding the average and
mean scores, and changing the hoop numbers asmesvtables are introduced.

In my Year 3 class | found that stronger mathenatgtypically the first ones to master
new work, may be happy to help others “completethmaasks by letting them copy
worksheets, for example. Others had expertise impeer use and seemed to be
relatively accepting about always being called ufmoget others onto the system.

One of the habits of Cherbourg’s childrerPigkin’. Pinkin’ often takes place after rain
when the children scoop up small handfuls of tltg geitty clay and fashion it into a ball.
These small missiles are released with great acgataany available target, including
birds, animals, other people and windows. Afteustaned rainy spell scraped-out holes
began to appear all over the playground and thead@udministration came out with a
warning that any child founglinkin’ would face suspension. Looking at this from a
strengths perspective as a skill, led me to thentien ofPower Pinkin’.This gave a
legitimate place, recognition and rules Rinkin’, which could only be done in a wedge-
shaped range similar to a discus or shot put rafrgen this game, we not only got
outside for exercise, we also learned to estimadenaeasure in metres. In lessons, these
numbers were used to arrange numbers (distancast@nding and descending order,
place numbers in ordinal ranking (give otlt 2 3¢ rosettes) , round to the nearest 10,
find the difference between any two throwers’ distes and construct graphs. These two
games (Power Pinkin’ and Target Toss) reducedtaesis behaviour in my class towards
maths. | did, however have to face accusations aiormous school administrators which
made it necessary for me to justify in consideragil how these games addressed
mathematical skills in a culturally-appropriate w&uch was their popularity that truants
from other classes would approach me when my @lassout playing the maths games,
and ask to be allowed to play. A teacher who oleskeasYear 6 boy who joined in at his
own request commented that he had never seenitdedorso much mental arithmetic in
a session.

20



