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FOREWORD
The \at! nal Conferetx-e Learning \Iv \\ ay ha., !thick' a IgnitR.ant «intrihutu n hi the
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p.1111(1pJtkIn WaS \ cry stri my, at the ( ink:rent e It W.,Ls gratifying hi find
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Purt ent Iin( fr, in) «
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inant hi them and say thh, in WI ;itrniisplierc tree (it .h;I4_Ittiiit h irnLiht\

This k illeLth in then is -.I jorint enture hetween the Institute (it Applied AN ingnial
',ludic, and the I >cryx-nnelit II N irtginal and Intercultural studie, It stands III Hit

\\ILO \k( /Uhl hCCII tIi I988 0.111), in (4 tht: .\\ Ikarti

This N k (..leser es a \\Ade udierh .ind I thank all Ilk' tp, mid I .ither, It
(hi pc, !pie inside and 4 ttitidt it Aiitiahii \114 ere not (Apt ised It, thi t interem
prt thi' hook "'till ph ou with a inca-ture it the ,trength and dile,. III
Ill \\ Mk A iii i it gl\ (", mil' ,L;reat h )1111nCrld
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I AM ME BLACK CHILD
I am the black child
All the vs t rkl \\-.1its for my ki)ming
All the earth watches with interest
To see what I Si LIII bee( wile

in. hangs in the halant
Vail I AM
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I am the hlaek child
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Yull 111 Jti II \ (Air hand my destM,
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WI-tether I shall succeed (n- fail
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ram Inc t( ) I. III\
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ti (O(is hi tl/land //WWI di 1/
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INTRODUCTION
he Learning My Way inference 1988 ) an ise f a gn nindswell of feeling that

the time had ci ime fur a Meeting where there could Ix. a I( it ()f ulking and a lot tit.

listening all( all adult AlIoriginal learning. As the L.unterence idea generated it Iwcame

evident tlku there w( add he en( irMt ars Value in II it: et inference having a nat it )l)al rather

than a It ocal perspective. Fnim all iver Australia the Wi ird Caine in that AIN iriginal J pie

were interested in expressing !their \ iews, their experiences and further tleveli ping
their ii\vn perspectiw,s and pn %ramifies.

We were furttillate in the cuntrihutli ms made by nir ke Mite speakers. e were

fi inmate t( X), in the many (Alter peuple wit() were willing (4) speak tu the C(interentA:

thn nigh parers and wi rk,shil ip sessii ins. ( )ver eighty such presenutii ins were Inade and

MI ire than Seventy percent I d I hese were Made hy AIX inginal pet pie.

During the o inference a call \\ as made tin- those %1 add like 14 la e their papers

cnosiderecl fin publkulk iii ti) submit them ti.) us and !him. five sikb papers were

received. \X e want express air thanks to all tli i. ise whi) respunded in this wa\ "he
qtr,dity (date papers received made ()Ur task i d oimpiling a lx xik Nith an inspiring

and a diffitilh inSpiring heCatise I it the challenging and thi night pn iv(iking nature

uf the papers difficult because \\ e were limited tM thk: number id papers that o add

he included. The dunces we Made 1\\' this jiltri K11(111)11 And we belie\ elliatt hey

are Slid) AS Will make A real nitribut it on in the area it adult :MN iriginal learning

V L. did ii it k ruli. :is that it editing the w irks that were suhmitted 'and. ith

ker tc."\\ (Actin( nls. papers are presented exact lv in the tnnn lil which they \\ vie
rek.eikekl 51 only roperswill nt 414 )1lbt pr( e tiihe gun ersi;l1;ind. such disk tissit

ihI he tunher pn Rat I nue it the cInitcrent c

It ma\ he \\ rth Ii lung here that ni paper sh( iuld sl'Vul a detiniti e sialemeni

LI the t Mtetei(e h )ne IS i I iIllt'ii)IllhL 11114 MARIN ihC A erall discussi( in. AR. \ arid

it h1Ith qUent Appn h iii thi..",C papers is an hi 'nest c\pression the l(ifitCrCHCC

.1111.! it WC Aled Adtill Aht LeArning gcncrill

Thu t I ott.Tcnt pH vcdcd. 31 ht.( t, leAr !kit tilt' ))huilkl vim( iii (it AI)( inginal

pet ple In a spet i.ii \,1\ I /Ill ept that pe4 ple walk helloed in l'Jpers
,Ind disk, UNNH thC 1111111 nlint issue )t Ah, oigin.11 pewit: m irking v ithin
[heir ,,\\13 leirning frame\\ (ilk. \kith st\ ItS Mid ISMICS IlitCnines that they 4,1 add

1:1\14 i 1 et the made ni,Int times that it (. ,(11(.1 ne\ et' he a teaming an' \,1\

Jiii 1.11her lemning our \\ ,R tnul\ Mid \ ik sliperseded .111

11411Idnil i 3154, ut ,Vt11,ii I( In

k'd \\ IIII this \\ts uhC t t, t ilLit \hi )1 ighlial h \ In .1

\n.h.,111.1 ant illanistremil (Atilt at ion and

cowl( mcni I I ic ,k CpLEII C 11 (it CHIMCnt funding \\ as heile\ eti h\ 11 he the

kiek 1110,4 111L 3
!:". ;Ind i& hie\ Mg ei ithin air

\ Hillf s It'll the tune I Li it, nit i e at% at ti iii i ( A(1111)1011 k )iitn And

Lip MT difteieni %,4 IC\ CilitC I hew k I InNylINtIS iii TiC 11 \tinting ti lt.I

!ill' Vs It I It hh: lit \I ), ip,113.11 Ie(



The idea ot 'emp merrnent. waS a 1(M:el-IA issue fig. many people. To tiperate
effectively and !lave kn wiedge t tw.t, wt rkl.c. educatk in and training are needed. The
concept tit knowledge was discussed in several phikistiphical papers, some of wh.s.'h
are repn duced here. The emergence of 'black' writings on the issues is perhaps
of the highlights tit. this IN x One wtiman ike of the MR giginal conscit iusness
which pervades all thou0s and actions. a Stance which 'las its roots deep in perst mai
and s(wial history.. This theme WAS reflected ill seveial papers, hence the title Our
Con inninitv klentitv and Our Onumunity Sour.

The kevn()te speakers' papers have been Med Js the first Jiapter for each section
of the bt Kik. The (411er papers were then grouped under ( me of the three setiions.
While there was s(Hile similarity between the papers thus grt Riped, themes and issues
were Minlerutis :Ilkl varied and each paper has been plavd in its own right.

This «mterence has been a springhtiard fin- ideas. discussions and friend.ships. \\t..
lupe this hot .1: will tUnher consolidate what has 1)egun.

BARBAR-1 IARVIN
St 'F. Mt-GINTY

Perth, Ntivember. 194

Ph4)11, In 1 nun
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SECTION ONE

LEARNING OUR WAY

"Right on"'
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Cbapter 1

THE INVASION OF
ABORIGINAL EDUCATION by Michael Christie*

The theme of thi, conference is learning my way'. If we are to understand what is

really meant by learning the Aboriginal way, we must get (Itiite clear in our minds that

all Aboriginal people have always had, and continue to have a viable system of

Aboriginal education within their own culture. Abor-ginal people all over Australia

continue to teach their children the precious understandings and relationships which

give Aboriginal people their identity. This traditional Aboriginal education has been.

and continues to he invaded and colonized by white ideas of schooling which are

usually more destructive of Aboriginal identity than supp)nive of it.

Aboriginal people are quite conscious of the way in which white education crushes

and devalues their Aboriginality. although they may not vocalise their anger and

frustration in ways which white Ansffalians might clearly understand. The principal

stumbling block to effectiveness in Aboriginal formal education is the refusal or inability

of whites to listen, think ab( out or act upon the demands AN original people are making

for their tiirmal education.

In writing this paper. then I 1(kused on clarifying to myself the demands which I

feel AN inginal people are consistently raising in regard to formal education, and which

white educators including myself, seem unable to act up( on.

This then IS not a theoretical ur academic paper so mtk-h as a persImal reflection

clerked specifically from the work I am doing so I should give a short account of my

invokement in the white sch()oling side of AN original educaii( in.

I arrived in Australia in 19-2 and went as a teacher to Milingimbi, an island off the

rem( ite t oast Amhemland. During my years at Milingimbi. I lived with Milingimbi

vt )lngu. spent much time learning to 04.1 wilmunicate in a lowal dialect and worked mostly

s teacher linguot in the hilingual sch(

In 1980 I moved to Brisbane for five Years and st iime working with and

living next di x ir to ) Queensland Murries. In 198- I returned to Nowtheast Arnhemland

to Yirrkila. to ant )(her group of volngu speaking related dialects. The Yirrkala

Community ,-,chool where I work is under Aboriginal control. A Scho( )1 co nincil makes

It )ng term deeisit)ns concerning the development of the sell( )ol, and the day t() day

decisi( )ns are under the control &the Aboriginal principal in co miunction with Yolngu

Actii in (in nip which is made up ( it all the Aboriginal workers in the sch( 0001.

w ork is in the literature Pn kItiction Centre alongside two Aboriginal literacy

irkers Ii )gether we wi )1-1: ( ii the ,. mnniunitt newspaper. the pn)duetn)n ot literature

ininiber( it the I( I., And helping where asked in classro( inis and worksh( )ps.

()() \ 1 op;!-

\II, h.!, I 111 1li' lot1 )\ I k k ...IC\ I tITlit111t ill It )1 ki\(,11-( h 1111,

z,
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Some of the exaniples I want to use owicern workshops in the sch(x)l, and the ways
in which my co workers are teaching me about Aboriginal education.

Sh)wly Ah iriginal people are becoming nv,re recognized in their resistance to the
invasive aspects of Western education. They have always made clear in their own ways
the terms under which they will accept wht schooling has to offer; their much more
difficult task is to persuade the white.s to) stop and learn about what their world view
has to say, what they want from f(irmal education, and what learning their way really
means. I have here 'e points. I would like to be able to say that these points represent
what Aborigines are demanding from the white education system, hut all I can really
say is that this is my persoinal Anglo saxon perspective on what I kel is being said
to 111e.

My o wirtments are addressed mostly t( ) white educators who are trying to work out
what learning the Aboriginal way entails. but I hope my comme' s will be of interest
to Aboriginal educators wh( ) may use them to compare with their own understandings
of the o intrasts between the two) different modes o l educatio in.

In this paper. when I say AIN wiginal education. I mean what it is that AN wiginal
children learn from their own AIN mgin,l world, When I say formal education, or silt( x)I
educatk in I mean what we are trying to do through go wernment spc insured sell( x ils
and colleges. These are what I see as the five major demands of Aboriginal rteople
for their 0 mil education:

genuhw Aboriginal education. our firsi and mocI hisic educational goal is 10
teach the harllfialr and unitv f Ahorikinal life ..11n' locus on indirlduul
thhieVernellt igliores the Meallingfill11 (if the Abortkinal group Is
linacceplaIde

Before we can log)k etlectiveh w hat 'learning nn wa y. really means to )
Ah iriginal po)ple. we white educators must first begin to deveh Op in (fir minds
a ck.ar picture of what learning the white wav entaik i,' can then start to work
out hy intrast. the ,Nsuniptio ons which underlie the two ) different ways (if go oing
aho nit things.

If it is true the basic goal of Aboriginal education v.. to preserve the hartth on\
and unity of Aboriginal life. then the first fundamental mistake we as white educators
make abo nit Aboriginal education is the assumption that Aboriginal students are
studying pnrel\ I() ll'Ar11. I feel that. in a kerv imponant sense, this is not the case.
In m expenern e, the tunclamental rno Rival if oil of AIN ongmr.11 students of all :IgCs.
is (( explo ore, consolidate and live out their Ahoriginal identity, and this to them
n lust be a gu otip exiwrience. Indi iduai leanimg in fo ornul edtlYaliI'l may help wit h
this. hut very often it ma\ hinder. and AIN original snidents ;in. quick ti rick 'tit
the learning itt untstant es which will help them 11110 then' goals of Aboriginal
harmonic and 11111ft \\11cli while ed11( al( /1's find suick.nts reluctant to) learll. te 1( HI
(lulckh o onto Ilkk' 111'.11 dleV arc n11111(41\ :fled or la/v. must ourselves learn \\ hat

for eac h gn our of Ahoriginal learners that will mak cdut. anon .1 milking
consolidating evenenc ,ind learn to use these is \ moist), ks to ) ealuate

ogr:111111R.,,.



No matter :low exciting, up to date. or supposedly relevant our teaching is. it

will be rejected hy Atxwiginal learners if it requires them 0 c nnpn wit ise their Ith)st

fundamental goal of devel( 'ping and maintaining unity.

All teachers km iw that white teaching practices which make Aboriginal learners

stand ()tit as high achievers in contrast to die group w I1 n4 wrk. But in the Same
WaV that indivklual learners flatly whise to participate in classnxim aetivities that
will make them seem to he ii competition with their classir 'es, scialsii d 'roupc
of learners refuse to commit themselves to partictilar sNents tn- programmes (
ideco in education for the same ream ni

A quick example: during National Ahoriginal week last Year, the children at ()lir

scho( II sat an nind hot and listless in the classnxillis while their white teachers
implamed ut their unwillingness to work. Then the Act i in Gn nip decided that

a big hush shelter must he built k r the Open 1)av to be held (in Friday. Almost

instantanomslY the scho(il expliided into activity. with the children cluipping,
sawing. carting stones. shi welling and raking sand and digging up saplings in the
heat. Evem me was happy, the chiklren w.( irked like slaves, the yolngu teachers
iciined in proudly, and the white teachers sto(KI back amazed. They onildn't
understand the change that had (lime iver the children. and siinieh(iw felt piqued

that the chiklren woukln't bring the same industrii iusness u their classnx im tasks .

scinie of the white teachers wrongly assumed that the children hate writing but
e digging. Thi.s is ni 4 the case at All. They only kite activities directed at their

personal learning and develipnient. and like thirst! directed at gnnip

.s white educati irs ha e been 11( iwertullv >very vialized k fomial educat II
WC \\TI nigh' assume that smind ;.wademic learning is sinnelliAv- gihing tt I he

intrinsicallv mutivating t6r Aboriginal students. because it is for us. liu! Aboriginal

people have imp( mant business to be going (in witl i . that is. dis(overing
igether and li ing (nit their All( iriginal identity. And if we respect their right t(

educatil ln their own terms. we will 4.11 ) ill / start by learning:11)(4u die haunt )nv

and unity which mi givates them mudi m(mre powerfully than learning.

In my own experience. mv tailure ti iii this has made things very ditfkult f(Ir
niv inginal wiirkers. Pan (it in\ work at present is ti I do with the Virrkala
ciminuinth IlyWpiiper. At Air first Meeting, I had only two stq.kt.,,estii IllS (1)4 Hit WILIt

Inchldc thit 1114. ilc\v.ruper shoukl culitain new ideas tor pei )pk.

0. think and talk alu xitind kit present ;1 iintroversial material

to make nt4 >plc guner,111\ more .m.ire i t all the prickl\ political issues which
regularly al ip Ur hese t\\A) points were accepted agrecal+

bk the 1 i liit,ti editorind I spent tliti It time cirt lung nind (or the neW

t. ()nth CrsLil liii uS I() Ind(' It ti h)k se issues ot the newNpAper tor me
Iii rt.,ilise that an\ news which was /1.111.1 Crs1j) Mid

tikd .1\\ a\ :Ind disk us, and disscininate and get si que gt. ;lend ..igreelllent

ht:1( ite it Tile ithei litericv vvt irkey, Li1t tiCliher,I(CI\ hi )4 (sc..,

the in, (st \\ kick kft n and to me. most mundane iicnis 0, write iv um('

ea( h 1 ( k I lInt's ( AIL it IS list1.111\ plIrgUli ut e\emliing new .11111 ii Intro\ ersial



and, fr( int the y()Ingti point, beo Mies a mix id newspaper because it keeps even-one
kigether.

As I see k, much of what AIN ,riginal jwirle see is gratuitous rushiness and
manipulatk in in white educak irs COWL'S from our misguided presumptions alNiut
white learning g( rals having priority over AIN klentity goak. Our failure as
white educakirs to fully appreciate this principle leads us to commit one of our
in( ist seri( ius errors, that is to structure our teaching pnigrammes in terms of the
learning goals we have in mind. WI-ten one man first came to work in the literature
Centre. he was barely literate, hut wanted to work with us. We had a few long talks
about what he wanted t( di). IA x iking back I can see niiw that I cajoled him int()
agreeing to fiicus on a number of general wials. like (level( ping his vernacular
literacy skills, learning the o inlputer, and making the first ever literature in his (Avil
Yirritp clan dialco. fie had a tape ()fa traditional sk and wanted to make a h x
out t d it. As time went on. he fitted pretty happily ink) the literature Centre; the
I wily cause of tension was wht ,; I became agitated that he was wandering aruund
all day, talking on the telephone. and, as I Saw it. getting involved in very
unpn Kluctive activities, while gett ing quite IN igged thiwn t WI the work ( in his (AVII
hIN/k, sometimes not touching it fin- a couple lit weeks. I knew it was a difficult
task, hut also knew he Was ven capable of doing it. When I asked him aIN nit it .

he t( ld me firmly that he wanted iu do this job li wl .

In the end. when the w( irk had been it a sundstill fi )r a couple of nu wills,
asked the sent( n- literature w( wker's advice. She k ild me k leave it tu her. and whet
he came in to w( wk. she asked litin h r his transcripti( M. Sal di /W1-I with it. went
thn nigh it carefully herself. finished it off, made all the necessary correcti( )ns. and
!iaiided it kJAC.. t him. .".e Was delighted. she Was delighted. all the vi ilngu Wert:
delighted. only I was tlisappi iinted because it hadn't been by anv means the learning
experience I planned. But I learnt my lesson. His g( ial in working in the
literature emre had had Yen little t() do with the persi mai develipment of his
literacy ski I Is His goals had been it, be a nlemlinglill presence 0 if his Yirritp clan
in the scluxil team. It was still his sk in other pet pie W( inkl do fi )r hini the w( irk
whidi he was not yet ready to th ). and n( A months later he is quite literate in
spite of rather than because (it my effi ins, and he is k.arning more ak nit placing
wliat he sees as an efkvme nil(' in thy wl irk of the ( his behavi( air he
had told ilk. repeatedly that my fi,us on his k.arning gi ,Ils was making it er\
difficult I( ir him t( ) go aIN nit his twil g( oak f n- his work at st hoof The other ( )Ingu

in the school were similarly n(11 nearly so interested in his pnductivity the\
were in his fining meaningfully ink ) the ( ingoing life it the sehm m )1.

By the time AN )riginal chiklren arrie presk hi vol. flu:\ hat y .1Iredla- Ieirnt hcir
societal g( uI of unity. They are different from children in that tho are ni ii
treated J ;I separate species during childh( N si. 'Hwy alread know the act t ytahle
circumstances under which they sh( tuki iii perate With the ICA her.; ell( nisi(
them. They kr. i\ tim eiuperate with in\ A MO% 11 hit h must didues their (MU\ .1s

gr.( mp. and resist their teachers efforts to !nth\ Klualue them and draw them
lii )111 (he grt nip. similarly..1 Child wh rehises tim speak U Ti ( Liss ;Ind ithmkt: herself
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heard in distinction to everyone else, is choosing to pursue genuine and important
Aboriginal goals. Furthermore, when these children decide to stay home and sit
with their grandmother or play with their siblings instead of coming to school.
it is because they realise that what school is offering at that particular time. is not
leading to the fulfilment of these Aboriginal goals, whereas staying at home is.

One of the ways in which white education invades the unity of an Aboriginal
group is by setting up systems which reward individuals on the basis of their
behaviour or their achievement. For Aboriginal children, being happily part of a
united group is the only reward they have learnt to bolt for, and the only reward
they want. They are outraged by white teachers' presumption that they can reward
and punish their students on the basis of what they see as their xxxl and their
bad performance. Even the youngest Aboriginal children can feel how the messages
which white educators convey break down the old system of reward based on unity.
and replaces them with rewards contingent on merit and achievement.

If any teacher sees this situation as somehow interfering with what sihe is trying
to achieve, then in an important sense, what that teacher is tOng to achieve is
somehow tied up with the negation of what must he seen as a most fundamental
focus of Aboriginal culture.

The second major demand which I feel Aboriginal people are making of white
education is an extension of the same principle:

2. As Aboriginal people, a basic educational goal is to prom our continuitv uith
the past, the land, and the people. Progress for its own sake is Piot our goal We
oniy want progress if it heOs us to retain our Aboriginal identity.

Most white educators can accept that there is a special Aboriginal way of looking
at education. But most white educators have difficulty accepting that t( kiok at
education from an Alxriginal point of view requires completely revising our kleas
of progress, and development. To whites, education. change. development and
progress are almost synonymous. We somehow see the basic goal of education
as change. Aboriginal people make it plain over and over again that the progress
they are kioking for is nothing more nor less than finding effective ways of
maintaining their Aboriginal dignity and their special way of life in the face of
ongoing white invasion. They are not looking for development for its own sake.
They only want change if they can see it as directly assisting their stniggle for cultural
integrity and survival. In this sense. they are n( t kx iking for development, but for
adjustment. They are looking to I( mai education for new ways to adjust their
traditn mai Aboriginality in the face of accumulating and intensifying effects of wh ite
invasion. This struggle. I believe is just as difficult, if not more difficult. fi it' urban
and rural Aborigines. who are faced with a constant denial of their Aboriginality
tw whites who cant or won't see and 10.1. ept it.

The Aboriginal struggle to make education serve the goals of stability and
continuity in the face of the white pre( wcupation with learning and pnigress goes
largely unm 4 iced lw white educators. In my experience in educati( m planitng.
Aboriginal ideas are often dismissed as n hard or irrelevant, because (.:( )ming fr(
the AL, iriginal world of meaning they are I-mud and general ideas often connecting
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things which in white minds have no logical connection. White ideas are full of
purpose. they are goal directed. they are tailored to fit neatly into the conceptual
maze of formal education without reference to people, to personalities, to places
or to the past. For a yolngu idea on education at Yirrkala to be given serious
consideration, the whole school has to somehow stop, the whole depersonalized

wiceptual structure of schooling has to he suspended, the psychological baggage
needs to lw rearranged until it connects up those things that are connected in the
Aboriginal wodd and places appmpriate values on them, all this before the idea
can even lw (..(nisidered.

The implementation ()fan Aboriginal educational idea will often require parallel
changes to the fundamenul structure of the system upon which Aboriginal schools
continue to he based. White educators often lament that Aboriginal ideas are good
and interesting if a little unrealistic, hut we don't have the time or the resources
to) consider them carefully or implement them. We often have little time or
motivation io) learn more about these ideas, or to) examine which of their own
attitudes and practices are standing in the way of these ideas.

Thus the verv progressdevdopment orientation of western edueation tends to
prevent even a lo nn in the do s r li w the principles of AK wiginal traditional education.

(ne of tile most destructive effects of the devel()pment visit )n of white education
upon Aboriginal identity is that its assumptio Ms can easily lead Aboriginal people
to) believe that their dreaming is a thing of the past, that there is no continuity
between what the AIN wiginal world Was once. compared with what it is now, that
there is a gap lwtween the ( ild (il life and the new way and that education
concerns gn Aying in the future, rather than pres('rving what is precious fro wri the
past.

It is as if as Whiles, our dreaming lies in the future. The mythology hich underlies
white educatu on involves pro )gress, change, making a heifer world. whereas the
nwtlu )lo gv which underlies Aboriginal educatio )n is tied with the past. with retaining
rather than t'reating the better woorld.

in everyday classn x wn terms. we can work on this pro blem if we als1 s

rememher that there is a constant Abo original meaningbuilding activity already at
wo irk in the gioup )f learners. It is ail activity (4 s()cial interact io )ns which co nistanilv
builds up in AIN giginal minds, the unity of the pan ielpants. as well aS their units
with their families. their places. and their histories. \le can evaluate o our sliCa'ss
in terms of the extent tor which we support this actIvitV For White educators, tilis
Inns( involve bet ()Ming a learner.

Summiny up. I think that all Aboriginal pt.( 01)1e I have met both urban and rein nu.
have one most fundamental go ul to preserve their Abo riginal identit abi At.. all
(other things of course they often do not see it specifically in these terms. Often
to) them it means all they want to do right now is stay on or return u 1 their land
or stay with or MUM to (ones people. But these ;Ire ill goals of preset-% ing
Ah wiginalitv. II LiIe edUcatii inal pro )grams we offer as adult edutAi it's are not
attracting the interest we would hope for, then this is simpl beeanse ihe agenda
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we are expecting them to fulfil is seen to interfere with the paramount goal of
preserving Aboriginal identity. If we blame our Failures in "education" on
unmotivated students, or lack of community support for "education", then we have
missed this point altogether.

3. The most fundamentally tallied may of doing things in Aboriginal hfe Lc

responsit,eness to the total environment, physical and social The preferred abite
approach of planning and control is the exact opposite of this, and in fact pro ,ents
it.

Most of us, black and white, have a clear picture in our minds of what life was
like for Aboriginal people before the invasion. We see it as groups of people all
over Australia, living in a very close and finely tuned relationship with the land.
This relationship was so close and responsive to the minute day-to-day changes
in the environment, that Aboriginal people still tend not to claim that the land
belongs to them, hut rather that somehow, they belong to the land. It was such
a close relationship that the rhythms of nature the tides. the winds, the seasonal
cycles of f(xxis, plants and animals were mirrored exactly by the behaviour of
the people. Aboriginal people in north east Arnhemland pride themselves on their
unique responsiveness to the envthAlment, and one of the most beautiful aspects
of their songs and stories is the way in which the people actually become the long
white rain cl)uds, or the streams of flood water. or the crested tems diving for
fish.

The urban Murries who were my neighbours in Brisbane, still showed exactly
the same Aboriginal responsiveness. One weekend there would he twenty people
staying in the house, then th(.1. would all suddenly leave and go up the coast fishing
for a few days. or up to Cherbourg for a family gathering or a dance.

The point I am tning to emphasize is that when one's life is defined by a true
harmony and responsiveness with nature. (that is both physical nature, and the
social setting), then planning becomes irrelevant. In fact long term planning and
timing are impediments. they interfere with the true business of Aboriginal life.

This is a horrifying prospect to white people in general. not the least hec ause
almost even aspect of white formal education encourages Aboriginal people
stop responding and start planning and controlling. At the same time, it may suhtly
teach them that their responsiveness is nothing but laziness and lethargy. and that
it has nothing to do with traditional culture, and that even if it is a trace from a
fi irgotten heritage, it is best f( lgotten since there is no meaningful continuity with
the past, and education is all akiut getting ready for the future.

It is imp(mant then, that we accept that. in this sense, the timetable (which
specifies in advance when things are to he done ). and the curriculum ( which
specifies in advance what is I Ito ..)e w ine ) are IN issibly the two ntior (4-istacles
meaningful AN iriginal control of education. But because planning and regulating
together represent the very essence of the white world, these are the two things
with( )it which formal edt teat wi would not exist.

If one invented an instrument devised to prevent po pie from learning a
responsive approach to the world. one would have to call it :I cli x.k. And if iie



invented a system devised to keep Aboriginal initiatives out of education, one would
have to call it a timetable.

This means that we must be very careful planning the timing and content of
our educational work. We must become critically conscious of how our timing
system interferes with Aboriginal learning, and we must appreciate that every time
an Aboriginal student leaves home and walks into formal education, they must
somehow suspend their special responsive way of dealing with learning and social
behaviour.

What can we do to change this? First and foremast. Aboriginal students must
be able to control the pace of their own academic leamint7. They can't give
themselves over completely to study as white students can, without compromising
their identity. Their first consideration must be the more fundamental business of
constructing the ongoing meaning of their Aboriginal lives. They ran allow learning
to take place only in response to this.

However, it would be impossible for most of us to immediately ditch our
timetables and curricula. And it is true that Aboriginal students will respond
relatively happily to a timetable previded they are free to continue acting
responsively to the social environment of the clas,sroom. Hut we should accept two
basic facts:

First, timetable and curriculum are not a necessary part of education, they are
just a convenience for white educators because they help us to go about organising
education in the same way as we go about organising the world. In that sense,
they should he viewed by teachers of Aborigines as crutches to support our efforts
until we can find more meaning oriented, responsive ways of going about our work.

Secondly. we must accept that, while we insist :In timetable and curricula, we
cannot hope for meaningful Aboriginal control of education. The rigours of
timetable and curriculum are the first things white educators have to loosen their
grip upon. in order to allow more meaningful Aboriginal cLnitrol. lf we as educators
really appreciated the responsive nature of all genuine Aboriginal learning. we
would quite naturally see new directions to investigate for making our provisions
more relevant and meaningful.

In many Aboriginal :-ommunities, and Yirrkala is a good example, the schoGl
is the only institution which is completely out of step with the Aboriginal world.
The white world is so controlled by planning and timing. that most white people
have no understanding whatever of the responsiveness which determines and
enriches Aboriginal lives.

When Aboriginal workers do not turn up for work. or class, whites almost
automatically interpret this as meaning that they are not interested, or depressed.
or lazy, or whatever. We seldom realise that work and schoc >ling for most Aborigines
means daily wresting themselves away from the meaningful responsive Aboriginal
social environment which determines their identity and moving into another world
of planning, pup( )se and cL nun

I believe this wrench from the home world to the white education worki just
as difficult, if not more dn.:Lilt for urban Aboriginal people whose struggle to retain
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their identity is a constant daily battle and whose teachersoften have no knowledge

or interest or sympathy with contemporary urban Aboriginal culture.

When Aboriginal people do start to reclaim formal eduction for themselves,

we an see the rhythms of Aboriginal life edging back in to re-establish the
responsiveness of genuine Aboriginal education. At Yirrkala, the workshopsystem

lends itself to this. We tized to start thinking more in terms of: instead of having

an/craft every Thursday afternoon for two hours have an intensive workshop for

a week If everyone is involved in the planning and organising, and everyone works

and learns together, the Aboriginal meaningfulness of the activity is guaranteed.

Aboriginal learners respond to it as to any traditional activity from a family gathering

to a sacred ceremony. ft is a social, unifying group experience first, and to the extent

that that meaningfulness is achieved, it becomes a learning and growing experience.

Increased literacy or numeracy, on an individual basis, is a by-product.

Another very important example of the crippling effect of our preoccupation with

planning and content and our failure to acknowledge Aboriginal responsiveness,

is our traditional western expectation of employment. In the years I have spent
working in Aboriginal education, I have met many excellent Aboriginal teachers,

but I have never met one who wishes or expects to be a school teacher for forty

hours a week forty weeks a year for forty years. Such an intention, I suspect, would

represent a major compromise of Aboriginal values. Yet in our educational
administrations we can seldom organise ourselves to , .mploy Aboriginal teachers

in the way they want to he employed, which seems to me, by and large, to be

in bursts of several months of hard teaching, followed by another period of several

months where formal teaching is forgotten, and other maybe less tangible
Aboriginal goals are pursued.

The same situation exists for most Aboriginal tertiary students I have worked

with. Most were prepared to work hard on their education hut found it impossibly

difficult to he tied down to a specific schedule for learning and study because,

unlike white students, they had to constantly balance off their studies with their
more important work of creating and maintaining their Aboriginal identity.

Summing up, timetabling and curriculum planning have established in white

education a tradition that learning should be drawn out, homogenized, consistent

and long term with all the rhythms and responsiveness ironed out. We have almost

got our educational planning to the stage where we can take a five year old and

tell what s he will he studying and when, every school term for the next fifteen

years. To Afxmiginal people, that is like imprisonment. It is a denial of the very
essence of Aboriginal responsiveness. Aboriginal people are telling us that moving

around from place to place. from interest to interest, from commitment to
commitment. from iob to job, is an essential part of meaningful education,

4. A truly responsitv harmony with the u,orki can only be achieved by teaching children

personal independence from an early age. Independence is a precious ixilue (.)f

Aboriginal life, and coercion and manipulatimi can bare no place in Aboriginal
education. Personal mdependence and unconditional acceptance of er.etyone go

band in band.
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The Aboriginal ethic of nominterference or of personal freedom is a stnang one.
In Aboriginal society, everyone must be allowed fundamental independence and
everyone in the group must always be unconditionally accepted. It is a great joy
for Aboriginal adults to watch the new generation grow up and learn personal
freedom, caring for themselves and for others without having to embrace the white
ethic of manipulating other people's behaviour. Some of the behaviours which
Aboriginal parents encourage in their children would be frowned upon by most
white parents because the Aboriginal ethic of independence runs directly against
the white idea that children should be taught to obey and need to be disciplined
for their Own good.

When I 'taught' yottng yolngu children at Milingimbi, I learnt that it was
unreasonable. apan from being impossible) to expect Aboriginal children
to obey me in the way that I would expect white children to do so. I knew it was
unreasonable because I could see the way Aboriginal parents actually encouraged,
quite subtly, their children's resistance to adult control, and subtly rewarded
independent behaviour.

Similarly, I learnt not to withhold reward.; like games and movies from children
who had not been working well, because everyone including the parents made
it very clear to me that I was accepted only to the extent that I ensured that everyone
around me was unconditionally acceptable.

But I %VW alarmed, by the mid seventies, to find that the children were starting
to take their independence a step further, and, within a few years the school daily
attenciance had dropped from nearly 100% to less than 50%. School has never been
considered compulsory since. Looking hack, I suspect that this was maybe the most
significant mark of progress in Aboriginal education in all the years I have been
working in Arnhemland. And, like the other significant developments, it is entirely
an Aboriginal initiative and has been brought about in spite of, rather than because
of the efforts of white educators. As their ryarent.s took control of their community
councils, during the Whitlam years, the children silently took control of their own
education. Of course some radical educators would argue that the same situation
should be obtained for white children in white schools, but the white world has
a lot to learn before we are ready fir that sort of decision.

Aboriginal students of all ages and their communities know quite well that
education can take place without any manipulation or coercion. However, the white
model of education which depends upon curriculum and timetable, in doing so
always depends on some degree of coercion before it can even run. And
everywhere, this is a constant source of friction between parents and teachers.

If we refuse to accept that formal education is intrinsically invasive of traditional
Aboriginal education, we will continue to become upiet by what we see as an
inherent contradiction between the parents on one hand saying that they want a
good quality education for their kids, and on the other hand leaving it up to the
kids whether they attend school or not. Of course them is no contradiction. As
we grow to appreciate the depth and power of Aboriginal culture, we will grow
to realise there can he no other way. The personal freedom of Aboriginal students



to choase learning for themselves is the starting point. It has nothing to do with
parental interest or community support. If we have empty classrooms, we can do

nothing hut look for new ways of providing education which in no way
compromises all the Aboriginal identity building principles of freedom.
independence, unity and self motivation.

The Aboriginal parents I know generally put forward a very definite idea about
sending their children to schooi that would surprise most white teachers: that the

teachers have been trusted to give their children a good education without
compromising their Aboriginality, and flat if the teachers can't organise a
worthwhile and motivating classroom programme without pushing the Lhildren
around, then the children should he welcome to walk out and return home to
where something more comaructive of Aboriginal identity is hound to be
happening. Aboriginal parents accord their children much higher status than white

parents or teachers do. It is not seen as a privilege for Aboriginal children to he
able to go to school and learn. It is seen as a prhi lege fiirwhite people to be all( med

to teach their children.

Many parents and students, of course. do not appreciate how nearly impossible

it is for even the best teachers to have a socially meaningful classroom programme

running for Aboriginal students within the confines of timetable and cu 11-41.1.11111

and with departmental expectations of what we should he doing. But that is our
problem and will remain our problem until we learn that Aboriginal people are
the only ones who can teach us to do our lob properly. What angers the parents

is that white teachers, instead of admitting they do not know how to appreciate
and accomiwdate Aboriginal values in the classroom, will readily turn around and
blame the students for stubhx)rnness or laziness or smartness or their community

fin- lack of sum irt.

In the face of all this. I believe we arc slowly becoming more effective in our
educatit rial programmes. This is because there are varii itis ways in which Mx wiginal

people are increasingly able to dictate the conditions of learning. Recently I was

told that *nue homelanu centre sell( xi's had decided to introduce %.ernactilar

literacy and their teachers wanted to come in to Yirrkala for me to conduct a

wt Ashop to develt 4) their own literacy skills. I sent out a circular asking how they
Would like me to organise it. and received the reply that they wanted it run like

R.A.T.E. w(irkshop.

Only a general framewi rk Was devil( red her( ire the teachers clink' in from their
outstatii ns. then the pn )granlnle was negt)tiated by consensus. eVeryt WIC WI irking

Out their Avn g Kik. The teaching materials which I had laIN Kit iusly prepared were
inspected. some were chi Nen. most were rejected. and each teacher either :thine

or in a gn itip. worked out hi iw they wanted to go about tiltlhling their gi ials. People
worked individually or in small groups on their pri)jects for shon perk kis. and

heti We lea break we winild meet together and rep( in back in a cimple of sentences

what pri igress we'd been making. Fveryt me involved wrote a journal lin. twemy
minutes each I;t v. reuirding what they had learnt. It( iw they telt about it. and what

tho intended to do nest. The whites who were present. visiting teachers and

I S
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support staff for the homeland schools including myself, were all expeaed to learn
and to record our progress Everyone was delighted with the results. We had
developed a great feeling of togetherness, and all our individual [earnings were
derived from this: The journals and the work, along with photographs and other
bits and piems were put together into a booklet which can be used for planning
more workshops, and as a personal record for everyone about our work together.

As educators we must be constantly struggling to see our students' point of view
on what they are doing. Aboriginal students of all ages know first that they must
preserve their fundamental independence above all, and second that their
acceptability as Aborigines has nothing whatsoever to do with what they either
contribute to or learn from their schooling.

The responsiveness cherished through so many thousands of years of hunting
and gathering is equally alive and evident as Aboriginal young people wander
through formal education. They have already learnt from their parents and peers
to demand first and firemost that their own essential freedom and autonomy be
respected and preserved as they take what they feel they need from formal
education and leave the rest.

What happens when the independence or personal worth of a student or group
of Aboriginal students is threatened? They generally respect the independence of
the educator, and instead of complaining or raising the issue, they vote with their
feet. They have more important Aboriginal things to he going on with, and seldom
worry too much that their teachers are condemning them for lack of motivation.
They will conic back when we as educators stop blaming the victims of our
traditional white modes of education, and learn instead to blame the invasive
assumptions of fonnal educatkm which require us at every turn, to compromise
Aboriginal independence, and to exult planning, progress. change, and
development above continuity with the past.

5. We Aborigines are learning on our terms :that is most important to us as Aborigines.
The ubite education swim sonwtimes beOs with this, and sometimes acts against
it. W'e are carrring on aid, the job anva'ay, and those formal educators who want
to he0 us must 51(1) talking and start listening ski) teaching and start learning

To say that Aboriginal parents are not interested in education if they do not send
their children to schtEl, is like saying that white parents are not interested in peace
if they don't send their children to join the army.

Aboriginal people know what they %yarn for their own and their children's lives,
but many have grave doubts as to whether the schtmis can really do anrhing to
help them achieve those goals. They are mostly happy to entrust their children
to us if the children are willing, and while we do our hest. but they always insist
(despite constant white efforts to the contrary). that this schooling has to he on
Alxvigina l terms.

While most white educators may accept that learning on Aboriginal terms is the
only possible chance for meaningful Arxwiginal education. we often don't
understand these terms sufficiently to acknowledge that acceptance and
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implementation of the principles which have tried to outline above, must
represent a major compromise of white educational values. To what extent are we
as white educators really prepared to put away our traditional views of education
and curriculum and work actively for Aboriginal self determination?

Aboriginalization is a much used word nowadays. However, very often white
educators talk as if Aboriginalization is something which needs to happen to the
Aboriginal people involved in education. Aboriginal people do not need
Aboriginalization. It is white educators who need io be Ahoriginalized, white
assumptions, white perspectives, white values, and white structures. If we as white
educators can have any credibility in our support for Ahoriginalization, then our
major educational target will have to be ourselves.

In every Aboriginal educational institution where I have worked, the major
stumbling block for meaningful development has been the reluctance of whhe
educators to critically examine the invasive assumptions of formal education, and
their refusal to acknowledge that they can learn anything important from Atxxiginal
people, their refusal to pay more than lip service to the aim of learning to speak
and understand Aboriginal languages, and their assumption that learning about
aspects of Aboriginal culture, tradition, social structures, bel ief systems, perspectives
on the world, work, life, money, nature, commitment, power etc is just a fringe
interest to be pursued in one's spare time. Quite simply, most white educators
cannot commit themselves to the idea that they have anything really meaningful
to learn from Aboriginal people.

The Aboriginal people continue to accept this silently, they continue to vote with
their feet, and they continue to wait for whites to stop talking and start listening.

Becoming a learner, learning from Aborigines, and chlnging our educational
ideas, is a very bitter pill for most of us white educators to swallow, because it
can mean that much of what we hold dear as teachers, our techniques, our status,
our theories, Our assumptions, our beliefs, our attitudes, our practices, the work
we enjoy doing, and our comfortable jobs, can he rendered irrelevant.

If we define genuine Aboriginal education as the efforts undertaken by Aboriginal
people to preserve, understand, explore and communicate their Aboriginal identity,

we begin to have some idea of the meagre role which we as white educators can
play in pro-Aboriginal education, and how this role is very much dependent on
our own learning about who Aborigines are and what they are saying al)out the
world. In the next few ye-ars, as this slowly dawns upon us, we will become more
responsive to the growing Aboriginal demand for education which fosters the wider
Australian Aboriginal identity. A crucial part of this, I feel, will be to develop
programmes whereby Aboriginal teachers and student teachers from southern rural
and urhan areas are encouraged to spend as much time as they can teaching and
doing teaching practice in remote Aboriginal centres such as those in the N.T., and

vice versa.

Ife see Aboriginal education as a systematic attempt at fostering and preserving
Aboriginal identity, then who better to do i! than Aboriginal teachers from other
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places who themselves are fighting and winning their own battles for their own
dipity. I know that Aboriginal teachers from evetywhere intuitively understand
the 'problem' of Aboriginal education which even the best white teachers seldom
do. And I have seen urban Aboriginal teachers more willing and able to learn from
Arnhem land yolngu, and happy to spend all their time doing so. Who is the hest
qualified educator from a white point of view is not really a relevant consideration.

I read somewhere that Ulla Watson, a Muffle educator from Brisbane, said words
to the effect of "if you're here to help me, then thankyou, but no thank you. I think
you're wasting your time. If however, you see your experience of oppression and
learning and freedom as somehow tied up with mine, then sit down and we can
talk about it and maybe learn something together".

When white educatots begin to learn from Aboriginal teachers, the way in which
we learn is maybe even more important than what we learn. What we learn is
something that will be very specific to the situation we are in. How we learn will
influence the way we look at the world, and greatly improve the possibilities of
Aboriginal people for meaningful control of education. When we learn
meaningfully, we will ourselves learn in such a way zt,s to promote unity, to
appreciate continuity with the land and the past. and to respect that other learners
need to he given their independence, and given respect and acceptance no matter
what their ideas.

This means that we have to stop the ideological conflicts which we white
educators have with each other, which we sometimes see as being crucial to
progrem in education, and which some of us may actually enjoy, hut which
ultimately disempower Aboriginal people. As long as white educators persist with
ideological infighting, we will happily persist in our illusion that our white theories
are crucial to Aboriginal education, and our mistaken helief that we have to sort
out our theoretical differences before we can afford the time to stop and listen
to our Aboriginal teachers.

Aboriginal communities all over Australia are in a state of siege. The invasion
of the white culture is as strong now as ever. Educators are sitting in empty
classnx oils all over Australia c( mcerned about Aix irigi nal devek pment and cultural
survival, hut paralysed by the obvious irrelevance of almost everything formal
education is trying to achieve. All as kind us we see the destruction of Aboriginal
culture. Many whites, when we look at Aboriginal parents or relatives who will not
or cannot interfere with their children, who drink excessively or sniff petrol. or
are out all night wandering in the city. we see in their parents only laziness of
uncaring. We can only think of manipulative, controllink invasive solutions. This
blinds us from seeing and sharing the immense grief borne by Aboriginal people
throughout Australia where families are affected by the invasion ot our culture. it's
up to them to do something about it'. is ve can say. To the whites. interfert.m.e
is the only sokition. It is as if f.air motto i.- those who don't interfere. Lk nil care.

When we finally stop and think, we will see the destruction which our culture
has brought. We will see that interference is the ilroblem. not the st ;lotion. We
will appreciate that white education is in some wav the essence of the invasie
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aspects of our culture. And we may then hold off from our interventions and start
thinking about what we are doing to the world, and who can teach us about where
we are wrong and what is to be done.
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Cbapter 2

ME DROVER'S DAUGHTER lry Doreen Bedford
A lik story from Ilk in the outback to tertiary graduate.

The conference organisers have titled this occasion: "Learning my way". We have
come here to share some of these experiences each with the other.

It is universally recognised that the greatest teacher is lil itself We cannot gain
enough from classroom situations alone. Without direct experience, these are sterile
or at best jumping off points only contributing to the learning process. We might
recognise two major areas in which learning takes place: Informally, from the hulldust,
quagmires and flat tracks of life's experience and formally, by putting in our time within
social educational situations.

To gain maximum skill and practise in learning are we not well advised to be fully
observant to what life has to offer by being awake and alert, being mindful of and in
each ever present moment with its variety of experience? When alert we find that u.seful
opportunities to learn are ever with us, but usually aren't we sluggishly asleep and miss
most of our chances? The opportunity to skilfully grow is most frequently lost. Wisdom
learning is possible from clear thinking attention to the movemt I and change within
the existence of our daily life.

To hold and staticly identify with our fixed views and opinions of the almost totally
relative aspects of life is simply ignorant. This totally frustrates the open minded lateral
thinking process from which wisdom arising cat occur. Wisdom is not an accumulation
of data and technical skills, all of which are of limited value, soon becoming obsolete
within the constantly moving world of situations. Irstead. the type of wisdom which
will not date, will always be relevent with the passing of events, is developed through
the cultivation of intuitive insight founded on clarity of thought, observation and
reflection free of the "tunnel vision" which fixed views and opinions about all things,
especially one's self image and identity impose.

If we can train oerselves to cultivate wisdom it becomes progressively easier to think.
feel and act accurately and appropriately, spontaneously within each unpredictable
present moment as it occurs, without reference to patterns of programming, habits.
structured education or instincts previously installed in our minds at a time when the
unique aspects of the present moment were as yet unborn and unknown.

During the kindergarten stage of life, which in my case may only now be gently
departing and the process has certainly only just commenced, I have been engulfed
in the shallow, superficial thought patterns and resultant actions within which muscly
we spend our entire life sp.n. The result of this is confusion, em)r, regret, anger,
frustration, disappointment that we all know so well and falsely call the inevitable stress
of life. We impose this lie upon ourselves because of our image/identity ego.coneeit.
and our 1.4zy thinking habits. We would far prefer to be entertained by external stimuli!

DOREEN BEDFORD, 66 Stunridge Road, Lockridge, WA. 6054
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greed for food, Elshion, music, dance, poesessions, travel, television, movies, sex or
whatever else provides distraction and fills the time, providing escape from the effort
and reward of looking within to come to know ourselves and our true relationship
with all else. We sidestep the cultivation of wisdom and rely.= formal and informal
established mechanical habits to get us by but they fail us. Our lives are erratic with
discontents and short lived highs from temporary fixes. We have no stability or peace
based on wisdom.

My experience, which I share with all of you and you may recognise as not so different
from your own, has been that I believed the world in which we exist to be a sequence
of fixed points, which could be examined, conquered and possessed. Wkh each little
illusionary conquest my delusionary and destructive ego-conceit grew, rewarding me
with yet more delusion leading to a subconscious discontent and dissatisfaction. The
harder I worked to solve the problems in this unskilful direction the worse the problems
became. "Catch 22". In my ignorance I even missused my formal education to reinforce
this attitude. Are there any here today who have not done the same? I believed in belief
and had not yet heard the wise dictum: "Where belief starts, reason ends." For me
it is now time to examine the wisdom of another dictum which advises: 'Beware of
all fixed views and opinions" though as yet I cannot avoid all of mine, am simply
working on them and commend these concepts for your reflection.

The purpose of this paper is to propose to you what many of you will have heard
elsewhere, that when the educational process becomes stereotyped or institutionalised,
either or both internally or externally, we are travelling backwards and imprisoning
ourselves in both concept and fixed attitudes which ignore the real truth of the flux
state of this world, and our place in it. I will propose to you that wisdom development
is not only possible, but the only development of any final and lasting value and that
it is achieved by observation and introspection. There is no short cut to wisdom. Though
wise and mature people, if we can find any, may point in its direction, we cannot learn
it from others. No one other than ourselves, in this world or out of it, can save us from
our own ignorance and its unfortunate consequences. We must do the work ourselves,
accept total responsibility for our own lives.

It is not my intention to throw stones at the "sacred cows" of this world's institutions
whether they he education systems, social mores, Aboriginal (or other) cultural
identities, customs or ideology but simply to invite you today, and at other later times,
to reflect upon the conceivable trap of fixed views, and whether possessing them is
adding to or detracting from the value of your own life experience.

This paper invites you to consider the proposition, that our pre-occupation and
obsession with wordly material and conceptual concerns form strong attachments
which undermine our effectiveness and defeat our peace of mind. That attachment is
diametrically opposed to wisdom and brings us from masked unacknowledged sources,
inner suffering which we then share with and impose upon others. Should we come
to recognise the natural continuous fluctuations of everything in this world, from an
atom to a thought, and that our own situation, our bodies, social situations, thoughts
and all else are the same and nothing fundamentally unique, only then can we come
to be comfortable with the world and our place in it.
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This is the learning process upon which this paper is focussed and I will expand
the thesis with a few anecdotes of episodes from my own life experience which illustrate
where, because of my firmly entrenched small, narrow, parochial and blind state of
mind, I have, like most others, encouraged the fool within. I suggest that such childish
foolishness is a curable condition if we are able and willing to put in sufficient effort.

like many persons of Aboriginal and part Aboriginal descent my early childhood
was spent in a remote outback area within a small community. In retrospect, I see it
was not so very different in its restricted vista from small stature, as that experienced
by small children growing within other limited cultural parameters in any other place
in this world. Inevitably I was exposed to the well intended cultural, ethnic and social
indoctrination of my bmily and society which taught all they knew as best they knew
how. As a small child, travelling as part of the camp following baggage of the droving
plant, my mother encouraged and cultivated my first taste of literary appetite by reading
aloud from magazines and books. She, who in her youth had gained her own literary
start at the now defunct Moola Bulla government settlement, MS obviously aware of
the child psychology espoused today in the urging: "Have you read to your child today?"
and considered a modern thought.

Simultaneously to all non Aboriginal initiations, the conceptual belief of belonging
to, and possessing, a separate identifiable Aboriginal cultural identity, was fostered, a
predictable child training system common to all parochial ethnic cultures world wide.
A type of orientation towards stereotyping, which we may, if a more universal wisdom
arises, recognise to be the implanting of attitudes which in the final reckoning may
prove to he more limiting, divisive and destructive than useful. Certainly, I and many
of you, at a superficial level are of the Aboriginal race, but deep within our wisdom
unconscious are we not all well aware that skin colour is nor more than skin deep,
that our cultural roots stem from the conditioning of our life experience, are similar
to a lottery and would be totally different if we had grown up and been influenced
at some other place or in some other time. Obviously, we simply exist as a manifestation
of life within the laws of nature and if we have a race at all, it is the human race.

For now however it was early childish days, many more static fixed views were to
be inculcated, assimilated and believed in which within the evolving maturity which
the passage of time makes available to us can now be re-assessed. It is now seen to
have served their purpose and be of no more use, like plastic bags in which we obtained
some tixxi, then it becomes sensible to throw them out with the rest of the garbage.

I WM programmed into belief systems, Aboriginal laws, customs, kinship networks
and other cultural conventions. Trained to neatly fit into society according to its already
established rules. Children world wide have little freedom of choice in such matters,
and even should they have, they do not have the wisdom to make useful judgements.
We know that the child psychologist Dr Benjamin Spock subsequently recanted his
earliest misunderstandings on this matter.

In my case, as it will have been in yours as it occurs evenwhere in the world, the
process of establishing a fixed view of identity was being cultivati-d and ()CC-Wring. With
the kindliest intent which we see as resxnsihle parenthoc xi, we introduce our children
and charges to established traditional fixed views and customs which we ourselves

22

ii



accepted and have assimilated from our own elders without question or mature
examination as they did from theirs. Without wisdom intervening, limitations of view
are constantly recycled generation to generation and might not the spiral of attitudinal
delusion, in contrast to the growing snowball of material knowledge, be downward,
as error compounds error. Many are familiar with the party game where a whispered
message travels a circle of people, arriving eventually back to its source much distorted
by progressive word of mouth misunderstanding.

Early in life I was introduced to the isolation imposed by worldly customs being
of mixed race, or minority group and of a group lacking worldly power or prestige.
These were realities requiring rational calm understanding, they were simply facts but

among most of us with little wisdom, we react with at least a subconscious resentment
and discontent. Evetyone, not just Aboriginals has felt this and made themselves
disturbed and miserable by it. If in our adulthood, wisdom can be cultivated, we may
come to see different word!), circumstances as simply normality within the infinite
variety of possibi lities with in the kaleidoscopic spectrum of nature, and cease to torment
ourselves and others with the ferment of resentment, anger and jealousy which stem
from negative mind states. In fact, if we can succeed in penetrating to the underlying
neutral nature of our most uncomfortable life experiences we can use this wisdom
knowledge to establish a peace of mind which will make us very useful toboth ourselves
and others. Among other things it will facilitate a growing ability to be friendly, co-
operative, tolerent, helpful and respected by others who are superficially different, be
it racial, social, physical, sexual or any other, as we grow positive fruit from the negative

manure of some of life's experience.

ks with most of us, my cultural identity was planted deep within me. I grew older
without any doubt at all in my mind of my "Aboriginality" as an absolute rather than

a relative fact. Living close to the earth within a modified Aboriginal culture, even
through childish eyes, there existed the opportunity and encouragement to observe
nature, animal and vegetable life, climatic changes and human interactions. Initially

m isundersu x xi what was only vaguely recognised, as pointing towards infinite wisdom
and mystery unique to Aboriginal "dreamtime" knowledge. Not until now, when ;

beginning to dawn on me. have I been able to disengage from this selective view allid

recognise that the dimly sensed allusions were universal. pointing far past the small
section of the world stage which the Aboriginal culture occupies,but to the fundamental
movement and change of evetything in existence, the co-existence and mutual
containment within the duality of all permanence and impermanence.

At the time a feeling grew which many will recognise in themselves, of being of
and belonging to the country rather than invaders from some other galaxy. Somehow
one sensed, contrary to what some people seemed to believe, that this was more real
than our small pocket of human relations and customs. Sometimes people
misunderstand, as did I, that this feeling is unique to Aborigines, but I have subsequently
discovered that the same subconscious feeling occurs within people of other racial
origins both in Australia and elsewhere.

As life progressed I passed the predictable milestones: movement from the outback
station semi itinerant life to primitive shanty settlement on the edge of town to facilitate
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communal schooling. ! 'teamed to swim, taught in the primitive "sink or swim" method
which has turned out to be an accurate pointer as to how individuals are often treated
by society. I made my first =tact with people attempting to escape into alchohol and
finding instead there a hell realm. There were also plusses, a social oneness and
responsibi I ity which, witb '. the laws of duality was a double edged sword, giving shelter
and support of a tribal and clannish type to those associated and similtaneously setting
us apart from people who were not part of our group.

At primary school my teacher, a MrJohn Stanlake to whom I will always be grateful,
inspired and encouraged me in the pursuit of further education. Among other qualities,
he demonstrated a universal racele&s kinship in making special provisions at no little
financial and social cost to himself in that racially insular town, for me to depart for
higher education in the state capital.

Those two teenage years spent in Perth were a traumatic homesick experience as
a foreigner in a strange country, but though at that time it resulted in academic failure,
the seeds of wider horizons that were to flourish at a future time were sewn.

Still a child I returned to my home town Halls Creek with my tail between my legs
but relieved to be out of that. I fell upon my feet and gladly accepted employment
which was offered me in the local welfare office. Here I had a chance to grow at a
pace I could handle, sheltered and trained and not required to compete. Gradually
I assumed some clerical responsibility and had the opportunity of participating in daily
field work, working a a soup kitchen and assisting the local nurse on the "native"
reserve with the elderly, ill and infirm. It was a change to mingle as a semi-adult at
close quarters with my own people who were, as are all people, sometimes kind and
gentle, sometimes unreasonable and demanding.

Life took its usual course with marriage and motherhood the next chapter. A time
of following instincts, trials and errors. Usually as parents we are little more than children
ourselves, with fingers frequently crossed somehow we muddle through, laughing a
lot, crying a lot, emotional, frenetic, frequently in a daze too busy with daily emergencies
and distractions to grow far towards wisdom. As a family we established in the Geraldton
area. Predictably, assisting the children with school homework rekindled academic
interests. With some discomfort my smug self satisfaction at being okay was challenged
as I was forced to recognise my ineptitude. I commenced as a full time student at the
Geraldton Technical College. At the time I deluded myself into thinking that all my
motivations were noble but with the passage of time it is not hard to see that I was
inspired by the usual unhealthy helping of self gratification ego.conceit with which
most of our superficially worthy activities are tarnished. Not that it was a bad move,
just that I was not really as wonderful as I was kidding myself.

In time this all led to application and acceptance as a mature age student of primary
teaching at this very campus where we are today. Our family resettled in Perth on a
financial shoestring where the study programme and the need to spend periods in full
outside employment caused privation and disruption to tis all. Everyone was very patient
with me and my ambitions and probably very relieved when at last I obtained by final
qualification after seven years.
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MI this is not so special. Many can tell similar stories and will recognise how fortunate
I havr been to have had the oppottunity to extend my interaction at close quarters
with a wider cirde of people and situations, especially with fellow travellers of other
races on this life's trip.

life was certainly not always smooth nor even productive. For a time I worked within
a social support welfare agency tun for and byAboriginal personnel. Here unfortunately
the targets and methods seemed to be vague and slipshod, superficial "band aid"
approaches to problems not clearly identified nor meaningfully dealt with. How much
this stemmed from lack of wise leadership and how much from my own lack of initiative,
wisdom and creative thought is food for thought. Nevertheless I experienced what most
of us have experienced at some time in our working lives, a feeling that one's lob is
a sinecure, that one is living a lie. Might it be more satisfying to be honestly unemployed

than feeling dishonestly employed?
For some time now I have been employed as a teacher within the prisons system

and hopefully this cukure shock is at last carving large hunks out of my self delusions.
I have found that my confidence in my formal and informal learning to equip me with
all appropriate skills to handle the speciai circumstai ... es of a prison school has been
misplaced. I know that I am not a complete idiot and also that all of us have at times
known ourselves to be inadequate to some important and responsible task which has
been entrusted to us. The problem it seems does not lie in our formal and informal
training, but that somehow we have overlooked th -.! cultivation of our unspecific

wisdom.
Within the prison school, perhaps even more than in some other places, difficult

situations arise unexpectedly and find one wanting. In any occupation, errors,
misunderstandings and reactions of friction, discord, irritation and agitation occur. In
schools it is between staff and students, either way, and a prison situation is particularly
sensitive due to the troubled state of mind of many inmates, and perhaps even some
of their captors. One could relate a series of examples such as violence, drugs,
personality clashes, sexual abuse and the like hut there is no need. You are well able
to imagine what occurs.

This working circumstance has alerted me for the first time in this life to the fact
that one will get nowhere complacently sitting pat, on "set piece" solutions, hut that
in the unpredictable hurley-hurley of life, only the cultivation of a spontaneous wisdom
will cover all situations. For example, the identification and placating of strong and
dangerous undercurrents which have their unrecognised source in unknown places,
can only be sensed by intuitive wisdom. Without this, unhelpful, unsympathetic
paranoia. strong arm tactics which are sure to backfire, or teacher "hum out" are the
most likely results.

Many of us have had little opportunity to rub shoulders with truly cosmopolitan
populations such as is found in a prison. Teaching there has offered me an opportunity
to do this and I am beginning to see as illusion my long cherised view of my absolute
Aboriginal identity and the limitations which this, like all other fixed views, imposes.

Gradually as one finds a path the feed hack from students bi.Yomes more rewarding.
One notices their appreciation of my difficulties in amisting them with their difficulties.
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The apparent separateness is seen as illusion. The teacher is at last being taught by
her students. As this is a National Conference on Aboriginal Education, and 25 my life
experiences have taught me egalitarian rather than nationalistic Aboriginal lessons, let
there be no misunderstanding, this person who you see in front of you carries a majority
of genetic Aboriginal blood in her veins and has lived the majority of her life within
a society which is the same. I make this point because there may be some at some
other time who may read this paper, cannot see me with their own eyes and may suspect
that I am hardly Aboriginal. Make no mistake my friends. I am black!

Possibly what I am saying may not be popular with some at this time. hut if it sparks
some questioning thoughts in some of you at some time, I am content. I can only speak
the truth as I see it.

At the bottom line this paper addresses itself to the realities of the problems of an
apparently esculating division, and consequent friction within communities, with
particular reference to the Australian community. Australian Aborigines as a minority
race and dispossessed people have much to lose in this country from social conflict.
As educators whose work is specifically orientated towards those who see themselves
as Aboriginal and separate, can we not most help both them and the larger community
by focussing our hest efforts touurds a constructive, rational non divisive approach and
attitudes, rather than carelessly or unwittingly fostering separateness and ugly
confrontations at any level?

"Fair go. we're Australians too- is a current convenient catch cry to rioint up the
disadvantaged situation of many Australian Aboriginals, hut might we not do well to
remind ourselves thal these words apply equally to any Australian. Is Aboriginal
militancy any different or better than Arab, or Jew, or Irish or any other militancy.
Militancy is a state of mind from which events only follow.

The events of the past which have created our current situation are gone heyond
recapture. We well know that this continent was never an Aboriginal nation but simply
the living place of a great many trihes )fprevious waves of immigrants who dispossessed
each other and did not share their territories. Is not suggesting that we recreate
something which never really existed, simple foolishness born of selfish motivation?
All that can he reasonably done now is to act wisely and humanely to all concerned.
In comparison to other places. the Australian socien with all its faults is not so had
if we are honest. Aboriginals of today in the same %vay as other Australians of today
belong to ti day. None of us are the past. When any of us push a special interest barn w.
whether we he Aboriginal or other. our gains can only he at the cost of someone else.
Is it truly reasonable to believe that I. horn in Australia "X- number of years ago should
he given some spedal rights or territon which is not available to a white Australian
sister born on the same day, or some one horn elsewhere who has been accepted into
the Australian society of today, as a full member?

As educators we have SOIlle influence. We can assist with the cultivation of worldly
skills which will help students of any age to share the normal responsibilities and
benefits of being in a society, but even more, if we are worthy of our salt. we can do
best hy cultivating our own wisdom so that we may share that and inspire it in others.

"Who stuck in the mud can pull out another stuck in the mue
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If this writer which the world call Doreen has so far learned anything on this life
trip, apart from some mundane skills of worldly living, it has come from an evolving
awareness that cleverness bears little relationship to greatness, and that knowledge is
only a starting point from which, if sufficient effiort is put forth, the noble fruit of wisdom
can grow. That wisdom, seen by us in our "bIMkered" perspective for most of our lives
as a nebulous, intangiNe abstract is in fact a real possibility as the maximum culmination
of human potential achievable by doctor, teacher, dustperson, drover, dole recipient
or other alike.
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Cbapter 3

NYUNGAR WOMEN RETURNING
TO EDUCATION By Shirley &imell

This paper aims to show how Nyungar women who were prevented from completing
their formal education during the 1950's and 1960's, have been attempting to do so
ever since. They have pushed for wurses for adult Aboriginals to be set up at both
the South West College of TAFE and the Bunbury Institute of Advanced Education and
have made up the ma!ority of students in these courses. The paper looks at the
difficulties they've met and the gains they have made.

The Nyungar People
As European settlement spread throughout the south-west of Wegem Australia, the

Aborigines of the area were profoundly affected. As Tilbrook comments "Traditional
cultural practices gave way to a different pattern of life intimately interwoven with the
farming communities of the newcomers. Customs and practices of the settlers were
forced upon or adopted voluntarily by the Aborigines." (1983:10) However,as pointed
out by DavieS and McGlade in the article "Cultural values affecting the child at school",
even though the Nyungar culture is greatly influenced by "mainstream Australian
culture . . . there are real and significant differences in values between Aborigines and
other Australian students." (1982:83

Historical Background
The administration of Ai., wiginal affairs in Western Australia has gone through many

phases since colonisation began in 1829. In the nineteenth century, periods of conflict
bordering on genocide were followed by pol ides of protection and segregation. Under
these policies, Aboriginals were excluded by unequal laws from participating in the
mainstream social, economic and political life of the state. Until the 1940's, very few
Aboriginal children attended school in WA In general, they were prevented by
regulations from attending government schools. (W.A.A.E.C.G. Report:1987)

From Protection to Welfare
In September 1951 the first conference of Commonwealth and State ministers

responsible for Aboriginal Affairs was held and marked a change of policy from
discrimination and protection to assimilation and welfare. This change was reflected
in WA. in the Native Welfare Act 1954 which amended the Native Administration Act
1905-1947. In the Native Welfare Act 1963, one statement was the duty of the department
to provide for the custody, maintenance and education of the children of "natives".
(Haynes cull :1972:67-8 )

Government Policies of the 1950's and 60's and the effect on Nyungar Education
During the 1950's and 1960's. many Nyungar children only went to Ott because

it was law and if they didn't they could he taken from their parents and placed in

SHIR1EY HENNELL, c/ Aboriginal Enclave. Bunbur., Institute,
Robertson Drive, Bunbury WA. 6230
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missions and hostel& Many parents did not see the importance of their children
receiving an educvticei because many had no experience of any education, or, of those
parents who did, most experienced only failure, punishment and humiliation.

Many children had very little schooling because the families constantly moved
looking for seasonal work.

It was usual to attend school until at least the ages of 14- i5 years Boys usually went
to work with their fathers or other relatives at various labouring juas, while thefemales

left school to help look after younger brothers and sisters, to work as house-maids
or to have families of their own.

School wasn't a very pleasant place to he because of the ignorance and indifference
of teachers, students and regular "check-ups" from "the Welfare" for attendance, drem
and health (scabies, lice etc).

Self-Determination and Self-Management
lt was not until the late 1960's, especially the period following the 1967 Referendum,

that the major legal inequalities were removed. Aboriginals were finally given voting
rights and became eligible to receive pensions. In the field of education, the Federal
Government began providing a&sistance to the states to enable them to carry out
programmes aimed at upgrading Aboriginal education. The period since 1972 has been

one of rapid change for Aboriginal education in WA Although the new policies of self
determination and self-management gained broad support in the Aboriginal
community, some people saw it as a "protectionist" policy it protects White Australia
from world criticism, as, on the surface, it looks "liberal" when compared with policies
of previous governments. (WA.A.E.C.G. Report:197R)

Aboriginal Adult Education
In 1964 the WA. Eduotion Depanment established a solion under the Technical

Division to offer education to adult Aboriginal people. Classes covered such topics as
hygiene. schooling, employment, budgeting, dressmaking, cooking and personal
grooming. ( Harwood:1969:49)

However it wasn't till 1975 that Nyungurs in the Bunbury area became aware of
Aboriginal Access courses being set up in Perth and Mrs Phyllis McGuire and Mr Hum'
Calgaret travelled to Perth to request that a similar course be introduced at the South
West College. By 1981 this course commenced at the South West College with a cla&s
of 15 students. The course was based on practical English, maths and subjects that would
be of value to the students livelihoods and perhaps lead to employment in positions
such as teacher aides, nursing aides, clerical assistants and other training schemes. No
emphasis was placed on higher education at that stage. The majority of women who
have returned to education in Bunbury. are the ones who atterJed primary and
secondary sclixl through the 1950s and 60's. The main reasons thc y give for returning
to formal education are:

for personal satisfaction and confidence

family impr( wement by !worming role models

to gain empk iment by being eligible for better jobs
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From the return to the classroom came the following positive results:

ability to communicate at a variety of levels, e.g government bureaucrats, Aboriginal
community meetings, classroom tutorials and discussions, conferences at state and
national levels.

discussions with children's teachers.

awarene&s of the importance of the sense of completing a course and going on to
the next step.

better financial position by gaining well-paid employment and an awareness of one's
potential for further achievement in work or education

Higher Education
In 1984, the planning of the new Bunbury Institute of Advanced Education began

for a February 1986 intake. In August 1984, Mrs Rose Whitehurst wrote to the Executive
Officer of the Institute on behalf of other Aboriginal Access (TAFF.) students, requesting
that assistance he developed to enable Aborigines to enrol in Institute courses. In
particular, the group requested that a Bridging course be offered in Bunbuty, to prepare
promising applicants for higher education.

1985 saw about 20 Nyungars, male and female, undertake special testing to gain entry
to the I3unbury Institute. Ter students, all females, commenced a twelve-week Bridging
Course to prepare them for tertiary study, and in 1986 those ten commenced studies
at the Bunbury institute.

An Enclave room was set up and a coordinator was employed. The Enclave room
became a sanctuary away from the class room and from home, but also WaS a building
block towards confidence. Most Nyungar students do not feel relaxed in a classroom
or when socializing with nonAboriginal students. There is a need to "be Nyungar"
with other Nyungar students and the Enclave allows for this. Without this, the Nyungar
student could very easily "drop-out" or alternatively, lose contact with Nyungar people.
The coordinators' encouragement, help and understanding was/is definitely a morale
booster and the learning about Aboriginal culture, presented positively, is very
important for urban Aboriginal students doing Aboriginal and Intercultural Studies.

After three years there are only three students still studying from the 1986 intake
of 10. They have families and were first educated in the 1950's and 60's. The students
who withdrew c lid not do so for lack of ability; they have been frustrated in their attiAnpts
to continue their education by some of the following problems:

Problems Leading to Withdrawals
Students have serious personal, family or financial problems which force them to

leave their course before completion.

extended family does not understand the deadlines the students have.
always some family commitments.
new role forced upon the student family or friends try to use student's new
knowledge writing letters, filling in forms, etc.
male partners become stressed about being tied to the house, confli,,:t arises and
many women have to ch .xise between marriage or education.
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child-care problems for women with young families.

financially, study grants are inadequate being less than the "dole".

students find the instkution an alien environment because they find difficulty in fining
into the social framework and the institutional practices -- academic language. lack
of confidence in presenting tutorials and participating in dass discussions.

poor personal health such as high blood pressure and asthma which are often
triggered by stress.

The following case studies are of married Nyungar women with families, who
returned to education as soon as the opportunities arose locally.

Case Study 1
This woman completed a primary school education, W.'S required to assume the
responsibility of looking after younger brothers and sisters, therefore didn't enter
high school. This pattern of responsibility has frustrated her efforts in everything
she has tried to do:

1983 Access wurse, South West College.
1984 TAFE course withdrew.
1985 Bridging course completed.
1986 Tertiary studies, MAE. withdrew.

However, this woman is making sure that her children are receiving a good high
school education and one son has reached year 12.

Case Study 2
Completed year 12 Leaving Certificate in 1968. In 1976 sat for Aboriginal Student
Intake Testing and entered Mt lawley College in 1977 to study Dip. Teaching.
Comnleted one year of course with 3 year old child and 5 month old baby to care
for. Feeling of alienation in the city and family commitments led to withdrawal from
course. Now with five children this student realised the importance to the Aboriginal
community of havingAboriginal teachers and re-enrolled in the same course in 1986.
She is due to graduate in 1988.

Case Study 3
1963 educated to year 10, received a High School Certificate. Sent to Mt Henry
Hospital to commence a nursing aide course, stayed 6 months and left because of
family obligations. 1984-5 resumed studying with the Access course. 1986 obtained
a 12 month training scheme as a clerical assistant and as a vacancy subsequently
arose, now has full-time position. The fact that the work is permanent and in a
supportive environment is a big plus. and this position has only been achieved
through a return to education.

My Own Experience
I started school the year that I was turning seven years of age and thus was always
a year older than the other children in the class. by the time I was in year 9. I was
of legal school leaving age so I "shot through". The main reason I had for leaving
was the unpleasantness of school as I felt that the te.Thers never gave me credit
for what I did know. I went into a variety of unskilled jobs, married and had a family.
Although mv own children have left school, I have in my care children of relatives.
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I returned to study In 1981 at the South West College of TAFE in Bunbury doing
Aboriginal Access. At the same College from 1982-1983, I did various TAFE courses
and the Advanced Education Entry Certificate (External) from Mt lawley. I was
offered a training position in an office which did not lead to permanent work and
in fact interrupted my studies. In 1985, more TAFE study and waiting. 1986 WaS my
big chance for a "aack at" high education. I enrolled in a Bachelor of Arts degree
and three years "down the track" am due to graduate in November, 1988. However,
I still feel the need to do more study perhaps to acquire skills in administration
or management.

Conclusion
Nyungar women who have returned to education have made significant personal

gains in terms of their self-image and seltrespect, and have seen their children begin
to benefit from their mothers' positive experiences with ed.:c3t1,..n. Some women have
gained employment where they are able to contribute to the , :Igar community, other
have wined permanent work in clerical positions. Those who have almost completed
degrees and diplomas have yet to see where all this hard work wiH take them and
whether employment opportunities will be available to them in the South West. For
some, the difficulties met along the way have proved too great to overcome, and so
these women have withdrawn from continuing their education for the time being.
Progress is still slow and numbers are small, but Nyungar women in the Bunbury Area
are taking advantage of the opponunities that arise despite the considerable difficulties
they have faced and continue to face.
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Clovter 4

LEARNING PATTERNS OF THE
SONGWRITER'S WORKSHOP

7:77

by Barry Borneman

haroduction
This short paper has grown out of the need to look for the ingredients that made

the Aboriginal and Islander Songwriter's Workshop such an apparent success. What was
it that motivated the group to work all day Saturday and to participate enthusiastically

in a program that ran from 8.30am 8.00pm each day?

There was the obvious subject ingredient of `music' which has an impottant place
in Aboriginal communities, and the participants were generally highly motivated. But

even with a subject matter close to `sell and the subsequent motivation it engendered,

a workshop can still possess inbuilt structures that actually inhibit creativity and learning.

In the Songwriter's Workshop the participants were relaxed, creative and in control
of their environment. In asking the question "%That was it that made this workshop
such a success, and such an obvious learning experience for the participants?"; the

insightful answer lies not so much in looking at what the organizers did, but rather
in what were the participants able to do that came natural to them? What were some
of the learning styles that they implemented that allowed 150 songs in 14 languages
to be recorded over the two workshops?

There was no decision prior to the workshop to take particular note of learning styles.
This paper is simply an observation in retrospect; a lookiiig for a few simple keys that

may provide a structure that allows these natural learning styles to operate in other
workshops and so facilitate great participation and learning.

Background
In May of 1987 and 1988 an Aboriginal and Islander Songwriters and Production

workshop was held in Darwin at the Summer Institute of Linguistics centre. In 1987
the workshop drew 39 participants from nine different communities ranging
geographically from the Torres Strait Islands to Halls Creek (WA). The 1988 workshop
had 45 participants from 10 communities with strong representation from the northern
Arnhem Land communities, stretching as far south as Ernabella (SA), west to Looma
(WA), and east to Hopevale (Qld).

In both years only a few of the participants had actually ilad experience in writing
their own songs previously but most had a natural interest in music. Each workshop

was held over 10 days. The students' travel and living expenses were funded by the
Department of Employment, Education and Traing and all participants were housed

on the SIL Centre.

Brief Outline of the Course
The participants were taken through four ways of songwriting

) Translating a known song
) Using a known tune and adding their own words

BARRY BORNEMAN, S.11., P.O. Berrimah NX. 0828

33

4,1
BEST COPY mutat



iii) Using given words and developing their own tune

iv) Producing their own music and words

The course was structured so that each aspect of songwriting was introduced by,

i) A demonstration and lectures from experienced songwriters,
The program was structured so that as little amount of time as possible was spent
in a structured classroom environment. Lecture type presentations took only up
to one hour each morning.

ii) Participants were given immediate opportunity to have a go
and to apply what had been taught in the lecture. The creative songwriting occurred
as participants broke off into their language groups (often working in conjunction
with an S.I.L linguist) and went off to their own 'territory' on the centre to develop
their songwriting.

iii) Results were shared with the group:
Progress was then shared with the whole group both informally and formally. Some
presented their songs in more formal class report-back times and concerts, while
others used the informal avenue of morning devotions and nightly 'fellowship
meetings'.

iv) Songwriting efforts directed toward a finished product.
The course was structured to provide maximum opportunity for the participants
to immediately apply the songwriting technique just introduced and take it right
through to the finished product within a couple of days. The setting up f a sound
room for recording played an important role in this.

v) Creative time
The afternoon and evening session was left for participants to develop their songs
further and to record their songs. Some electives like 'guitar playing' and discussion
topics were also held in the afternoon for those interested.

It is in this context that this paper takes a retrospective look at the workshop, and
notes some of the learning patterns that were practised, drawing out some tentative
implications for framing future workshops with traditional Aboriginal participants.

1. Creativity and Learning Deals with the Perfecting of the Whole, Not in Part
Obactvation A ltanslating a song From bcginning to end

The Kriol speakers from Katherine (NT) were doing a very free translation of
a song from a traditional Aboriginal language that had been sung by another group
at the workshop. The song was progressing well hut they struck some problems
during the final stages of the translation. The group needed to sing this troublesome
part several times to try and sort out what tky would do with it. On each occa.sion
the group started from the very beginning singing the whole. Eventually the changes
that were required were made, but not by isolating that particularly troublesome
part of the song.

Observation B Writing a Song From beginning to end
The group from Bathurst Island ( NT) were taking the Tiwi translation of the

biblical story of the prodigal son and putting it to a tune they already knew. The
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song included several verses, however they would not isolate a verse even when
just correcting a minor problem. Even whenworking on verses 4 and 5 they would

still sing the whole song through from the beginning.

Observation C Recording a sang From BerAnning to end
The Kriol speakers were practising in the sound studio prior to recording and

were having trouble with a part near the end of the song. They insisted on singing
the whole song to get that small part right even though they were losing valuable
recording time.

Some Implications for Future Workshops
i) These observations appear to indicate a preference to want to deal with the

whole rather than isolate the parts of the whole. learning and creativity is
enhanced when one can see how things fit together from beginning to end.
The pedagogy for introducing content material should then be to present it
in the context of the wider picture and preferrably in a real life event not
something abstract (e.g. don't teach the theory of song making but begin by
doing it, then redoing it).
The opposite to this would be the patch quilt approach in which the parts
are put together bit by bit until finally, presto! enlightenment one can see
how it all fits together.

ii) This may mean you need to allow more time for repetition. There will be
a need to retell the whole picture before beginning to concentrate on the
specifics. Retell, retell and retell. After each retelling of the 'whole picture'
the participants will be able to confirm more of what is 'true' and from there
take on MOM new knowledge.

2. Where Sharing and the Passing on of Significant Knowledge if included as part
of the Learning Process, Creativity is Enhanced.

Observation A 'Fellowship Meetings' not by name only
Mmost every evening of the Workshop participants were involved in what they

called 'fellowship meetings' which would begin around 8.30 and not finish until
after 10.00 (NB: these were not in the programme). Even on the night of the concert
which finished around 10.00 a small 'fellowship meeting' occurredaround the camp

of the Emabella mob (SA) which continued on till 130am. These 'fellowship
meetings' were comprised of different groups coming and singing songs in their
language. Some songs were sung from one night to the next until others could
also join in. These informal meetings provided not only the content but the vital
`g(x)d feeling' between the groups which became the most important vehicle for

the transmission of songs and ideas from one language to another language group.

Observation B Our song shall be your song, and your song our song
A specific example of sharing a song occurred when the Emabella group and

with Wadeye ( NT) group sat around their camp fire singing. Punch Thompson from
Ernabella asked if he could put the Murrinth-Patha song from Wadeye into
Pitiantjantjara. First they translated it into English then put it into PitOntiantjara.
When it came to the concert both the Wadeye and Ernabella groups got up and
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sang each others' song This set the scene for other shared songs and was became
one of the characteristics of the 1988 Workshop. In their written evaluations Stan
Ninnal from Wadeye wrcte 'We are always talking and sharing with each other here
at the workshop' while Billy Gumana also from Wadeye said, 'this workshop is really
good to learn about good things, like learning from other people's songs and
singing together, teaching friends . . .

Observation C More than just a song a community happening
The groups from Galiwinku (NT) worked on producing a song to a traditional

tune. There W aS much discussion among the group and when they came to
performing it at the concert they involved other important people from their
community in presetting the song. The song was not just the product of an
individual hut the result of much sharing It was clearly owned as a group and
as a consequence had more 'power' and significance. This song was given
prominence at the concert as it was shared with the wider audience.

Some Implications for Future V/orkshops
i ) The theme of sharing must have prominence over the idea of a workshop

as a place of imparting knowledge in one single direction (i.e. from the
instructors to the participants). Workshons must revolve around shared
experiences, shared knowledge, shared control. This means creating those
informal opportunities for sharing and decision making to occur rather than
tying up all the time with 'formal' activities which Europeans have a distinct
inclination to do,

) The importance of sharing 'significant knowledge' means workshops must be
relevant to real life needs. Unless participants have something to contribute
and are seen as having something to contribute, a workshop is unlikely to
inspire or he a good learning experience.

iii) Plan group events that can become significant shared experiences into the
program. (E.g. Mini excursi)ns or group activities like a concert or
presenution.

3. The Songwriters 'Environment' (Physical, Spiritual, Relational ) determined their
Ability to call on their Creativity and Produce Songs

Observation A Group Dynamks who's Responsible?
The group from Ngukurr (NT) was extremely large in number ( 17) as well as

covering quite an age span. This caused great difficulties for the first couple of
days as the group had not sorted through how decision making would occur, The
'music makers' among them felt inhibited as they tried to work in with some of
the older, forceful ladies, The group was unable to function creatively, The
'missiorary who was with them decided to call a group meeting and have them
talk about the problem of how they were going to write their songs. After much
discussion it was decided that they could work in informal smaller groups and then
the writers of the song would bring it hack to the larger group. Once this framew(
was set, motivation immediately returned and music began to flow.
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Observation B Disharmony in the Kitchen Produced Discord in the Music
Making

The group of six Walmajarri speakers from Looma (WA) shared a house. After
a couple of days one of the ladies made a passing comment suggesting that her
older sister was not doing her share of work around the house. The older sister
defended herself vigorously. The songwriting sessions continued but for this pioup
their creativity seemed to dry up. For the next two days the older sister sat slightly
outside the circle not contributing. The whole group was affected. Not until the
conflict was resolved could the participants take thek minds off the 'discord' and
actually participate meaningfully in the workshop. It took a day or two for it all
to resolve itself.

Observation C You Must have the Right Instrument for the Right Medium
The group from OenpeHi (NT) were very talented musically. After discussion

about traditional tunes they sat under their tree at an impasse. Nothing would come.
No music, no/une, no matter how hard they tried. An ethnomusicologist who was
working with them suggested to the young man with the guitar around his neck
that he remove it. He did so and picked up some sticks instead. The clapping of
the sticks instinctively brought out a traditional tune. Once the hindrance was gone,
they began to move fiartvard.

Observation D An Open, Secure Space Pmduces an Open Mind
When it came to songwriting or any group activity the groups were able to work

wherever they liked on the centre. Each of the groups established their 'territory'
early and consistently worked in that space. The majority chose territory close hy
where they were housed and it gave them a sense of control of their life. Giovanni
Tipungwuti's (I3athurst Island) comment that 'this is a peaceful place to live'

stemmed, in part, from this factor.

The more formal setting of the classroom was only chosen by one group, the
Torres Strait Islanders who were an older group and who had much more exposure
and experience with western education models. They felt comfortable in the more
formal setting.

Observation E 'Becoming Like One Family
The important part of the workshop was morning devotions. It was stressed from

the beginning that no 'staff' were to lead these but rather it was a time when the
participants could learn from one another. It Was their workshop. As each group
shared, this time 100k on greater and greater importance. No time limit was placed
so it could range from 10 minutes to an hour in some cases. What happened was
that more and more personal experiences were shared and the group developed
a strong unity. Welcome and gcxx.1-bye songs were shared in this context, along
with dreams and visions hut there was not set format. In the personal evaluations
the value of the 'devotions time' was continually commented on. It opened up
an avenue to hck)nging. Rupert Jack from Ernabella (SA) commented, As we lived
here together we become like one family. And I've thought to myself that we're
living her together like as if we are from one pla( e. not at all shy'.
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Some hnplications for Future Workshops:
i) If there is unease, particularly if it relates to family, every effort must be made

to deal with it rather than just hope it goes away.

ii) Panicipants need to be able to establish their own territory.

iii) Facilitator or peace maker in a group situation is a great help. Any time spent
on developing relationships is not wasted.

iv) The physical environment (whether a guitar around the neck or seating
arrangements) can have a significant bearing on how a patticipant responds.

v) Don't silence participants by hiding our own teaching insecurities behind
formalism.

vi) Work at participants having control and a real part in decision making.

vii) Pay as much attention to the general well being of the participants 2S to the
content of the course.
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NYUNGAR LANGUAGE
PROJECT
INTRODUCTION by Tony Cabrera

Before I give my petteption of our Nyungar language Course and Kit, I feel it
imponant to reflect on the reasons why my Nyungar language almost became extinct.

The reasons are many and varied, however, perhaps were I to try to take over a country
as did the Wetjelas in Australia so many years ago, I would start by showing how strong
I was then destroy the indigenous peoples' beliefs, languages, culture and take his lands.

I would then control their movements and testria their ability to obtain their natural
foods thus making them dependant on foods I supplied.

This is what was efficiently achieved in the South West and other areas in this countly.

Together with the repressive introduced laws one would be in a position to control

the people.
I am happy to say that through it all we, the Nyungar people of the south West, have

retained our awn identity, contempory language and last but not least, pride in our
culture.

Something that we must always remember is that we are survivors and as such we
must always remember that people have tned to destroy us yet we still survive znd
will continue to do so until the end of time.

In terms of retaining our language, some of our old people have been minders of
the language, together with some of the younger Nyungar people who were fortunate
enough to remember their own tongue taught to them by their old people in their
respective areas.

We have made a serious attempt to provide a basis from which future generations
of my people will I - able to learn the complexities of my language and appreciate
the need to further refine our work, for certainty there will be a need to do so in the
future so our language will continue to be a living thing.

This Kit we intend producing, is in my opinion, an attempt to revive and promote
a lively interest in the language for both Nyungat and non Nyungar persons. In doing
so it will restore my language to its rightful place in Australian society and in linguistic
circles as a language worth studying and promoting.

MY PERCEPTIONS OF NYUNGAR 1ANGUAGE COURSE AND KIT

The Course:-
Initially when I discussed the idea of a Nyungar language Course, and whether 1

wouli be interested in taking part in it. I was dubious as to whether there would be
sufficient numbers of Nyungars to warrant a course.

by Tony Calgaret
Rose Wbiteburst

Sandra Wooloem

ANTHONY P. CALGARET, SALO., 6 Skerve, Street, Bunbury WA 6230
SANDRA WOOLTORTON, R.M.B. 258, Boyanup WA 6237
ROSE WH1TEHURST, P.O. Box 811. Bunbury WA 6230
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These doubts soon disappeared when, in a short time we had more people than
expected wishing to take part in it.

And so, with the assistance of a Federal government grant, and a facilitator, the course
commenced at the Bunbury Institute of Advanced Education.

The grant was to employ instructors, these being Sandra Wookorton, Rose Parfitt and
Kathy Northover. Sancka structured the course and lessons with both Rose and Kathy
ensuring the pronunciation used was correct.

Course Aids:-
During the course, aids were used to assist with teaming. These consisted of cards

with the Nyungar words and pictures on them on one side and the English word on
the reverse. A tape recorder and cassettes to record people speaking and a variety of
books and personal knowledge were also used.

During the course we decided that there may be some differences in pronunciation
and recognised the individual right of various persons to use their pronunciations. (It
was rather interesting to hear the differences in dialects of the same language.)

Books Used in Course:-
We used a variety of books including Will Douglas, George Moore and the Marribank

Dictionary, together with lively discussions on Karl Van Brandenstein. Although we
concentrated mostly on Wilf Douglas, we did use Moore and Marribank to supplement
the others with the exception of Van Brandenstein. In hindsight, perhaps we should
have concentrated more on the Marribank dictionary rather than Wilf Douglas as we
did during the course.

There was a Van Brandenstein interpretation we could have used although we chose
to discard his theory because he wished to offer the pure language of settlement days.

We thought, as do many, that language is a living thing and a S such, should he taught
as a living language which people would be able to relate to.

Aside from that, his spelling or linguistic method of writing the language was far
too difficult. We did not, indeed, do not, wish to make the language learning process
difficult in terms of the written language.

This cons iderat ion was to al low ourselves an easy method of writ ing, and future pupils
the same.

Personal Knowledge of Language:-
We were all amazed at the amount of our language that wa.s stored in our memory

once we started to again use it. Many. many words came to the fore once we started
speaking and reading our language.

Criticisms:-
There were several points which need to he examined in any similar course. These
are:-
I. Students must only use English when necessary. This will help students to

concentrate and think Nyungar, thus making the learning of Nyungar easier.
2. The Marrihank Dictionary should he used as a base dictionary followed by Moore

and llouglas and Van l3randenstein.
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3. The course needs to be full time to get the maximum effect, not intermittent as
SPAS OW course.

4. I am unsure as to the wisdom of using an educational instittaion as the learning
place. I think a family clan group orientation grouping would be more successful.

Conclusion:-
I believe the course as is was successful but could do with some vpriations or

improvement in some aspects.

The Kit will most certainly increase the awareness and the knowledge among both
Aboriginal and non Aboriginal persons of our language and culture.

Some Aboriginal persons including myself, did not wish to use Van Brandenstein's
interpretation because when he spoke to some of the old people, he told them their
pronunciations were incorrect and that his was right.

Like others who believe language is a living thing, we decided to ignore his
interpretation.

It is my belief that when this Kit is fully developed, we will see a resurgence of the
Nyungar language of the South West, perhaps even being introduced into schools.

W})e.re previously we were beaten by missionaries for using our own tongue, we
will again be able to communicate among ourselves in our original tongue.

This in turn will help our people to once again be proud of being Nyungar and not
be ashamed to identify themselves as such.

It is surely the first step to resurrecting part of our Culture which the Wetjela tried
to destroy.

Then slowly but surely Wetjelas will recognise Nyungars as they are.

The Proud Aboriginal people of the South West of Western Australia,

ME PROJECT by Sandra Wooltarion
The Nyungar language Project is a 3 pan project consisting of:

Part 1 Introductory Nyungar language Kit

Part 2 Advanced Nyungar Language Kit

Pans I and 2 are both self-contained course kits mainly for teachers or group
facilitators, but useable by motivated individual learners. The kits contain the course
outline and course content, background reading, lesson plans, and all aids necessary,
including audio cassettes, word cards and charts.

Part 3 Oral history and language recording and writing p. oject

As the writer, my role is one of co-ordinator of Nyungar informants, speakers, artists
and written materials, and to write the course framework and prepare materials based
on the advice from informants, speakers and on the written material available.
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Since its original inception, the concept of the Nyungar language Proiect has been
developed considerably.

It WAS originally intended to be merely a brief collection of programmes and lesson
plans, however the restricted usefulness and likely ineffectiveness of this collection
is now evident. There is a vast amount of interest in this kit and many people are waiting
to do the course. Hcmcver there are very few teachers who viould be able/willing to
teach from such a basic collection, therefore it was realised early that the kit should
be fully self contained and useable by other than qualified teachers. In its current form
people with only basic Nyungar language knowledge will be able to facilitate the
course. The only prerequisites for the facilitator are:

I. Ability to facilitate and lead group discussions etc. such as a person who has or
could chair meetings.

2. Some background in Aboriginal or Intercultural studies. (A Nyungar person is
considered to have a suitable cultural background.)

3, Ability to read and study independently and be able to independently prepare him/
herself in advance of each lesson. A chapter of the hook MUST be read before the
lesson commences to enable the person to have a knowledge of and adequately
explain the concepts being dealt with in the lessons.

For Part 2. an extra requirement for the facilitator will be to have facilitated Pan 1,
preferably with the same group.

The aim of Pan 1 will be knowledge of the basics of Nyungar language in its cultural
context and conversational and written ability at this level, the aim of Part 2 will be
to take students from the end point of Part 1 to a more extensive level of Nyungar
vocabulary and conversational ability, grammar, writing, translating and interpreting.
By the cnd of Part 2, students will he able to he fully conversant with Nyungars from
their own and nearby dialects, and have a knowledge of most or all Nyungar words
which have been written down. They will easily be able to use all Nytmgar Language
References, and will have a clear undc:-,aanding of and be fully conversant with issues
relating to the spelling of Nyungar words, and language resurrection issues.

Because the project is based in Bunbury and was initiated by Bunbury Nyungars.
the dialect used for most written and audio cassette work will he that used by the broad
Bunbury region Nyungars, ( including Bunbury, Busselton, Collie and North to Piniarra ).
Spelling will be based on the alphabet used for the Marribank Conference with words
spelt according to the Bunbury region dialect. A Panel is soon to he formed which
will make advisory decisions. including decisions on the pronunciation and hence
spelling of the written words in the course.

Where speakers from a different region are used on cassettes, their contribution will
ne properly referenced to their region. All speakers used will he fully identified. by
name, age, area of origin and area where they have spent most of their lives.

NYUNGAR IANGUAGE KIT:

Description of Part 1
One complete kit will consist of a box, containing:
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A) A book consisting of:
i) An Intro(huction to the Kit, which will describe the Kit, and the latowledge

and understandings the students need to have in order to derive the most
benefit from the use of it. The course will primarily be for NYungars who speak
some conversational Neo-Nyungar whilst in the company of other Nyungars
and who want to strengthen their language.

ii) A Rationale which will be a brief description of the cultural setting of the
language, as it existed in pre-Wetjala times, early Wetjala times and the situation
today. This brief description will lead to a brief overview of and the reasons
for our own 1986 course, the way it began and was run and problems
encountered by us and ways we overaune them.

This overview would lead to reasons for the new course, and points which
must be understood and taken into account before the course is started,
including a short discussion about language resurrection.

iii) A Description of how to use the course, from the point of view of
a) the teacher or group facilitator
b) the student who is independently learning.

iv) Background information for each lesson. There will be a chapter for each
lesson. This will be essential minimum knowledge and understandings for
the group facilitator, plus excerpts from references; photos; pictures; sections
from dictionarieN etc. as required in the lesson. Readings for the teacher from
easily obtainable references will be listed at the conclusion of each chapter
(such as Neville Green's or Lois Tilbrook's books).

B) A programme which will be an f to refer to outline of the content of the lesson
plans, and a sdggested timetable. it was be on a large fold-out page.

C) The Lesson Plans will be step by step details of activities to do in order to achieve
maximum learning from the materials provided, they will be easy to follow, and
on large cards. There will he 20 x 1 + 1/2 hour lesson plans.

1)) A set of 16 audio cassettes. The audio cassettes will relate to 16 of the 20 lessons.
Oral learning, listening and pronunciation are of paramount importance in a
language course where the language was formerly purely an oral language. Also,

this style of learning is encouraged in this course.

In our first course, a problem was that students' oral confidence and
comprehension lagged behind their written language knowledge, skills and
understanding. Even though we anticipated and took steps to prevent this situation,
it did happen. Therefore, steps will he taken to prevent this from happening in
this course. Students will not write until the MI lesson oral and pictorial learning
will be used. (This will also avoid "translational leaming"7 learning the Nyungar
word and its English translation, rather than the Nyungar word and its concept.)

In addition. everything will he orally presented in Nyungar Language on cassette,
for students to learn 'correct' pronunciation of Nyungar language, vowels,
consonants and sound combinations, words and phrases. Several ( if rx

approximately 10 ) speakers will be used.
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E) Word cards. The word cards will be a series of approximately 100 cards (each
100mm x 100mm) with a Nyungar word on one side, and picture concept on the
other. The purpose of these cards is to allow students to learn the concept and
the language direoly, rather than learning a Nyungar word and its English
translation. This process, together with the audio cassettes fadlitates oral Nyungar
language development, and the ability to Think' in Nyungar language, rather than
the mental translation of everything, which is cumbersome and detrimental to
learning.

F) Charts. 5 Charts will he in each kit, to assist the Fadlitator to adequately explain
particular concepts of word endings and tense changes.

Each lesson plan, and aid used during that lesson will be clearly numbered. For
example, lesson No. 1 and everything pertaining to lesson plan No. 1 will he clearly
labelled (1), etc.

The very clear themes which continue throughout the course are:

i) The cultural situation of the language. The physical environment of the St ,uth
West of NX,A 200 years ago, with the traditional Nyungar cultures Was the setting
for the traditional Nyungar languages. The South West of WA in the '80s and
beyond is the physical setting for the modem Nyungar languages and cultures.
(The factors causing the cultural and language change over the years are
examined in the course).

The student group is acknowledged as having the culture and language
knowledge that contemporary Nyungars have. Their experience is what they
are taking to the course, and is the starting point for learning progressively
more and more of the language.

ii 1 The dialectal variations are stressed. Students are encouraged to use the
variation of a word which they and their family is familiar with. If they don't
know it or it isn't known in their group or area. then they use the word as
presented, perhaps until such time as they find out a prLi:Ayed local stres.s
or suffix variation in the word.

iii Problems with acceptance of a spelling sTstem and other issues are raised
where appropriate. At all times. the issue is presented to the students and if
available an accepted lAAS version ( from the Marribank Conference ) so that
students can be involved in decisi(m making about their language. ( The system
which is used to spell all Australian Aboriginal languages will be the system
used for presentation of new words, stories, etc.)

iv 1 Oral and pictorial learning is used as the intnxluctory methml of learning.
Much opportunity for listening and speaking is provided, before the
commencement of v,,Titing. Students are encouraged to learn this way
throughout the course, especially later in the course where. because of the
amount and meaning of the words, new learning must be presented in the
oral or written form. RH- this reason. students will be encouraged to do tbe
course in "family- or "c1c)se friend- gn ups. so that there will he plenty of
opponunity for oral practice.
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v) 16 lessons will be accompanied by audio cassettes. The cassettos will he:
Nyungartia conversations between old people, Nyungars reading or telling
stories in Nytingartia or Neo-Nyungar, or other activities as required inspecific
parts of lessons. Several old people have already offered to help, and it is hoped
that there will be at least ten speakers used.

NYUNGAR LANGUAGE COURSE HELD IN SUNBURY

What Happened:
A series of 40, 2 hours learning sessions were held, with a facilitator/organiser and

an older Nyungar language Advisor.
The group started with 8 students ( hereafter referred to as group members), and

finished with 5 (one of whom missed the last sessions due to illness).
Several advisory visits were made by Nick Thiehurger, a linguist working for the

Institute of Applied Aboriginal Studies.
The group progressively worked through a programme of Nyungar language and

cultural studies, prepared by the facilitator based on the book by Wilf Douglas, -The
Aboriginal languages of the South West of WA", the draft dictionary of Nyungar words
from the Marritunk Conference, and a dictionary written cD.443 hy George Moore.

The programme included language rules and practices using those rules. word
learning activities, Nyungar word and phrase learning activities, opportunities to practice
speaking with the language advisor and other group members. summarisingand precis
work in Nyungar language, translating and interpreting practice from English to Nyungar
and Nyungar to English, and story writing. The programme had a cultural studies base,
and consideration whenever possible was given to the cultural context.

How It Happened:
The group memhers' life experiences as Nyungars and their knowledge of the

Nyungar language and culture which they use and are part of every day was the starting

point for the course.
The language advisor was an older woman with a large vocabulary and knowledge

of Nyungar language and Culture. A second older woman also came in occasionally.

The facilitator had had experience as a teacher of adults and children, and a s a course

writer and organiser for Aboriginal students, particularly in innovative fields such as
Aboriginal Teacher Education.

The kaming process was based on all the group members' life experiences.

Nick Thieburger, who was then employed by the Institute for Applied Aboriginal
Studies as a linguist, and was working on the Nyungar Language, visited when possible
to advise on language matters.

The Process:
Group members were expected to accept responsibility for their own learning, and

a learning process called curriculum negotiation was used, which made students equal
participators in course and lesson planning. The process focussed on the questions:

What do we already know?
What do we need to know?
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How do we find it oix?
How do we know when we've got there?

This was a continual re-negotiation and evaluation process. Basically, at the
conclusion of each lesson, the facilitator, together with the group, evaluated the learning
during the lesson, then discussed what the group next needed tc know and how it
would be found out. (Reference was made to the course progntmme, and a re-
negotiation of this was carried out). After the content of the next lesson was discussed,
organisation required was planned and tasks for obtaining gear, studying and
preparation were allocated. (Most classwork preparation and organisation was
undertaken by the facilitator).

In summary, the facilkator accepted responsibility for cla-os organisation, obtaining
of lesson material, studying of information preparation and smooth flow of the lesson,
and the "facilitating" of the lesson. Group members accepted responsibility for their
own learning, and any obligations to the group that this entailed. The progamme for
the course WM an earlier version of the course outline for Part 1 of the Nyungar language
Kit.

Evaluation:
Overall, all group members feel the course was successf. il; everyone learnt much

more Nyungar language to supplement their contemporary Nyungar language and have
a better understanding of the cultural setting of their language.

SPECIFIC EVALUATION AREAS

Speaking:
Pronunciation of words was greatly assisted by Mrs Partin and Mrs Kathy

Northover. Mrs Partin in particular attended most learning sessions. She gave a local
(Collie) pronunciation for new words, and Was of great assistance with the learning
of vowels and consonants. She had a great understanding of the language and Nyungar
issues and we are greatly indebted to her for her assistance. The method used was
for Rosie to spend time with the facilitator to go through new words and preparation
before the lesson. When new words were being learnt, she would repeat the word
several times for group members to copy. She would correct pronunciations where
appropriate, and also made several cassettes for group members to listen to after the
lesson for revision.

As there are different dialectal variations of words, often everyone had different
pronunciations for the same word. The rule accepted, was: everyone must use the
pronunciation they are familiar with. If they don't know it, then use Rosie's or a family
member's pronunciation. If no-one knows it, then use the variation given in the
references until better knowledge is available to confirm or alter it. This system worked
effectively

A problem in the area of speaking, however, was that group members were ux) shy
to "speak up" in Nyungar language as the programme progressed. Group members'
reading, writing and understanding of Nyungar language was always far ahead of
people's conversational ability. We had anticipated this problem, but still it happened.
Sol utions to this problem in future courses include Ii iv ing no writing at all for the first
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3 or 4 lessons and having assertive type activities such as droma and oral activities with
early lessons to enable people to feel confident with each other. Even more oral
situation for language practice should be provided At least half of each lesson should
be oral practice only.
Ustaiing:

Listening was always a problem, as even when Rosie cvme she could not, for quite
some time converse with anyone, except at a basic level (as she had no one to converse
to). Useful listening sessions arose when both Rosie and Kathy came along. There were
plenty of opportunities to listen to correct pronune rion of single words and sentences,
but not conversations. In future courses, taped conversations should be conlantly
available, at all levels of the course.

Language Rules:
The facilitator and group studied references available such as Douglas: "Aboriginal

languages of the South West", and old dictionaries such as George Moore to find correct
language rules. There was little advice to steer the group in this area. However, some
basic rules of grammar were covered and the group is aware that more learning may
be needed in this area when information is available. Sufficient rules were learnt to
write and speak sentences with as correct as possible grammar and word order.

Spelling:
Spelling was at the start a large problem, however, the group overcame this obstacle

with o change in attitude. The basic problem is that Nyungar Language does not have
an aweed upon uniform spelling system. To compound this, there are various dialects
and preferred pronunciations for different localities and different clans. The group
accepted the attitude that for convenience, a set of spelling iules would be used.
Because of ease of availability, the W. Douglas system was used but with reservations.
All group members were aware that at a future time a more effective spelling system
may become available, which could readily be learnt. Most group members used the
Douglas system to spell the words the way they wanted them pronounced. The same
attitude to spelling was adopted as that to pronunciation: people wanted to spell the
word the way they pronounced it, although by and large the spelling as presented by
Douglas was used, with people making small orai alterations as required during oral
reading. The group now have access to the system used by the people doing the
Marribank draft dictionaries, which seems more appropriate and when the course is

repeated this system will be used. It will be used in the Nyungar language Kit which

is currently being prepared.

Knowledge:
The course enabled people to be aware of, refine, and more effectively use their

knowledge and understanding of their language and culture. it enabled people to make
useable their knowledge of culture and language.

WHERE WE ARE GOING TO by Rose Whiteburst
Quite a few of our old people have passed on taking with them their knowledge,
language and culture. Therefore, before we lose more of our old people, we must rect
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their history, language and culture, before it too is lost. Not only should the old people
bc interviewed, but family groups and individuals 25 well.

We have lost so much in our region. Our hunting weapons and artifacts were
destroyed along with out culture and language to a great extent.

Nyungar languagewas classed taboo by missionaries, but our people used to speak
! ...lid closed doors or at night when the missionaries and the white man were not
around.

That is by it is so great to see a language kit like this become a reality, where we
can once again learn and speak our own language with pride and in the open.

Tony gave his views on the course run in Bunbury, and although frustrating at times
I got so mucii pleasure from it, especially when the two older women conversed in
Nyungartja and we could understand what they were talking about. Even though some
of their conversations were a little embarrassing at times.

Plans have now been put in place to employ a field officer and a writer.co.ordinator.
The field officer will spend two weeks with each family, groups and individual
recording, collecting and writing language, dialect pronunciation, cultural knowledge,
photos, history and stories. Information on bush tucker will also be compiled. This
information when completed will be added to the already existing kit as part 3.

This project has total support of the Southern Aboriginal Corporation, which is a
regional IN xly of individual Nyungars and Aboriginal organisations throughout our area.

Webelieve this is the first step in raising tht: white community's awareness of Nyungar
language and culture and is perhaps the first serious attempt to document a dying
language and revive it, thus restoring a degree of pride to our people.

We believe the Theme for this Conference is very apt to our kit "Learning the
Nyu ?war Language My Way-.
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Cbapter 6

ABORIGINAL KNOWLEDGE:
DOES IT COUNT? by Fran Craufw

I'd like to start this afternoon with two Kimberley stories. Kimberley stories have

been some of my best learning experiences Following the stories I will develop an

argument that perhaps Aboriginal knowledge doesn't count as much with non-
Aboriginal controlled professions such as social work as it should. Then look at why

this might be so and share some of the beginning strategies the Curtin School of Social

Work has developed to open itself to listen to and learn from Aboriginal knowledge.

This paper rests on my conviction, borne of practice, that an understanding of
Aboriginal knowledge is fundamental to thedelivery of an effective social work practice

in this State. I would argue that without such an understanding, a professional service

to Aboriginal people is unachieveable. This paper explores how to ensure social

workers are effectively equipped to work in this West Australian situation.

Two Stories

"But You're Not a Social Worker Are You?"
To the stories. The first is about an Aboriginal worker in an agency that employs

social workers. A new social worker arrived in town and the Aboriginal worker was
asked by the Social Work Head of the Agency to introduce the newcomer to everything

he would need to know about working in this particular place, being one where

Aboriginal people were the overwhelming majority of the Chou population as well

as comprising a very significant percentage of the total population.

The Aboriginal worker, realising how important it was for the local populace to deal

with sensitive and aware social workers, took this task very seriou.sly and spent
considerable time thinking through an induction programme that would help orient

the new workers' thinking to appropriate action. She tried to incorporate all that local

knowledge essential for effective practice.
While anthropologists labour long and hard to acquire such knowledge and often

earn Ph.D.s for their efforts, our Aboriginal worker gave this knowledge in the spirit

of improving the work of her Agency. The social worker was taken to meet significant

community people, given the historyof the area and a rundown of the important factors

underlying community dynamics. The local skin system was explained and its
importance in understanding local interaction patterns demonstrated. Meetings were

set up with local Aboriginal women so the worker could grasp their perspective on

child protection issues.

It Was. all in all, an extensive introductory knowledge package r any professional

working in the region. The social worker expressed his gratitude.

FRAN CRAWFORD, Sodal Work Department, Curtin University,

Kent Street, Bentley WA 6102
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However some six months later as the social worker and the Aboriginal worker shared
a coffee break, the social worker confided his disappointment at the quality of
supervision given by the regional Head of their Agency. His main complaint was that
he had been left to find his own way in the new fob without an orientation programme.
Our Aboriginal worker had to swallow hard but managed to ask whether the time spent
with her had been useful. "Oh, yes of course", said our social worker, "but that doesn't
count You're not a social worker."

Spirals of Aboriginal Knowkdge
The second story comes from the same town as the first. A now deceased Elder

explained his people's view of the learning process as follows. He drew a small spiral
in the sand. That represented the mother's womb. When you emerge from the womb
you start learning; learning how to suck the mother's breast, learning how to hunt and
so on. As you [tarn more, your spiral gets bigger, your world gets bigger. Aboriginal
law kept people moving out further on that spiral. The more law you learn the richer
your life gets and the bigger the spiral, the closer the link with the land.

However, when the children go down south for what the whitefellas insist is
education, their spiral stops growing, starts to get smaller. They lose their law and begin
to want material things. Aboriginal knowledge and ways of seeing the world are not
recognised or understood by those the young people interact with in the big city. The
young are forced to change their way of thinking. When they return home it is found
that their spiral of life has been disrupted so that they are no longer equipped to take
their proper place in their community.

HOW SOCIAL WORK KNOWLEDGE HAS 'SEEN' ABORIGINAL KNOWLEDGE
Social work knowledge in this State has been remarkably obtuse regarding the

existence of Aboriginal knowledge. There are many interplaying reasons as to why this
should be so, not the least of which are:

1. Non Aboriginal Australian ideologies about the meanings of Aboriginal, (this covers
the whole host of stereotypes through which non-Aboriginal people approach any
contact with Aboriginal people).

2. The relatively recent origins of social work as a profession in this State and its
dependence on overseas conceived models and theories. In common with other
professions, we have applied theory and content derived from other places without
due consideration to the contextual factors unique to practice situations in the here
and now.

3. The strong urban base of social work training and practice. (See Pie Charts on Where
People Live in WA) Until quite recently there were very few social workers outside
the metropolitan area and major regional centres. In contrast, until a major
population move in the last twenty years, even more Aboriginals lived in rural
settings than do now. This did limit the chance of interaction, especially outside
the potentially limiting roles of social worker and client. (See Pie Charts for contrast
in the proportions of Aboriginal non-Aboriginal populations between the
Kimberleys and the Metropolitan area).
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All these factors combine to produce a state of affairs in which social work knowledge
about Aboriginal pecple in any ordered and formal sense hardly exists while social
work action with Aboriginal people prevails out of all proportion to the percentage
of the total population that is Aboriginal.

The recent Welfare and community Services Review in Western Australia reflects this
situation. (Carter, 1%4) Awareness of Aboriginal people and their realities is only
peripherally present in the final report.

Planning proceeds as if evetyone is basically lust like 'us' the main aim of social
work being to address deficiencies by bringing everyone up to scratch. This is yet
another manifestation of the cultural deficiency model that pervades in so many of
the human service professions, where any idea of people living in varied realities is
not addressed and where any understanding of history and location (time and place)
in shaping present circumstances is missing Thus, the impression is given that enough
scientific research will unearth the right answer to get apathetic, misfit, dependents
on track with the rest of us.

The Review states in its section on Aboriginal people, 'We considered the
relationship between welfare services and Aboriginal people to be a vital one to
consider. However, our slender resources of limited time, low budget and few staff
limited our consultations with Aboriginal people. New approaches o matters of
Aboriginal welfiire are a priority, since we estimated that a good half of the current
clients of the Department for Community Welfare are Aboriginal and that patterns of
dvendence on welfare have been reproduced generation after generation."
(Carter 1984:31-32-my underline)

I would argue that the main resources lacking in this Review and in Western Australian
social work generally when it comes to addressing Aboriginal issues, relate to the
understanding of Aboriginal terms of reference. Further 1 would argue that until such
resources are developed the profession of social work will remain distant, in its work
with Aboriginal people, from its general goal of enabling and empowering people to
lead self satisfying lifestyles.

Two of the axioms of social work knowledge are

Starting whr T the client is at
Valuing all humans equally.

These have developed as the value based axis to social work practice throughout
the world. They are the best Western traditions of democracy and humanitarianism.
When it comes to their application to Aboriginal people however, these axioms appear
to have heen submerged by other more strident aspeccs of Western knowledge.
Knowledge such as prevailing Western cultural beliefs that there is no other way than
ours, the positivistic view that there is only one reality and that Aboriginals are culturally
different only because they are trailing us in evolution. Such ethnocentric arrogance
of course has been severely challenged hut still pervades the taken- for-gra.ited thinking
of man) of us. The wont manifestations of such an approach are seen in those human
service professionals who claim that given enough money and research they will get
to measure this reality and control it for the gocx.1 of all.
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It is my belief based on many years working and living with a diversity and complexity
of people, including Aboriginal people, that social work has to be about starting where
people are at if it is to value people equally. To do this it has to move away frOM the
acultural, individualistic framework that underlies so many of the social work models
and theories developed in America and the structuralist Marxist framework that flowered
in the English experience of the 1970's. Social work in Western Australia has to become
West Austrulian social work We need practice that is grounded in the everyday realities
of this place, including its history and its stories and beliefs This must necessarily
incorporate Aboriginal knowledge and does not preclude the inclusion of overseas

knowledge evaluated to be appropriate for the Australian context.

Aboriginal Knowledge How is it Seen by the Wider Society?
At Curtin, those of us with an interest in increasing professional social workers'

knowledge of Aborigina! issues saw as our task the opening up of ex!sting social work
knowledge frameworks to perspective taking. This would increase the chance of
Aboriginal knowledge when given by Aboriginal people being 'seen' and 'heard' in
its own terms. Message sent could more clearly remain message received instead of
its being subsumed under what are believed to be greater truths. For example a non-

Aboriginal response to an Aboriginal suggestion can be, "Thais all very well but the
reality is that education must take place in a school."

From our debate as to how to open up existing knowledge frameworks, a multi-
dimensional conceptual model emerged. This is simplistically diagrammed in Fig. I.
This model is not an explanatory one. It seeks to tease out and order some of the factors
to be addressed in organising a curriculum that will prepare social workers to work
effectively with Aboriginal people. It is an open model and only lists some of the
possible dimensions. It is conceived as being constantly subiect to revision depending
upon feedback from practice.

Figure 1
ABORIGINAL KNOWLEDGE - DOES IT COUNT?

DIMENSIONS IDENTIFIED IN ME 'SEEING' AND 'HEARING'
OF ABORIGINAL KNOWLEDGE BY OUTSIDERS

Aware iTnaware

Affirm Negate

Humanise Dehumanise

Romantic Pregmatic

Process Product

\;listic

Gmtextual Universal

With a dynamic, flashing light, three dimensional model, the interplay between these

factors would he more easily conceived. This is an example of what happens to
knowledge when reduced to the flat paper culture.
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Details of Dimensions Identified in the 'Seeing' and 'Hearing o(Aboriginal Knowledge
by the Wkler Society
a) Awareness unawareness dimension

Community advisor who did not know what Icartiya' meant after twelve months
in a community where the cry of 'kartiya coming' traced his every move. To him
everything was 'murnbo-lumbo' unless it was in English.

b) Affirmation negation continuum
David Carnegie's Spinifex and Sand' (1982) contains good examples of how
Aboriginal knowledge can be affirmed even as it is being negated. e.g. using
Aboriginal knowledge to locate water but assuming this a once off need because
the black race must inevitably fade before the superior powers of the white.
Carnegie made his epic journey from Kalgoorlie to Halls Creek almost a century
ago but the social Darwinism that supported his process of negation is with us
yet-

c) Dehumanised humanised continuum
There is a common belief that 'we' act as spontaneous individuals whereas
'traditional Aboriginal people' are but puppets held on a string by their culture.
We are humans, subjects of our own actions, while Aboriginal people are objects.
Both Black and feminist writings have clearly developed the oppressive
consequences for those so objectified.

d) Romantic-pragmatic or ideal and real continuum
This relates closely to the previous dimension and a manifestation can often be
seen in the newly qualified social worker, full of sympathy for the poor Aboriginal,
who finds it hard to cope with the complex human realities found in practice.
Unfortunately the outcome is often a retreat into dogma about Aboriginal people,
(either positive or negative), remaining closed to input from experience.

e) Process product
This relates to the materialism of our culture and its relative blindness to interaction
and relationships. This point is developed in Kenneth Lieberman's
'Ethnomethodology of Aboriginal Interaciion in Central Australia'. See in particular
his description of an early morning camp scene and the wealth of interactional
knowledge involved. Lieberman rightly points out the paucity of interactional data
in the vast Western academic literature on things Aboriginal.

f) Holistic and analytic dimension
A story about Marge Spurling, my presenter here today and a fellow social worker,
might serve to illustrate this point. The first essays I had to mark at Cunin were
about the Family and the set question boiled down to 'Is the family a good or
had thing?' Of all the students' work, Marge's was the only one which concluded
unequivocally that it was both at the same time. The either/or framework ofWestem
thinking that has been so important to our scientific age can, in fact, be less than
helpful in conceptualising the human condition. A more general example is the
non-Aboriginal worty over whether an Aboriginal person is really an Aboriginal
if they have a whitefella name, drive a car, or perhaps have less than observable
blackfella genes. You can only he Aboriginal or not Aboriginal. Sally Morgan's "My
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77,777,1,777: T77"

Place" has done a lot to raise peoples' awareness of the complexities transcending

the black or white approach.

g) Contextual realities versus universal abstracts. Socially constructed truths and one

true reality.

Social work manuals on how to recognise child neglect wherever it occurs on the

basis of an acukural fixed checklist would be one manifestation along this

dimension.

Curtin Initiative to Die
These dimensions are obviously interrelated and not exhaustive. The question is what

have we done at Curtin about reading the current state of play between the dimensions,
and targetting where we would like the state of play shifted to. In all our considerations

we have been guided by the staff of Curtin'sAboriginal Studies Centre.

In terms of actual curriculum changes we have;

1. Ensured that all units address Aboriginal issues, preferably from an Aboriginal
perspective, with the use of guest speakers as to date we have no Aboriginal staff.

2. Introduced a major culture stream into the three Behavioural Science units, which
stresses the everyday cultural realities of all of es and not just Aboriginal people

and migrants.

Introduced Community Development and Rural Social Work electives for 3rd and

4th Year, both of which significantly focus on Aboriginal issues.

4. Used West Australian Aboriginal literature such as "My Place", "Wandering Girl"
and "No Sugar" to raise student consciousness as to the complexitiesof the issues.

5. Non-Aboriginal staff have lectured to students on the history of white control of
the policy and administration of Aboriginal Affairs in this State,with the emphasis

on understanding the nature of non-Aboriginal knowledge and ideologies about
matters Aboriginal and how they have shaped our actions.

6. Endeavoured to recruit Aboriginal students into the course and have tried to make

them feel they can build on and share their Aboriginal knowledge, rather than

be expected to shed it if they are to emerge as 'proper' professionals.

7. Perhaps most effectively to date, the Centre for Aboriginal Studies and the School

of Social work invited as a Visiting Fellow earlier this month, Lila Watson, Lecturer

in Aboriginal Knowledge from the Social Work Department at the University of
Queensland. She has left behind, for students and staff, a wealth of visions and

ideas.

Where to from Here?
That is about as far as our initiatives have taken us to date. An obvious next step

is the appointment of Aboriginal staff. Though no decisive actions have yet been taken

in this regard, I am optimistic about the future and feel that far beyond any of our
actions there has been a marked shift in the wider society making it more receptive
to Aboriginal knowledge. The first year I was at Curtin, (1984). was at the height of
the Land Rights debate and there wac a distinct lack of ic..t..rest in Aboriginal issues.

55

4
BEST COPY AVMLABLE



seemingly coloured by an either/or shaped belief that it is 'us' or 'them'. One student
actually said, "Oh no, we're not going to talk about them again are we? We've already
done three hours on them and we all know how awful it is but there is nothing for
us to do. That's their business." Needless to say that student went on to take a job
where she had significant control over the everyday lives of Aboriginal people.

Now at Curtin there is significant interest among the student body in Aboriginal issues
and a small but significant number of Aboriginal students. Ruher than an understanding
of Aboriginal realities being conceived of as an emetic tack-on to theory, the usefulness
of theory in understanding Aboriginal situations is seen as a central test of any claims
that theory might have to universality on the human condition. Along with gender issues,
issues of race and culture are currently a vety fertile ground for social thought.

There is more debate and awareness than I have experienced before of the existence
of many social realities More awareness of the interplay of power in everyday life and
the unequal struggle each of us has to have 'our' definition of reality accepted as 'the'
definition of reality. In Australia generally, the Australian Studies movement is recasting
the frameworks through which we view ourselves. This gives Aboriginal people a far
greater chance to be heard and counted. A chance to ensure that the decisions that
will effect their lives start where they are 'at".
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ampler 7

A PRACTICAL LESSON by Eric Hayuand

Hedland College is located in North West WA There are 1700 Aboriginal people who
live in the twin towns know as Hedland and South Hedland, where the College is
situated. Hedland College is a community college and offers mostly TAFE level courses,

but does contract tertizy courses for further education and university institutions.

Aboriginal people have diverse lifestyles in the region; some working for mining
companies whilst others get jobs whenever they can. Unemployment is high, past
educational opportunity rare many having only primary levels of education and many
have ties with surrounding communities. The law is still significant for some town
people, whilst for others it is somewhat disregarded.

Hedland is extremely hot in summer when rain sometimes Falls often temperatures
may readi the mid and high 40's, days on end.

The standard of living for many has reached comfortable levels, compared to the
recent past, however many families rely on sodal welfare.

In the early 1960's the population was about 1500. Today through mainly the mining
industry the population has grown by about 12 times.

Most older Aboriginal people have been pastoral workers hut the industry employs
but a few now.

!became employed as the Co-ordinator of Aborigi nal Studies at the College in January
1987. As part of my teaching duties I was required to teach meeting procedure in the
communication curriculum. I'd like to tell you about that teaching and how I'd changed

my strategy because of looming failure.

The background to Hedland Eve just given, may be important in as much as that
it may enable you to appreciate the situation from the students' point of view.

The students in my class varied from basic literacy levels to perhaps mid secondary.
It was unlikely that any would personally know an Aboriginal teacher let alone a sou .

west one. It was an interesting setting.

As meraimed. in the Admission Studies course for Aborigines, the students were
required to learn about meeting procedures. Very few of the students had ever been
to a formal meeting and it is probably fair to say that they regarded the subject as dull,
pointless and irrelevant. I was the Aboriginal lecturer who Was trying to teach this subject

in a formal manner. I wasn't succeeding both myself and the students were frustrated
and little progress was being made.

it came to a head awards the conclusion of one of the early two hour sessions.
One of the students had been quite openly talking to another for some time, obviously
attracting the attention of everybody in the clas.s. I gave enough non.verbal cues to
indicate that I was not happy with the behaviour but it still persisted.

ERIC HAYWARD, Hedland College. P.M.B. 1, South Hedland WA. 6722
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1 bawled the student out by saying "look Johnny, if you're not interested in the lesson
you can get out-.

Johnny quietened down for a short time but vety soon mumed to early behaviour.
I spoke to him after ClaSS and was told that he was finding it very difficult to hack it.

In the class was an Aboriginal Teacher Aide. She approached me after the lesson
and advised me that most students were becoming turned off. As a consequence I gave
a weat deal of thought about how the teaching of meeting procedure might be made
more relevant to the students. I wanted to provide the difficuk terminology with
practical meaning and set the learning in a real world context.

I could now appreciate the difficulty of students to grapple with words like:
constitution, motions, amendments, resolutions, minutes, seconding, scrutineer; and
phrases like: point of order, standing, ad hoc, and sub-committees. Something had to
be done.

While these goals were quite clear, it took some time to decide on the teaching
methodology which should be employed. A method was needed which would make
the lessons more interesting and relevant to the students. The method adopted had
to ensure the Students learnt about meetings and how they are formally conducted.

It was realised that without the commitment of the students no teaching method
or strategy was likely to succeed. Consequently I decided to negotiate the method
employed with the students. It was considered vital for the students to share
responsibility t w the course. I made a proposal to the class: if they would start a student
group with specific goals and hold formal meetings in class, then I would change my
teaching style.

I proposed that the lecturing pan of the lesson would he reduced; the practical
component of the lesson would he at least half of the two, hour lesson; and at the end
of the semester an event would be planned, organised and run by the students. I thought
it was an attractive offer. Another essential element of the proposal was that the students
had to raise funds to ivy for the function. The students readily agreed to this proposal,
probably not realising the hard Al irk and effon which was entailed. In essence it was
a contract between students and teacher.

The students decided to call their group the Narrie" student group. Office hearers
were elected and students were now keen to know all of the duties of each position.
There were so many questions that a series of mini lessons had to be given on the
role of the office bearers, the need to write down motkms, how motions were put
together. voting, rules of debate. and more.

While some of this material had been taught previously. students were now interested
in learning. They now had an immediate and practical reason to learn.

There Was a lot of discussion between myself and the students on how to raise funds.
It was eventually decided to run a Quiz Night, I then explained the things that had
to be done. As well, one other college lecturer came in to talk about Quiz Nights and
to give the students encouragement. The students were confronted with all of the
questions as.sociated with organising the kind of function they selected. They had to
consider:
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1. Where should it be held?
2. What's the hest date to hold it?
3. Who should he the compere?
4. How do we approach people for donations?
5. Will local businesses give donations?
6. How will we advertise the event?
7. Who will put posters up, and where?
8. How much should tickets be?

9. How much money do we need to raise?

These questions had to be discussed in the class meetings. A meeting of 30 people

an't deal with every issue and it became obvious that subcommittees were needed.
When the meeting decided to put up posters around the town, or ask for donations
for the Quiz Night, tasks had to be allocated. I was able to guide the students and teach
them something about planning strategies and allocating tasks. I attempted to allocate
tasks fairly and to make the students aware that they would achieve their gaals if they

operated as a cohesive team all contributing to the best of their ability.

Some students lacked confidence. They were apprehensive when approaching local
businesses for support. They felt that business people had a negative stereotype image
of Aborigines. Because I was Aboriginal I could identir and understand their feelings
and was able to give the students confidence. encouraged students to make phone
calls, write letters, discuss their plans with memhers of the community, and to seek
business support. Despite all of the encouragement. some students lacked the
confidence to equally share in these activities, hut other students coped very well,
developed greater self confidence and felt gotx.1 ahout the results of their efforts.
Students approached approximately one hundred businesses for support. They were
stunned and delighted when they found that more than 50 businesses thinated
something. However for !vach student it was a daunting task to ask for donations.

At each meeting groups of students were encouraged to report what they had
achieved. As in any otwanisation or committee, some people contribute a hit and some
people contribute very little. I made no attempt to pressure students to work hard.

Instead I praised thuse who were working hard and emphasised that success is only
guaranteed when everyone in a team contributes.

The Quiz, night made the local Aboriginal community a little bit more aware of what
the College was doing. The actual night went quite smoothly. Students collected and
sold tickets at the door, arranged the furniture, handed out the prizes, and one student
thanked the audience for coming. Students of the College's Hospitality Course served

drinks and put sandwiches on each table.
Because the students were successful in raising money, they were able to run an

excursion at the end of the semester. As a group they decided to hire a bus and go
to Point Sampson ( ahout 200km south ). They also wanted to -iiallenge the students
at Roehourne to a game of softball. The excursion and the sporting match were very
enjoyable and on the trip there was a feeling of unity, cohesiveness and satisfacti)n.
Their work had been successful and their ideas had been put into effect.
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It would he misleading to suggest that all of the students gained a lot from the course.
Some students became vety kecn, active and outspoken, while others didn't put in much
effort. Those who accepted the challenge learnt about organising, dealing with people,
effectively communicating their ideas by letter, phone and in person. They definitely
learnt a lot about meeting procedure and team work

At Hedland College we aren't pretending that we have all of the answers. Students
still wanted me to provide the leadership and they didn't always understand that I VMS
trying to foger their independence and self direction. In some areas students were
reluctant to take responsibility, e.g. finance What I am saying is that in one area of
the curriculum our 'practical lessons' waked. We believe that we have established a
firm foundation for future student activities.
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alapter 8

TEACHING READNG TO
ABORIGINAL ADULTS FROM
ThADITIONAL COMMUNITIES by Bill langlands

Despite the fact that most adults from traditionally oriented Aboriginal communities
can see little point in learning to read there is a small core who, for a variety of reasons,
want to do so. What do teachers involved in teaching or planning courses need toknow
about Aborigines to effectively help them to read? It would seem that Aborigines differ
fundamentally in their learning styles, world view and ways of thinking from whites.
For this reason traditionally oriented Ahotiginal adults face a number of problems in
learning to read. Many have regarded reading as an essentially meaningless school
"ritual". Their cultural ways of learning have not included certain formal purposeful
strategies necessary to develop reading for meaning. As reading instruction begins there
is need to use informal teaching strategies and provide students with culturally and
linguistically appropriate material. As instniction proceeds progressively more difficult
material can be used along with teaching strategies that help Aboriginal students to
alter their functional learning system by adding formal learning behaviours that will

enable them to learn meaningfully from text.

The ability to read and write is an important value for middle class white Australians
like myself To be able to read is considered "natural". There may even be a tendency
to think there is something unnatural or strange about someone who can't read and
write. Schools teach a subject "reading", giving it prominence as a skill of great value.
Australian Aboriginal societies on the other hand were traditionally oral communicators.
One might think that the long contact with white society has changed Aborigines,
causing them to value the ability to communicate in writing. However, even where
little traditional culture seems to remain, Aborigines still rely mainly on oral language
for interpersonal and inter-community communication. A study by Fesl (1982) among
the Aborigines of three communities in Victoria and New South Wales showed that
these relatively non-traditional groups had "little or no interest in literacy tuition" (48)
and that "literacy ability . . has little value as a skill in Aboriginal society". The most
important needs of Aboriginal people which centre on relationships with kinsfolk, their
land and the world of the spirit, are met, as they always have been, through oral
communication.

Ii is not surprising, then, that in more traditional Aboriginal communities, where the
people have only come in contact with literacy much more recently, there is not a
general interest in learning to read and write. In some communities, however, there
are those who express an interest in teaming to communicate through text. Some are
aware of the ongoing culture loss being experienced by their people and are interested

BILL LANG1ANDS, Summer Institute of Linguistics,
Australian Aborigines and Islanders Branch, P.O. Berrirnah, N.T. 0828
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in documenting histoty and stories before they are lost. Some are, or want to bec;..ine,
teachers in community education programs. For this work they need to be able to read,
sometimes both in their vernacular as well as in English. Some of these folk also want
to be able to study so that they can gain full teaching credentials. Others are interested
in studying the Bible in their own language or in English. Still others, increasingly aware
that literacy is important for political reasons, want to be able to deal with those outside
their culture politicians, government officials and non-Aboriginal community
workers. These Aborigines want to gain information from letters, news reports and
documents, and to be able to respond in writing to outsiders. So there is, as I observe
it, a small but growing group interest in literacy. This means that more and more teacher
linguists, adult educaorc. tutors and others are responsible for providing reading
iftitrUCtioll for Aboriginal adults in communities where much of traditional culture and
language still remains. What is more, these individuals requesting instruction will not
be satisfied with the very basic literacy ability generally present in most remote
communities. They are wanting literacy to be a tool they can use for their own and
their people's ends.

This paper first tries to summarise some of the things that instructors will need to
know about their Aboriginal students in order to effectively help them to develop the
purposeful literacy skills they are seeking. Secondly the likely problems Aboriginal
students may face in becoming literate are examined. The final section of the paper
outlines the reading teaching strategies and activities that will help traditionally oriented
Aboriginal adults to learn to use literacy puiposefuHy.

WHAT ADULT UTERACY TEACHERS NEED TO KNOW ABOUT T1-IEIR ABORIGINAL

STUDEN1N

In recent years there has been quite a lot of research that has looked at educationally
significant differences between Aborigines and non-Aborigines. Work has focussed On
the Aboriginal view of reality (Bain 1979 ), cognitive development ( Dasen 1973, 1975;
Seagrim and Lendon 1976, 1980; Klich and Davidson 1984 ), learning styles and modes
of learning behaviour (Davkison 1977; Harris 1977. 1980. I982a. 1982b. 1984; Christie
1980, I982a. 1982h. 1983, 1984a, 1984b, 1985 ). There have also been attempts to
develop literature based on the prior knowledge and interests of Aboriginal people
(Rus.so 1981; Russo and Harris 1982; Nicholls 1984) and to emphasise the functional
aspects of reading, and other areas of classroom learning ( Davidson 1983: Christie
1982a, 1983: Harris 1984 ). Most ( f this work has been with children, although some
writers have attempted t apply findings to work with Aboriginal adults ( Mc(. ath 1983 ).

Aborigines have a way of looking at the world that is radically different from non.
Aborigines

Aboriginal and non-Aboriginal people view the world differently. and it is reasonable
to assume that these differences need to he understood in any attempts to) introduce
to Aboriginal people the new skills of literacy. According to Mafgaret Bain ( 1979: 372-
392 ), Aboriginal people and white people are brought up through childhood to use
mental pn)ces.ses, language and language structures in ways that are very different. These
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differences mean that Aboriginal people and white people think about and talk about

the world from quite different perspectives (Seagrim and Lendon 1960: 181-213). The

basic difference between the two world views is that the non-Aboriginal sees the world

in terms of impersonal, obtective and quantifiable transaakms, while the Aboriginal

sees it in terms of rwlationsbips Bath (1979: 374) lists several important points about

these two very different ways of looking at the world which are summarised below.

Firstly, the white man sees his world as consisting of things logically related by
impersonal causes and effects. The Aboriginal on the other hand sees the things

in his world are as related to eternal spiritual persons such as, for example, crow

or kangaroo. So, says Bain, when an Aboriginal man says that a particular area of
land is his mother, he is speaking literally and in a way quite inaccessible to the

Western mind.
Secondly, the notion of more or less, that is, of quantity and the quantifiable, is

not only irrelevant but contrary to the Aboriginal view of the worki.

Thirdly, for the Aboriginal person. social interaction is not bound by the present

historical moment. Creative ancestors, totemic beings and deceased relatives ate all

present, although mostly unseen, among those who can he seen not only in
ceremonies but also jn everyday life.

Fourthly, for an Aboriginal, much of what goes on in the seen world can be

explained in terms of interaction between people and the unseen world. This view

of reality enables the Aboriginal person to explain the transcendent but is so different

from the white person's way of looking at the world that when the two come too her

they totally misunderstand each other. In the same way that the average whitefella's

world view causes him to mis.s altogether much ofwhat the Aboriginal person sees,

so the Aboriginal person's perspective on life prevents him from understanding the

physical world in logically and objectively related quantifiable units as the non-

Aboriginal does.
In her research Bain explores the main ways that these differing world views clash

(1979: 387.392). Christie (1984: 9) looks at three of her conclusions most relevant to

the education setting. 1 have summarised these poMts below.

That Aboriginal thinking is tied to their immediate experience and to their ways

of putting things into categories. They have difficulty with hypothetical questions.

That the Aboriginal view of the world inhibits ideas of causation number and

consemit ion (the ability to understand that things that have changed in some ways,

for example, in shape, are still the same as they were before in other ways).

That the way of looking at the world which the Aboriginal has learnt makes it

hard for him to build up in his mind the same kinds of ways of classifying or grouping

things together that are very important in the early stage of the non-Aboriginals

cogn itive development.

The culture and language of both Aborigines and non-Aborigines shapes the way they

do mental tasks
The Swiss psychologist Piaget and other researchers have studied how children learn

to classify 4 AlleCis according to their propenies and how they learn to understand

63
BEST COPY AVAILABLE



relationships between classes and subclasses of concrete objects (or objects tied closely
to the concrete). This stage of thinldng is called "concrete omational thinking". A
later stage of thinking, that of "formal operational thinking", involves the ability to
classify and work mentally with ideas that are imagincy, hypothetical and not tied to
the concrete. Research with Aboriginal children and studies comparing their
development to that of white children show that a large proportion of Aborigines do
not learn either the concrete operational nor the formal operational ways of thinking.
For these people these stages are not arrived at in childhood nor in adulthcxxi (Dasen
1973). Seagrim and Lendon (1980) conclude that this IS because the different ways
of thinking as described by Piaget, are in fact taught to us by our cukure, and that people
don't usually say things in their languages or think in ways that don't fit in with what
their culture has taught them. Because these stages of thinldng are required in
mathematks it seems that the introduction of numeracy is likely to threaten Aboriginal
culture "at its very roots" (Seagrim and Ixndon 1980: 212). Seagrim and Lendon
comment that it does not seem that the development of literacy will pmduce"such
pnablems. However, from other research, especially that from Michael Christie (1984),
it seems that the development of a high degree of literacy skill could very well produce
some very radical changes in Aboriginal mental processes.

Most Aboriginal learning is done informally in contrast to non-Aboriginal school
learning

From his research at Milingimbi, Stephen Harris (1977. 1980) described traditional
ways Aborigines learn. Other studies from very different areas and among different
groups support his findings (Harris 1984, Christie 1984b). These ways of learning are
"informal" in nature and contrast markedly with those used in the "formal" Westem
classroom. Each society, it seems, has its own ways of promoting learning that ensures
effective living within that society. The Aboriginal ways are functional for the kinds
of learning Aborigines traditionally needed to live effedively in their society. The five
major ways Harris lists are summarised here:

Learning by "observation and imitation" rather than through verbal instruction,
as most formal classroom learning is done. The bulk of Aboriginal learning survival
skills, social skills, art, dance, music is best done this way.

Learning by "personal trial and error" rather than through verbal instruction and
demonstration. Aborigines learn by doing.

Learning by "real life performance" rather than by practice in contrived settings.

Learning "by wholes". There is little fmus on sequencing and learning parts of
skills. Rather there is a strong tendency to learn the whole. so, for example, the
whole dance is performed Mastery is accomplished "by successive approximations
of the efficient end product".

Problem.s are solved by "persistence and repetition". ( Harris 1984: J4-5)

The learning styles used in white society are in marked contrast to those outlined
above. Even before they begin formal classroom learning white children are taught
by parents to respond to verbal instructions and to ask and answer questions. These
kinds of learning behaviour are part of the formal learning which they will encounter
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in the classroom. Formal learning has been described by various researchers (Scribner
and Cole 1973; Harris 1977, 1984; Christie 1982a, 1983, 1984b, 1986). According to
these authors this kind of learning is:

"Decontextualised" and has little to do with immediate every* life and survival.

"Heavily dependent on words", both spoken and written, because it is largely
learning out of the mal-life context.

"Conscious", in that people doing it are mostly aware that they are involved in
a learning task.

Often carried out by the "sequencing of parts of a skill or a body of knowledge",
and learning them pan by pan until the whole is mastered.

Often planned and supervised to some extent by a teacher.

Christie (1982a, 1983, 1984b, 1986) calls this kind of formal learning behaviour
"purposeful learning". He points out that purposeful learning requires:

A goal which is consciously and accurately identified by the learner before effective
learning takes place. This is in contrast to informal learning where the learning is
incidental and the goal is the performance of the activity. Christie discovered that
Aboriginal children in a formal setting will often not see the learning goal. For them
the goal may be "to please the teacher" (Christie 1980) or "to get a page full of
ticks" or "to go through the classroom activities as a kind of pleasant ritual". They
miss the real learning goals of these activities (Christie 1983).

Judgement, helping the learner monitor his progress towards the known goal.
Feedback, to ensure tha he can do this, is provided in a formal learning environment.
A student who has learned to monitor his own progress will be able to reflect on
what he has learnt, acknowledge his errors and accept correction, and continue with
further learning after initial success.

Internal or personal control. The formal learner willingly and consciously directs
and regulates his or her own learning behaviour. Frequently, according to Christie,
Aboriginal students will wait passively, expecting the teacher to give them learning
( 1984b). When he questioned students about how to learn well Christie got answers
like "sit down", "listen to the teacher", "be quiet". His upbringing has not taught
the Aboriginal student that he can make learning happen by trying and thinking.

PROBLEMS ABORIGINAL ADI.TLIN MAY FACE IN DEVELOPING MEANING MAKING
LITERACY SKILLS

Not knowing what reading is
Researchers and writers like Goodman (1975, 1976a, 197P-.), Smith (1978, 1979)

and Latham and Sloan ( 1979) view reading as a psycholinguistic process whereby a
reader reconstructs as best he can from a visual code the writer's meaning. (A listener
uses a similar process for deriving meaning from an oral code.) language, according
to these writers, has two levels: "surface structure", that is the sounds or written
representation. and "deep structure", that is, meaning. The two are related by a system
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of rules called syntax or grammar. The meaning (deep structure) of a written or spoken
discourse (surface structure) is ascertained ty the reader or hearer not only through
sounds or graphic representations, bta also from the way in which the wonk, sentences
and larger units of language are related to each other by these rules. The mks of
langtrar use are learnt informally during childhood in the context of everyday
experience (Camboume 1984). The ability to recreate meaning from the spoken or
written language code depends upon the ability to associate internalised concept or
meaning schemes, "die world in the head" as Smith (1978: 79) calls it, developed
through experience, with this code.

According to Goodman (1976a), in effect, reading is a "psycholinguistic guessing
game", an active putposeful process in which the reader uses as much graphic
information as he needs (how much will depend on how familiar the reader is with
vocabulary, ideas and language patterns used) in combination with semantic and
syntactic information to decide what the writer means.

'The efficient reader (like the efficient listener) engages in a process involving
sampling, predicting, testing and confirming: thus relying on strategies that yield
the most reliable prediction with the minimum me of information available."
(Caimey 1982: 32)

In their oral culture Aborigines have minimal exposure to literature and few models
of reading. Those who have experienced reading instruction have often been taught
by inappropriate methods. Few have leant what real reading is. Many, as Christie
suggests (1983), view it as a kind of meaningless school "ritual". It is essential that
the strategies used to teach Aboriginal adults provide them, from the beginning, with
an understanding of what reading really is. (Harris 1982a)

Culturally and linguistically unfamiliar reading materials
Readers depend heavily on their own knowledge of the world as well as language

when they are making meaning from text (Smith 1978: 50-100; Pearson and Johnson
1978; Litham and Slcan 1979: 26-52). This knowledge is largely determined by a
person's cukural affiliation. Culturally and linguistically unfamiliar material will be more
difficult to understand. At the hase of such difficulties, in the case of non-Aboriginal
authored material being used by Aborigines, lie not min( n. differences in detail hut
the radically different world views of the two societies. That these kinds of difficulties
are experienced by Aboriginal readers has been demonstrated in several studies cited
by Davi& rn (1)83). Harris (1982a), while acknowledging this difficulty, points out
that if people only ever read material that is culturally and linguistically familiar, they
will never develop new schemata ( mental systems developed by and used in learning)
and be able to read and understand m( we widely. Some IN risible ways of dealing with
the problems created by linguistically and culturally unfamiliar reading materials are
discussed in the next section of this paper.

World view and learning styles
A further problem traditional Aboriginal adults face when learning to read is that

their culture socialises them to learn almust exclusively by infonnal means. Language
and survival skills, knowledge all( nit the hush and many other things are learnt with( nit
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anyone ever consciously planning a program to teach these and without the learner
ever setting out to consciously learn them. It is not that these things just "happen
naturally". In fact, Aboriginal society, from early childhood, puts social pressure on the
individual to learn these functional skills (Harris 1984).

Similar pressures exist in whitefella society. Here social pressures ensure that white
children learn the skills they need to function in their society. Much of this learning
is done in informal ways similar to those used in Aboriginal society. However, the
majority of white children also learn, before they ever come to school, the foundations
of the kind of purposeful formal learning that they will do when they go to school.

From Harris' (1982a, 1982b, 1984) and Christie's (1982a, 1983, 1984b, 1986) work
it is clear that if Aboriginal adults are going to be able to read-to-learn they need in
the process to learnialearn formally or as Christie puts it, "purposefully". Furthermore
it seems that these differences in learning styles are part of a complex of interrelated
factors including radically differing ways of viewing reality (Bain 1979) and difference
in cognitive development (Seagrim and Lendon 1980) which together make up the
fundamental differences between Aboriginal and non-Aboriginal people. If they are to
learn to use literacy skills in meaningful ways, as some now seem to want, Aboriginal
adults may need to be prepared to make some very real changes to the way they learn
and think and perhaps to the way they view the world.

Motivation and the ethical implications of karning td read purposefully
The final problem to be singled out here is that of motivation. A fundamental

prerequisite of learning to read is "wanting to read" (Sloan and Wham 1981: 50). This
paper began by pointing out that "literacy ability . . . has little value as a skill in
Aboriginal society". Beside this some writers have indicated that Aborigines, for
example the Aranda (Seagrim and Lendon 1980: 211) and the Pitjantjatjara (Snowden
1981), have resisted formal schooling because they, conscionsly or perhaps sub-
consciously, sense that if they or their families take part in it seriously it will change
them radically. For this reason there seems little point in mounting large scale adult
literacy programs. Those who ha,:e a purpose for leam:ng to read (Christie 1986) should

be the ones with whom adult literacy workers focus their attention. lf, however,
becoming purposefully literate as distinct from being "ritual readers- is likely to result
in some profound changes in the fundamental thinking and learning processes of
Afmrigines, and there is much evidence that it will, are there not some ethical issues
to be worked through before teachers embark on such programs? Teachers need to
be aware that they are not just teaching a skill, hut are in fact catalysts of what could
he ph )found change. It is vital that literacy workers develop a sensitivity to the reactions
of those they are assisting in literacy learning. Aboriginal adults must not be coerced
to learn to read and should he ahk to select materials they feel are appropriate and
reject meaningless and offensive materials.

By far the best way to ensure culturally sensitive reading education, both for adult
Aborigines and children, would be to train traditional Aboriginal people as teachers.
Recently several writers have made this point and some teacher training institutions
are trying to make it possible ( Shem x x.11982 ; Harris. Graham and Buschenhofen 1984;
Harris. Graham and Odling Smee l9s5). The difficulty of the task faced by these
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institutions and by trainee teachers should not be minimised. In order to be able to
stimulate the development of meaningful literacy among their people, Aboriginal
teachers will need to learn to think and to learn in ways that are quite kweign to them.

WHAT STRATEGIES SHOULD BE USED IN TEACHING LITERACY TO ABORIGINAL
ADULTS

Some general prindples
The foundational principle of all teaching applies, that is, begin where the learners

are. To ensure that students understand that reading is not a "meaningless ritual", they
need to begin learning to read in the language with which they are mos familiar, using
reading materials that reflect their cukurally conditioned view of the world

Right from the early lessons students should be using materials that are meaningful
and related to their motivations for learning to read Reading outside of the class context
should be encouraged in evety possible way. As soon as ponible students should
choose their own maerials. It is most likely that teachers will need to develop literature
for their students, especially if the vernacular is being used. Even if English is used,
the amount of material that fits the criteria above and is of real interest to the student
will be very small. The non.existence or scarcity of materials in arty language continues
to make the whole exercise of reading-to-learn unrealistic and unattainable until
Aboriginal authorship is taken seriously. Finding ways to meet this enormous need
requires immediate creative attention.

Wendell (1982: 19-20) discusses the need to develop indigenous authors to write
for their people. She distinguishes four stages of reading difficulty ( from most
predictable to Iraq predictable) according to the familiarity of author and student with
the content:

( ) Content completely familiar to both author and reader.
(2) Content unfamiliar but experienced by the author.
(3) Content unfamiliar experienced vicariously by author.
(4) Content unfamiliar translated from another language.

Aboriginal students should begin learning to read oilstage one material and gradually
progress to stage four material.

The ideas in the material should be discussed and reflected upon with the student.
In other words, the reading lesson should be a language experience rather than just
a decoding lesson, although decoding Ls of course a prerequisite to interacting
meaningfully with text. An important goal of the lesson will he to create a forum for
using language, especially questioning, in such a way as to encourage the development
of the kind of imaginative and hypothetical thinking students will need to develop if
they are to read-to. learn.

Teachers will need constantly to model purposeful reading for enjoyment.
humour, current events, history, curiosity or whatever turns the student on. As students
become more purposeful in their learning it may help if teachers explain to students
how they are teaching reading and the goals of each lesson.
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Lessons should be conducted in a way that enables students right from the beginning
to make continuous use of the primary meaning-making strategies (sampling,
predicting, testing, confirming, correcting).

Writing, because it forces a student to take personal control, should be part of the
curriculum from the very beginning. It is vital that this, too, he constantly modelled.

The object of any teaching/learning activity used should be finding meaning. Games
that have winning as the object may distract students from the real goal of the activity.

Formal word study (phonics, spelling, punctuation and dictionary skills) and
handwriting should not be taught during purposeful reading and creative writing
lessons, but reserved as distinctly separate exercise& The teacher mast ensurethat only
useful and applicable exercises are given. And the student mustunderstand that these
exercises have a purpose, namely to develop skills in independent problem solving.
As the teacher explains and models their usefulness in meaningful literacy sessions,
the usefulness of exercises should be readily apparent to the students. The importance
of phonic (graphonic) knowledge in learning to read and especially to write should
not be underestimated It is often a useful tool in the meaning-making process. The
consistency of the phonemic orthographies of many Aboriginal languages makes the

use of grapho-phonic information a less frustrating process than with English.

ltaching strategies br pre-nrading and beginning stages
Most non-literate Aboriginal adults do not understand what reading is. Before they

learn to read they must make the discovery that white children usually make while
sitting on dads knee and being read to, that is, "Those marks on the page somehow
represent meaningful language. This understanding is fundamental. Without it

students will only ever be "ritual readers". For this reason beginning reading will best
be taught using a combination of the Language Experience ( LE), the Shared Book (SB)
and the Neurological Impress strategies (NI). These teaching strategies most resemble
the informal learning styles of Aborigines, so students will feel comfortable with them.
All of these strategies focus on meaning rather than decoding and thus help students
to find out right away what real reading is like. All of these strategies have the capacity,
as students are ready for them to begin development of purposeful learning, that is
to help students set learning goals. use feedback and exert personal control. In the
white classroom these strategies build upon the purposeful learning behaviour students
began to learn in their homes. In the Aboriginal classroom they should be part of an
intentionally structured climate in which purposeful learning can be added to the non-
formal functional learning system of the Aboriginal. Teachers should therefore expect
Aboriginal students to find these strategies useful for a much longer time than non-

Aboriginal students.

Language experience strategies
There are several variations of the LE strategy. These are explained in detail in, for

example, Skran and 12tham's book Teaching Reading Is . . . (1981: 89.123). The most
significant strengths of this strategy are (pp.91-92):

(a ) Students read their own natural language, based upon their own meaningful

experiences. ( ) There are no difficulties in predicting meaning or understanding
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concepts. The text is semantically and syntactically matched to each participant. The
reading material in this case, according to Wendell's criteria, is the easiest of stage one.
(c) The approach can be used with individuals, groups and whole classes and it is
economical because it requires no books. (d) It is suitable for all age groups. (e) It
enables a sight vocabulary to be developed rapidly. (f) It can be used in conjunction
with other strategies and provides an easy transition to the formal reading of books.

Basimlly the approach consists of the following stem: have an experience, discuss
the experience (often built around an illustration or photowaph), generate an oral text,
the teacher and/or the student write text, the student reads the LE text (preceded as
necessary by prompts frokn the teacher), question-answer with substantiation by the
student from the text (a very important part of the strategy if students are to learn to
search the text rather than the experience for meaning), development of a word bank
leading to rapid acquisition of useful sight vocabulary, and finally the student sharing
the story with others. There are numerous helpful variations on this strategy as given
for example in Osmond (1984: 23-27) and Langlands (1985).

Shared book strategies
SB strategies described in detail by Holdaway (1979) and Sloan and Wham (1981:

113-116) involve the preparation of a book with highly predictable, often repetitive
text. In Aboriginal oral literature, dreamtime legends, sow and many hunting stories
have such structure. The group and teacher read the text several times. This is followed
by a variety of oral doze procedures where the group and/or individuals are asked
to predict what comes next (the word or phrase covered). This encourages them to
use their syntactical and semantic knowledge and develops primary meaning-making
skills.. Big txxks, overhead projectors, charts of the text which can he cut up and
reassembled are all aids used with SB approaches. Questions and answers, with oral
substantiations from the text as in LE, are also a vital aspect of this approach for
developing student ability. The instructor models good questioning, hy asking a variety
of clused or open questions of the text. There are many variations of this strategy: for
example see Osmond (1984: 34 ) and Langlands (1985).

Neurological imprris method and related strategies
The NIM, lap or repeated reading strategy (Sparber 1979) is ideally a one student

to one teacher approach hut can also be used in groups with a teacher or using taped
material. The strategy entails the student following out loud (echoing) the teachers
or a recorded oral reading of a text while following the text. In this way the text is
read through several times. Christie's article "Fluent reading in ten easy lessons" ( 1982 )
describes a variation of this approach using cassette recordings of books to help slow
readers improve their reading skills and learn purls( )sefully. With this approach. students
can "read" interesting, meaningful text immediately and sight vocabulary grows rapidly.
NIM can be used from pre-reading through to fluent reading stages. Variations of NI
using oral doze and question-answer with substantiation from the text are helpful in
developing purposeful learning.

Teaching strategies for developing independent reading-to-karn
The strategies listed above contain some elements that begin to move students in

the direction of purposeful independent reading- u )- learn. The following strategies fi Kits

. I
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much more strongty on this. These strategies will be quite foreign and even offensive

to the Aboriginal student as they will "force" him to learn and think in ways that he
does not normally use in his culture and language.

Pitt hoed substantiated silent discourse reading strategy (PSSDR)

This group strategy (Sloan and Latham 1981: 143-152) is similar to strategies
desaibed by Osmond (1985: 34-36) for use with non-Aboriginal adults and to that
used by Tharp (1981, 1982) and Au (1981) in Hawaii. A variation of MDR, tailed
Individual Reading (IR) to be used with individuals, is also outlined by Sloan and
Latham (1981: 163-168). All could be described as "direct teaching of comprehension"
strategies. In PSSDR a short text, one that can be read in five to ten minutes, is used.
Students then anticipate the content of the text from title, illustrations, first sentence

and/or paragraph. Their predictions are discussed Students are then reminded of what

to do if they come to an unknown word (guess, read around, substitute, leave out,
insert nonsense word). Next the teachers asks an open discourse question, one that

will aid the student in exploring the meaning of the whole discourse. The student then

reads the whole text silently in order to answer the question. Unknown words are
marked and may he worked on in word study sessions later. The discourse question

is then discussed, All answers are received, correct or othetwise. Then in the next step

of the strategy a rariety of other questions, both closed and open in nature. are asked.

As many students as possible give oral answers and substantiate from the text by oral

reading. Those students who miscue are helped to self correct by hearing the other
students give substantiations for their answers to the same questions. Dramatic oral

reading of the text may then be undertaken. After this strategy is being effecively used

the Re Quest strategy should be introduced.

Re Quest strategy (RQS)
This strategy is described by Lewis Larking (1984). Both students and teacher read

a text silently. Students then ask questions of the teacher about the passage. The teacher

then tikes a turn at asking questions, being careful to provide good question models.

A varier. of question types can be introduced in this way. This strategy will help
Aboriginal students to deve!op questioning behaviours which are not naturally pan of
their culture (Christie 1984) and to he able to relate to text in a questioning way.

Uninterrupted sustained silent reading (USSR)
This strategy requires students and teacher to choose their own books and read

uninterrupted for periods of up to half an hour. In this strategy the teacher and other

students provide models of silent, self-controlled purposeful reading. The strategy is

difficult to implement unless there is a gtxxi selection of reading material available.

(Christie 1983: 72; Sloan and latham 1981: 31 36)

Discussion aided analytical reading strategy (DAAR)
This strategy, described by Sloan and Latham (1981: 242-244 ), could he of use with,

for example. Aboriginal teacher trainees studying texts or for group Bible studies. The

strategy is identical to PSSDR except that following the discussion of the discourse
question, students work from work sheets in small discussion groups. On the work
sheets are several questions, say up to six, with spaces Frovided for writing out an
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answer. Students all read the same text and make notes of their answers to the questions.
Answers are shared, substantiated from the text and discussed Finally the group agrees
upon an answer to the questions together.

Reading study wanks
There are several strategies described by Sloan and latham (1981: 251-254) as

individual study strategies, for example SQ3R (Survey, question, read, write, review).
These strategies like PSSDk and DAAR encourage students to predict meaning, question
text, read for answers to questions, write answers and reconstruct meaning, now that
input has been obtained from the text. SQ3R type strategies have limited use for
Aborigines but student; who wish to further their education may need to learn to use
such stmegies. There may also be ways of adapting this approach for Bible study with
individual study leading on to group discussion and applimtion of concepts learned.

Writers such as Holdaway (1979) and Sloan and latham (1981) suggest numerous
activities that may be helpful in teaching Aboriginal students to learn reading for
meaning. The most useful of these would include:

sentence reconstruction
sentence expansion
many kinds of oral and written doze activities
information matching activities
finding small words in larger ones
many different kinds of Bingo and card games

CONCLUSION
Learning to read-to-learn is likely to have a profound effect on the way Aborigines

see the world, learn and think. Modem approaches to teaching reading such as language
Experience, Shared Book and Neurological Impress Method may be effective tools in
beginning the pnwess of teaching Aboriginal adults to read to learn. Other approaches
of a more formal nature, like Predicted Substantiated Silent Discourse Reading and
Discussion Aided Analytical Reading, can continue this process. These will be effective
with Aboriginal adults as they are with whites because they are essentially strategies
developed to teach reading as a meaning-making process. Teachers of traditionally
oriented Aboriginal adults need to understand, however, that as these strategies are
used effectively with their students they will be doing far more than teaching reading.
They will, in effect, he assisting students to reshape their learning styles.
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Introduction
Bayulu Karrayili school started up after the town school in Fitzroy Crossing.

Bayulu is about 17 kms from Fitzroy Croming, so it is too far for people to travel

in to town every day.
Some people don't have a drivers licence or a motor car which makes it difficult

for them to travel to town.
It was decided to build a school at Bayulu.
It is a small school. We have put in a submission to the government to make the

bui bigger. We ale still waiting to hear about this.

4

4111W1 AM.
Thts uronen's class Photo by Sue McGinty.

We do two different sorts of things at Bayulu Karrayili.
Younger women, from the communi!y, have a silkscreening business at Bayulti.

Seven women are employed under the Community Devekpment Project. to print

their own designs on t-shirts.

BARRY IINNARD, Bayulu Community, P.0 Box 44. Fitzroy Crossing WA. 6765

Karrayili- is a WalmajaM ulird meaning a gathering )1. adults tin. law and educatil)n.
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We sell the shins at the local Fitzroy supermarket and an Aboriginal operated store.
This year we will he sending shins to the York Fair to sell them.
The girls enjoy having the silkscreening workshop at the community. They do not
have to travel in to town, but can work at something they enjoy at their own
community.
They also have something to do with their time.
They earn money from the Community Development Employment Project and from
commimion on t-shirts they sell.
Older people at the community come to school to learn to read and write the
English language. They also learn about numbers and maths.
At the moment it is women who come to the school most often.

The people who come to Bayulu Karrayili like to do so because:
1. They are learning to read and write.
2. They are learning to write their name.

This is a good thing when they have to sign for things. They don't have to use
an x.

3. People can recognize their names when mail is addressed to them.
4. They go on bush trips.

This is 14)00 because they bring kids and teach them bush skills and language.
It is also a time to tell stories, which are written down.
The students make txxAs. using their own stories.
The stories are used as reading hooks in class to help people along with their
reading ski I Is.

5. People say that it is good having an adult education centre at Bayulu community.
Some people who just sat at camp all day, before the school was there, now have
something to do.
Some people who used to spend a lot of time at the pub, or drinking at other
pla,,:es, now have something to do with their time.
Some people who used to play cards all the time don't play as much now because
they can spend time at school or the silk screening workshop.

6. People from Bayulu Community woukl like to see more education opportunities
set up for young school leavers. The only way these young people can, at present.
get further education is if they leave their homes and families.
The places they can study at are far away from their communities and they get
homesick and find it difficult to cope with :4 new place and different people.
The people at Bayulu school think there needs to be more community based
education for these young people and a tertian' type institute set up in the kimherk.y
region.

Making Books
Purpose of this talk to tell \Ill! hm- we make reading IN iks and 'why we make

them.

HOW
We go hush sorretimes for a weekend. It is best to go at the week,2nd because
the kids can cc )me. They are at sell( x)l during the week.
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We ekher go on a fishing or hunting trip.

After setting up camp we go fishing or hunting.
After we have been fishing of hunting we come bark to camp, put the goanna or
barramundi (sometimes both) in a ground oven, have a cup of tea and a yam.

We tell stories about what we did during our day.

Sometimes peopk tell stories about the old days.

Our teacher writes down what we say.

When we come back to town our teacher writes our stoly on big pieces of paper.

We draw pictures to suit the sentences that are written on the pieces of raper.

We send the pages to Halls Creek The Kimberley language Resource Centre people
have a laminating machine and they laminate the pages and hind them together
so they are made into a book
Our teacher makes worksheets to suit the stories so we can get used to the words
in the 1-xxiks.

Then we read the books.

WHY
We have been making our own books for a while now. People are becoming used
to telling stories. Some people who were too shy before, to tell a story, are now
good storytellers. We are also learning about the English language. We tell our
stories in English and so have practice at speaking it.
The stories are about things we do and places we go to. The people in the stories
are people we know. We enjoy reading these stories more than story books we
buy.
Because the stories are about things we know and do the words in the stories are
words we use all the time. It is easier for us to learn these words.
The worksheets are then easy for us to understand and do because we know the
words, people and places written about in the book.
We feel great when we km rw we can read a book we have all helped to make.



Cbapter 10

"LEARNING OUR WAY: COONANA
WOMEN'S GROUP" COONANA

ABORIGINALCOMMUNITY
WESTIERN AUSTRAUA

byloyce Nuddin8

Introduction
Hello! My name is Joyce Nudding. I am a Family

Resource Worker with the Department for Community
Services and I work from the Kalgoorlie Office. I get
support for my work from Social Workers Rosali Dwyer
in Head Office, Perth and David Mitchie in the Kalgoorlie
Office.

In late 1985, after a few meetings with workers from the
Department for Community Services and the Cundeelee
Community, the Department for Community Services was asked byCundeelee Council
to set up a Homemaker Programme for the women of Cundeelee, to help them in
the move into the new housing Project at Coonana, which was to begin in 1986.

The Homemaker Programme was a special project. In one of the early meetings pr
Cundeelee, the women were asked: "who could visit from Kalgoorlie each week,

work with you?" I was the person asked to help them.

NEW BEGINNINGS
The Cundeelee people moved over to the new housing in Coonana and are now

known as the Coonana Community.
The move was very traumatic as well as very exciting for everyone. As well as a new

place and name, "Coonana" had problems. The people "felt" the move as there were
many new things to learn and decisions to be made. Coonana folk have come from
traditional camp living, to a western lifestyle of living in houses which have a kitchen,

bedrooms, bathroom and toilets.
The Europeans put pressure on the Community to move to Coonana early in 1986,

as they wanted to start the school year right on time in February 1986. The Government
Departments Health and Education, already had their housing for staff, but most
of the community didn't have housing and still slept in the bush camp. The only
community people with housing were the Store Manager, the Community Manager and
the Assistant Manager. Most houses were not yet completed and this caused some
friction and jealousy.
For example:
1. The extended families lived on the verandahs of the completed houses.
2. Some relatives were upset because certain ones couldn't come into homes and

talk to certain people.

JOYCE NLIDDING, 142 Forrest Place, Boulder WA. 6432
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3. The old people didn't like moving to Coonana as their hearts were elsewhere, in

their homeland

WHAT HAS HAPPENED TO COONANA FROM 1986 TO 1988?
The Homemaker programme was set up to help and teach the women how to use

gas stoves, dean the houses, using the right cleaning materials, the proper use of toilets,

safety with electricity and other things.

The success of these teachings didn't come overnight. When I came out at first, every

Wednesday, I just got the women together for meetings and we discussed these things.

At the beginning for around six months nothing happened, as the women were very
shy and didn't know what to talk about. We often sat for long periods of silences and
no one said anything, but, after some coaxing and encouraging them to talk, things
started happening very quickly.

The Women's Group is vety intelligent and very enthusiastic. The goals the women
have set themselves and achieved in such a short space of time are very remarkable
and should be very highly commended. I give them top marks.

HOMEMAKER PROJECTS ACHIEVED SO FAR

1986-1987
1. Bank Account

We opened a bank account for the homemakers.

2. Second-hand Clothes Store
This provides a service to the whole Community. Funds from sales go into the
homemaker account. The second-hand clothes come from Perth in wool bales and

then are sold at the Homemaker clothes store.

3. Sewing Classes
Sewing Classes were held for women to make curtains for their own homes. Funds
for curtain rods and materials were obtained by jumble sales and secondhand
clothes sales.

4. Furniture Project
The Furniture Proiect was a peat success and a new experience for the women.
Firstly, they needed funds to buy the furniture, so a letter was written by the women

to the Minister for DCS. This letter requested funds to purchase furniture for the
new homes, as these people had nothing to go into new houses. The letter was
written in a petition style with all ladies signing their names to it and a few men
around also signed it. In a few weeks a letter came back and funds were received.
We made lists of the furniture needed for the new homes and worked out how
much to spend on furniture for each home.

we took three groups of women shopping in Perth, at different times and
encouraged them to select and buy their own furniture. What an enjoyable and
exciting time they had, another learning experience.

5. The Women's Centre
The Centre consists of four transportable buildings. The women received this
Centre through constant pressure and asking the Council.
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Before the women had the centre, we used to sit outside under the shady trees
or on the shop verandah. Often we went in someone's home when the weather
was had.

The Centre Building

1. Kitchen and dining area
2. Second-hand Clothes Store
3. Extra Store Room

4. Kitchen and Dining Area for visitors. Added on to this building is a laundry,
shower and two toilets.

In the middle of the buildings are lawn and gardens and a sand pit for children
to play in.

6. School Lunches
The Lunch Centre operates every school day to give school children their lunches,
which are cooked at the Centre.

7. Women's Bus
The women have their own Bus, to use as they need. They got the bus by talking
and writing to the D.AA representative in Kalgoorlie.

8. Playgroup
A playgroup for prepre school children is held every day at the Centre.

CHANGES AT COONANA
The social changes at Gx mana have been tremendous. The people are going through

changes daily, despite the fact that they still have problems and have had them all the
way through.

Problems such as drinking alcohol, deaths in the family, and disruptions from other
areas affect the whole Community, not just the individual. From time to time there
seems (to the outsider) that nothing fruitful , happening, hut, believe you me, these
times. I feel. are the biggest learning times anu decisions are being made in one's mind
and inner self. I would not feel a failure if people gave it all away and went back to
their traditimal lifestyle. They too would not he a failure, for they would have tried.
weighed up both sides and then made their very (Avn choice.

People. I feel, can only be encouraged, supported, given help (as needed ) and
befriended, when they are accepted with patience and trust on their own ground. They
cannot be pushed. They need to have choices and they will learn in their own time
and way. 1 have learned thfr myself.
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LANGUAGE PROGRAMMES FOR
TRADITION OR FOR TODAY? by Nick Tbieberger

In this paper I want to discoss some of the issuesinvolved in designing language courses
for Aboriginal languages. I am a non-Aboriginal linguist working with Aboriginal
communities on language pongtammes and this paper is a result of having to figure
out what programme might best suit a pasticular situation. AS fhb is the firs paper in
the language section of this conference it will be useful to briefly outline types of
programmes that are available, and suggest that there are a range of possible outcomes
for language courses apart from fluency in language

I pose the question, 'for uadition or for today?' because the way that language courses

are often approached is from the point of view of keeping traditional languages alive.

There is a danger that we will fall into the old stereotype that the RR recently revived
about 'true' Aboriginal people. We have to be careful that we are not saying that you

are not a 'true' representative of your cultural heritage unless you can speak your
language. This assettion supports the same stereotype as the notion that Aboriginal
people who, for example, do not use spears for hunting, or who do not rely on bush
tucker are not 'true' Aboriginal people. Of course we don't accept this idea anymore
because we understand that Aboriginal lifestyles have gone through changes over the

past two-hundred years, as have the lifestyles of all people in Australia In exactly the

same way as there have been changes in Aboriginal ways of living, so have there been

changes in Aboriginal languages. There is not a simple dichotomy between 'traditional'
and 'modern', rather there is a whole range of responses to the cultural differences
that exist imong Aboriginal people andbetween Aboriginal people and non-Aboriginal
people. Th linguistic concomitant of this is that Aboriginal languages have undergone

great changes, including the development of lingua francas (pidgin or creoles) based
both in indigenous languages and English.

We should distinguish, then, between keeping languages alive and keeping traditions

alive. It is quite possible to pursue either of these aims without the other. What I am
suggesting in this paper is that a language programme will not be as effective if it does

not address the changes that a language has gone through, and with that also the role

of tradition as defined by the current generation of speakers or descendants of speakers
of the language. The way in which we perceive our own tradition is with reference

to our present needs. Traditions only exist in the way in which we interpret them today.

When people talk of maintaining or preserving their culture or their language, I suggest

they may be talking about a recreated form that is suited to present needs. This
phenomenon is related to what Hobsbawm and Ranger ( 1983) call'invented Tradition' ;

a set of practices which automatically implied continuity with the past, where possible,
with a suitable historic past (see also Momhy and Murphy 1984). Similarly European
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Australians, for example, have an image of their own tradition of hard work in
conquering a harsh munity, an image tha exdudes their use of Aboriginal slave labour.
What people remember about their past, their tradition, is not fixed, but is tied into
their current perceptions and needs. When k comes to deciding on a language
programme we have to realise that there is a difference between wanting traditions
recorded and having children speaking an ancestral language.

Let me give a practical example. I have been working with people from Punmu, a
community in the Great Sandy Desert. Punmu is located in what has recently become
the Rudall River National Park. As in many Desert communities, Punmu people come
from various linguistic backgrounds, among them Manjiljarra, Kanujarra and Wamman.
Punmu community was formed earlier in the 1980s when a group of people broke
away from the Strelley mob. Since then the relationship between Strelley and Punmu
has been wined

Throughout this time a mining company, CRA, has been exploring for minerals in
the Rundall River area. The area around Rudall is Wamman country. They call the river
Karlamilyi In the past few years there has been a conflict between some of the people
at Suelley and Punmu over who should speak for the country. CRA has found a very
rich uranium deposit and expects to develop a strip mine when the federal government
changes its uranium policy. Wamman people at Strelley have cleared the sites where
CM is exploring without talking to Warnman people at Pukimu, nor with members
of the two Aboriginal communities who live in the National Park.

Both Strelley and Punmu have recently begun Warnman programmes', using the
language, I suggest, as a way of reidentifying or of reinforcing the identification of
Wamman people with their country. Being Wamman has become important, so people
who have always been Wamman but, for example, who had been sending their children
to a school where they were learning Nrangumarta or Manjiljarra, decided they wanted
a Warnman language programme. At both Strelley and Punmu Waltman is not the main
language being used everyday. Children are growing up and hearing very little Warnman
spoken around them. Consulting speakers about their aims for a language programme
makes it clear that what is wanted is a dictionaly and books for use in the school. A
language programme in this situation will need to be a language awareness or a
language reintroduction programme.

There are two rs- irks I would like to draw out of this example. One is that tradition
is interpreted to meet current needs. It is largely because of the current difference of
opinion over land ownership that a language programme has been initiated by
Wamman people.

The other point is that there will be different types of language programmes
depending on the lhguistk situation of a particular group. Some will aim at teaching
children to speak a language, others will be used for identity pm mses. to provide a
link with whatever traditions the community identifies as important !,) pass on.

All languages are constantly undergoing changes. You just have to reaJ AV( 'lards
in the Australian to see his opinion of how Australian English is departing fro..1 the
'traditional mother tongue'. So when it come to language programmes I suggest we
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have to deal with the present state of languages rather than some 'pure' form of the
language that existed once.

Aboriginal Societies in Australia
Before looking at the various models of language work possible in Aboriginal

communities, it is necessary to understand something about the different Aboriginal
communities in AUSt111113. A language programme must conform co the needs of the
panicular group of people It is designed for. In some communities a bilingual
programme might be appropriate, in others there may no longer be any traditional
language spoken but a creole may be well established, in yet others some variety of
English is the medium of communication. The contact between the invading Europeans
and the indigenous population occurred at different times in different pans of the
continent, a fact that is reflected in the present linguistic situation,

Willmot (1981) discusses the National Aboriginal Educatiwal Committee (NAEC)

socio-geographic description of Aborigines in contemporary Australia as being of four

basic types:

(1) Traditional geographic and social isolation from the rest of Australia (eg
Arukun, Papunya, Murray Island, Yirrkala, Western Desert Communities of

WA).
(2) Old reseives considerable geographic and social isolation, but not as

traditionally oriented as (1) (eg Pt Pearce, take Tyers, Cherbourg, Maribank).

(3) Urban communities (eg Redfern, Inala).
(4) Urban dispersed.

Prior to Willmot's classification, John (1977) identified four degrees of language use
in Aboriginal Australia that parallel the four NAEC categories.

1) Speakers who have an indigenous language as their first language (e.g.
Yuendumu, Eastern Amhemland).

2) Speakers who have a creole as their first language (e.g. Ngukurr, Bamyili).

3) Speakers whose first language is a non-standard variety of English %Mich is

not a creole (e.g. many urban and rural town dwelling people).
4) Speakers whose English is indistinguishable from that of standard Austra;ian

English.

While these four categories do not capture all possibilities, they are us,..i i s a guide

to typical situations. We should be aware that the people in John's category (1) may
be monolingual in an Aboriginal language, or may he bi- or multi-lingual with their
other languages including a variety of English or creole. In category (2) there will
certainly be older people who are speakers of Aboriginal languages. Similarly, John's
four categories of speaker may all be present in one Aboriginal community so that there
is no direct correlation between Willmot's types of communities and John's types of

speakers.

It is important to bear both Willmot's and Jolin's four categories in mind as we discuss
language programmes. There are still Aboriginal communities (type 1) where b.glish
is not used except for dealing with government ,:,,encies (eg in the Western Desert
and Arnhem Land ) and even then its use may be restricted to the few members
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of the community of whom such interaction is required (council memhers,
spokespeople and so on). While We would expect these communities to have the
greatest probability of mainiafning their lakaages, it cannot be taken for granted that
this is the case. For example, Lee (1983) discusses the differences between old and
new Tiwi. The changes are so greit that a dictionary written twenty years ago is no
longer applicable to current usage. Bavin and Shopen (1985), and Bavin (1988) in a
study of children's licquisition of Warlpiri at Yuendumu, show that there are changes
occurring in the word order, morphology and lexicon of what is generally considered
to he a strong language. From these studies we can conclude that all remaining
indigenotes languages in Australia are undetgoing relatively rapid changes.

In Ngiyampaa in NSW, few of the younger people still speak the old language
(Donaldson 1985:137). When they talk it the old people don't correct them, even
though the way young people speak is vety different from the way old people speak.
Some would say that the young people are making mistakes, and that might he true,
but these mistakes can also be looked at as the new way of speaking Ngiyampaa. It
is no gcxxi saying that there is a pure form of the language that has to he stuck to
if there is no one around who is speaking that way.

When some story bools were written in Ngiyampaa, the old people decided they
would write things down in the old way. The young people didn't object, protrably
because they were respectful of the old people. These books are an important record
of what Ngiyampaa was like. They are like the classics in English, Like Shakespeare,
in a type of English that no-one speaks anymore, but that we all know as an old way
of speaking English. While useful, these classics may not have the same appeal to
younger speakers as would an approach which related more closely to their own
understanding of Ngiyainpa.a.

I had the experience of writing introductory lessons for Paakantji in Wilcannia in
Western New South Wales. The lessons follow a second language teaching appnrach,
and assume that people want to speak Paakantji. The course material has not heen used
to my knowledge, and there have heen no requests for further lessons to he written.
Either the materials Fail to address the needs initially expressed by the users, cif I
misinterpreted the wishes of potential users. In retrospect I think the latter is the case,
and that the high regard in which the ancestral language is hekl is part ofa more general
nostalgia, a point that I have discussed previously.

Models for Maintenance
Unfortunately there are a number of different terms currently being used for language

programmes. McConvell (1986a:9-10) uses three terms to discuss 'Mother tongue
programme types' which am specifically for use in schook: (1) Bilingual Education:
(2) language Maintenance in which the language is still spoken. but not so much
by younger people: and (3) Language Renewal, used where the language may be
spoken occasionally, but younger people do not know more than a few wiirds. These
are similar to the categories used by Catholic Education in WA.

Johnson (1987) describes four programme types hut does not elaborate on the
different strategies that would he employed in each of them: language continuation.



when the language Ls still in mse; language renewal, when older speakers still remember
the language; language revival, when there is little still spoken, but there are records
available, and; language resurrection, when all speakers have died and only written
or taped material survives.

The models I will consider below are a combination of the above.

i) language continuation programmes for languages that are still spoken
(including bilingual schooling).

ii) language renewal/reintroduction.
iii) language revival.

'-
iv) language resurrection.

Levels of Maintenance
Tied into each of these programmes is an implicit belief about the level of language

maintenance that can he achieved. In areas where the language is not used everyday
there is still a need for language maintenance, in the sense of maintaining what still
exists of the language. For example, language death studies (Dorian 1981) have shown
that languages usually do not just disappear, but that they undergo a series of structural
and functional changes ending up in shift to the dominant language .ian (1980)
shows that choices among alternative sentence structures with similar meanings are
collaRsed as use of the language declines, or that one structure is favoured by
semispeakers of the language. Dressler and Wodak-Leodolter (1982) show the stylistic
,rit.nking of the language that is involved in language shift. McConvell (1986b:8) also
notes that loss of style/register distinctions in the old language is a feature of language
shift. Bavin (1988) notes the reduction in morphological complexity in Warlpiri. Austin
(1986) discusses phonologkal, morphological, lexical and syntactic changes that have
occurred in languages of New South Wales; McConvell (1986a ) discusses the change
in function that languages go through; and Eades ( 1983) points out the 'Aboriginal'
nature of discourse that is. structurally. English. These and other studies show that at
every point in the shift from an Aboriginal language speaking community to an English
speaking community there is the possibility of intervention to ensure that something
is retained of the old language. This is what I understand to he the larger proiect of
language maintenance. While there is also a need for language programmes for cases
where the vernacular is a syncretic or post-contact language. I have not had experience
with these situations, and so will not deal with them here.

In cal* I I list the features that should be targeted by a language programme.
correlated with typical community situations. The table is presented as a guide to the
potential fi ir language work. I do not claim that a community will be as easy to catew wise
as is suggested by the labels in the left.hand column. Similarly it is likely that language
programmes will draw from a few of the models listed. The reason for defining types
is to emphasise that language programmes are passible in many more situations than
just those requiring bilingual schools. In addition, language sensitisation or awareness
courses ( McConvell 1986a, Richards 1982) can he run in all of the situations listed.
Such o mrses are common where there is limited time available in the schoc curriculum
for language work, or where the education depanment wants to be seen to he
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recognising Aboriginal languages in schools without committing resources to them (as
for example at la Grange).

Language awareness activities can make people aware of their usage, and can make
dear the extent to which the traditional language is or is not used During one such
course that I was involved in at Numbuhvar, in eastern Amhem land, the participants
(Aboriginal teaching assistants) were devastated to find lust how little the children could
undetstand of their ancestral language, Nunggubuyu. At the same time, the teaching
assistants (mostly women) used Kriol in most of their interaction with the children
(including their own offspring). The course focussed on language use and provided
the impetus for conscious change in language choice among the participants. (There
is, however, no evidence that this change actually eventuated; as is pointed out below,
intervention is just one of a number of variables in language change).

It should also be noted that there are results achieved by a language programme
beyond language learning, such as increAsed knowledge about heritage (2 point raised
by Dorian 1987 for programmes in Irish Gaelic), or involvement of adults in the running
of the school (as literacy workers or language teachers) ( Harris 1967:149).

Another aspect of language maintenance that is included in the models discussed
below Li language preservation, or 'salvage' work aimed at recording as much as possible
of languages (on audio- and video-tape) that have only a few speakers left. Such
recording is of enormous value to descendants of speakers, and can provide the input
for future language programmes.

Table 1, Aims and types of programmes.

TYPICAL SITI.7ATION OSTENSIBLE AIM TNTE OF PROGRAMME

Continued use of:

language in everyday use
'strong language

Older speakers. shift
beginning in younger
speakers

stylistic variation
(genres, 'avoidance' ritual )

,-- communicative
competence

i ) language continuation.
Programmes for languages
that are still spoken
(including bilingual
schooling)

Only 'Rememherers'
of the :anguage left

stories
limited functions. short

utterances etc
discourse style

ii ) language renewal.'
reintroduction
iii 1 Language revival

Only recorded sc mrces
available

words iv) language resurrectkin

I. Language continuzion, models for languages that are still spoken.
Under this heading come programmes designed to support the diversity of styles

and registers used in a language that is spoken everyday. In Australia such variation
would include special speech-styles (Dixon 1980:58, Haviland 1979:233). There is little
in the literature about models of language maintenance for languages that are still
spoken, except for the use of bilingual education programmes. Paradoxically, while
maintenance of languages as everyday media of communication appears to he the most
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commonly discussed form of language maintenance. its implementation is the least
understood. Strategies aimed at whole communities of speakers are rarefy discussed.
especially in comparison with the extensive literature on language programmes in

schools. This could be because speakers of languagesdo not recognise their children's
need for language instruction until the children are noticeably speaking a different
language to that spoken by their parents.

The uses of a bilingual programme in maintaining a language are not easy to assess.
A major difficulty is that the use of a language relies on more than participation in
school activities. The influence of a bilingual progtamme could be to encourage use
of the target language outside of school hours, but only, according to Folds (1987),
if the community participates and has influence over the direction taken by the course.
They may feel that the school is simply not the place for the language to be taught.
"Most anangu (loc21Aboriginal people) do not want the Pitiantiatjara language taught
in the present schools at all and point c it that their permission was not sought when
the bilingual programme was ii:troduced" (Folds 1987:92).

Bilingual eduotion has the potential, then, to assist in maintaining languages. with
the proviso that it is controlled by the people it is meant to setve. The school has to
employ local Aboriginal teachers who speak the language (as in McConvell's 'two-way'
schools, the Seuth Australian 'Nganampa' schools, or the WesternAustralian community

schools).
2. Language Renewal/Reintroduction.

Language reintroduction is appropriate when there is still abund2nt knowledge of
the language in the community in which the programme is to run. Since there ar.: still
speakers of the language, they will be involved in teaching and planning language work.
The main aim of such a programme is to encourage younger people to use the language,
and to enhance the status of the language (the Maori language nests are an example ).

Schcxils can be a base for language renewal. Benton (1986) describes the use of
second-language teaching in schools as the major source of language reintroduction
for Irish Gaelic and Maori. Most New Zealand schools now offer tuition in Maori
language. Irish primary schools have to devote one fifth of each day's teaching to Irish,
and on 1978 estimates 10% of the English-speaking population of Ireland had been
made 'truly bilingual' through the schools (Benton 1986:63). A language insertion
course, where the Aboriginal language is used for part of the time in the classroom,
could he part of a school's language renewal programme.

3. Language Revival
language revival programmes typically rely on recorded sources, and on the

knowledge of remaining speakers who have been unable to pass their knowledge on
to the present generation. Both sources will provide only partial information about the
language; in the absence of a speech community it can he assumed that there will
be some attrition in the discourse styles and syntactic structures of remaining
`semispeakers'. Even if hist( trical written records of Aboriginal languages are reliable,
which in my experience is rarely the case. there is not always going to be the type
of information recorded that is required in revival programmes (see Barlow & Triffett
1987:92 ). Thus the forms that will be used in this type of programme will have to be.
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reconstructed or drawn from similar languages_ The question then will be, what
language is actlially being revived?

If a revival programme is requested. we can assume that there is an interest in the
community in learning the language, and that there is a group of people who will
undertake the course and will engage in finding out about the language. 'Revival'
programmes deal with a language that is still used or still remembered. Typical among
the revival programmes discussed in the literature are Gaelic in Ireland (Benton 1986),
Holthema in Alberta, Canada (Kent-Gooderham 1975), Same in Scandinavia ( Paulston
1976) and, in Australia, Awahakal (Health 1982), Ngarrindjeri (Kirke 1987), and
Wangkamara ( ALA Newsletter April/May 1985 ). The methods used in these courses vary,
depending on resources available, hut usually language revival relies on recorded
sources and on a linguist who can interpret the recorded information.

An example of this type of revival is Cornish, whost last monolingual speaker died
in the late eighteenth centuy (although it may have been spoken for up to a centuy
after that ( Shield 1984 ) ). A movement to resurrect the language began in the
seventeenth century, but the revival of the 1950's resulted in approximately 1000 people
attending classes, of whom onl: 50 were subsequently capable of holding a

nwersat ion in Cornish. Similarly. Mithum and Chafe ( 1979 ) describe a Mohawk re ,u1
course planned and developed with Mohawk teachers over several years. The language
is taught from kindergarten through to sixth grade and only Mohawk is spoken in the
classes. It is a pn )grammed approach roughly following the ()I-der of a child's acquisition
of Mohawk, aiming at communicative compentence in the language. The authors
consider a key factor in the success of the programme to he community attitudes and
assistance in devising the course. At the same time there were ohjections to the
pn)gramme from Mohawk po)ple who had been punished for using the language in
their y( iuth and wh( now c( )nsidered the language to he 'backward' ( M it h un and Chafe
199:29 ). This type of programme benefits from having a large populatim of p()tential
users. and this is one reason that such 3 c AINC is rarely practical in the Australian context.
In the cases where it is IN )ssible, the materials devised fc )1. Ngarrindif..ri in tic iuth Australia
or Wangkamata are a good example.

4. Language Resurrection
Typica!ly a !anguage resurrection pn )grarnme is instituted when there are no more

speakers of the language. It differs fro nil language revival in tha it relies entirely on
rec( )rded st iurces. Examples of this type fprc tgramnie are rare, but die use f Baniallng
in Victorian sch(xils i 3 form of resurrectic HI. The aim of Stich co )lirtil's cannot be
expected to he more than an awareness of what some pan of the language were like.

WNCII !SION
In this paper I have given a number of e..:amples of language pn igrammes and of

types of pnigrammes. There are a number of reatiOnS h w running pnigrammes. and
often the aim is no it fluency in a language, hut rather is kilo )wledge of ( me's heritage

traditi( )n language programmes can bviously help to 'keep languages sir( nig', this
may he one aim ( )1 bilingual sch(H)ling 1 r example. HI )weyer, a language programme
is ( ()ne small input. If people are no it using the language themselves then usually
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the pr(igranune is realfy akling in awarenem t ii traditit ins rather than aiming at teaching
children to speak the ancestral language.

V.Phen people ask for a language programme it may well be with the aitn of passing
on traditions to their children, or of ident ifing themselves with some set (i:traditions
as they are defined today. It is possible to create fancy programmes ith lesst in plans
and elaborate teaching materials, but if these do mit address the reast ins for the
establishment of the programme in the first place. they run the risk of sitting On the
shelf, as did the materials 1 produced in Wilcarinia.

As linguists we have to he clear about what is wanted in the language programme.
just because a pnigramme does not aim at fluency in a language does not mean there
is no r(ile f(ir a linguist. The challenge is to assess the reasons for initiating language
Wirk and tt design pnigrammes and materials so that they address the current needs
of AIN irigi nal people.
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Chapter 12

EMPOWERMENT PTFIROUGH
LEARNING FROM A BLACK
AUSTRALIAN PEIISPECSIVE hr Cheri }iirri-Kama
Edited hy Pat Dudgeon BA ( Psychology ) and Jennifer Sabbioni ( Dip. Teach. WACAF 1.

WHAT IS LEARNING
For the purpose of this paper. it is necessaty to consider learning, in a culturally

defined, and historically traditional perspective, This paper will not rely On written texts
in academically accepted circles, because most of those texts are written from a white
Anglo-Australian perspective. The purpose of this paper however, is to discuss
'empowerment through learning' from a black perspective. Literature at present relating
to this issue is very scarce. Many literary endeavours have been cited, and it is the essence
of the thoughts and ideas of black Americans, Africans and other black academics that
I will draw on in an endeavour to address the learning concept that we as black
Australians need to consider today. Using black thoughts. and ideas, will enable us to
address the learning concept as perceived by this Hack Australian. It is this perspective
that I will use to discuss the processes of learning which are bought to hear when
we engage in the act of acquiring the black mindset. It is this mindset which we use
to interpret understanding and knowledge about the tcx As for instruction tkit our

icietv has need of mday, It is this mindset that is needed, to he underst( xid, so that
we as a po )ple can continue to function and advance in Australian society.

Generally speaking our people and all po 0ple require a social environment to create
and sustain the culture of their so >dal gmupings. Our parents, an_ d we ourselves could
be pn Aected. nun ured, and s( >dal ized within the gro nip while learning about our human
ways. These ways. we learned. were to xds of necessity. the to xils of survival. and the
to x ds which provided our emo ai( nal, aesthetic, and spiritual stimuli. These tools
enabled our fo)refathers to develop a so Kiety in which ( ur peoples arts, religious
practices, and philosophical concepts give to ) us. their descendants today, a basic and
historical continuity. ()ur way oldoing things. and learning things, comes from a cult ire
th( msands of years (

In our culture the so )(jai units which encompassed our immediate environment on
the day to, day c ntact, and the face to fa("c enoninters, empt wered us to deveh op int()
dependent !icings. who were dependent in thinking and collective in identity. Our
social cohesion depended ( m the 'us' kelings, the 'we' feelings, the 'u0gether feelings.
Such conununal and collective karning clearly emp(0wered each member's defined
role expectations. within a system of reciprokal relationships. It also enabled the
individual to ) identitY, and just BY his essential beings. By contributi:-g to the cowl( m
and shared experiences, the individual increased the interdependence of the learning
experience, and die acquiring of knowledge ti or the whole group's learning. By
acquiring kilo aledge abo nit the gn nip, its to( ols (0f so Kializati( on. its methods

)n. and its understanding 0 )11 he defined n )les, every individual was emp( ftered,

YAV1" KAMA. \MAE Aboriginal Pnclave. P.O. Box 66. \It lawley WA, ()OS()
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because the learning aspect of the group evolved from the daily life of the people
themselves. Learning in our culture, was by observation, and imitation of behavioural
patterns exercised by elders. parents. and peers. Our tribal elders served as our teachers.
hut without p(infoho. By perf(wming their tasks. they fulfilled their role, as did every
other member. and these were the models used for our fUtUre generations to f()Ilow.
learning resulted fr(xn the natural fiicus of the collective attentkm, rather than from
teaching by adults. or the learning taking place in an artifical environment. In our
culture. our teachers were all people with whom we interacted from birth to death.
Our sell( xii was the natural and social environment in which we existed. The
emp( iwernlent Cattle th)rn our learning about otir St dety and our culture. the rules
the nt irms. and behavioural expectations that Were practiced and undeNtood by all.
It deveh Ved within the k hiki dour community the belief that the individual belonged
to the gn nip. the 'us. gn nip, the 'together" group. and this devehiped further into
the communal nnndset. This mindset empmered e;ich person to participate in our
s(xial Svstern. within the s()cial institutions that gave s( dal cohesion and s()cial control.

This kleol( gy of 'we ness'. ness'. 'togetherness', created our individual 'Ind
(2( immunal kktuitv and empt nvered ( air individual ;Ind c( immunal purrx.ise. Borrowing
from the wlirds of 3 black Amerkan bn)ther Nathan Hare I WI I. "hi) so eloquently
expresses this concept of community. or togetherness. and replacing the w(ird
'American' with 'Australian' we L.( nikl and should remind ourselves that,

We are black :Australians we are the ex( 'tic quintessence ( ta universal and ancient
hlackness, an unbreakthle link between (air past. nil' vicliMii.lti(m. and the
inevitable resurgence of an ancient and gl( wit nis histt mry. and eternal pasmess.
have I( ist f( wee ( nw land. pails of nir language, -and u ) ime degree our traditional
life ways. We will ( day s( it in seize w hat we have h

Rut we Lan 110 el hilly ce( implish this until we ha e learnt to reAore the integrit
( nir pet Vit: to learn In )111 3 black perspective. and teach that learning our way. VVe

need t() redefine ( itirsek es. :11Id ( in l we can do that e need to set in motion the
mechanisms whereby our communities C311 begin to rec( ignite the need to assen (itir
(iwn Lkdinnions, (Air history and reclaim (nir ( AVn perceptions of ( culuire
sublet-Me th( nigh those percept 1( ins may appear to be. We need to put in in i( iur

own sense ( t e, immunity and I( igeiherness. We need 1( assen (nir cultural blackness,
and ident i ( air blackness, because that is MI( And what we are, black people. with
a black culture and 3 Hack history.

Ahorigine is not a black image of us. It is the image t. i'c,itetl I (RI: white bo diets
nd sisters It is their image it us. it l their nwentn in of us that they use u) descrik.
us. We are, and ahas \kill he 1 mlat, k people. That is nit iinage And what kc
are. and that is the image of our forebears. That inuge emp( nvered them to survive
and create their hist( wv and existence for ( ker th( uisands of years. When the w 1.4e man
came and fi wild us and perceived us ti be a 'lazy. miserable. irsaken. misbeg( glen

he new name AIN e did in it hay(' Any
say in its dchillit( ni ()I Its inn( duction. 'Aborigine , was the wi trd that emp( INN (Ted them
to define us, and classify (nir existence in their terms. \,1 hen we learn to define (1t1 r
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own image. as black Australians, we will have an image. a reality image of .Kirselves
that we have defined. That image can then he taught to us and ur pet plc and to it hers.

To be empowered we must learn to re assert and identify ourselves as black jx.t
with a black history. and a black culture. We must learn to reject the image of 200 years
of white definit ins, and white concepts, bastAl On a Cc mqueror conquered ph i los( )phy.
This image has stripped us, and taught us to be self devaluating. inferior. and shameful
of who and what we are. lt has created kir ILS, concepts of ourselves that are built up in
a fragmented culture, and a victimized image. that shamefully robs us of the power
to express freely our own legitimate conceptions of ourselves, our own legitimate
conceptions ( t mar oinInItinal eSteenl. community identity, and communal
actualiz.at it )n.

Black Australians today Must iwer thenThelves fronl the of their existence.
The very essence of that existence comes from the o inimunal mindset that spiritually
unites us. and empt Avers us as individuals, It is the same essence that legitimizes our
individual respt mse to the oimmunal expressions within that existence.

What are s(irne of the katures ( )1' that empwerment. what are the features of that
empowered communal expressit wi? Let Me put it to v( qt. that our extended tamil
netw( )rks IS One expressk nl. Let me put it to you that ( iur et mini( in spiritual reo)gnit k Hi
is another. Even- tMie we pass a NI )dler or Sister in sc ial interactiun and there is
connectit in of eyes, there is also a o inflection of spirit and stimething deep inside
acknowledges that we are both children of the same earth. This is empt Averment in
action. and we need to reintegrate (Kir self concept indivklually and communally with
that ('xpression. We need tt.) flu Hieate iur learning toward achieving ollr env( Averment
in this way at every level of society. It is only as we learn to liberate ourselves th in)
the Angl().tiaxon images and concepts of individualism and selfness, that we can train
our minds to lo( )k into the beauty ( if the black owned o ,mmunal mindset and beet Kne
re awakened n ) the concepts tit ( fir cultural 'we. teelings, itir 'us. feelings, )gether
kchng. t nir crilpt )wered YI)mmunai selves.

Emil( Averment then will be our freedom to express. and be black Australians
human beings with all the aspects of (fir OW11 devek ipmcntal, educatif
ptiiitrical. and cultural experiences SUppt ming that emp)Werment. When we as black
pet plc can fully embrace ( nir iwn sense of identity and NCI lackvptancc, with( nit shank%
a shank' enlanating Irc mn fir percepti( His Of wh( ) and what we are fri urn Anglo Australian
concepts. we will begin the ph icess uf empowerment. When we as black people can
fully express RIF lAN'n Sense ( it identity and self acceptance in m nut nyil perceptions
of who and what we arc based up iii t nir mu criteria, the pn X.'eSs ( it l'unp( )W(11111:111
Will IRV Us I( change the hisn wiCal o incepts lhat have taught. shaped. and conth died
black IA es fOr the last 200 years_ Vie w ill be emp )wered to learn, free In in) the
controlling and ( )ppressie depent.lo Icy that has historically ph wed (Kir exist eik'e. We
will be cop m (led ti edut. ate iursek es and white Australia from (air perspectn es.
We will be empowered to pameipate in the decisk Hi making ph icesses that will

1 Int Itiluc U influerk.e the It\ es )10 LT\ Hack AllstrAhan ahi e it Kin and bt ink wr(



DISEMIkMERMENT
We are products of our history. the ancient history and the interculturated history

of the last 200 years. As we have lived and wown and acted. each of us has influenced

our collective and ciintempormy history. The dynamic ethnocentric history of the Angk )

Australian. has interacted with our own ancient and fragmented one. and created the

history that we as black Australians now identify with. We were disempowered by the
cokinists. made by government decree aliens in :.iur own country. We were not given

opportunity to he trained in the ways, or institutions of the new rising culture. Our
krfi twledge if t he new culture was based upon victim versus victor. The invading ailture
has within its history the processes and mechanisms of a collective euoperativeness.

a communal identit.. Our power and strength source was spiritual not material.
communal not individual. altruistic nix egocentric, and to the victor, determined to
subdue all that we were, all our histiwv. all our conceptit ins. became our shame and

victorious white nun's burden and power source.

We had limited power to alter our circumstances. and no power to influence our
experiences, or the direction that we desired. For example. the experiencL.i of an infant

are largely determined by the adults with pt Aver. The adults are also in a better position

ti ) determine the nature of their own experiences. The knowledge of western civilization
transpiwted to our land 2W vars ago. conceptuahzed in the minds of settlers tarred
In- the industrial revolution and entrapped in the minds of white slaves. or convicts.
was a knowledge that was technologically at war with the knowledge of our culture,
our ancestt rs. and our civilization.

fit ward (982 claims. that we lack IN gh the kleolt igical and eeonomic basis ()fp iwer
in contemporary Australian society: tin" the most part, he says. that we control neither
things nor ideas. We are disempimered Iw the very system of social control expinted
to this land. and set llp supposedly to free us. si Kial institutions, that weld st kiat ci MIN )1

in Australia ti day. will not. :mil do ni it have a mechanism that can disentangle the victim
from the stkial weh w wen 1w si kietal forces It day. It is part of the st cial conirol
excivised by the ptwerful over the powerless.

It perpetrates the inequalities that exist. and have existed fi ir the past 200 years. Our
instituted system, the Education system. is the indoctrination agent that has been set
up by an executive committee of the di nninant and empowered exclusive white
academic ionlinunity. It continues to uphold the invested interests of Anglti Australia.
These interests cause those within the education system to watch over, inspect. spv.
direct, legislate over and tOr. r...gulate. di K. ket, indoctrinate, preach at. ci )ntrol. censure.
and study us from their i.iwn ethnikentric perspective. While we as a pei vie willinue
to allow white Australia to study us in their mien isci res fi Jr the sake of di kit 'rates.

degrees. prestige. and status. we will alw as s remain disempowered. In any experiment
or study, the object in question cannot get up and question those who have initiated
the studies. Can a piece of pottery (*testi( wt the potter as to its shape or klesign, w here
it came fri tm. and just what it would be suited for in its final ft wm.

EMPOWERMENT THROUGH LEARNING OUR \XAY
The last 20 years has seen pivernments and educators implementing cost l reti

and expensive programmes that aim at reversing the dynamic struggle bow um a
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minority and a dominant society. The cause of this struggle can defined in terms
of the attempts hy black Australia to empower their people. and pin a sense of control
and instigate their own forms of education and learning. It can be defined in tenns
of black Australia attempting to define their own culture and history and rewriting the
Anglicised version. It can he defined in terms of black Australia, desiring to implement
their own strategies and policies about learning. so that finally it can be seen by all
concerned, to be a black Australian interpretation of a world view, and that view has
been unequivocally legitimized by all Australians.

As long ;Ls we as a people are content with a policy of education that profiles our
identity, through a paternalistic handout syndrome, which endeavours to) place
Aboriginal teachers and teachers aides within the white educational system,
empowerment through learning will ntx eventuate. Why!? Because our teachers are
still perpetrating the white middle class ideology, and protestant work ethic. and white
Australia's world view. Our children are still being taught in a system which aims to
continue our disempowerment. Our people will continue to he the hacks upon which
white academics, and even our own academics, will ride into the sunset of academic
recognition and national and international status, and we the Black concerned will still
be endeavouring to .sublish an agenda relevant to our learning our way. We will still
he endeavouring to empower ourselves so that we can impact on the destinies of our
future generations who today are amongst the highest to drop out of education and
also drop out of society altogether. we will still he giving legitimacy to conferences.
seminars, educational forums, such as this, and feel that we have achieved something.
Yet we will not have resolved the basic rights of every one of us, the right toan educatio fl
that confirms, and affirms our blackness, our learning. our communal mindset. and
our perceptio.'s of who and what we are. V'e will still bc far lemo ed from our historical
and cultural learning.

It was this learning that milt wered o ur anc oarents to he the beautiful. creative.
majestic. intelligent and vibrant black nation we in this day and age. have only come
to know and hear about through IN is(' who stall] It )(lay as our conquerors.

IS IT LEARNING MY WAY OR LEARNING OLTR WAY WHICH WILL EMIk)WER US
What abi nt 'Learning my way'? Is this t iur way if learning? Or is the 'rny representative

of the system as it stands today? If we take to truly represent IN 'IC way, it will
he one of the to N Ils that will empo wer us to be on equal base with our Australian
educato .4-s. 'Our way will not be considered inferior. It will empower us to) intro kluie
our Australian educanws to the system of communal learning that has. is, and always
will he the system of empo wering our peo ple. Learning must come from our
perceptions of diis ct ince' X . Otherwise, we are still reaching out to a dream, and will
be forever held in a system that pnigressively increases our dependency on a system
that teaches us to be thankful for the tokenistic. pn xectionistic, handout IN isitions
metered out ti Lis hy a henevolent education system that maintains the status quo).
We will be still outside of circles oil direction and ci introit, and never he empo wered
to) achiece constructive change. or al Lied change for nil children. (nir people and
oursek es,
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'11w time has come for black intellectuals, black organizations, black communities,
and black people who represent those communities, to consider the philosophical.
psychokigical. stick ihigical and educational implications of a system that gk wifies the
indnidualism of 'Learning My Way', Do we as a people think in terms of the I, My.
Me? or do we think in the terms of We, Our, and Us. If we answer from the heart of

our cultural klentity. and history, I believe that yt RI will have to agree with me. and
accept that 1-Impowennent through learning has always been a communal project,
flowing ft% int a oimmunal framework, created by a comtminal mindset, conceptualized

by a MUMMA (hi night process.

Any 14:-.".ning MOM be planned through the pnicess of negotiation. We must be pan

of that process, and the decision making process that plans the strategies. the

programmes, and the implementing and evaluating of the mechanisms that are set in
place to administer them. Any learning that will he of significance and value must come
from us. We must be the central cog of the enterprise. If we are to he empowered
through learning then we must he ck rill' to the central position of the negotiations.
We must he the agents of the change. and this will only occur when educators of white
Australia realize that the pnitective guidances of the past need to be reassessed, and

a new ti inn of learning. that is based i in an ackmmledgemem of the black LI immunity's
\Aloe I if itself is addressed. The learning mechani -nd educational institutions, need
to acknt iwledge the black 'experts' wilt) have beid sanctioned by white Australia and
black Australia km). Black and white educatois W irking tt.)gelher. erflptm.ering each
other will and can negotiate this learning and set the pnk'eSsess iii 1110th Hi. Wt.' need
to become the agents fiir our empowerment. This will only (iccur when we expose
the subtle aild L111SCell Ciumminicatiuns of paternalisin, ti kenism. racism, and

Alt itist.'d gambits 1 ifetIlI11.)ectitric Australia. that 0)111111(1e It) baltrit US at an levels id"

illteratiii;li. II we believe that these "isms di) nut exist anym ire, we are only
ioling (nu-selves. and enslaved in a white un)pian mirage. Illev are still vi ken into

the fabric (it s(iciety. and \cc i inlv 11)(4 inirselves if we deny it. They raise their heads
whenever we are called to take pan in a discussion. whenever we arc asked k sit on

tt plummee whenever we are calkd impact int( 1 pi +hey for change. Invarialth. the
decisions, the real decisii ins. whi( h ill affect that change will be addressed bv our
white Australian educatt ws, with no n- little input fri itil nir pci plc. The decisii ins will
invariably he addressed hy the sell made experts. the self made individtuls who helioe
they are the experts. because INA have studied us k t. hundreds of vears. and almost
reduced us to ".1 L'umpi went of intellectual debate. Bet-MI.1e id tbelli We sill Rild he
grateful. appreclatNe. and thankful. that is all. Thev have contributed to nir Internal
ktkiwledge ot the 'we. and '(Plir' o mt.epts of ( utir learning As a pc( plc we must
ackn(mledge them AS the elders ot white Australia. their people's experts lor
interpreting (ni ways for them ti ) understand us tr( )111 !bet!" OW11 WIlik clI111(k. ellIrk

PerspeetiVe.

RId fur taking lair po)ple with us into tlk' 2 I st centurv, it must he our experts who
chip( iwered to direct our learning. It must he our people who design poli o. tor

our change. And it MUNI he that the experts \du) hold the p(mer and ci i1110 )1. must

reOignize that we as a people have experts (vial in evcrV \'at III their own
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If one thing worth value can come from a conference such as this, let it he this.
Let it he acknowledged that 'Learning My Way', the indivklualistic. form of learning
will not bring about any significant change hecause it does not recognize black
Australian thinking, black Australian frames of reference, and black Australian expertise.

Teaming Our Way', emilmers us, and gives us the opportunity to take control, and
gives our people the chance to work within what has been already accomplished. It
also recognizes that intrinsic communal mind. It empowers us to rewrite our history,
write policy, and plan strategies for our future generatk tits. It empowers us to plan
for an education system that will truly he ours. planned and executed by us with the
white Australian community standing by applauding us on as we together hear the words
that designate us as a people free and empowered at last. We will proudly say. "We
black Australians have done this, we have achieved this, because You gave us the
freechnn to empt wer .urselves. and because of that we have once again reunited our
past with our present. and now we will walk with you into a future that is truly Australian
in every way.-
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Cbapter 13

ABORIGINAL ADULT
EDUCATION By Margaret l'aladian

Adult education for Alxifigines may be defined as tl-at which relates to the needs of
thaw members of the comm.inity who range in age from 15 to 50 and beyond.

Within this age range there is considerable variation of need and even greater
variation Of education provision.

The nature of the education currently provided varies Iwo aling to age, social. cultural
and economic status and geographic kwation.

It may he argued today. that adult education prwision for our community tends u.
advantage the haves and to disadvantage the have.not:;.

Education institutions and government agencies tend to favour those who have
attained some levels of schtx.ling and to forget those who are less fortunate.

Consequently adult education may he deemed to have failed to meet the needs of
our community v. he informed.

It may he argued that adult educatit ni is one of the least planned. least pn Aided
and least professitmalized if educatkm services in our community u.day.

Adult education provision fin- Al-n.rigines still tends to tik-us on vocational training
and hobby recreati(m c UTses.

There has been some improvement funn 10 years ago. when the Aboriginal
consultative group u. the sell( x .1s commissit nt carried out a nat it mat study t f aboriginal
access to technical and further education.

This study slit ,wed that the matt witv ITAFE services ti ir Ah wigines was for recreatit .11
nirses.

At least U day, there is increasing ps wision fin- vt >cat ional training pn,grams.

However. there is still a lack of understaAding of the education needs ot our 'adult
nlmninity' I emphasize the wA.rd educatfint as distinct from technical training,
refer to education that will broaden our hod/A.11S. and increase our understanding

.fall aspects (if life,

PROVISION OF YOUTH
Training for Aboriginal yi nith in the I i 18 Age gn nip is generally ps Aided thn nigh

TAFF institutn )11s and tnitreach services.

This level it training is prinlarily fix'uh.cd (in voAational training in the constructit Hi
tr kles. servit e industries or clerical skills.

It is ul imit,e recognized that an increasing mmther uf Ak wiginal v nith are
intintiing thcir ttIiliis iii ti )111plCk' high Sehi If .

NIAR( ;ARE!' \ 'ALAI )IAN. Ali. n-iginal Cultural and Training Institute, Balmain. N.S.W.
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However 3 large number of Aboriginal youth r...Nnain out:ade elgTeI 3 education
service provisions a situation which should concern all of us who work in the
community.

AIX TIT TRAINING
For the 1840 year olds. there is better range of terCary educatical provision.

Within the urban areas, aduIts in this age group have access to a variety Of programs
and courses from bridging courses for mature age students, certificate programs,
undergraduate and graduate degrees as well as technical and college training in the
helping prk)l'essions and high flying areas such as medicine and law.

Adults in the rural and remote areas are not so well served. Their options and
(1:portunities are severely limited.

k )1. every p)silive devekipment. there is a counter ruling newt ive development.

11w underside of tertiary training is the movement toward greater individualizanon
and a veakening of our community orientatkm and loyalties.

How many AIN irigines with tertiary training are wl irking with our community. in
particular the rural and rem( )te areas.

Most. if not all, have rrh wed to secure well paid positionS in the federal state
bureaucracies. These pc isit ions make little demand on their time, energy or community
loyalties.

I am not suggesting that they sh( nild not work in the bureaucrak y On the o)ntrary
I w( )uld he the first to accept that %ye kl( ) need iiif )rmed. o )mmunitv ()dented members
of (nir siCietV lo work within the system_

H( twever, it is reasonable t() expect that members ( it ( iir ck immunity wh() have been
-educated- on AN inginal dollars w(nikl be willing to dedicate a few Years of their
proles:.ional life, using their km)wledge and skills i() enhance the devek )pment ( it i nir

lw working in our c( immunity_
As vet. this Ilas not hap)ened.
Because of this. ck.vehipment which ck nikl he Airy\ ed In one lifoime. has now

been deferred fin- many generations perhaps never t() be achieved al all.

THE ELDERLY
It is a sad reflect', in on ( nil t. urrent situation that adult edut.ath in is denied tii air

elder generati( in

It wi itili,l appear that t he p licv makers. AIN iriginal cdut,-at And illt.leed
( fir van( AI% educat h in o nnmittee!,li,(% e taken t p iew that t he ekler generati(

the ()ver io's are not deserving of eciucation pr( HI. I h w many programs are
specifically pn Aided ( ir the ()Ver Cos in ( nir communi:

'Hits is of ck itirse ;I direct o intradicti( in of education practice in our traditi, inal s xietv
where the elders tu it only continued their ( iwn education. but controlled and

contributed to the educati( in li irmatii in. gn mill and klevelopMent if younger
general it ins.

II is an indictment (in (1u1' al)(inginal educati: in advisiirv ii illimittecs dial I hcv hace
shown so little regard for the eilliCalP n1 Heeds &die ekier members ut (immunity_
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This of course reveals dearly and dramatically, the degree to which we have
surrendered the fundamental values of our traditional heritage.

This lack of recognition and regard for our elders will be reciprocated for if we
fail to share our knowledge and skills with (hem, they of course will fail to share their
knowledge and skills with us.

SOCIAL AND CULTURAL STATUS
Another barrier to adult education for Aborigines is reLied to their social and cultural

status.

Those who have attained little social standing are not as well served as those who
have achieved higher levels of social standing and mobility.

Those who have remained more traditionally oriented receive less consideration than
those who have become more assimilated.

This gap continues to widen as each new government p( and program is imp( )sed
on the community.

ECONOMIC STATUS
Access to education is .ils(1 determined hy economic status.

Those members of our community wh() have least opportunity for employment arc
also ti,r ()nes who have least opportunity for or access to adult education.

Their educatkm deprivation is also a result of their geographic isolati n and perceived
lack of social standing.

But the future sun :val of ()ur community depends on these ti)lk as much as the others.
For if one ,ection ( )1 our community is deprived in any area. then the whole community
is deprived.

GEOGRAPHIC LOCATM
The pn)vision of pist sec( indary training for Al-x wigines is determined to a very large

extent by their get igraphic I( h.atk n,

Those in close proximity to the more densely p(pulated areas have greater
Opportunity if lit 4 greater access to adult educati( in services: than those in rural and
ren.cre areas. Within the urban areas of ct )urse. those who are out of contact with the
organization alst ) out of reach of education services particularly adult education. This
disparity is exacerbated hy the kict that rural and remote o )mm unities are also distanced
from mainstream media which can he a source of adult learning.

NX'hilst some elf( ins are being made to remedy this, the services pnivided. have lit )1
been able U i pr( wide the C(miprelien.:ive educatic in they need to put them in touch
with the wt dd .

one of the difficulties we face in this area. is that adult education is not very well
defined underst( x d.

Wc all have a clear understanding of primary sch(

Wt: have l ( le,ir understanding of secondary sch(ioling.

We all ha( e dear understanding of technical th,ining.
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We all lme a clear understanding of pt.' afessit anal training.

We do nt at have a clear understanding of adult educatn Ai.

Adult edlicatk in can take many harms:

I. It can be taught or it can he learned.

2. at can be passive or it can be active.

3. It can be ft arnul w it can ht, t an formal.

4. It ean be certified or it Can he non L'ertified.

S. It Can be strumwed or non structured.

6. h can be pankipatorv or ntni panicipatory.
It can be cush am designed or pre packaged.

H. it can be mind broadening tar mind boggling.

9. It can facilitate devek ailment or facilitate disintegration.

10. It can create an informed community tw it can co mull) the community in ignorance.

One pl.( ablenl we face is that adult educatit H1 is not clearly defined. More inlpt artantly.

there are nt clearly defined gtaals fin- adult educatit

h 200 vear.edueatk )1.1 ft w A1i arigines has been hacused an the children and ft kused

on vt aung adults.

s such it has failed to give US the edtieational tbundations we need nut ()ilk fa ii

tam st1111\ al littt also tin' (air gri nst h as people.

As we Move towar(1s the etkl (Ilk bicentennial year Mid !legit) It ) think AN )01 the

future. it may be worthwhile to take a critical 1( n l; at the education system which is
currently ( perating. to see if it can be made ;mare respt rnsive t air needs.

'Traditit inally. educatit an had two malt ar k acal points the vt null and the elders.

`ft nal) in traditional society prt Aided a haeus for the ct 'ming together of the clan

members t( a design and deli\ er the formal educatit on system that prepared the indi\ klual

h if life in the c( immunity.
This edtkation system was cleark kk.signed k cfe ilt 1) infOmied. c.iyaable and

ct antribuung members of ( aur t acieR

The elders In our tradit u anal st >deft were resi osible. indeed they were I obligated

iv( wide the educatit an required hy the Youth.

1'et. if we h ii ik acrt ass the ht aard at (Air ci Immunity ti ada . it is our vouth our sch, at 11

ICA\ ers and our elders who are ft orgotten and excluik.d trt m the educant on ser\ k

The educational la' ond that deelt yed between nal) and ,,:lders in the past is sadlk

missing in ( WierV t (lay.

In many itt Air communties we hear the sad conullent thu nit yt ging peopk..ire

lit It anger respectful (4. respecting t it (Int elders.

But the future of o aur *aciety requires :I ht unding between .111 generatit

adults and elders.

Perhaps it is time for us tu bee( ante more :tit i eh MI 11 In the structuring and

Kus t our cdtiellit
It is time hal' Us iii think about the type ( if education reqUire not Rist di V

the iiiiii \ khtial Nit ;11SO t() rebuild a strt viable and c( diesike 0)11111111nm.
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What does it profit us if we educate the individual but suffer the loss( if our community
klentity and our community soul?

(We can have educated individuals hut this need Ili he at the ex poise of air
community ciihesiveness.

It is not generally recognized that adult education is the one area of educatii 11- it

need not he dependent on government.

We have it within ourselves to design. develop and deliver education programs that
will enable our people to become informed human beings.

We have it within our Own resources to organize discussion and activity groups to
improve and expand our awareness and understanding of issues that relate not only
to our own comnuinity hut to issues of concern to the mainstream community and
the way in which these issues will relate to us. Flow many of us made the time and
the effort to organize real discussions on the new commission or the immigration
debate? The answer lies in adult education.

We need adult education that enables our eklers t i share the knowledge and wisdom
of their Years.

We need adult education that enables our elders to contribute not just cosmetically
hut subsuntively It) the educatii in of our children and yinith.

We need adult education which gives to our adults the full awareness of their role
is parents and prmiders and the skills they need to properly fulfil this role in thes
difficult times.

We need adult education pi% igrams that gives a clear message to our young people
that they Lan achieve most educadi pi% grams which sav very clearly to our children
and ()Ur y(nith that they are impiwunt to our survival, they are needed and that we
want and sum( irt them to cam our national identit.. culture and heritage into the next
2(X) years,
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Chapter 14

AN ASPECT OF NYOONGAH* WORLD
WEW OF KNOWLEDGE by lrrluma (A Isaac Brown )

The term Nyoungab is used in a generic sense to refer to all descendants of the original

owners of this land and to dismiss the perpetuation of the colonial register which
stereotyped Nyoongah. Terms such as Ngungah. Koorl, or Murri or names of countries
still in language are interchangeable. Nynongab is chosen because this paper is given
in Ny(x)ngah country. It is used in vernacular form without the articles tbe or a and

not pluralized as in English forms with the addition of s or es

The first recorded evidence of an 'educated Nyoongah was of Bessy Cameron nee
Flower born in the 1850's at King George Sound in south west of Western Australia,
who was described in September 1867 as a

". . well educated Aboriginal lady" who was ". . . clear proof that Aboriginals can
he educated and made useful . . that blacks can he instructed above the level of
general rudiments of education can be seen by the young black girl, who came . . .

from Western Australia to assist as a teacher in my school." (Attwtx)d B. 1986 p 22)

Be!,Sy's chn inicler %%Tiles

". . she Came to question the ways in which the society in which she lived was
strucuired. and to realise these were oppressive." ( Atm x xi B. 1986 p 46)

N.Xhat I intend to address in this paper is nothing new; otir sister first prompted the
question and drew attention to the problem 120 years ago. For most Nyoongah it will
be nothing new hut it is important for us to describe and explain how we view Wetjala
systems. Since Bessy's time and until 1954 when Pearl Duncan qualified as a trained
teacher. Wetjala education systems did not produce a professionally qualified
Nyoongah. In 1965 there were only two known Nyoongah university graduates.
Currently, there are over 3000 Nyoongah studying in universities and colleges of
advanced education and this has been the result of Nyo(ingah influence on the political
and educational scene.

As Nyoongah. we are well aware of the destruction of our society, the loss of which
has its roots in the past policies and practices of govemnwnts and the exploiters of
our land. In effect the result has heen the denial of our traditional systems of the
maintenance of our society. f( wcing our people into a limbo, half between,
schizophrenic. marginal existence along side Wetjala. Deprived of our lands we were
forced to rely on handouts. The traditional sources and hierarchies which maintained
our s( xiety were undemiined and in mi At cases rem( wed, the sources of our spiritual
life cut off and the whole social, educational and religious structure shattered,

We survived this. but became what was termed for many years, The AborOnat
Problem. To Nyoongah it was only Wetjala means of rationalizing a problem Wetjala
created in the deracinatk )n oh itir people. We survived what we saw as a White Problem.

ISAAC I31.4 NUM. Monash ill%ersity, Victoria 3 1 68
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Our problem, our Nyoongah problem became the reaffirmation, re-establishment
and reconstruction of our identity, the restoration of our dignity as a sovereign race,
and the acknowledgement that within all tenets of human rights, we are entitled to
those freedoms which allow us to develop our full human pcaential.

The development and the aim of Nyoongah education is the reconstruction of our
identity, the conceptualization of that consciousness that will allow our people to evolve
culturally from a baseline which is decidedly Nyoongah.

The Failure of Wetjala &location for Nyoongall
Wetjala society impased an education system which has been one of the most

destructive forces at work in Nyoongah life. H.C. Coombs (1978) described it thus;

. as an instrument of assimilation, education practice was a failure. It tended to
alienate the Aboriginal child from his or her family and community, to cause him
to questical and frequently reject its values and its traditions, to destroy his Aboriginal
identity and to leave him restless and alienated from his own society without giving
the opportunity or the competence to join white society."

The previous education policies did not give Nyoongah people skills to interact on
equal socio-economic terms with mainstream Australia and did nothing to maintain
Nyoongah cultural identity.

Lippman ( 1976) saw two kinds of causes for the gross education Failure.

(1) Extrinsic factors, such as poverty, disease, malnutrition, had housing all of which
adversely affect learning performance and

(2 ) Intrinsic factors such as teacher expectations, cultural differences, and the learners'
self concept.

These last features are subtle in their working and where as we have always given
credence to their existence, the education system has not provided real opportunities
to examine these features solely from a Nyoongah world view. It is simply not enough
to provide more schooling or increase the number of fy,rants if the system itselfcontinues
not to really cater for Nyomgah needs. Any comprehensive account of Nyoongah
education problems must take into account the considerable differences which lie at
the root of so many problems. This is why we feel that aiming for more control over
the education our people receive is so important in providing information forplanning
and change in education from our experiential background.

For many learners. schooling is a training of central relevance to their subsequent
lives, and the type of socialization cc ntinuous with what they have already experienced.
As such, Wetjala education does not appear to be relevant to many Nyoongah. mainly
because our current scx:ial status is still depressed and alienated by Wetjala systems.
Our pec Tile view this education pn)cess more as a system of forced social change than
one of cultural dwelopnwnt The individualistic. competitive ethos of Wedala education
processes can be alien and alienating to many Nyoongah, divorcing them from their
cultural background and distancing diem from their communities. Nyoongah people
want an education system which meets their needs without destroying their (iwn
cultural mid( )ok.
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Nyoongah Input Into The Higher Education System
There is still undoubtedly a long way tow, but in the short time since 196', Nyoungah

success in higher education has been exceptional. There are many reasons for our
continued growth in this area hut there are two salient features present which did not
exist during the cohmial experience and the days of the assimilatkm policies. These

are:

1 I 'Me politicising of Nycxmgall conlnlunities by Nyoongah people in the formation
of cooperatives with local educatit mai consultative groups, regional educatit
gn mps, state education consultative groups and a national education group.

( 2 ) The presence in higher educat it nt institutions of Nyoongah enclaves. It is apparent.
that institutions which have enclaves which are run by Nyoongah people, or have

a maOrity of Nyoungah stall and have strong Nyoongah community suppon tend
to have the hest success in ennilment, retention and academic performance. The
strung prewnce of Nyoongah influence in the education process enhances success
and highlights that Nyoongah identity is something to be encouraged and of which

Nyt )ongah slu mid he proud.

Coping With Cultural Differences In Higher Education For Mature Age Nyoongah
The MOSA programme encourages Nyoongah candidates to express what is

personally needed fnim the prograinme to be able to c pe. The cultural difklences
whkh will be discussed are !hi ise which have emerged in the interaction between the
teachers in the programme and those Nyoongah undertaking it. The candidates have

come In int remote traditit mnal. rural. urban, and inner urban areas and als m include
candidates In nu the Torres Strait Islands. with little ir no ft mai educat U in.

In this relat it in the main t bjective of the programme is ft) provide fin- the candidate

an understanding I & the imp( irtancc of his cultural backgn nind and the features of his
backgnnind which may clash with the systent n- cause difficulties in the learning
process. There is ni attempt to directly change aspects of Wet jala systenfs. but rather

ft, lead the wav in which Nyt ingali can succeed while maintaining culumil identity.

Ii is not pn,pt,sed ee rye!. the 6\1( nis structural characteristics &cultural differences,
but tt examine some of the intrinsic features related tip teacher expectant in and student
self cork ept hich have required st )me ft inn of direct interverkk in It I assist \cut ingali
candidates to succeed.
Ny)ongah View of knowledge Can Be Different

There have heen %cry few studies examining the inc ailing of words acn iss languages
such as Standard Australian English, Nyt sogah has klenOcal if not parallel meanings

ir those characteristics which are imp( maim in the idea 1)1 knowledge as well as lit iw

knowledge sh( RIM he collected sti ired. retrieved, anti passed un. Characteristics ( If

knowledge such as 'educatit Hi. instructit mfl. intelligence, learning and wisdom' arc
present in either culture. as are know/o/Re characteristics ci miprehensit
discernment and judgement'. but Aquae/y(4,3W expresses features of 'enlightenment.
acquaintance. ci ignizance. intimacy and familiarity'. Mae( id. WT. 1986 p 3s I t.

Across these c( instructs, knou ledge is In ist likely ha e differeitt shades( )1' illumling

w lu oh Nvo( ingali and V'etiala cultures.



Anna Wieribk.ka expressed . . .

". . the ideas and values characteristic of a culture find their clearest expression
in the language associated with it and in particular in certain areas of the lexkon

especially tilt )tie areas which would seem to reflect aniversals Of human
experience .

Knowledge in Western concepts may have comparable characteristics as in Nyoongah
society. traditional or urban. However. vast di fferences °CCM' in the expression of htinlall
experience. Even though the word spoken is in English, the conceptual arrangement
may be Nyoongah and so have a different meaning to express Nyoongah experience
and may not he the same as the meaning of the word when used by Wetjala. This is
demonstrated by Wetjala meaoing of the word knowledge which includes

"co mcepts of undersunding. range of informatiom, and familiafity gained by
experience-. Hornby. A.S. 1986 R:169).

Pl(1wledge expresses fmiliarity gained by experience. and implies the differential
between the meaning which (me group has f()r a concept fn nn that of another cultural
group. Wierzbicka demonstrated a possible methodokNy to examine words such as
fate and destiny to suggest that the inherent differences in meaning for these words
in language such as Russian. Polish, German, Italian. French and English are related
t() ititilleS Within the various cultural background.

Traditionally. Nyoongah regarded the acquisition and maintenance of knowledge in
exceptionally elitist, exclusive fi)rms. Not only certain people received knowledge hut
were also bound to only pass it on to selected people. This knowledge was irrefutable,
and given as exact intentk mai ly unchangeable ideas. In institutions of higher educat
knowledge is available to anyone willing to purstte it; it is IN )ssiirle to challenge. and
to discuss with anyome. Furthermore. knowleilge is closely shaped by literary
considerations. It is this feature which shapes scholarship and difkirentiates Wenala
institutions appnrach to km )wledge liom traditional Nvoknigall education.

Nyo s mgali candidates arc affected in MI ) mai( ni ways:

( 1 ) )st candidates enter without any internalized no )tion of scholarship. pi% X.Vtiti

Of INS )1: learning is foreign or unattainable in initial stages. and requires gradual
approximation of concrete pn &dem solving tasks to ) lead the candidate to a
real izat of intense. organized appl icat ion tidy.

( 21 the issues related to ) ht )ok learning are issues related k ) collecting ink wmatio fn )rn
many reading so mil:es:there is no t the developed understanding o rf the significance

ch)se attentio n It ) specific details in written material, which is compounded by
the difficulty to grasp concepts and constructs presented in syntactio.ally complex
and co ,gnitively demanding English u Nnitiyely demanding in that some
constructs require presumed knowledge outside of the experience of the
candidates.

The candidate's community's \ iew of knowledge will tls ) affect the way in whidl
succcss is perceived. Whereas nit NI Nvoonigah enter the programme with strong
commitment and motiyatio in to) Airiest.. thev still express an unsureness of being at
a MO% ersitv. which they know has never been part of their traditio inal culture or current
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experience. It creates a certain tentativeness, and can he further complicated by the
candidate's community attitudes which views such an education process as removing

the candidate from his culture.

Teacher Expectations: Wetjala World View Clashes With Muongah
There are culturally based features which affect the teacher's expectations of the

candidate and which are not necessarily resolved through a process of 'studies skills'.
The following examples which have required close attention in the MOSA programme

are given to illustrate differences in conceptual arrangements.

In traditional Nyoongah society knowledge is generally imparted only by chase old

enough to have acquired knowledge. This idea implies that the teachers are
experienced or 'old people. This was exemplified in a person who found it difficult
to accept instruction from a tutor, much younger than himself, but who was a PhD
candidate. The issue was resolved by providing a tutor far less qualified but was an
experienced teacher and to whom the candidate related to as an older, ergo wiser,
person. The problem was perceived initially as relating to educational deficit hut with
the intervention of Nyoongah influence to provide the older tutor, the candidate is

now succeeding. The skill of the experienced teacher is important hut such skill in
a younger tutor was obviously disregarded.

In our traditional ways, many phenomena were inexplicable except in 'magic' terms

and many phenomena were related to religious experience. In the alien learning
situation within an impersonal institution, some Nyoongah learners found Wetjala
explanations of events of illness and misfortune unacceptable, and required the help
of Nyoongah influence to either smoke the house in which the misfortune occurred
or to find ways to remove the 'purri'. One of the awkward side effects of this view
of knowledge is that the candidates in some respect find it difficult to copewith analysis

and synthesis of some types of information.

Language is critical; so often the expectation is that in Nyoongah use of English there

is the same level of meaning present as in Standard Australian English. Brown ( 1985)

listed a variety of grammatical structures apparent in the speech of Nyoongah English

which reflected the influence of Nyoonisah vernacular languages. The case study
examined the influence of Nyoongah vernacular on the spoken creole of one Nyoongah

candidate, which in turn influenced the candidates construction of Standard Australian
English utterances. It is strongly contended that what has been all c(x) often termed
'poor English', 'incorrect English', 'errors in English', has been the influence of the
grammar of original Nyoongah languages. The presence of Nyoongah English has been

too often dismissed by teachers to the detriment of the learner whose workl view is
expressed by the language forms used.

Nyoongah concepts of temporal dimensions are related to an experience where there
has been little need to adhere to issues of punctuality, not only of attending classes,
producing assignments. hut also of recognising the need of a timetable for study. The
notion of time clashes so distinctly between Nyoongah and Wetjala systems.

This coukl relate to traditional learning contexts in which the process of instruction
did not have a defined time reference and happened in the context of life experience.
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The incarceration of our people in concentration camps for over a hundred yeaN, where
the life experience rewlved around waiting for Wetpla handouts and in which a
dependency was created at the whim of Wetjala people, may have contributed to a

lack of time reference. It is certainis reflected in the Nyoongah abhorrence of timetables
and schedules, conveying a different notion to punctuality. There is no real need to
worry about completing tasks to deadlines because there is always another time. Tied
up with this is Nyoongah notion of the transitory nature of things, very little emphasis
is given to the keeping of material concrete things which may not have direct relevant
to lifestyle, particularly in relation to preserving things which may be needed in the
future. The developing of attitudes to insure against the future such as the care of but iks.
the storing of lecture notes, and the collection of readings, are not as significant as
with people whose whole culture is built around the permanence of possessions.

Swotting for exams involves for some candidates an entirely new experience in
developing memory. It is not enough to assume that the candidates will have memory
techniques needed to prepare for examinations. For many candidates, their previous
experience in learning tasks would not have had the same demand cognitively to retain
large and complex bulk of information to remxiuce within a short space of time. The
process for training the candidate in these areas cannot amume that Nyoongah will
have the same skills and techniques which is expected of Wetjala candidates, who would
have developed the facility not only through their later secondary schooling .-iut also
within the complexities of their life style.

Self Concept of the Candidate
Many of the candidates come from Wetjala education systems which forced them

to go to school and then denigrated their cultural background. Of the 58 candidates
entering MOSA only two have commented in enrolment questionnaires on their early
education experience in primary and secondary school in positive terms and having
real beneficial effects. Forty five spoke of the experience in very negative forms. The
remainder were non commital.

The victim status of Nyoongah people has already been commented on from an
historical perspective. But for many of us it is not something abstract, it is still real
and present. Many Nyoongah kxlay can tell of being forcibly separated from families
and put into institutions. And we still have many elders who can, with anguish. tell
of the concentration camps. Couple this with the experiences of candidates in an
education system which continues to predominantly pux.luce negative side effects
requires Nyoongah candidates to overcome other difficulties at greater cost than W4,1 jala
students. For many Nyoongah the feeling of being the victim of denial of natural
heritage. of basic human rights in a system ofpresumed equity. prompts confrontationist
attitudes to the hierarchical, authoritarian and individualistic Wetjala tiVtitem.

MOSA therefore deliberately avoids the setting up of a physical context which is in
any way comparable to the secondary schools system and attempts to evolve learning
situtations m a peer group basis. with the total organization of the programme
approximating as many features of an extended Nyoongah family context. Learning is
encouraged on a learner teacher basis, where the learner may be the staff employed
to teach and the teacher sometimes is the candklate.
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Individual mastery techniques to iget her with peer gn )up learning techniques are used
initially to lead candidates to aspects of diadactic teaching. All people employed to
facilitate this learning process are available to the learners on an 'open door' policy.

I/earning is encouraged on a one to) one or small group basis within any mutual

reasonable time, which can he in the evenings or the weekends. Classes and timetables
are presem hut learners are guided in terms of the values and utility of these classes

rather than rigid adherence to) scheduling.

MOM candidates have identified finr major katures which relate to this victim status

effecting learning fr them.

( I MOSA emplusizes Nyoongah perspeolive in all subjects taught in the orientation
programme. panicularly history, where many candidates learn for the first time of
the true extent and intensity of the destruction of our culture. The resultant anger
and frustration inhibits objective and nonemotional debate and produces
aggressive attitudes. Candidates learn to recognize this behaviour and to) overcome

it with their teadwrs and peers
( 21 Traditionally Nyoongah people express shame no it only in respect to oneself hut

also the shame that could be generated in others because of ones own actions.
Whether this has evolved from traditional ruttems of public humiliation as the first
stage of a corrective process or from the denigration of our culture through such
demoralizing stereot ypes can lw debated. But throughout all of Australia the phrase
"it's a shame job" or "dont- to x) much shame'', is co minion to hear amongst
Nyoongah. Larning situations which other students may tolerate and no be
overco me. are avoided hy Nyo x mgah candidates because they are "shame job-.

Po )ssibly. inherent with:n this not ion is Ow extrenwly low self esteem many Nyoxmgah
people have in any achieving sit uat io in. The no it ion that Nyo x ingah can achieve in Wetjala

systems is so) rem Ae and kiistant in nn them, that there are real expressions of futility
and hopelessness in even trying to ) aspire to) succeed. A candidate requested a plum)
of the direct( ir of the pro )gramme to take hack to the co nnmunity to) slum that it was
indeed one black Nyoongah who) ran the pnigramme. It may have been a matter of
pride but it also) implied the need to ) establish the belief that Nyo x ingah can hi )kl

).sit ions ( )1 achievement.

( 3 ) The effects of the victim status has generated an esprit de corps arm )ngst many
Nyoongali I nit of which has gn iwn a very definite so vial ci x.1c. which conflicts with

wes oil co nduct amongst many Wetjala. Within Nyox ingah society there are many
no in acceptable behaviours which are polite within Wenala circles and vice versa.

Fo ) mention the name ( of o no deceased is one of these behaviours. Many candklates
are described as lox Emilia( as their spontaneo Has approach lacks Wetjala formal
conventions. Nvoongah people will share and this also) involves the !.haring of

assignments and the pn)duction of essays a Situati( ni which the individualistic
Wenala system finds hard to ) tolerate. It has been MOM's o bservatio m that Nvox nigah
candidates will spend hours, days, weeks talking abo nit an assignment in pairs. in
gn nips with (nher learners, with teachers. long before writing. This approuch
inherently pro mimes a o nisensus of material. Yet ( lur undergraduates have been
accused of cheating in pro Klucing similar essays.
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) For some candidates it is apparent that it is not the fear of failure which effects

learning hut a real fear of success. MOM sees this as an effect of the victim status

success creates almost an imposter feeling for the candidate because the unreal

sterotypes of Nyciongah culture are not realized.

Mere are undoubtedly many other culturally based characteristics which nuy
effect the teachers' expectations and the self concept of the learner. It is my strong

contention that many of these inhibiting features are hest realized and iwercome

if the learning process, reflects the care and influence of Nyoonph culture. lack

Davis wrote in Scene 9 of his play "The Dreamers-

"'ou have turned our land into a desolate place

we stumble along with a half white mind,
Where are we.
What are we.
Not a recognised race,
There is a desert ahead and a desert behind.-

There is only desert ahead, if our Nyoongah learners are not nurtured by our own
cultural nutrients, if we chi not feed to our learners the seeds t ) grow within our cultural

identity, we are in danger of creating the half white mind and perpetuating that desert,

bare and barren of Nyoongah consciousness,
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Chapter 15

EVEN DESERT KIDS NEED HEROES By Bob capp

Background
On the face of it, the border region of WA., S.A. and the N.T. has very good education

facilities, a low pupil-teacher ratio, much work has been done on curriculum
development and the depanments concerned are very supportive. Yet everywhere there

is a ground swell along the lines The school is not giving the children the teaching
they need'; I learned to read English in a bough shed, yet my kids have been to school

for years and still can't read properly' or TAFE, what are they doing?"The credibility
gap is enormous.

After years of official policies of 'selidetermination' and 'sell management' there is
still a gulf between the competence of local people and the needs of administration
in their own communities. These policies depended on work-oriented education for
their effective implementation. The Uwankara Palyanyku Kanyintjaku (environmental
health) review (1) has drawn attention to the rise in the hazards of community living

the modern infrastructure is causing new and serious health problems. Health
education doesn't seem to have made much impact. Outsiders are working in almost
every community doing jobs that community members should have taken over years

ago. Clearly, edu, ition has fallen well short of the mark in every field.

Training is at about Number 10 on the duty statements of nearly all outsiders'
positions in communities but they are kept so busy with the hands-on tasks that training

gets inevitably left till 'later' and is rarely arried through. Yet facilities for pre.school,
primary, and post primary schooling are available in every major community and ad-

hoc arrangements can be made for further education on the lands, in regional centres
Or in the major cities.

In tribal Aboriginal communities, however, education was never conceived of as a
separable entity, Anangu considered children as 'persons' the same as adults. They have

not yet invented "childhood", Western society didn't focus on it until the child labour
controversy during the Industrial Revolution when schooling became necessary for
workers to be literate (2). Aboriginal children discovered the increasing complexities
of life simply living with their family, peers and respected community members.
Education had no special priority. A busy, interesting and emotionally satisfying lifestyle
eliminated any need for specific focus.

Contacts with outside forces were to change all this. The traditional penchant was
for fully exploring and experiencing the environment, for "being" rather than "doing".
The new technology and ideas had to be tried out and assessed. In any event the contact
between the two cultures rapidly gained momentum and became a psychologically
destructive clash. Essentially, the people seemed to badly want the things of the Western,
technologyoriented culture. Western cultured individuals and Governments have felt
under pressure to see that these "poor" people weren't deprived of their share of
Western culture's advantages.

BOB CAPP, 9 Roscorla Avenue, Yokine WA, 6060
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The present authority pattern in the larger communities is something like Diagram
1 ( 3 ). The fragmented sitwon pictured has the school and sometimes other
institutions reporting to outside authorities. Their local committees are not necessarily
linked to the community council. The specialist community staff often relate more
directly with the community adviser rather than with the council. Education, although
not regarded as such a high priority among community members as a whole, gets a
lion's share of funding. Essentially indigenous activities such as ceremonial, church,
and tuuth programmes have only got whatever was left over.

These diagrams are schematic. Anangu are attempting to indigenize the items labelled
in Diagram 2 as 'non-Aboriginal'. The point is that those aithittes which non.Aborigines
can readily relate to are those which get the most attention and, usually, funds. In a
sense. there has seemed to he no Jtemative to expatriate experts taking over the
direction of these. now dominant and wellfunded aspects of community life. There
weren't any locals in the beginning and there are only a few now, who can realistically
aspire to most of these functional roles in the communities. The activities which they
can rnn effectively which are obviously less well funded are made to seem
relatively unimportant. Older people find this distressing.

The inescapable fact is that there are a lot of new things and ideas that Anangu have
to get to know about if thq are to recover the initiative. 11w question is what is the
most positive. 11On-destructive way )r this to he done.

Education Socialization versus Brainwashing
The vast changes g()ing on in these tribal co rnmunities must have profi)undly affected

the adults: the community leaders: parents. Nevertheless, the mai( n. priority has
continued to 'le given to child educati(m. This is pointless if co )mmunity devek)pment
was intended. Social change has never been led by children. Certainly compulsory
educatfini was an ohvitnis necessity during the industrial revolution, hut even then
children had st)me culturally reit.' ant role models. Education in the Central Desert
ix irderlands fails because the education services provided are expected t( ) ft). )(lion with
s(: few credible n)le models with whom the chiklren can idemify. Those keen young
teachers woukl be go( )(I n )le models in a country town. But n( SO fl tho tse tribal
communities. Education cannot be effective unless it comes equipped with role
models. Tlw Aix rigina ; Education Wt. orkers could he role m( )(kis, hut they are denied
the authority.

Tlw qtwst ti )1- identity has been a theme running thn nigh Aboriginal affairs tin- mei-
a quarter of a century. It is a term Catherint. Berndt born iwed fniin psych( k gv (
FNery human being on the r md to mature pemniality development tries to establish
f)r himself an integrated pattern of values which he perceives has the elements of -the
goot.1 life-. I le tends to "identifi.- with significant -role Mode round him whii exhibit
this g( )od life-. He matures as he, intuitively, pieces It )gets _I', what he perceives as
the integrated system of values which will enable him to Cope with most of life's
situat It His.

There are a !lumber of ways of integrating value systems. Gn nips of pc( plc who
are related ( or live, work and play to ogether usually have o )1111th )11 values. 'Ilwse systems
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are the elements of a culture or sub-culture. To make sense to the developing
personality the elements must integrate, or he 'congruent' as Coombs et al put it in
"A Certain Heritage- (6) A culture in all its elements is passed on by a process of
"socialization". Indics: in the community, important to the developing person,
interact with him so t 'le voluntarily embraces the same caltural elements as they
have done, internalizing them as his own.

A young person's role models might be peers, 'heroes', siblings, parents, teachers
or community leaders. Te ley may not always he good models. The more mature models
may, themselves: adopt and integrate some values and attitudes from another culture.
If these new elements can be judged as fitting in with everything else which forms
their pm') culture, then culture change is occurring. The circumstances are congruent.
If these role models are people important to the developing person he will be
unconsciously adopting cultural change.

Re-sucializt4;!*(m refers to the "abandonment of one way of life for another that is
not only difTcreou from the former hut incompatible with it"(7). A mild, usuAly
voluntary form is military training or taking religious orders. "Brainwashing- as practiced
in totalitarian regimes, is a more extreme version usually compulsory, usually
maintained by threat of violence and accompanied by psych( ilogical trauma. The critical
steps are:

isolation from the familiar point of reference:

being made helpless and dependent on captors:

destn)ying the old identity:

recognizing one's timer wretchedness:

be! ng offered a new and acceptable identity: and

commitment to and participati( in in, this new identity ( 8 I.

It doesn't take nauch imaginati( in to see just how accurately this pnicess was applied
t( I many AN iriginal c()mmunities in Australia. including the y(itinger Anangu
Pitjantjatjara, Yanangu Ngaanyatjarra and to a lesser extent even the m( we recently

)ntacted Yanangu Pintupi.

Attempting to educate children using pe( pie who are not important to them, in an
ino ingruent envin inment. whether it be deliberate, or in im insufficient background
infi Irmatit in. ( ir inappn wriately trained teachers: the pn )Cess is still re social izmion. The
tragedy is not ( inly that it has happened at all hut that it has been perpetrated most
determinedly on children and as re s(vializati()n it has been chine very badly I( x )1;

at the results. It was not 're sociali/ation': only 'de s(

Over the years cdtics of the Aboriginal education scene have seen the miluti( ) n to
lie with better selection and training ( .AN wiginal teachers fin- these sch( K /IS. They
seenl hme been oblivious of the destructive nature (if the system they waived
improved. The NS() rep( irt int() S.A. Aboriginal Post Primary Education -To Break
Through the Wall- d( )es it again 9 ). A mrses Ilave. indeed been set up at CAls.s and
universities. Vet. It ir h,t wile ream in, the graduates c1( in't seem iii find their way into these
AN original schol itS



Because schools have been so mangestly incongruent with the social environment
of both home and community, Coombs et al (10) are insistent that Aboriginal children
should he taught by Aborigines in a culturally congruent situation:

"Aboriginal teachers . . . have primary responsibility for face-to-face teaching
functions (Recommendation (17);
"Aboriginal teachers should he encouraged to adapt school organization (e.g.
grouping of students) so that relationships, age, sex etc, respect Aboriginal attitudes
(Recommendation 18);
"Material prepared for Aboriginal schools should be compatible with Aboriginal
learning styles . . ." (Recommendation 19);
"Regional resource centres should be established to support Aboriginal teachers
in At)original controlled schools . . (Recommendation 20); and so on.

Some Historial Background South Australia
Schooling in the vernacular (Pitjantiatiara) began at Emahella in the late thirties. Its

purpose was simple to enable Aborigines to read the Bible translations being
prepared in their own language. The program developed over the years to include
English teaching. Later still this was broadened to include other subjects to begin to
approach basic primary education. At about this time the state assumed respons:;,:lity
and other schools were opened across the north-west of the state.

Thel,road effect of this 'find out for yourself approach of the mission and their more
enlightened attitude to Aboriginal traditional culture was a more positive response to
the role of schooling in the life of the young. Although the tens'ons between the races
has heightened and the relevance of the current schooling has moved away from
community perceptions, there is still a latent optimism for useful educational outcomes,
particularly among the middle aged adults.

Northern Territory
Settlements at Papunya. Areyonga and Docker River were set up under the Welfare

Branch and pushed assimilation as their ideological basis. Even up to the late 70's I
encountered old hands still in the education administration who bemoaned the
abandonment of the clear cut intentions of the Harry Geise era. Assimilation was a policy
of deliberate re-socialization and was rightly changed: hut the ghosts continue to haunt
the schools because the parents of today were the students of that

School is still seen as the 'work children have to do. It lacks role models so there
is still no obvious valuable outcome so there is little or no parental push or motivating
achievement.

Western Australia
Warburton was a mission settlement which set up a children's home as both a haven

for children from marauding white prospectors. surveors and would-he pastoralists,
and as a way of indoctrinating the thus captive (child) congregation with the Gospel.
Aboriginal culture was F. aanic, they said, and such a segregated upbringing could only
he in the children's best interests.

The state entered the battle by providing a more permanent and consistent teaching
establishment. Rut of the deal was sett ing up hostels in the Co ddfields towns fi ir chi kiren



from the Central Reserve to attend high school. The profound destabilization of this
away-from-home experience is measureable by high correlation between those so
"educated" and adults with continuing serious alcohol problems. There are a few
notable exceptions. But not enough to provide sufficient role models for the present
generation of school children.

The high profile of education has left the perception that no one can do anything
worthwhile in the communities without proper training: on-the-job training does not
lead to real qualification. The only hcipe for present day children is to have access to
secondary education. Yet attempts to discover from parents the specific parameters of
their expectations for their children are met with a handful of respondents and a string
of cliches. They have rarely been called on to utilize their school learning in work
situations and cannot be specific.

Some Justifications for Interstate Co-operation
For a number of yeaz now there have been murmurings for some co-ordination

of education services around the border regions of the Musgrave Ranges, Ayers Rock
and Warburton areas. I have not been involved in any of the serious discussions which
have been held over the last two years but I have taught in this region in all three
state systems and have some idea of some of the issues.
I. Movement Between States

Family and cultural links throughout the region have meant that there is often
movement interstate. Wingellina (WA.) and Pipalyatjara (SA) are 20 km apart! A
group may choose to stay "interstate- for a period of months. Children going to
school in the next community have to adapt to a different education system, perhaps
even several times a war,

2. Bilingual Programs
There has been much more contact between the Territory and the SA schools

in recent years with consequent exchange of materials. There was a time when
the Territory schools had the best access to publishing facilities and SA had the
more useful materials. However. co-operation is still largely on a basis of interstate
goodwill rather than any obligation to do so.

3. English language Pmgrams
The Territory had the hest tried English language program. S.A. then developed

its own. WA. still has no English language program suitable for students who speak
an Aboriginal language. Whatever the genesis of these situations, travel interstate
across the Central Desert and you must learn to cope with another English teaching
program. There is plenty of scope for basic curriculum development and
preparation of materials across this region. Teachers need some serious
workshopping on second language teaching methodology: in,service conferences,
regular visits from language experts a syllabus and text hooks on their own are
quite inadequate.

4. Secondary Education
There has been a lot of discussiini and conferencing on this topic for a piod

many years now. The lack of such facilities in the past has been seen as a cause
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of petrol sniffing. Well, the Territory has its Yirara College Pitjantjatjara kids stay

away in droves. SA. schools have their post-primaryclasses and their tryout scheme
in Adelaide and this seems to he facing problems. WA. schools have their new
secondary facilities at each of their remote schools but absenteeism is most
common amongst teenagers. Before that students went to Norseman Mission and
attended the town High School. None of these remedies seem to satisfy the needs

of the situation. There is plemy of scope for some regional resolution of this
problem in education.

S. Teacher Recruitment, Support and Deselopment
S.A. has tended to try to attract teachers with some claim to suitabilit ! for the

job. Supervisory staff have tried to provide some kind of 'pastoral support and the

Department has provided funds for inservice conferences. Some teachers have
remained in the area for a number of years and done a very good job.

The N.T. situation has tended to be a take-what.you-gei system of recruitment,
a fairly bureaucratized personnel management and some conferences occasionally.
Things have freed up in more recent years. There is a bit more competition for

places and morale is higher.
WA. used to run their remote schools as to some kind of frontier endurance

test with maximum terms of two years. Now principals get a promotional bonus
but there seems to be !ittle professional incentive for teachers to consider their
Aboriginal School service as an educational challenge.

6. Aboriginal Teachers
Aboriginal teachers who have been accredited in any way other than full CAE

type training still tend to be regarded as second class teachers. Aboriginal Educatic )n

wkers are basically monitors wh rn male -trained- teachers give more or less
responsibility. This is certainly the case in the West and the South. The Territory
seems to he leading the field with their combinatii )1-1 of Batchelor College training
and their Remote AN iriginal Teacher Education (RATE) on the job scheme.

The Anangu Teachr Education Program (SAC.A,E, ) has some really good ideas
and the potential to provide g xxi training for teachers. It iwever. although the
training pn Aided may be just what the trainees need and the graduates just what
the children need. ihi y don't seem n ) fit the needs of the sch( )ols. tit iv.. that d )esn't

make sense.
The West is expanding the Traditii)nal Aboriginal Teacher Education clATE

program into the Central Reserve area.
7. Educational Technology

Considering the remoteness of these communities the solutions to the needs
fin. experts and resi mrces will he extremely expensive. There are relatively few
students in the various sch( iols. Also the homeland conMILInities are even in( ire
isolated and cut off Modem devek)pments in distance education utilizing radio,
teleplunle, computer and vide( ) facilities must be considered.

8. Further Education
In WA. and the Territi g-y there is almost nothing happening at all. The leaders

in the field in the border areas has to be A. Given the c(mstraints tinder which
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they have to function they have made contributions over a period of years and
have built on their experience. Their pnigrams have included short topical cc mrses.
on-the-job type training, short-term trade courses, admin related cc mrses. They have
initiated nonformal education through wmmunity newspapers. They have set up
courses in Adelaide for students from the Musgraves. There is probably more which
could he said and mostly all wmplimentaty. Probably the most impressive aspect
of their involvement is the obvious commitment of individuals concerned. I hope
they, above all others involved in education in the region, will understand what
I am on about when I suggest serious modifications to the approach to education
generally. I lupe they will not interpret my thesis as simply white anting their well
planned set up.

However education is reorganized, adults must get the first look at the
demystified universe. Their learning needs must receive the priority consideration.
"Thus, Adult Education whether organized by TAFE and ANTEP or tionle other
arrangement should have first claim ( in staff and resources. Also a wide range of
demystifying general inRirmation must be disseminated among the adult
:1(ry;ation. Parents, aware of the advantages of basic skills and the acquisition of

rwledge. will see to it that their children's educati()11 isn't ignored!

Petrol Sniffing, the Tragedy of a Destructive Youth Culture
Michael Christie. believes that peer groups in sch( x ils can nu mint a determined

oppcisiti( in to purposeful learning ( 11). Ralph Folds puts forward the notion of the
existence of a resistance on the pan of the teenage IN ws and sees a link between this
resistance and petrol sniffing ( 12). Virginia Satir asserts that children are prof( Wildly
affected by pn tn mbling their parents ( 13). Perhaps the Christie and Folds theses
are about kids responding to their parents' frustrati( ins. Petrol sniffing and ()tiler
delinquency may indeed be in mime measure IN acts: that is to imply. in this
c()ntext. acts in( )tivated by a ,qroupide( )logy. There is. 11( iweyer. sufficient hard evidence
of pers(inality disturbance alth nig the y(iung and n( it 5( I young t( t(i mime ( ther
causes. They seem to be acting (nit the frustrations of kids with very 1(AV individual
self esteem. Sl nue deaths from I )etrol sniffing are so el( ise to being attributable to
suicide. The addicts seem so determined to maintain their habit in spite of the fact
that it is likely to be fatal and in spite of strenuous eft( ins (in the part of relatives to
stop them.

It is rguahle that having
non AIN wiginal :HA( wity figures in charge of the scho( >1 and the classnx iiii

eurrieulae based on non Aboriginal criteria:
programs run according to min AIN iriginal guidelines;
discipline imp( Ned by non Ah wiginal guidelines.

credihle io ilt, iiio idels to emulate

that the ,,chiiols an. stressful inst it un( ins the stresses which can lead to such tensio Hi
relief acmities is hYdn )(Arbon inhalant in.

There is a Wilk' gap between school learning and work. schoc )1 is fiw kids. since
there is ell link. work fig' them. teenagers are largely left to their (iwn (levices. until
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they have to get some money to support a family. Girls can sometimes find something
to do in the craft rooms and shops. Teenage boys. however, are not required to do
anything at all. Schooling seems to block the continuity that Aboriginal social life
furnishes between its various natural (and cultural) phases ( 14). Many parents in the
region assert that those boys need access to 'appropriate schooling to prepare them
fin- work as well as keep them out of mischiefl

At present this group tend to he completely unsupervised and frequently engage
in delinquent behaviour. Groome asserts that they are torn by frustration of not being
pan of the challenges their fathers faced growing up in the hush. At the same time,
they ar attracted to the experiences and artefacts of the 'new way'. Since their age
denies them access to the status of worker and their frustrated delinquency ostracizes
them from comm, Inky acceptance. their self-esteem plummets ( 15). To re impose the
constraints of the old order simply heightens their alienation.

This is most unfortunate. Pitiantjatjara youth from around fourteen years of age, known
as 'kungkatja' were expected to spend time with the fully segregated 'nyinka' group.
They fetched and carried for them, learnt hunting skills and were shown the first secret
cerem( mies. The nyin1cas were in turn answerable to the young initiates, the 'wati minu'
who in their turn are responsible to the ceremonial leaders. This meant that they were
under the tutelage of their 'heroes': their own chosen role imxiels. There was a direct
link through this hierarchy to the older men: the custodians of the Tjukurpa. This
pnxess is formalized in Walpiri country with a long perkx.1 of segregation known as
-High Sch(

So then, it is the social context of child education which needs to be loc)ked at. Kids
are under stress. Yet the child educatk pmgram must he as free of tension as is possible
if it is to participate in the socialization of those children for mature educated adulth( x
When a settled social climate is achieved then conditions will favour high academic
achievements.

Re-appraising Aboriginal Education for Tribal Children
The practical problems set in place hy the lines on the map may not be o mpletely

insurmountable. However, did you notice that all the reasons mentioned earlier were
concerned with improving the efficiency of the status quo: making the re si wialiZat ion
process w( xi: continuing to change tribally cultured children into non.ANwiginal
culture children. This is not what tribal parents want. Thev want their sons and daughters
to achieve their maturity as AN wiginal cultured adults.

The questkm is hov to turn the present situation on its head. Pan of the answer
-nust be sought ir the politics of the exercise. We are talking about pourr. the langua,qe
I power t English I. and the demystification of Western culture At the same time we
are talking about nuaimising the intellectual development of a cultured people fn )ni

childhc xxl through to mature adulthood with clear perceptions of their own identity
as modern day Aborigines. To achieve this we must tidy up the game plan starting with
the rules ( the Tjukurpa ). the administrators ( TIilpi Tjuta ). the coaches I community
leaders and teachers 1, the t( )p players ( n )Ie n-k dels (.1( wn to the newest recruits ( rk nie
of whom are white!).
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Power Anangu Principals and Teachers
The ideology behind the Central Australian view of their land rights struggle is the

primacy of the Tjukurpa as the basis for land ownership. If the community government
can he informed by the seniority of the TO Ipi Tjuta, the learning environment of the
children must be also. The Tjukurpa must have a position of authority over the school
manifested in the personnel in authority and the dominant values of the school system.

Pitjantjanara Education Workers have been asserting for a number of years that they
should he given more authority in classnx)ms. Last year. one Education Worker very
tentatively asserted and her colleagues agreed that they should have a major input
in social studies, which is, incidentally, the major vehicle for teaching values!

Kevin Rogers, an Aboriginal Principal in the Northern Territory said:
My comm un ity wants to see the European continue working as a supporter. a resource

person and a capable trainer ( 16).
Coombs et al ( 17 ) recommend that:

Where Abcrrigines desire it, non.Aboriginal teachers should become an . he re-trained
to wic rrk as advisers, consultants and resource persons for Aboriginal teachers who uvuld
bal,e primary responsibilitv for face to face teacher functions

In several places in the Northern Territory. Western Australia and overseas, kx.al
people with minimal formal training are running classrooms while engaged in on-the-
job training Trained teachers. locals and expatriate, have responsibility for assistance
in programming and tutoring for two or more of the classroom teachers. I have asserted
elsewhere that, with professional support, untrained Aboriginal teachers can do it. The
school social environment is more comfortable. Attendances rocket to near 100%.
Teachers' and pupils' achievements improve out of sight, including in English ( 18 ).

Such an arrangement in the region concerned would satisfy
ideological aspirations: the dominant value orientation of the schcx)Is would be
that of the controlling group ---- the Aboriginal Principals and teachers;
political aspirations: they would have control of the curriculum, the school policy,
the program and the day to day running of the school, and
the need for appropriate role models so conspicuously absent from the present
set up and so essential for the stress- free. perm mai ity development of y( ning pec ple
in the community.

Such an arrangement could be set up and made to work. Fewer trained expatriates
would be needed. They would be able to concentrate on training without the
responsibility for the directions of curriculum developmem or the hands-on running
of the school.

English the Key to Power
A seu)nd ical consideration would have to be English acquisition. This is a vexed

question. 11)bbying to devekip sec( aldary education stems from. among other things,
low achievement levels in primary English ( 19 1,

Sdi 1s don't seem able to motivate pupils to perfi irm in English.although they have
had a number of vars to wc)ric up a fairly go( kl pn)grain to folk )w. The situation is
exacerbated when pupils are not regular attenders.
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Yet there is this widely held belief that English competency is the key to power ( 20).
It is also widely believed that there is a conspiracy to prevent power falling into
Aboriginal hands by withholding access to this key to power. This belief is reinforced
bv-

the low achievement levels of the majority of the children;

the difficulties that s( )rne adults have had trying to (buin instruction on t weask His
in the rust; .and

the ease with which officials trom external agencies can retain the initiative in
negotiati(ms 1w nt it tempering the level of their English to that of their clients.

Only a few Anangu have the ability to keep up with the discussions in meetings
where English is the main language. G(4od English speakers can become the power
brokers ( 21). regardless of standing in the community; a situation which promotes an
unfair access tt rest nirces.

In an article s( Hue years ago I quoted a y(iung man as saying: "White children speak
English and learn PitOntjatjara easily ( referring to staff children ). hut Pitjantjatjara
children can't learn English. Obviously white children are more intelligent.- This is
a fairly common miso incept kin ( 22). In the first place staff children a minority gn Hap

(if the juvenile iptilatit in spend much of their play time with vernacular, speaking
children learning langtiage in the most unartificial of learning environments. Secondly,
Ah iriginal children have been sit( nvit to have high levels of ability in cognitive skills
( 23).

Many are o invinced that the emphasis (in the value I )f vernacular literacy in bilingual
programs is simply the 'o tver up to the conspiracy to prevent kids learning English
pri perly. This whole contn iversv is nevertheless rather curi(itis \hist tribal po vie are
able ti speak several dialects and frequendy different languages as well,

Teachers in bi lingual sch( )4 )1S Wi Mid strenuously deny t hey are part of any o utspiraey.
They would assert that the strength of a bilingual approach lies in the advantages
children. who are literate in their I nvn language. have in learning a sec( Hid language.

Aboriginal teachers elsewhere see English o impel encv as less iriliNnlant than the
capacity (1. a bilingual pn igram to

( enhaoce Ahi iriginal self est con: and

( reinfi irce .Thoriginal identity and culture ( 2 ).

At one community meeting with the Bonner Review tcauii a spirited adv( kr-ac\- (

English only scht x ding as essenti .al fi pn igress waS t 11( Aved hy statements in )ni it hers

strongly supponing the bilingual program (in the gu nind that in 4her
competence was essential fin. survival (if the cult tire.

The Department has permitted one sch(K /1 to run an English iuilv program. El% itkd
that there was a reasonahly unifiirm English language curriculum in operati( in
thnnighout the [Ands. there w.( Add scent to be no valid argument against the same
happening at anv ither i. ommunity sch( 1. The indigent nis culture is strong at the
int intent. Whether that will continue is the nu x t x iint but that debate nee," lunge
the present shi in lerM political realities_
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Few of the teachers sent to w((rk in this regkm. have had any training in language
teaching let alone anything as direct as Teaching English as a Sec( )nd Linguage. Teachers
without this background tend to find the repetitious oral practice required to be tedious
and their pupils hard to motivate.

Assume that the notion of Anangu occupying positions of authority in the sehoi.As
before they have actually qualified, is acceptable. Their tutors should also he required
to maintain their ingructional role. utilizing initial teaching lessons in English as
demonstration k.ssons where accurate pronunciatk Hi nu )(Jelling would be imp( man(
for the students and teachers with taperecorders. listening posts and other aids as
required.

It is, nevertheless, questionable that expatriate teachers must he wholly resp msible
for English teaching. as some AN wigi nal supp( wters of the English-only approach assert.
tio few of those appointed so far have had any special expertise in this subject area.
With good aids, better attendance. better rapport with pupils. Anangu teachers should
not disc( Aim their own abilities in this sensitive area of English teaching. With g( x Id
quality taped material to assist with pronunication they should manage quite well.

Homeland education is another problem area. The N.T.'s English-based -School of
the Bush- program is more or less -cc ryrighted- and not really available to other state
systems. There is some revision necessary for some units but a wider market shoukl
attract some income to finance runner development. A homeland teacher could rut)
this program alone, or as the English component of a bilingual program if the
community wished. There is plenty of material available to develop It x.-31 l'itjantjatjara
reading programs.

De-mystification of Western Culture
Anangu need general information about many subjects in these days of rapid so(..ial

change. There is still to() much mystery about non Aboriginal activity. The tendency
'las been to c(mimunicate with clients about the (periaor's field of c(nfipetencv only
and almost only in %mrking hours. True self determinatk in is about people having
information up in which to base decisk ins. A wide ranging pn wan) of nun-formal
ethiCation %WA] go a long way towards opening disetissicin abuut 1w ire I( irmal airses
of instruction for students of all ages n( t just children.

Community newspapers are printed at most S.A. border c( mimunities. Thew are
widely read_ Ernabella Video and TV pn duce material k ii k wal and Impartja ( Alice
Springs) transmission c perat ing ciii i shoe string. These are very important projects
which deserve supp( us and encouragement

The in it iati e has been sk Aviv prized away from the people. Ntuch of the wc ihey
ouglu tc i be taking in themselves is being (lc me lw expatriates. A.s 3 0)111111tIllity pric
training seems kass urgent than it might have been. Altlu itigh tho have the benefit
of experience in Useful cutirse cc Hitent and have researched learning needs in their
area. TAFF. S.A.) now tends to wait until c311ed ciii hefi re Ivo iming inyulved either
in tutoring or mounting courses.

A factor in this decline is that training even in an apprentice type relatiunship requires
trainer. Few community staff havc the skills necessary .2"; ), There is plenty deYkk'ni.
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of genuine commitment from non.Anangu. Too frequently it is clear that those who
are supposed to be training an understudy tend to give up and simply do the work
required themselves. Local people, supposed to be understudying for a responsible
position, are Often Only token incumbents.

Anangu, thus, need information on a lot of specific arms of activity and on-thejob
training in the skills to manipulate the technology and ideas for the efficient running
of community affairs. If the theory behind the advancement of Anangu to serve as
principals and teachers is valid, it applies equally to all positions and activities in the
community. There needs to he a rtAefinition of both the positions of authority and
the duties amigned to them in all departments. Anangu should occupy all the redefined
positions and staff re.assigned as tutors, retrained if necemary.

Older Anangu have also indicated to earlier researchers (26 ) that they want to learn
some of the subjects their children learn in school. Some may be content with basic
functional literacy. Others may wish to go further. A more general education would
also better prepare those who could consider spending time in the city for specialized
training.

A College on the Lands
Consider the needs from political, sociological and educational points of view.

Consider the staffing and infrastructural requirements. Then place these against the
currently available facilities and presently approved staffing establishments. The notion
highlighted by previous researchers in South Australia a College on the Lands
makes good practical sense.

Steel studied Anangu opinions on adult education needs and how they could hest
be met (27 ). He cites as advantages:
( 1 ) All other modes (of adult training) can he operated through this mode ( of

education ).
(2 ) Eliminates the loneline% encountered by students away from htime.
(3 ) No threat fnmi problems (if the city.
(4 ) No community distractions.

(5 ) Adequate facilities are available.
(6) Efficient use of staff
( 7 ) Efficient use of equipment resources.
(8) Reduced travel. More courses could be run.
( 9 ) Fewer vehicles required.
( 10) Educators can get colkague support
( 11) No need for lecturers to live in ct immunities.
( 12 ) No dependency on educati
( 13) Anangu have been asking for this for years.

Gil tome also refers to a "Rural College- ( 28 ) which he sees catering for young people
of post schotil age as well as adults. DM evidence to the iuse of Representatives
Select Committee on Aboriginal Education foresaw the establishment of "annexes in
the larger communities which would he outposts of a full TAFF. College in :t more
centralized location- (29).
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Control
Consider something like this:

Regional Aboriginal Organization
(Pittant)atjara Council?)

Educatkm (;( )ntilittee

Full time Committee Chairman
a.s College Principal (Anangu )

Senior Lecturer
( probably expatriate

Course Field Tuuirs Admin
Lecturers Trainers Staff

Staff
In addition to appointed course lecturers on campus all the expatriate staff in the

communities should he responsible for on the job training programs through the
College administrative structure to the regional Aboriginal organimtion. This would
include staff running teacher education type programs. Anangu with appropriate skills
should cenainly be considered l'or appointment. Specialist staff could be brought in
from co operating colleges ( TAFF. and CAE k shon term courses Staff in field
locations shoukl be employed by their kit:al c(nhmunity.

Facilities
Several /e(ture roomalready exist at Ernabella at the Resource Centre and the ANTEP

unit. There is already ample equipment for a "College- to begin operations. Teacher
trainers in the sch( K )ls should only need to number about halt-the present establishment
of expatriate teachers. This should make housing available for on campus staff at
Ernabella and free up housing at other centres. The Mechankal Trade Centre at
Ernahel la could he refurhished as the site for a variety of trades courses. A horticultural
pn %ram coukl he set up using facilities which have been in use hitheno for this
purpose. It has heen proposed that facilities he set up at Eregon for store Worker
training. There cc nild be sonic de centralization in the West and the tit wth of the b(wder
without threat to the overall program. Facilities exist in s( )111e of the communities which
could be adapted t'or use in Such a pn }gram.

On-the-Joh/Block Rekase Training/Short Courses ( 30 )
The Rem( Ae Aboriginal Teacher Education program and the N.T. 'Health I >epanment

I leak h Worker training pnNrani are run on this method. Students are required to cover
a syllabus of work related skills, under supervision. complete work related assignments,
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then attend block release sessions at some centre at regular intervals. Because the
numbers of students on the lands are not great, the on-camnus sessions fir all training
disciplines could be timetabled to make almost full-time utilization of the existing
kicilities. Block Release sessions in some study programs could also funchon as short
courses. Credits would derive from both the on-the-job skills syllabus as well as the
sh( iurses. Such a pn igram wcnild permit some flexibility of entry :o an accreditation
program and exit whenever the candidate wished. The methodology could he applied
to the folk ming subject areas:

The S,A.C.A.F. Anangu Teacher Education Program ( ANTEP ). the Batchelor College
Remote AIN mginal Teacher Education ( RATE ) and the WA.C.A.E. Traditional Aboriginal
Teacher Education (TATE) programs are currently conceived of as offering tertiary
qualifications to graduates. These programs would need to be revised to integrate and
cope with the on the job training requirements of classroom teachers, including
teachers in homeland schools. The concept of Aboriginal Education Worker could
beo nne obsolete with the replacement of the expatriate classnx im teachers unless they
become the -teacher aides" to Anangu classroom teachers.

Community Management is probably the mast crucial study program not yet under
way on the kinds. Slum courses have been run in the past in all three states but not
in any consistent fashion. This could require some extra staff particularly in the initial
stages. 'billies to he o wered could include management, b(xikkeeping acct )unting.
tyjMg word pn kessing. business computing and community development. (The PC
Accounting Servk.e is already offering some training to communities using their
services I.

Store Management training is to be set up by Anangu Winkiku Shires at Eregc in in
the fin-eseeable future involving lecture roc nui facilities and residential accc mni datic WI
fin. twelve students. It should be m fled that some community management and shire
management studies o mid overlap. If the training It )cations are to be different it will
still be important that the syllahii should not conflict. Differences in (Immunity and
store management style have generated pn hlems in some communities in the past.

Community Nursing should be considered, like teaching, as a tertiary level program
with multiple exits. The immediate need is definitely fiir in we Anangu nurses with
the basic skills. The N.T. health wc nker program has been running well for a number
of years ntiw, It has a well plaaned syllabus. capable of modificatk)n tc o ve with
changing o )ndit it cns. I lea lth wt wkers could do a kit mwse than Kiining this pnigram.
at least in the slit in term Apparent ly there wt )okl be nt cc cbjection from the N.T. I h iwever,
the College slu culd hmk Lt ) developing ()pen ended courses so that those nt knc nvn

as -health workers- could continue study to qualiR as state enrolled nurses if thev
so desired. ( This latter qualification may not be practicable c on the Linds but the (
shoukl he able to better prepare candidates 1( w curses elsewhere).

Trade Training prograMs shotild be planned with long term full apprentice type
syllabii with the option of withdrawing at the end of anv semester with( nit fi deiting
credit for work done to that point. College records would rect rd pnigress achieved
and any student could resume his onirse a later date, or change streams. A range
of tradesmen exists across the Linds to act as trainers.
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General Education programs need to be available in English language and literacy,
basic maths and other subjects according to need. Short o noses in special interest u)pics
should also he considered. Community g(vernment for councillors is one suggested
to the review on one ()ccasion but there is no end to the topics which might he
considered. Some students could consider attending courses in Adelaide for which
good achievements in English, maths and other subjects o)uld he necessary pre
requisites.

Post School 'fraining 15 yeas and over
It was put to the Bonner Review last year that older teenage boys (16 plus years

old) need to he required to conform to traditional segregated training. We were also
told that thLy should receive appropriate non-traditional education. Older men, who
might act as role models, are caught up in their community work program and are
mostly out of touch with this group. As mentioned earlier. Gnxone attributes their
hehavious to a paradox. On the one hand, frustration at being denied the challenges
their father faced growing up in the bush: on the other, a powerful attraction to the
experiences and artefacts on the 'new way'. T(x) young to w(wk, too delinquent to trust,
their self esteem is limited (31). Bringing hack the old rules for their own sake will
endorse their low self esteem and convince them that the rule makers have no idea
what to do with them.

To cater for this group the education pnwess must 'onigruently' ( 32) embrace the
I( ming criteria:

he interesting and challenging:
maintain traditional constraints and cultural continuity:
involve appn)priate role nux.lels:
include effective English teaching: and
prepare students for entt-y to the local work force.

None ( )1 this shoukl prejudice opportunities of access to further educatk )n. 6n)om('
calls his yersk)n "transiti()n educati( )11- ( 33).

A classroom with basic facilities including a dormitory with cooking, laundry and
ablutions. outside each community could provide the locAtion for basic secondary
learning for this group. There woukl need to be at least two local supervisors to cope
with the avoidance relati(niships between skin groups. Married couples need not he
excluded pn wided their living quarters were some reasonable distance from the
dormitory and other facilities: wives o nild be responsible for catering. Arrangements
should be made for them to be included in local adult training programs and main
stream L 1.11"sl'S at the College whenever possible. Times would have to he arranged
when women were n n present. Supervisors would be able to continue their studies
with College staff. Students from this group with the ability w( mid be able to join courses
in Alice springs. Kalg()orlie. Adelaide or Perth without compromising their ceremonial
status. A similar arrangement. minus the avoidance considerations and located within
the o)mmunity perimeter. could he set up fi)r teenage girls ( -kungawara-).

Fur organizati()nal purp( 'Nes it w()(11(.1 be preferable tor these groups to be under
the direction ii their Council as 'adult' training activities rather than din )ugh the school
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principal. During this period, youths are accorded an adult honorific form of address:
attachmcnt to adult institutions would be most appropriate.

Secondary Education 11 to 14 years
It was put to the.review that separate classess for boys and girls could be useful from

age I I to 14 years and beyond. Anangu seem to feel that this is 'right':
They (girls and boys) don't mix, only when they are link is it all right. When they

(boys) get bigger they are not allowed to mix with the girls because when he knows
that business then he'll be causing trouble, all the time . . . . (34 ).

Given an Anangu controlled school with Anangu as class teachers these "secondary
classes- would top off the more formal school-based education. It would be useful
for teachers from these upper school groups to be tutored by programmeritrac ; with

secondary teaching experience. This should better prepare them for the and
"kungawara- learning centres.

Groome has urged the setting up of a fairly complicated secondary schooling Facility
he has called the Anangu High School. Because of the logistia prthlerm of the
dispersed student body on the Ltnds, the ultimate site for the main study centre he
proposed would have to be in Adelaide. Given the problems he has perceived in the
con\ ! iunities there is some sense in his recommendations. However, he noted that
students returning from their stint in Adelaide under the present arrangements were
often unsettled (35 ).

A significant factor with the high number of alcoholics in some remote WA.
communities was that almost all of them had been taken from their remote tribal
homelands to centres such as Kalgoorlie, Norseman, Esperence or Perth for secondary
schooling For many of these people there has been a very significant level of de
socialimtion. They now are frequently unaware of important tribal traditions, ignorant
about traditional fomis and hunting techniques and some are poor speakers of both
their own language and English. Some of them were trained in skills, ostensibly for
work in rural, urban or industrial settings. Organizers could not see that they were
dealing with youngsters very attached to home and family. The skills they had learned
were not marketable in their home community. Communities in those areas also have
had significant petrol sniffing problems.

Groome sees the multi-campus Anangu High School offering places to high achievers,
with gooj study habits and strong parental support ( 35). It would appear that students
attempting study away from the psychological security of home must also have a high
level of maturity to be able to cope with the social environment of education. It is
doubtful if this would be possible for anyone under seventeen, the mean ak.. for
initiation. If a student has complied with the academic requirements of child schooling
to age fourteen and satisfied the academic and cultural requirements of the "nyinka"
prcigram to age seventeen, he woukl have a better chance of success away from home.

Non-Formal Education
The community new,i Apers and Ernabella Video and T.V. are making determined

efti ins to intOrm th- community on a wide range of subjects. News is important. of
COLINe. Well presented local content bolsters community selfemeem Local
interpreta:ion of events outside the Lands enhances the assimilation of km Avk.dge
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about things, places, people and events as they bear on Anangu. Articles or videos on
relevant topics itiform the Pitjantjatpra view of the world.

It is important that adults get the firsi k)ok at the demystified universe. Their learning
needs must receive the priority consideration. A wide range of demystifying general
information must be dis.seminated among the adult population. A S mentioned before,
parents, aware of the advantages of trasic skills and the acquisition of knowledge, will
see to it that their children's education isn't ignored!

Homeland Education
This subject poses some of the same problems which face small communities

anywhere in Australia. With a good teacher the "Rural School" is about as good as any
other but for the stimulus of peers. However, given that Anangu teachers are more
successful with Anangu children, how can we work them into a successful homeland
school? The NIt rt hem Territory have developed their English based "School of the Bush"
programs designed for homeland schools. It is expected the classes will be in the charge
of someone from the homeland community and advised by regular sessions with a
homeland school "visiting tutor who is a trained teacher. In many of the N.T.
homelands the local teacher is also working through the Remote Area Teacher
Education program from Batchelor.

Homelands can only hope to have assured access to basic education. The
requirements in every homeland will he Fairly uniform. The Schooi of the Bush program
consists of a series of graded lessons covering all the primary grades, tied to student's
booklets and teachers' manuals. Should a homeland community wish children to learn
Pitjantjatjara literacy as well, there are plenty of materials available. Technological
advances could provide access to staff and resources at larger schools or centres via
telephone, radio. slow-scan TV and even computer, data links.

Summary
Provided that
I. the Ministers Management Board give the general proposal their wholehearted

support (people on the WA. side have always been put down by the ,ommon
assertion that 'proper (away- from- home ) training' is obligatory for any important
community Ohs );

then, having established the principles of operation, step aside and allow the
Regional Organization to function as the controlling body ( they have clear ideas
of what they want for their own children and have no need of yet another
bureaucracy to hold the reins of power ):

3, and assuming that all agencies currently involved wholeheartedly co-operate in the
smooth transition from centralized to Aboriginal regionalized control;

then the stage will he set for some magnificent pv)gress in sc wial and educational
outcomes through( x.it this area.

Streamlining of any permutation of the present system is always possible. The
bureaucratic framework is already in pla,:e. All that is missing is the hint of likely success
hassed on achievements to date!
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There is no doubt in my mind, however, that such "imormements" would simply
accelerate the existing socially disruptive desocialization in the short term. In the
medium term we would kiok forward to the same levels of alcohohsm, petrol sniffing,
vandalism and violence which characterize life in settlements in Queensland and other
places. In the longer term the border regions of the three states would follow those
to the East. where almost all vestiges of indigenous culture have been obliterated from
the Aboriginal lifestyle.

Authentic visible adult training is the only credible engine for

the people to realize their ambitions to control their own community affairs: and
for schooling to contribute positively to the normal socialization of their children
for mature and pniductive adulthi.xxl
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Cbapter 16

TRANBY COLLEGE by Garvin Flick

EDUCATION PHILOSOPHY
Tranby has always played an important s )1e in theAboriginal struggle and taken strong

and wtive position on issues such as land Rights and Aboriginal control. The
Administrator/General Secretary. (Kevin Cook) the Director of Studies (Allan Lui) and

six of the nine full-time teaching staff are Aboriginal. Tranhy also has an all Aboriginal

Board of Studies whose aim is to determine the educational direction of the college
and carry out regular community consultants. Because Tranhy is Aboriginal run and
independent, it has been able to follow its own directions in developing modes of
education. that will suit different Ahorigi nal communities.Courses at Tranhy have come
from what Aboriginal people have wanted, not governments. They are drawn up hy
talking to Aboriginal groups, not designed and imposed from the outside. Because
Tranhy has aimed to meet community need first, it haS pioneered courses that have

later been taken up hy other institutions (e.g. The first tertiary preparation course in
1983 and the first site curators course in 1984/5). Tranhy offers ....mponents in
Aboriginal Studies in all its courses and our experience has been that this has often
been crucial for the confidence and personal development of students in other areas
of their courses. Aboriginal studies include an understanding of the different ways
Aboriginal people live and their responses to colonialism at a personal and political
level. Since adult learners have different skills and experiences, Tranhy designs all its

courses to allow for the individuals needs and interests through using electives, small
groups and oneto one tuition.

HISTORY
Tranhy College has been a pioneer in Aboriginal adult education at the pi )st sec( )ndary

level. The College was started in 1958 hy Alf Clint, an Anglican priest, who worked
with Aboriginal communities to set up co-operatives, including a fishing co-operative
at Lockhart River in North Queensland and a bakery at Yarrahah. later Tranhy's activities
changed to training Aboriginal and T.S.1. people in running co operat ives. Students have

come from all over Australia and many people in Aboriginal affairs today were once
students at Tranhy. Despite its important role, it was not until 1982 and after a long
struggle that Tranhy began to receive government funds to develop its courses and
take on more students. This year (1988) there are around 85 students in three main
onuses. Throughout its hi.stoty, Tranby has been supported by Aboriginal groups, trade
unions, church groups and individuals. Tranhy has been forced to close down for
periods in the past due to lack of funds. Tranhy Ab wiginal College is part of the Co

operative fin. AN trigines limited.

GAVAN FLICK, Tranhy Aboriginal College. 13 Mansfield Street, Glebe N.S.W 203-
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Chapter 17

ABORIGINAL EDUCATION AND
TRAINING AT THE CROSS ROADS
REPRODUCING THE PRESENT by Ralph Folds and
OR CHOOSING THE FUTURE? Lymealps Manka

Over the years compansons have been drawn between the impoverished people of
Asia, Africa and South America, the so called Third World, and Aboriginal communities
and it has been claimed by some that Aborigines live in Third World conditions and
share Third World heahh problems. Those claims have been strongly rebutted by others
who point out that Aborigines are not nearly so badly off, they get welfare and various
benefits unheard of in the Third World. These people usually add that someAborigines

even have land rights.
It is true that few Aborigines have to resort to begging for daily food as is often the

case in Third World countries where the traveller is sometimes beseiged by hungry
people. Nevertheless, some remote Aboriginal communities and it is important not to
generalise, do share a fundamental Third World characteristic. They are afflicted by a
Third World problem called dual development and as a consequence they are equally
powerless and dispirited and ultimately share much of the povnty of the Third World.

This paper is about the problem of dual development in Aboriginal communities
and the role adult education and training could play in solving it. In writing this paper
we are drawing on experience in researching social change and living and working
in Third World villages and remote Abofiginal communities.

WHAT IS DUAL DEVELOPMENT?
In the Third World dual development is characterised by a modern building, a

skyscraper, next to which families live in a rubbish dump. Dual development is the
new Mercedes car speeding down an unmade dusty road past villagers dressed in rags.
It is people watching development take place around them but having no stake in it,
people seeing development change their lives while they are powerless to control or
influence the changes which affect them and their children.

Dual development in the Aboriginal context refers to development which conlmunity
people are not part of. There is development on one side and Aboriginal community
people on the other. The developed side is the small businesses, including many
community enterprises, that run on community money from lots of Aboriginal
customers. often with hard working people from outside the community making sure
they arc running efficiently. It is the community housing corporations that mav employ
a few Aboriginal people hut are not under community control. The developed side
also includes modem schools with hard working. well meaning teachers hut without

RAIPH MIDS. Ikitchelor College, N.T. .R"9I
MARIKA, Nungalinya College. Darwin, N.T. 0800
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community feeling of ownership. This is the modern side,which in 1988 is still outside

community hands. Of course community people take from Western society what they

need. cars. video, telephone hut the development structure is not under their control.

Dual devekipment is tremendously dispiriting for AN wiginal communities,
symbolising as it does the power relationships within Australian society. It creates
feelings of impotence since there is no control over change and in a very real sense

Aboriginal people on the undeveh)ped side become second class citizens in their own

communities. l'Itimately, control comes down to the Opportunity for AN wiginal people

to make choices about their future and their children's future.

In many communities there are no choices to be made because no real control exists.

Most Aboriginal people do not at present have the power to make choices about their

own future. they can only watch it unfi Ad. As in the Third V'orld their future is mostly
in the hands of the other poiple.

Dual doll( ipment creates eniirmous s Oal pn)hlems in the Third World and will
increasingly do so in Australia. In particular it feeds a generation gap between parents

and their children where older people have strong links to cortununities but declining
authority. Their children are attracted to the developed side and the material benefits

pn Aides but are rarely able to share in those benefits.

It is the same in the Third Wi)rld where the generati(xl gap and the lack of ioh
()ppt inunities in rural communities leads to a 11(m. of y(iung pLx Tie away fnim the

countryside to the cities. 'nfiirtunately the citk.s offer n s lutu MS and in the Third
World po)ple mi King from the villages usually end up living in ghettos and shanty

t()Wns in conditi( MS of great ix werty. The same trend is evident in Australia and will
alm(rit cenainly accelerate in the future. It is quite likdy that rth we of the preSent

generatk yi ging people in rem( ite c wnmunities will leave their c( )mmunities and

come to the cities and um- n(4 just as temptwarv visiturs as they do nov. but (41

a illufe )1' less permanent hams. AN ill the Third Vi )rld the ()pp()rtunities for these young

pet tple. wh( ) lack literacy. numerwy and ( )1her m irk skills, are likely ti ) I very limited .

tme will end up living in ci inditions nt t much better than th()se (if !hi ; ban slums

in the Third World.

Thy nu wernent ()Ipe( vie t the cit les represents ant idler svmpti 4 the breakd( twn

iriginal c irnmunities. the further disintegrati( of e( wilmtinities as plaees where

there is a Sense it (ceness and unity hoween the pet )ple who live there. This is a
symptom (it-dual deyek)pment and it represents perhaps t Ile greatest challenge tt ) adult

education and trair.ing.

EXPIAINING IX:Al. IkVELOPMENT
In i (ink lit irmal remote community with a devel( tried side an AIN iriginal ct miliainity

side, and an enormous gulf between. there ha\ e been many self management training
programs aimed at bridging these sides . St ntie of these training programs have led

11( mitere at all. to jobs which do not and will pn hably never exist iii renuite

ct )mmunities. Rut others have aimed to train community pet Tile for jobs on the
devek piled side, in the ni( Klern schimil. in businesses like the store and to help ()tit

the hard w( trkit a polk'emen.
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Thaw who deliver this training always seem disappointed and surprised when their
well intentioned programs fail tocapture the enthusiasm of Aborigines, and when, even
after the appearance of success, some of their graduates do not perform as expected.
There is an apparent Lick of commitment, complaints that Aboriginal store workers
lack a sense of responsibility, teachers are not in their classrooms on time. What is
wrong? Where are the Aboriginal people who are eager to get training and take over
these jobs and then prove they can do just as good a job as the people they replaced?

There are several current theories about why some remote Aboriginal people are
less than happy about joining the developed side in their communities and they are
essentially cultural explanations, explaining Aboriginal disinterest in terms of cultural
differences. One of these theories has it that remote Aboriginal people are different
from white people in that they do not learn in a purposeful way, they think learning
is a kind of ritual which does not involve applying themselves to study. In other words
it is argued that because of cultural differences Abmiginal people do not understand
what is required of them to join the develolped side. It is the same in Third World
countries. In rural Java the people on the developed side also say it is the culture of
the people on the undeveloped side that gets in the way of modernisation, but they
are less euphemistic when talking about this, the villagers are described as t(x) primitive
in their thinking. These theories always come from the developed side and they always
see the culture of the undeveloped side as a problem.

We would argue that Aboriginal poeple generally understand very well what is
required of them and what development is all about hut unlike those on the developed
side they also understand the costs and have good reasons to hold back. It is people
on the developed side who do not understand those reasons which have absolutely
nothing to do with purposeful learning, hut a lot to do with the power relationships
in remote communities, the ownership and control of development and the way it is
put in place.

ME CONDITIONS OF DEVELOPMENT
Some communit'es have avoided the problem of dual devehrment and in doing

so they furnish principles fin- education and training to fiilkw in other communities.
We are referring to independent minded ViA communities like Punmu which is situated
some 850 km east of Port Hedlund, between the Great Sandy and Gibson cleserts in
Western Australia. Punmu is a community of about 250 people, rn( isdy Maniiljarra. WhO
were originally part of the Strelley Mob but broke away to build their OWII community
and independent schoi )1. These pc( iple experienced the effects of dual development.
with loss of culture and language and control over their ( mn lives and they moved
further into the desert and responded to the problem in the h ill( ming way:

They did not let development undermine their traditi( mai leadership.
They toi 1k what they needed from white culture and society and excluded what
thev did not want, they did n(4 alhiw development they t-lt no control ( wer.
including Stijl western cultural baggage as alcohol and vi( videos. They put
CO immun ity needs above inst it ut ional 01104, where thlT accepted white inst itut it )11s
they reshaped them to make them their uwIl they made them AN iriginal. In
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the case of schot.)I they radically changed it, incorporated it into daily life and
overturned the dominance of English in the primary school. They made sure the
community itself filtered and defined school knowledge. They refused to leave
development to experts and did not accept any outside view of what they should
do. The Punmu people are not sitting back and watching development take place.
they are controlling it, they are not being developed, they are not the object of
development but they are the initiators of it, they are doing it themselves, it is not
something happening to them.

This is not to say that everything that happens at Punmu should happen elsewhere.
other conummities may make entirely different decisions about the directions they take.
Hut Punnni provides two important lessons:

I 1 Aboriginal people are capable of working in a purposeful way in building their
Own future. There is no problem with purposeful learning at Punmu, everything
they do is fir the community and to make the community strong.

( 2) Aboriginal communities will embrace development when they have a sense of
comrol (iyer it, when they own it. Vnless Aboriginal people bring development
to their side rather than haying to move across to the developed side few will
participate in it. AIN wiginal re( Tie need to make the devel( lied side their OW11
side.

These Sallie principles must he applied to adult education and training, which must
WI wk t Avards pr( witting c( immunity cc nurol. Without this choices are only individual
ones, a nleans persimal advancement rather than part of a process of community
development and (hev will tiller no advantages for community people. To achieve
anything bev(nid transient success all training must !wet inie integral to an Aboriginal
vision of community ctintrol. Vhat is needed is for each community to construct its
tiwn frarnewt irk t 4. self management, Mut WhiCh Its edwatic inal and training programs
can be built.

This nu.bans that education and (raining mus( look funher than taking wer lobs in
community institutions and enterprises: it must help communities take (A nitro! of tlit )st..
institutions and enterprises and turn them into tools ti ii c(minitmitv (level( liment.

DIRECTR"ti FOR EMVATION AND TRAINING
There are MI) clear directions: edliCat it in and training can attempt to reproduce die

present development power structure in cc ntlnluilitk..s or it t::111 incorp irate an
Ak iriginal k'isit in )t change. It can rcpt.( Kluce the present or a can open chi H. hi'.
the future.

Educatitm and training whia merely to draft Aborigines into the deyeltved
side will repriKill0; the present IN Aver stlirctUre and it will fail aS it has always failed.
As the Millet Rept in makes clear many irigines want jobs hut nt mainstreani
jobs. Apart friirn (ibligations which preclude them from regular work they Will Ile\'_1-
he comf( irtable working within a pt Aver structure in which (hey feel 110 Avnership,
and pet pk. from outside the c( immunity will always he needed to prip the systeni
up and keep it going, as has been happening Aer the past decades.

Educatit in and training aimed al nu wing ci nnmunity pet iple into the deyeli piled side
haS IN sulVed pniblems in the Third VO irk!. %There it has xvi irked at all it has created
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elites which have torn communities apart as a few local people joined the developed
side and quickly alienated themselves from the rest. Dual development is lug
necessarily based on racial differences it is any development, whethe;- Aboriginal
or white, which has limited community support.

REPRODUCING ME PRESENT
What sort of education reproduces existing dual development? Education that

reproduces the present structure assumes that there are the sante IL )bs in every
community, in council, community enterprises etc and training is simply a matter of
providing skills for thase jobs. This education is not a two-way process hut a one-way
process where the dewloped side teaches and the community side learns, when the
developed side speaks and the community side listens. In this education the community
has to prove it is just as gLiod as the developed side so the focus is on one thing, getting
Aborigines to the same educational standards as whites, and this is said to be equality.

This kind of education is part of dual development, it mix xiies the ideology of dual
devel.ipment in that it sees development as coming from the developed side to the
underdeveloped side. In the Third World this is also called lop down development
because knowledge is seen as flowing from those who have all the knowledge to those
who are essentially passive recipients of it. In practice. these recipients become the
victims of development.

Top educatk in aims to move AN iriginal people into mainstream jobs and it
may succeeJ in putting a few blaLk faces in sell( nils or community councils. But it is
alFo about pn itecti ng the structure while changing the race of t he po)ple working within
it. Therein lies the problem for Aboriginal people. They are offered education and
training which captures them within the present framework and they resist it. I 'nless
we make it clear through the educatit in and training we offer that we are doing ni( ire
than this we will never address the dual development pn)hlem. nor will we harness
the enthusiasm (if Aboriginal po )ple.

The second direction, the one thIn offL.rs the only chalice to give AIN wiginal
communities real choices about their future. depends on empowering Aboriginal
people to see and act on ahernatives in building their own communities. This kind
of educati( ni aims t( Lk) more than pnkluce black po plc who can think like whites,
it aims to pn )(Ince black people who can turn whitetelkt instituti( wis like sch( council,
St( we, cattle and arts and crafts enterprises etc into t( x ils LL immunities can c Avn. ci min
and use. It enirm Ayers Aboriginal pe( plc tu rebuild from the IN Atom up by devel( ping
enterprises which meet I( )(al needs in terms ( )1- making communities more independent
and creating j()bs whkh are culturally appn)priate.

CH(X)SING THE Ei ifl IRE
What are the characteristics (if an edtk ati()11 that can Iacilitate Ab )ri..;inal ownership

( (level( pnlent thereby pr( )iding ch( )ices li ir the future?

This education creatCS a community devil( )pment framewL irk where Aboriginal
people have executive control and it works within that liamew(wk in responding lo
community educational needs. It (1( res fli t stan with assumpti( al-A nit what
communities wane nor do('s it simply train 6)r a ( nit side a particular community
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context which is the surest way of locking people into w'ork praoices communities
nuy want to change.

This education does not treat Aborigines as empty vessels to be filled by c \perts
who know. all abi nit community j(4)s but nothing about the iobs communities may
want them to do in the future. This is a two way educati( n, not a top down one, and
it treats Aborigines as equal partners in a ct)mmon research effort aimed at building
a c immunity devekpment framework which starts in communities with (limn-amity
aspiratk ins, not institutional or individual ones.

In this twi way education it is useful to have a cycle of work experience and study
inwnsives. Part of work experience involves Aboriginal students in discovering what
their mnimunitics want and how those needs can by met; working from their own
experience they fix-us on obstacles to ci nmunity aspirati(ms. During study intensives
they define these priblems and seek solutions that can be built at the 1(ical level. They

exchange kleas with Aborigines from other communities, representatives and policy
makers of government departments and community development and educational

experts whi arc used as oinsultants in this coirerative exchange of knowledge.

In this way students learn skills in critical thinking which they can apply to analyse
Ilk. current circumstances of their community and its particular development needs.
The leaders (if Punmu are like this; they may not have literacy and numeracy skills

hut they are critical thinkers and they are also pilitical thinkers.

Pri t his educat i( in helps c( immunities to establish a devek ipmental framewi irk
which will eno impass further training. Within such a framework the training of teachers.
o niiidl w.irkers and pei plc Win-king in community businesses does not just take in
what these jibs do ni 1w. hut what ei immunities want these jibs to do. The focus is
understanding thc rok of ci inmuinity institutii ins and enterprises as these have been

and can he in the ftlitlre; lii 1W they Call be shaped and re engineered Ineet ci mtmunity

aspirations. Trainee Wailers find (itit what their community wants taught in schl

and then (level( ip an appropriate l'urriculum. Workers in Minim inity enterprises karn
11( iw to WI irk in a business winch they haw helped build or re engineered to lit the
cultural. vo in( intic and ( idler directi( ms (if their community.

This education and training is a practical nleans ti I achieving a community's

aspiratiiins in running its (mn affairs and establishing an ett liii mk. base I( ir the futt

Most importantly it is pan of buikling up In itti the 11( mom t( I make the ckNeloped side

the community side. That is the ri ethic-mu in and training must have if AN wignml

ci immunities arc ever gi iiilg to ha\ e teal hi iices t( nuke abi lilt their future.

in
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Chapter 18

A CASE FOR A NATIONAL ABORIGINAL
NETWORK ABOUT ENCLAVES hy Eric Hayward

My first experience with Aboriginal programmes in post scxxindary institutk ins pies
back to 1973.

At that time there weren't any programmes appropriate to my needs in Western
Australia and I would suggest that there would have been kw programmes suitable
throughout Australia for people in my position.

The course I did was the Aboriginal Task Force programme at the South Australian
Institute of TechnokNy. I was part of that first intake and was accompanied by two
other West Australians.

This was my first introduction to an Aboriginal Education Enclave.

On completion of that two year programme, where we acquired a Certificate in
°immunity Devekipment, we returned to WA to find that s( ime (if our I( )cal institutions
were beginning to put together programmes for Aboriginal people.

The institutions I recollect were: WAIT ( now Curtin t niversity), Mt Lawley Teachers
College ( now WA(AE) and Adult Aborigin.t: Education ( now TAFE Aboriginal Access ).

At various stages I had input to all of these programmes; some as on the advisory
committees, others as a counsellor, in the TAFE Aboriginal Access programme as a
lecturer and later responsibility as part of Head Office ;::.!nfinistratkin.

My current position Ls Co.ordinator of Aboriginal Studies at Hedland College. I ant
responsible for the management of the programme which constitutes Admission
Studies. Welfare Studies, delivery of community based programmes and an enclave
system.

I teach, I advise non Aboriginal College staff regarding all aspects of programme
delivery. I liaise with the East Pilbara Aboriginal communities. I organise prowammes,
promote the College and manage the areas already mentioned. as well as doing other
things.

In my 1,lk so far I have spoken about Enclaves; a little of the him( >ry and something
about my role as a programme manager in an enclave.

Kir the sake of this talk I refer to the title "Ab(iriginal Enclave" as that meaning:

"any Aboriginal pn 'gramme that is pan of any p(ist secondary institution, it a
university; a college of advanced education; a TAFE institution or an independent
G. >kw:. The pri >grammes are usually appendages and vary in ways such as: bridging
or mainstream, in size. managemem structure and access to institution decision
making. st Hile t hese pn igrammes are called Aboriginal enclave, Ah rigin.tl st udies.
Aboriginal I 'nits and perhaps. the Access Pnigrammes."

ERIC tiAYWARI I. 0 ordinator (if AN iriginal Siodies. Hedland Oillege, A. 6722
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The 111,191(1W of my talk is to highlight the need Ico: greater co ordination of enclaves
and a netwi Irk where Aboriginal managers, lecturers and support staff can compare,
contrast and pri wide sdutions regarding enclave '.N.sues.

"For the sake of self determination. Aboriginal people must play the maior role in
their own education."
I will now address a number of issues which have been concerns to me regarding

the devel(Tmlent of the "Enclave-.
The enclave is a recent concept and many inlitutions are still proposing to put then)

together. Two examples in WA are: the llniversity of Western Australia and Murdoch
'niversity. in the past institutions have pine ahead without adequateAboriginal input

and preparation consequently very few are similar.

The inference is of C(1111Ne AbOrtkinal control and greater reference to
otherion winnows will increase effectilvness and ensure ntoilly strident outcomes.

SOME OF MY CONCERNS ARE
Funding

'there continues to be th mentality in institutions that funding for Aboriginal
igrammes is a h momkss pit. Institutions expect that programme managers can

acquire heaps of funding just by whacking in a submission.

"This ur cutir sc IS lux tale:.

The result of this mentality is that the enclave is expected to acquire funding from
(nitside. In many cases there is a reluctance to inci wporate funding of the enclave in
ordinary funding cunt i Agencies. (What we might call state funding).

"Do strategies exist io ()\ercome this problem?"

Aboriginal Control
We ;IN Aboriginal pc( pie aspire to 0)111114 our own lives and to shape (nit destinies.

Aboriginalisation is Ilk. policy to identify positn ins as Aboriginal IN isitions in
organisatii ins. i.e. Enclaves.

wiginalisat ion is a ci Hite! Hit Ins issue. Slane work has been done by Aboriginal
pet ipk. in preparing such papers and attempts have been made to implement the policy.

Many iibstacles still remain. The fads are that in many cases min wiginals refuse

to step aside. not all( Ming such p1 dicv It) wiwk.

'We know that as AN wiginal pet pie: being :1 mi aid,, know mg what our aspiranuns
are. and having an awmeness ot wiginal culture. are high ni (sir criteria in setting
Up stk*Ct'ss..

lit nv dt Wc ttillvince nun Aboriginal people. that a more appropriate strateg\ is

required with AN wiginals playing m.ijor fl

Community Expectations
The need for enclave staff to he seen as pan of Olt' inginal conwriunity is oh\ it al..

Advice from and liaimin with the pet iple. is essential to gaining acceptance from the
(1)mmunity. \viol( nit -A-cepunce poiple tend n n ti panicipate.
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Opportufflty to spend adequate time and resources in liaising with the Aboriginal
community is usually difficult to acquire.

The need is often overkmked by nonAboriginals.

Advisory Committees
There is much inconsistency in Aboriginal advisory committees. Toms of Reference

vary considerably. Some advise the enclave whilst others have a direct influence on
college councils is the D1T and influence upper management levels. Perhaps to acquire
more satisfactory Aboriginal input to inStitUtions and programmes, a greater awareness
of committee guidelines and obieoives will help

Awareness of other Pmgrammes
Many enclaves operate within their own regions with little knowlege of the sorts

of pro tgrammes being conducted elsewhere.

-More ideas, 1 guess. lead to better programmes.-

This doesnl mean enclaves will not design their own special pro tgrammes, it means
more apprpriate ide.cs lead to better ct mrses.

Institutional Support
CAM( ruslv the enclave needs the suppotrt of the Institutit tn.

institutit nts know how to support enclaves in an effective WIty?

Do Enclaves get this support? nut. how do they go about getting it?

Examples of past success will no do Rik be a help to many here.

I suggest standardising enclaves must lead to greater effectiveness

WHAT I'VE TRIED 10 DO TODAY IS:
1, Express my c(nicerns Sonle problems that need to be addressed about

Enclaves-.

2. Suggest that there are ways to ) impro we enclaves

3. Rect mitmend the estahlishment of so Hue son 4. Nati( Hal Enclave Network.

During the co Rase 0: 1.1,S (In-lit:rent-L.. the organisers may pro wide ()pp( triunity ft tr
Mt Ise ass( dated W ith enclaves. tt diso uss whether there is "..1 need for such a network,

Atier all. the Enclave has had a mainr effect already educatit Hallv on fir lives.
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Cbapter 19

ABORIGINAL RANGER TRAINING, HISTORN,
PHILOSOPHY AND OUTCOMES by Peter Mc Glew

Introduction
Aboriginal ranger training (ART) generally provides opportunities for Aboriginal

people to train and consequently gain employment as land managers in their traditional
country. There are also cases where Aboriginal people train and work as land managers
beyond the boundaries of their own country.
The two employment areas that ART caters for are:

I. National Park Rangers in which case the Aboriginal rangers are employed by
the nature conservation author4 responsible for that art,a, as national park rangers.

2. Community Rangers where a nature conservation authority may assist with the
training of the rangerN, but dot..s not employ them on completion of the training
programme. It is usually the communitys responsibility to employ these people
and their role is to assist in the management of land for which the community
is responsible.

This paper is about ART for national parks although much of what is said can be
applied to community ranger programmes.

HISTORY
There have been a number of ART programmes throughout Australia in the last 9

years: I will give a brief run down on when and where some of these have (iccurred
and by whom they were conducted.

The first programme was at Kakadu National Park in 1979. This was a 12 month
pr(Nramme run by the Australian National Parks and Wildlife Service (ANPWS). They
have subsequently run several more 12 month ATR programmes at Kakadu.

The kNPWS also began ART at l'luru in 1986. Other programmes in the Northern
Territory have been those conducted by the Conservation Commission of the Northern
Territory ( CCNT ) such as the programme at Gurig National Park in 1982.

In other states there have been ART programtm..; jointly conducted by the ANPWS
and state conservation authorities, e.g.
1. With the South Australian National Parks and Wildlife Service ( SANPWS) at Ganmitni

Ranges National Park in 1983 and Coorong National Park in 1986 .87
and

2. With the West Australian Department of Conservatk in and land Management
(WADCALM ) Millstream Chichester Range National Park in 1986.

WADCALM is curr,!ntly conducting its Own programme at Bungle Bungle National
Park in the Kimberley region of the state.

PETER McGLEW, P.O. Box 942. Kununurra WA. 6743
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The NSW National Parks and Wildlife service and the Victorian Department of
Conservation, Forests and Lands have also provided training opportunities for
Aboriginal people to become National Rtrk Rangers.

Queensland is currently developing a land management course which will be
conducted by TAFE.

PHILOSOPHIES
There are a number of philosophies fundamental to any ART ,wogramme. The

following are not presented in order of importance:
I. Aboriginal employment the programmes should increace the number of

Aboriginal people employed.
2. Desire of Aboriginal people to look after their own country Aborigines

traditionally looked after their own country and they still wish to do so. In many
cases they have traditional obligations to do just this though in the last 200 years
it has been extremely difficult.

3. Recognition of Aboriginal land management practices in recent years it has
become increasingly evident that many elements in the Australian environment
depend upon Aboriginal land management practices to survive.

. Recognition that Aboriginal knowledge, skills and practices are a valid qualification
for employment in the nature conservation field, distinct from, but not inferior to
formal educational qua;ifications.

5. Planning of ART programmes to involve both the appropriate consideration
authority and Aboriginal community lengthy negotiations should take place to
ensure that both parties' aims, objectives and expectations are catered for

6. Two v ly training the training programme, besides teaching Aboriginal trainees
about Western land management, must allow for the trainees and other members
of their community to teach the training officer and other conservation officers
about traditional Aboriginal culture and land management practices. In many cases.
the trainees themselves still need considerable instruction from the more
knowledgeable people in the conmtunity. The programme needs to allow time
to cater for this.

7. Accountability the ART prgramme needs to be, in some way, accountable to
the relevant Aboriginal community so that they can maintain a degree of control
over the programme.

8. Cross cultural awareness Aboriginal rangers and Aboriginal participation in the
management of national parks offers a prime opportunity to educate park visitors
about aboriginal culture and assist in breaking down the prejudices that exist in
this country.

OLITCOM ES
I will look at the outcomes of ART under a series of headings. several are ch Nely

related.

Aboriginal Rangers
As a result of ART there are a number of Ab..riginal pt..ople employed as National

Park rangers throughout Australia. This can be as a suc,7ess, hut is it enough?
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Land Managers or Pali Workers
On completion of their training the trainees enter the mainstream workforce on a

Kese level, such as, Grade I ranger, while g.iining employment this level does not allow

for a great deal of participation in management decision. Over time, and with
promotion. ranger.z .. aicrease tf.eir role in the land management decision making.
This, however, leaves a gap where Aboriginal people arc not participating to the level

tha! they wish.

Aboriginal Community Participation in Management
To gain a satisfactory level of involvement in the management of a National Park,

the Aboriginal community traditionally affiliated with that area needs some sort of
mechanism, other than Aboriginal rangers, to ensure that they achieve this. An example

of this is the t 'Iuru National Park board of management where the traditional owners
have a majority of memi.ers. Management decisions, excepting many of the mundane,
day to day decisions. cannot go ahead without their approval. This sort of mechanism

means that the cummunity is adequately represented at a management level, and at
the same time, relieves the Aboriginal rangers of a great deal of responsibility that is
not appropriate to their initial years of employment.

Traditional Western Park/Conservation Values
With the advent of Aboriginal involvement in national Parks, there has been a conflict

of philosophies. An obvious example is the hunting and gathering of traditional lxxJs
by Aboriginal people in National Parks. This goes against the grain of Western
conservation values where such activities have h.,:en, in the past, outlawed from such
areas. Negotiation is required to solve this conflict where both parties need to adjust
their previous concepts about how best to manage the area in question.

Cross Cultural Awareness for Park Staff
In past programmes prejudices held by non Aboriginal park staff have hindered ART.

If these programmes are piing to succeed and for ... continuing good work relationship
between an Abtiriginal community and ct inservat ion authority. cross cultural awareness
programmes inyt 'lying both parties are essential. Many I if the pn blems ass( 'dated with
ART are related to misunderstanding between the respective cultural groups. Learning
about each others' culture can help prevent this misunderstanding.

Planning Time
The planning of any ART programme is understalidably a crucial factor ft ir the sticcey,

of such pnigrammes. l'nfiii-tunalely this aspect is often neglected.

The conservation authority and the AIN wiginal community need to conduct lengths
negotiations, including visits to existing programmes. to detail their expectations of
the programme being developed. This shoukl include let W the pnigramme is gt
to operate and how it is going to be evaluated. Ckar aims. objectives and guidelines
set before the programme begins will assist greatly in preventing problems arising
further down the road.

Within this planning perk id infrastructure and resource requirements should be
determined and acquired belt ire commencement of the programme. "Ibs has not
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always been done in the past and has placed great strain on the programmes in these
situations.

CONCLUSION
Aboriginal Ranger Training is a positive step towards Aboriginal employment as well

as allowing Aboriginal people to participate in the management of their traditional
lands. There are taill many hurdles to overcome. However I think ART is generally
pointed in the right direction.
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Cbapter 20

LIVING A NEW WAY
A case study in community self management by Antbuty McMahon and Anne Kogolo

"We don't want to go hz._kwards . . We want to live a new way" Yungngora and
Kadjina communities to the Minister for Aboriginal Affairs, 14 Augmst 1975

Introduction
This paper traces the development of self-management in the Yungwra and Kadjina

Communities on Noonkanmbah and Millijiddee stations near Fazroy Crossing in the
Kimberley region of Western Australia.

0 Derby

Noonkanhah

0 Fitzroy
Crossing

0
0 Millijiddec

Map of the West Kimberley, Western Australia

It is a truism in Aboriginal Affairs that Aboriginal people should be able to gain the
skills needed to manage their own communities and enterprises. Usually, however.
self-management is portrayed in narrow bureaucratic terms, such as 'the executive,
management and administrative skills needed to efficiently run the communities'
(Miller 1985, p.241). These two communities have a wider idea of self-management
than this. Their definition of self-management encompasses 'advancement to
autonomy'. They have come to this view from an understanding of their own historical
experience and an appreciation of what they want for themselves.

TONY MCMAHON. 94 Bungaree Rd, Wilson WA. 6107
ANNE KOGOLO. Noonkanbah Station, P.O. Box 3, Fitzroy Crossing WA, 6765

148

I 5



THE COMMUNITIES
Noonkanbah and Millijiddee stations straddle the Fitzroy River about 90 km south-

eaSt of the town of Fitzroy Crossing (see map). The two communities are made up
of Aboriginal people whose traditional lands he on Noonkanbah and Millijiddee stations
and On the desert fringe to the south of Millijiddee.

The indigenous people of this section of the Fitzroy River, the Nyigina, were brutally
subdued in the 1890s (Bolton and Pedersen 1980). They were incorporated into a
system of slave lahour common to cattle and sheep stations in the Kimberley and the
Northern Territory (McGrath 1987). Aboriginal people from south of the river, the
Waimajarri, while not totally divested of their lands because they were unsuitable for
cattle-raising. were held captive on these and other nearby stations for generations.

From 1889 the Nyigina and the Walmajarri helped create a viable pastoral industry
on Noonkanbah and Millijiddee stations. They did this while living in appalling, even
brutalising. conditions. The ease with which they learned to work sheep and cattle,
the inability of management to recruit and keep white workers, the total control given
by law and custom to management over Aboriginal people and the fact that management
gave 'keep' and not wages, ensured that Aboriginal people were valued, in the abstract,
as a necessary resource for the pastoral industry.

Station management, which was based on violence and the threat of violence.
enforced the economic dependence and social control of the Aboriginal people. In
a letter witten to the Department of Aboriginal Affairs in February 1974 Noonkanbah
and Millijiddee people showed they were well aware of the meaning of their history:

In early days our peopie were like slaves and
were working harder because it was easier for the
white man to make money quicker and faster. Now
there are big cattle stations around Fitzroy Crossing
and k As of our 114.)ys know how to handle stock w()rk
better than any other white man ( Department for Community
Services Fitzroy Crossing, file 8. I 1

During the 1950s and 1%Os living and work conditions had become so bad on
Noonkanbah that mc m members had left the station to find work elsewhere. Finally,
in August 19-1, there was a 'walk off' of the remaining workers after another dispute
with the manager and the gr nip nu wed to a fringe-dwelling existence in Fitzroy
CtI)Ssing. 100 kms away.

THE N()ONKANBAH/MILLIJIDDEE COMMUNITY DEVEWPMENT PROGRAMME
The life of fringedwellers in Fitzroy Crossing had a devastating effect on the people.

Condemned to live in unhealthy and demoralising conditions on other Aboriginal
peoples c( nintry. the gr( nips began to disintegrate. Mindful (4' this the Noonkanbah
leaders. l )incd by valmajarri leaders fr( m Cherrubun statk n east of Milhjiddee. h )bbied
fig all )r pan of Nk xmkanbah station as a place for the groups to be repatriated.

Just as impt 'nantly. they began a pr( x:ess of community (wganisation that differed
radically fr()m ilic suit ni managenlent they had rebelled against. The people wanted
atItoil(ntly i.e. l(> be their k )Wil IN )55 and to this end they Set up a number of wt )rk
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committees that planned and carried out programmes the communities had agreed

on. They were assisted in this by Department for Community Services (DCS) staff in

Fitzroy Crossing.

the community arranged itself into work groups to provide camp maintenance
and possible economic self-help projects. All adult men and some of the women
were assigned tasks under the following categories:

Bush nurses; Schooling Pre-School and Walmatjari; Store and Banking; Sheep
and Pigs; Market Gardening; Artifacts and Hunting; Building, Water Supply and
Bricks; and Welding and Transport. A leader was appointed to each group and they
were to report at a proposed weekly Monday morning meeting (DCS file A4090 vl

p.93).

It is true that, in some ways, these were a continuance of station work patterns hut
the difference is in the phrase 'the community arranged itself. The traditional authority
of the community sanctioned the old station patterns and made them over for the
community's new purpose

These new management arrangements continued when, in September 1976, the
communities returned to Noonkanhah and Mill ijiddee stations as managers themselves.
Such a change of management structure from the old boss/worker relationship was
not without opposition. The Department of Aboriginal Affairs, which had funded the
purchase of the Futions, insisted that a white manager be appointed to run the
properties. The communities vehemently resisted this, saying what was the point of
having a station if they still had a white boss. In the end the communities won their
battle and took up the stations on their own terms. Over the following years the two
communities have established and managed, in addition to the stations, three
community schools .rid three stores as well as a number of other ventures. It would
be untrue to say that these have not had their ups and downs. They have, and no doubt
they will continue to have them.

SELF-MANAGEMENT
The underlying fi mndat ion of Yutigng( wa's and Kadjina's c mcept of self management

was their commitment to increase the opportunity and ability of their people to make
decisions about their own lives. This is a view they have re iterated time and again.
Yet their commitment to self managenlent was not something merely negative, a wish
to be free of interference. It was that, certainly. but they also wanted to he free to do
something. In essence. while they wanted their stations communities managed. they
wanted to do it.

The communities' idea of self management involved two things: a ) all groups in the
community must he involved and h ) use must he made of skilled outsiders who have
expertise not available to community members. Self management, then was not just
about finance and economic matters. It was/is a way of living as a community. Virtually
everyone had some sort ofjob, he it stockman, cook, store-worker, camp nurse, teacher
etc. There were meetings for the various groups and, when needed, a comnninity
mecting to make policies or resolve problem; .

150



MEETINGS
There has been a great deal of criticism, much of it justified, about meetings in

Aboriginal communities. Meetings that only rubber-stamp a public servant's decision
or spend time grumbling about things that are bad, just reproduce the master/slave
relationship of the mt. In a community uying to become autonomous the members
of the community must have the actual power to effect decisions. With Yungngora and
Kadjina this meant taking time to make decisions, in their own way, with assistance
if necessary to understand the issues. Whites were often excluded from this decision.

making and rightly so. This exclusion usually happened in one of three ways: by splitting
a meeting into two pans by having a lunch break, for example. This allowed the people
to come to their own decision in an informal situation while relaxing. Another way
of excluding whites was to ask them to leave the meeting by saying it was Aboriginal
business. A third way was for the community to have their meetings without telling
the white people involved. Decisions like this not only reinforced the perception of
community autonomy but helped create it. They are in marked contrast to the decision-
making practices in dependent Aboriginal communities ( Bern 1977; Thiele 1982, p.16 ).

SKILLED OUTSIDERS
The use, but control of skilled outsiders, usually whites, was another feature of

Yungngora and Kadjina's autonomy. A numFscsr of white people have been essential
for the development of the two communities and are valued for that. The DCS
community development workers who worked with the communities from 1975-1985
deliberately reinforced the communities' determination to be self-managing. Their style
of working ensured that the communities' wish to be autonomous was respected. For
example monthly financial statements, pan of the flow of information that enables
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people to exercise control over their lives, were couched in images and language that

people could readily understand. People brought up on cattle stations are familiarwith
water tanks and bores. A readi ly understood image, therefi we, was the water tank which

was used to show financial matters pictorially.
In the diagram, the water coming into the tank at the top is income and the water

coming from the tacks is expenditure. The crack in the side of the tank represents
wasteful expenditure. Diagrams such as this helped community members who were
illiterate to understand and control community finances far better than the recital of
a list of figures or the sight of a balance sheet. The communities could see their progress
and make informed decisions about their future.

Unfortunately, not all agencies or their staff supported community autonomy. This
caused tension and disruption in the communities. The must celebrated case was the
State Government's insistence that drilling take place in a sacred area hut a supposedly
simple issue such as housing could show that the concept of self-management for
Aboriginal communities was not something that just happened but something that had
to be fought for, even against those who openly espoused it.

In 1980 the State Government had offered to build houses for the Yungngora
community at !sh x wikanbah. This was accepted but because of previous experience witli
builders who brought alcohol into the community against the community's wishes,
the way other communities had been given inappropriate housing and the likely
interference to their community life, the community told the relevant state government
department that it wanted to control the location and design of the houses and that
alcohol was banned from the community. Yungngora were eventually able to control
the provision of housing in the community and limit alcohol because they were strong
and well organised. For them, seffmanagement involved the total concept of what
housing wou!d bring to the community and the way it would come to the community.

TRAINING
The Miller Report notes that the deveh pment of training mechanisms to enable self

management is 'an area of considerable neglect' (Miller 1985. p.241). Yungngora and
Kadjina have demonstrated that self management is not something that is given but
something that is taken. Mao Tse-tung's proverb that, 'we must teach the masses clearly

what we have received finm them confusedly applies to those who worked with
Yungngora and Kadjina. Self management is something that is done. not just talked
about. The best training was to practise what was preached.

From the experience of the Yungiv)ra and Kadjina communities it is IN Pisible to )

list a number of factors that assisted them to advance U Avards autonomy and which
may assist other Aboriginal communities.
( 1 ) Self management is not just about finances. It involves the whole community and

each section of the community in the sodal 'and economic developnient of the
community. The people must set the go )als for what dwy want. both h)ng term and
slum term.

( 2) There needs to be some sort of structure such as a series of committees n) ensure
that evem me has a chance to take part in community business according to their
capacity.
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(3) The 'outsider' whether white or black, emp:oyed by the community or visiting on

business, must stand back and let people make their own decisions. Ile/she must

hack them up even when he/she thinks it is a wrong decision. This doesn't mean

the 'outsider has to act like a wimp. He/she should have his/her say but it should

ultimately he the community's own decision.

(4) The 'outsider' who is working with a community needs to develop an ideology

compatible with the community's aspirations for autonomy (Creed and Tomhnson

1982). This may mean resisting attempts by his/her employing agency to become

tools of that agency to the detriment of Aboriginal pel pie (n)miinson 1985, p.162).

(5) A community must see its progress, to convince itself it is on the right track.

Evaluation is an essential part of self management whether things are going badly

or well.

CONCLUSION
Yungngora and Kadjina commun:!ies have developed a process of self management

that means real decision.making control in their communities. It developed initially

from the peoples' experience of oppression in station life and is essentially a wish to

become am momous.
On the other hand they value the use of skilled outsiders so long as the outsiders

respect and work within the communities' aspirations to become autonomous.

Real self managemem, 'advancement to autonomy' is a delicate thing. In these

communities, it depends for its growth on the communities' ability to control the

decision making process and on the Outsiders' duty and commitment to communicate

technical information for that process. Anything else is going backwards. Yungngora

and Kadiina want to continue on their new way.
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Cbapter 21

ABORIGINAL PARTICIPATION IN
HIGHER EDUCATION -
POLICIES AND PRACTICES by lynette Riky-Mundine

In the last 20 years Australia, as 3 nation, has worked towards establishing itself as a
multicultural society. Uri Thema; (l98369) states that the Australian Government
accepts as a basic premise that it,

"is committed to the preservation and development of a culturally diversified but
socially cohesive Australian sciviety. free of racial tensionsand Offering security, uell
being and equality of opportunity to all those living here".

The prime aim is to recognise. acknowledge and act on the differing rights and wishes
of groups within Australia. So that in the words of UNESCO.

"the goal is to create a society in which people are given the opportunity, as
individuals or groups, to preserve and develop their culture." (ibid)

But is this what is actually being achieved in Australia today? One area for creating
equality c)f opportunity, through which other goals of equality are to he achieved (such
as well being. security and freedom of racial tension), is said to be education. Education
of all people. at all levels. The Australian Government's aims as well as UNESCO's goals
are clearly reflected in the NAEC's Aims, Rationale and Objectives: Thus Aim 4 states
that "Education for all Australian's must be a means of promoting crosscultural
understanding through an intensive community education programme. It should aim
to develop understanding, tolerance and respect for the differing cultural viewpoints
held by the peoples of Australia. In doing so the uniqueness of the indigenous people
must not become a lost entity within a multicultural Australia."

But is Australia really a multicultural society; that is. working toward recognition of
differing cultural rights, with the involvement and participation of different cultural
groups%

I contend that Australia is in reality a monocultural society, "a monocultural society
is one in which only one culture and tradition is allowed to develop, and in which
any culture ethnic minorities are totally repressed by a single dominant culture. Few
societies, if any. arc entirely monocultural, but most have monocultural policies and
practices." (J. Sherwood 198+95 )

Examples of these practices are seen in relation to Aboriginal Rarticipation in Higher
Education and in the so termed poll( ies relating to this participation.

Further it is my belief, that the policy statements relating to Aboriginal Participation
in Higher Education ( APHE ). are an active form of systemic bias against Aborigines
enforcing institutional racism. Indeed. I will argue that the policies on Aboriginal

LYN RILEY 1t MANE, Aboriginal Research Fellow,
University of New England. Armadale N.S.W 2351
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education are no more than statements of concern. rather than policies in the truest
sense.

To clarify this viewpoint I shall firstly, define what is meant hy institutional racism,
systemic hia.s, policy and power. Secondly, I shall present an analysis:evaluation of
the policies relating to APHE. outlining their concerns, showing that they are not
policies as defined, and what their wider implications really mean.

(A) DEFINING
( I ) INSTITUTIONAL RACISM

Institutional racism, ticcurs %Olen the institutions in society, openly or
indirectly, systematically disadvantage or discriminate against specific groups of
people. It can be manifested in the laws of the country, or it can he expresed
through the ways that the systems and institutions in society work. It is JIM)
developed fr.( im pet ple's attitudes, prejudices. discriminatitms. and their overt
or covert actions toward others.

Consequently. if we accept that the policy of assimilation. for example. denies
robs individuals of their identity and ethnic uniqueness and that such assimilation
is legalised within our education system. then we must accept that the education
system in this countiy, is a major institution which is socialising AN)rigines and
others, into accepting the goals and practices of white Australia ( i.e. assi milat m ).
It is practising a form of institutional racism.

What I am concerned about in this paper are the covert indirect actions in
Aboriginal Educatit in which maintain institutk mai racism.

(2) SYSTEMIC BIAS
Systemic bias (see Savitch. cri ) is 3 developmental process. It OCL'llrti when

the levels of participation and decision making resource manipulation are
defined by omtrolling gn nips in order to maintain their pc mer. Such pt mer
groups ct min the states of pan icipat in. the prerequisites, what one must achieve
heti we being involved in decision making. and they wntrol the means of
achieving (lit ise prerequisites. They control the systems of communicatkm,
educatk in, skills, financial resources and commitment of trained personnel. In
this way dominant groups maintain their power, and in doing so effectively
perpettlate less p nvethil less kilt wledgeahle wimps with a dependency on the
system. Such dependency reinforces the power of the ointrolling group. whkh
in turn helps to perpetual systemk- bias. les like 3 yid( nis cycle.

Ctinsequently. if gn nip 'A' is the controlling gn nip. grt nip 'lc sh(nikl be
omcerned with raising its awareness of how and when svstemk- bias is being
practised in case it has beo niic so ingrained in the 'controlled' pnk.ess tlut gn nip
li fails. t see t hat it is being controlled.

( 3) POLICY
It 1 ni take the Australian Oxford Dictionary meaning,

POLICY is: the "Pnident conduct. course of Alit in tVernment or perm HI.

This is simplitYing k. Ler', take :I step further.
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There are many definitions relating to policy, 1 haw taken the following to
best illustrate itti meaning:

Cochrane ( 1980:445 ), in "A Certain Heritage" ( l983:13) by Coombs. et al,
states:

"Policy, unlike a law or regulation, is only considered as policy when it
is clear that it can and will '-e implemented; and policy, unlike politics,
is not a stniggle lOr power over specific decisions, hut rather what guides
decision making for a general class of dedsions."

Anderstni ( 198-1:2 ). uses a definition by Carl Friendrich ( 1963:79 ). whic'd is
that polk.y is:

"a pn iptised course of act k Hi of a perm In. group or w ivemment within a
given envir( inment pn Aiding obstacles and opportunities which the policy
was pn)p )tied to utilize and overetime in an aim to reach a goal or realize
an ohieenve or a purpose."

Andceson ( 191.4-1), further goes 4in to say that polk-y should focus attention on
what is actually being done, not on what is proposed or intended. He gives five

nnts polk-v. they are that p Ilicy should be:

( i 'First Iv, pup( isive or pul ()dented act i4 in. . . . intended ti) pn duce certain
results" ( ibid. p2):

ii st.oindly. ccinsist (if ('4 nirses or patterns 4)1 act k ins by gtivernmen t

afilia Is rather than their separate. discrete decisions. . . A IN 40' includc,
. hut also thc114 4 only the decisk In to enact a law on some topic.

subsequent decisk ins relating to its implementation and enforcement
( ibid, 113 ).

( ) p( AICV involves whin pivernments actually do, n4 n What they intend

k r NN hal the y say they are piing ) lh ( ibid. 11-4

( R I h ninhly. policy MAY he either ptisitive or negative (C)rm. it may illtok
14)rin of 4 vert government action to deal with a pn iblem on which

action was demanded (IN isit ive 1, or it may involv.... decisk in by
pnernment cifficials nol I() take Ali( I( ) do nothing. 4)11 5411111.. matter 4 in

which g4 weriunent involwmetn is .4iught ( negative I. in o(her w4 irds
gi wernments can 14)II4 AV a p( )liey laissez faire. r haIldS off, either
generally or on mime a.spects of 14,tivitv. such in ;kik in may have Map n.

nisequences 14n. a mickly or some of its gn nips I ibid. N ).

( y I Ltstly, p lIki, . . is based on law and is ;mill( iritative. . . has an
authoritatke. legll 4 er i c qualit that the polk-ies of private
firganisat id Ills do not have.

. . . Authoritativeness is a necessary but not a sufficient condition 14 IF
elteCII1e public IN dicy ( ibid. 01

so that in sithpie ICtillS policy has a 144 ul, is ;ktion based 441) what is t( I he
114 )1 ) he chine. and is audit )111aIiVe.



(4) POWER
POwer is fully involved in and reflective of decisions made and the activity which

arises from these goals. Power is also the extent to which persons or groups, use
barriers in favour of their bias to create policies, for their own exploitations. That
is, some issues can be organised into or out of policies

Lukes ( 1974:17), says that 'mobilisation of bias' power is: "a set of
predominant values, beliefs, rituals, and institutional procedures Crules of the
game' 'hat operate systematically and consistently to the benefit of certain
per "I groups at the expense of others. Those who benefit are placed in
pref. -s. 1 4 . tiofls to defend and promote their vested interests. More often than
not, ti st:t Ito defenders' are a minority or elite group within the population
in ques 2.1itism, however, is neither foreordained nor omnipresent: as
opponents of the war in Viet Nam can readily 'attest, the mobilisation of bias can
and frequently di ws benefit a clear maiority-.

Lukes ( 19".1) further says that power is highlighted by a number of points:
that is:

( i Power is synonymous with influence and control;
"whi ) prevails in decision making . . . ( is) the best way to determine which
individuals and groups have "more" pl)wer in social life- ( p13):

( all fcirms of successful ciintrol of 'A' over 'W;
( iv ) the securing of compl iance through coercion i.e: the promise of somet hing

to come, or threats of deprivation. Coercion also embraces authority, force
and manipulation. This is the most insidious exercise of power (in that
it is) to prevent people, to whatever degree, from having grievances by
shaping their perceptions. cognitions and preferences in such a way that
they accept their role in the existing order of things. either because they
can see or imagine no alternativ,. to it. or because they see it as natural
and unchangeable, or because they value it as divinely ordainvd and
beneficial ( p24 );

( v1 "Power may be. and ofien is. exercised by confining the scope of decisii in
making to relatively "safe- issues' ( 1)18 );

vi the am( aunt of decision or non decision making that is carried inn. to
actiydy suppress other interests ( (Wert acts), in- to suftiCate ( coven acts)
issues before they can achieve the "decision implementing stage of the
rx )10. pri kVis- p 191:

( 1 pi wer is concerned with persons gr( Kips and "hm- they exercise it

pt)wer aikl what effects it has on the political pri wess and other actors
within the system- ( p2 I I:

( Yiii cow( illing the agenda tOr raising or excluding issues;
I ix) "control of inft irmat ion, through the mass media and through the pr.(

11 ( p23) : and
xi ) pmer is governed by the :filth( wily we give to the rights of others. thus

"power depends on 'the illStlItIlii)113hZ;ItiOn of authin-ity. ( p28

Is-
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It is "the people's support that lends power to) the institutions of
a country, and this suppon is hut the continuation of the consent
that brought the law into exercise to begin with". (p29).

As can be seen from the abme, policy and power are inexplicitly linked. One

affects and determines the other.
F,Ir Aboriginal people in the education arena then, we are allowed to be, or

encouraged into the formation and implementation of rxilicies, hut are we? I know

we are ii.volved in policy formation, NOTE: NAEC guidelines and policy statements,

hut are these really policies, by the previous outlines of what a policy is? How are we

really into ilved in, or able to control. implementation?
There are many statements to the fact that governments and educational institutions

shorddcede give over power, authority, responsibility and accountability to Aborigines,

hut is this really happening? Does the government really believe that it should give

us power. authority. resrxinsibility, and accountability? Does anyone really believe this

or is it just words on paper. to get our co.operatiorl, to make us feel involved, and

in control.
I believe that these x dic ies' raise Use hopes and only create illusions of power and

change. That is. we are given promises of control, through these policies, but how much

control is given and how effective are these 'policies'? How can we have sell
mangement. and our own controls if we are structurally, financially and administratively
dependent on pivernments and controlled by their bureaucracies? Are we becoming
complacent without illusions of power. or are we actively evaluating and upgrading

our past achievements and our future aspirations? Or are we reinforcing a dependency

relationship which accentuates oui- 1 nerlessness and frustrations?

In "A Certain Heritage". edited by Coombs, et al ( 1984), there is a diAcussion about

how the education system is used to ci lionise and co introl Abouriginal people. they state

that:
"Altbach and Kelly ( ed. 19-82o 21). in a series of essays about the educational

problems of minority and Third World peoples say that the domination of a 'nation'
(defined geographically, socially. litv oistically or culturally ), within the borders of a
nation state by another group or gronips of people. can he best understootl 'as internal
colonialism. Whereas externally cokmiscd people often had numbers eventually to
assert themselves or halt exploitation, internally colonised peoples have usually had

their cultures usurped and replaced. Among such colonised minorities schooling
(education ) is completely divorced from the social and cultural realities of people

at whom it is directed.
Other characteristics, which illustrate this divorce from reality in all( iriginal Australian

today are described in Althach and Kelly's discussion of colonialism in education ( ibid,

I -7):

(i) t.( k)nial education was offered by the col( miser without the input or consent of

the col( inised:

(iO sch(x)1 was not an organic outgrowth of the siiciety of the colonised. Neither the

languages nor the social values were theirs. Where a +ern...cular Was used it was
transitional to learning metropolitan king
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(iii ) neither were such schools an integral part of the society and culture of the
coloniSerS: the educational standards were low: similar to those of church charity
schools in the nineteenth cent!), England;

(iv) the age-specific, hierarchical schools, emphasising primary levels, eliminated
large segments of the population from the secondaty schooling and qualified
people to work only in subordinate jobs: providing no preparation for leadership
in their Own society: and

(v ) colmised countries were not free to determine the direction of education and
could choose only to reject or accept what the coloniser offered-, (p158)

I think that, if we look at each of these points carefully, it is evident that we have
in the past been controlled and manipulated, and that it continues to happen tt )day.

(B) REVIEW OF POLICY STATEMENTS ON ABORIGINAL PARTICIPATION IN
HIGHER EDUCATION

A number of "policies" and statements relating directly or indirecIty to
Aborigines in Higher Education, have been reviewed evaluated for : firstly, the
power behind such statements, so as to turn the concerns into policy declarations,
and secondly, to note the areas of concern that they raise.

The "policies- and statements reviewed were:

(i ) NATIONAL ABORIGINAL EDIICATION COMMITTEE ( NAEC )
Policy Statement on 'frniary Education for Aborigines and Torres Strait
Islanders. 1986
Australian Government Publishing Service

( NEW SOLTH WALES TEACHERS FEDERATION ( NSWI'F)
Aborigines in Higher Education. 1987

(iii) FRDSON, H.
Aborigines and Islanders in Higher Education Possibility of Structural
Change. July, 1985
Paper presented to the National Conference on 'Aborigines and Islanders
in Higher Education'.

( iv ) RYAN, S.

Address to the National Conference. on Aborigines and Islanders in Higher
Education'. 9th July. 1985,

( v) DAWKINS, IS.
Higher Education A policy Discussion Paper The Green Paper 198-
Australian Gtwernment Publishing Service.

( vi ) AUSTRALIkN GOVERNMENT

Aboriginal Employment Develop...ent Policy
Policy Paper No 1 "Policy Statement" and
Policy Paper No 4 "Education and Formal Training Strategies"
198' Australian Government Publishing Service.
Policy statements were sought from groups other than the above, hut such
1-x )licies weren't available for the ft illowing ream ins:
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(I) NSW Aboriginal Education Consukathe Group ( NSWAECG):
their primary area of concern, at present is with the schoc iling years of Aboriginal

children, from pre-school to Year 12. ks such, no policy relating to Aborigines
in Higher Education, has been formulated.

(ii) The Australian Teachers' Federation (ATF)
was still at the draft stage of tbrmulation. That is, it was awaiting the policy

statemous from the various state teachers' federation bodies. These will he
incorporated into its own policy.

(iii ) The Higher Education Board ( HEM:
had no specific policy on Aborigines ni Ifigher Education, and weren't in any

stage of developing such a policy. Its prime aim being with provision of funds.

(iv) The Commonwealth Department of Education (CDE) or Department of
Employment Education and 'frainin3 ( DEFT):

has no policy relating to Aborigines in Higher Education.

(v) Commonwealth Tertiary Education Commission ( OTC):
had no po..icy on Aborigines in Higher Education.

(1 ) POLICY OR STATEMENTS OF CONCERN
The policies or statements, as they were presented, were reviewed ir1 light of

implementatkni proi-edures. and control cir pc Aver of or for implementation.

The following was found;

( i ) Policy Statement on Tertiary Education for Aborigines and Torres Strait
Islanders. 1986
Australian Government Publishing Service.

The NAEC, at the time of the policies presentation, was the advisoryl-xidy
to the Australian Government and the Federal Minister for Education in
parficular on all issues relating to Aborigines in education, from prscluxil.
through to post secondary educational services. This advice has been given
on a national level, to provide for the diversity of perspectives of all
Aboriginal groups in Australia.

How mudi -power- does the NAEC really have to implement policy.
given that the current Federal Minister Mr I s Li .s .n t3e process
of disbanding the Committee. by December 1988% It is obvious that the
NAEC and its advice is considered to be of no use or that it is lacking in
some manlier.

A working party is being established in its place to make appropriate
recommendatkms to the Minister.

The NAEC policy was developed specifically in relation to the needs of
Aborigines in Higher Education.

Note that the advice was given in March 1984, for the 1985.87 triennium. yet
not published for public consumption, until 1986. This in itself meant that pers(
or instil utk ins concerned with Aboriginal part icipation in higher educatk mi. were
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unable to respond to various rei-ommendations given, in time for their own long
term planning.

Even though the NAEC was seen as official "advisory", it also commented on
the Governments lack of recognition to this 'paicy"statement.

The former and the current Chairpersons, Mr Paul Hughes and Mr Errol West,
ty,th noted their extreme disappointment, "at the lack of response by the
Commonwealth Government and the Commonwealth Tertiary Education
Committee to the proposals" (Pvi) put forward.

In reality, then, the "policy" consist% only of statements of concern, .and
proposals, which might achieve equity for Aboriginal students; if they were
implemented! It is an internal policy statement for the NAEC, which could be
utilised externally by others as they wish or recognise the policy. As a policy
statement for real action therefore it has no empowerment for implementation.
The Government's lip-service to the policy, then, can be seen as an example of
systemic bias it holds out the caMi but won't let us eat!

NSWTF
Aborigines in Higher Education 1987

The NSWTF, after manyyears of consultation, endeavoured to create ways
in which it, as a union, might support Aboriginal self-determination,
initiatives and participation in all levels of education.

This particular policy is a set of proposals in which Aboriginal
participation may practically be achieved at the bcal level, and in that
attempt we have a unique first.

The policy was developed in consultancy with executives and members
of the NSWIT, interested teachers, members of the Aboriginal Support
Group and the Lecturers Association, (which are all made-up of Aboriginal
and non.Aboriginal membership ), and the NSW AECG, as well as co-opted
persons as they were needed. The policy was accepted at the NSWIT annual
conference in 1987. It is a very good indication of organisational support
for Aboriginal needs and demands and it provides clear guidelines of how
Aboriginal participation in higher education might he implemented.

The NSWIT is however restricted by the fact that it is a union. Thus it
is attempting to make all aware of the facilities and support available to
them, in relation to Aboriginal Participation in Higher Education, through
this union. Hut it can reach out only to those involved in or with the
NSWIT. It is hardly a document which has power, to implement its
suggested strategies for achieving equity for Aborigines in Higher
Education. Yet many of the statementslecommendations made by this
bmly are hitting at "gam-root.' issues for the day-to-day operations of
Aboriginal participation in higher Education.

( ) HIDSON, H.
Aborigines and Islanders in Higher Education Possibility of Structural
'Ia.:E.:v. July, 1985
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This paper was presented by the chairperson of the CTEC to a National

Conference on 'Aborigines and Islanders in Higher Education' in

Townsville, July 1985.

Hudson sees CTEC operating to support Aboriginal Participation and

access to Higher Educution. Through funding initiatives, providing advice
to the Government, and in being supportive of some NAEC
recommendations. The main areas of concern being with educational
equity, co,ordinated support and student peer support. This he says is
evident in the 'stark under representation of Aborigines in tertiary

education ( p.1 ). Whilst there are many concerns, as yet no policy statement
has ever come from CTEC. So once again this paper is only a statement
of concerns, not of policy direction, or of how implementation might occur.

CTEC have also currently been disbanded.
Therefore Hudson's paper is another example of the need to change

hut with no indication of how the changes can he achieved. This helps
to sustain system:c frustration, and systemic bias.

iv ) RYAN. S

9th July 1985
Address to the National Conference on 'Aborigines and Islanders in Higher

Education'.
This paper was an 'address' by the then Federal Minister for Education, Senator

Susan Ryan.

In this paper Senator Ryan is basically using the time to reflect on what has
been achieved, rather than on the yet to be filled needs.

The main thrust of the paper seems to highlight a governmental view that, by
increasing Aboriginal participation in higher education, the ultimate integration
or assimilation of Aboriginal people into this nation will (xxur.

Other reasons for increased participation are also given and Ryan states: "For

Aboriginal and Islander people to realize their aspirations, in areas such as sell
management and even political goals such as land rights, then participation in
higher education can only he a help.". (p2). And further she claims that because
the government "recognizes the significan. benefits in terms of acces.s to power
which higher education gives ( it ) has been making a particular effort to increase
participation by disadvantaged gnmps-. ( p2).

This sounds very patronising and gives no real acknowlegement to an
awareness of Aboriginal views and what Aboriginal people want out of
participation in higher education.

Ryan defines the role of the Government in this process of increasing
participation as consisting of advice given to it by gn nips such as the NAEC and

OTC an.1 subsequently:

setting broad policy parameters, from which initiatives arise:

funding special initiatives in pil( )1 projects and those of national importance:
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coordinating, overseeing and evaluating developments. making sure
objectives are met and progess is made; and

providing student assistance.

These statements certainly appear to indicate that the Government has set in
place strategies to implement policy, however, as yet we still do not have national
coordination or evaluation of programs. Indeed if each of the statements is taken
in turn we find that the only two areas of participation which are operating are
in funding special initiatives, and in student assistance. Both of which are clearly
in control of the Government. And in terms of general support to the rest of the
populace, is very minor and has not achieved educational equity, and on their
own will not.

( DAWKINS, IS.
Higher Education A Policy Discussion Paper The Green Paper 19W.
Australian Government Publishing Service

This part:cular document was a discussion paper, which w:Ls circulated
by the Minister for Employment. Education and Training. Mr Dawkins.

The document clarifies the governments' view of the role of higher
education in society, in relation to other developments in other countries.
So there is a highlighting of changes, "changes in attitudes, practices and
processes in all sectors and at all levels of the Australian community**
These changes are seen to be particularly appropriate to the education
system, and in particular to higher education.

The paper raises many important issues relating to the change of
structure for centres of Higher Education, which for the Aboriginal sector
could be very worthwhile, eg: recommendations for major restructuring
to provide equality of participation and access to education. Yet the whole
sl:int of the paper is to change the current educational practices to bring

er.:( me in line with one another and to concentrate on education in terms
of employment. "the economk importance or a skilled labour force"
p.iii 1. This particular perspective to needed changes may he detrimental

to Aboriginal objectives and needs.

The role of the Minister and the discussk,a paper in this case is therefore
to act as a catalyst to changes, and to authoritively tell institutions and
groups that categorical changes will occur. and that they must be a party
to the changes.

In relation to Aborigines in higher education there is not much state.
rather the role of the Lk )cument is to raise is.sues of concern for the general
population at large. hut in reality these changes, also affect aboriginal
part icipat ion in higher education. because of our place in this society. There
are some references to Aborigines in higher education hut the references
are very brief-and have no real indications of the future direction in which
Aborigines can he involved.
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( vi ) AUSTRALIAN GOVERNMENT
'Aboriginal Employment Development Policy'
Policy Paper No. 1 "Policy Statement" and

Policy Raper No. 4 -- "Education and Formal naining Strategies"

Australian Government Publishing Service 1987,

This particular set of policy papers is made up of five separate policy
statements within the one area, of dealing with strategies for Aboriginal
employment. From this set has been extracted two particular policy
statements which look at Aboriginal education within that framework, to
gain an overview of Government views, initiatives midgeneral participation
concepts for Aborigines, across the board.

These policy statements stem from a series of recommendations put
forward from a Committee of Review of Aboriginal Employment and
Training Programs, established in October 1984,

The policy statements define the major role of the Government, as:

( ) "to provide a more effective basis for government support for

Aboriginal and Torres Strait Islander people's aspirations to gain
employment and provide for their own livelihood wherever they live
and in accordance with their traditions, chosen way of li fe and cultural
identity" ( Policy Raper No I .Page ); and

) "to shift away from the welfare dependecy approach of the past
towards measures to enhance Aboriginal economic independence"
(Policy Raper No.1 Rage )

For these objectives to be achieved the role of Aboriginal participation in Higher
Education needs consideratit wt.

This is in essence the only real policy written, which could actively he implemented.
It is a policy statement which gives control and power to various bodies, and which
has recommendations which are being acted on. Yet it is aimed at employment, not

educat ion.

Final Note:
Despite the lack of empowerment for the NAEC policy Statement, it appears that tAher

involved Ix xlies do take some directions from the NAEC's statements. Many institutions
of higher educatkni do take directives for implementing strategies for equity in
education from the polky and from past statements issued by the NAEC and ( ither
Aboriginal bodies and community groups. However these groups are in reality seen
as advisers only, with no control of resources to achieve their stated goals, hence they
have no real power to ensure that policy statements arc acted upon.

( 2 ) AREAS OF CONCERN
In the six policies and statements reviewed, there appear to he '9' major areas

of ctincern, for AN iriginal involvement in Higher Educatitni. These include:

( i

(

wiginal Participant )11

Funding;

log
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(iii ) Employment of Aborigines;

(iv) Unified Support Programmes;

(v) Co-ordination of Funding;
(vi) Provision of Triennial Funding;

(vii) Aboriginal Self-determination;

( viii ) Equality of Education;

(ix) Low Retention Rates of Aboriginal Students in High Schools.

These are basic arms of concern in Aboriginal Education, and are commonly voiced
by Aboriginal bodies. Yet the emphasis for these concerns are different for eachgroup,
with very different goals in sight. That is, from assimilation to self-determination.

It is rather amazing that all these statements list and concentrate on common issues
yet special policies have to be written by various committees and then none of these
policies have clear guidelines for implementation. Yet considering the ethnocentrism
of past and current educational and educationalist practices, I suppose I shouldn't be
so surprised.

So there we have major concerns raised by these various bodies. Yet as they stand
the!), art; only concerns, not POLICIES. And until such time that Aborigines are fully
able to implement their policies with real control/power, they remain concerns only.

As they are they encourage us to believe that we are achieving selfdetermination
in education hut we will never achieve it until the system is made to develop
strategies for implementing our concerns. Until that happens we will continue to suffer
systemic bias and institutional racism.

BIBLIOGRAPHY
Anderson, J.E. Public Policy Making ( 3rd Ed.) 1984 CBS College Publishing

Australian Government "Aboriginal Employment Development !Miry Policy Paper No. 1 "Po/icy
Statement' and Policy Paper No. 4 "Education and Formal Training Strategies"1987 Australian
Government Publishing Service.

Coombs. KC. Brandi M.M., and Snowdon, WE. A Certain Heritage 1984. Centre for Resource and
Environmental Studies, AMU.

Dawkins, J.S. it Higher Education "A Policy Discussion Paper" 1987 Australian Government Publishing
Service

Eckermann. A K and Dowd, LT. Structural Violence and Aboriginal Organizations in Rural-Urban Australia
1988 Journal of Legal Pluralis.m.

Hudson. H. "Aborigines and Islanders in Higher Education Possibility of Structural Change" July 1985
Paper presented to the National Conference on Aborigines and Islanders in Highcr Education.

Lukes, S. Power A Radk21 View 1974 British Sociological Association.

Marger, M.N. Race and Ethnic Relations 1985 Wadsworth Publishing Company.

McConnachic, K. Realities of Race.

N.A.E.C. Policy Statements on ikrtiary Education for Aborigines and Torres Strait Islanders 1986 Australian
tvemment Publishing Service.

N.s.W.T.F. Aborigines in Higher Educationl 1987. Draft Policy.

Ryan. S. Address to the National Conference on Aborigines and Islanders in Higher Educatkm' 9th July.
19145.

165



sjvitch, li.V. The Politics of Deprivation in Racism and Inequality: The Policy Alternatives Ilk Rt. idgers ,Inr
( Ed 19-5. WA. Freeman and Company

Shcrwoot.11. "Multiculturalem Includingfir EtcludingAhorigines'-ir Phillips. DJ. and Houston.I. Australian
Mukicukural Society Identity. Communication Decision Making. 198-i Dove Communications
A Dnimmond Hook.

Tait. C. "Mut:wren for ulticultural Society Some Thinights On Purptkce and lmplenwiltation- in Falk. B.

and Harris. J. I Eds Unity and Dit ersity Multiculutral Education in Australia I9143 The Australian
Colkge of Eduttit

TABLE 1

Aborigines in Higher Education Policies

Arras ti tr int.'rrn NAEC NSW
TF

Hudson
Chainnan

CTEC

Ryan

Fed Min
Ed For
Ahor

Wish For

1 Alteroxie suit
2 Alternative Appr.
3. Ah. Participant in

Ah. self I hierm.
S. liqwlity of Ed
6. Tea. Ed. Pit%

l'nified Stip. Pn

Concern With
8. Retent I 41

9 Funding
10. Ct ord. Fanding
11 11 it' of kb Pt r.
12. Priority held. Ed
13. Trng for Non Ah
14. Resrarili
15 Comm. 11.E. Inst

Need lb Look At
16. Triennial Funding

Tmg h ir all arras
Pnifessit ins

18 Emp i 1 AI)
19 fst . iii Ah. Ed. Cen

w in 'Ern Ed. (o)
21) Acc tjli. ot hinds
21 Systrnutic Ah. Ed
22 Ah. Studies Z.:
23 Requirements ft pi-

Admiss Entry ti it F.

2,4 ['err (;r up supp

Recognition Of

25 Als wiginalitv

1)awkins
Fed Min

Ed For Ed
SVSI en1

Em Pol
Aust
Gt

6

6

tinikurs n U. 13 12 6 4

166



SECTION THREE

A L_Alt

felo

r4111,0 veS14.

'

TOMMY Muy. Chairman tidtrurdi Adult Edutatkot Centre Fitzroy Craving trA photo In. Liam tones.

1 67

buPY AvAILABLE



Cbapter 22

"COMING UP LEVEL" WITHOUT
"LOSING THEMSELVFS":
THE DILEMMA OF FORMAL TERTIARY
MINING FOR ABORIGINES By Stephen Harris /11

Iritroductkm
My contribution to the theme of this conference, "Learning My Way" is to take what

I believe is one of the most powerful educational ideas Aborigines have invented in
the face of culture contact, and work out what I see as the implications of that idea
for tertiary study. The powerful Aboriginal idea I'm talking about is two-awy learning

In this talk I take this Aboriginal idea and make one white person's applications of
the idea to how Aboriginal people can gain diplomas and degrees in the white world
without losing their Aboriginal identity. Typical college study is a threat to Aboriginal
identity because many Aboriginal values are directly opposite to the values contained
in tertiary study. But it is all so true that gaining white qualifications can help Aborigines
control theft own affairs in the modern world, so Aborigines can't hack away from
College study. Also, some Aborigines want to participate in some parts of white culture,
and one part of white culture is the qualifications ladder.

I need to say at the beginning that I am talking about Aborigines from remote areas,
or those sometimes called traditionally oriented. I do this because they are the groups
with whom I have worked. But I believe the principles I discuss are more or less true
for all Aboriginal groups. I also need to say that I realise there is significant variety
between groups. and that talking about "Aborigines** in general can annoy members
of distinctive groups. But because I am speaking about broad principles of culture
maintenance I hope the use of the general term "Aborigines" will be acceptable.

Before I go too far in this talk, I want to tell vou from where I got the title. "Coming
up level" is something an old Gurindii man from the Wave Hill area said in explaining
why he was interested in learning to read. (Thies, 1987 ) To "come up level" I believe
is a serious hope of Aboriginal people: to have some of their people level on every
rung of the white education ladder. That's why Aboriginal people often say "We want
our own doctors, lawyers, teachers. pilots, mechanics" and so on. Yet beside this hope
of "coming up level" is a fear: a fear that to get white education means that Aborigines
take the risk of kAing themselves. "Losing themselves" is something I heard at Strelley
in the Port Hedland area. Some men there said to me that they did not trust adult training
away from their community because all. the young people they had sent away "lost
themselves": they either did not come hack to their people, or they did not fit in if
they did come back. These men at Strelley were almost saying "What does it profit
a person to gain the whole white world and lose one's Aboriginal soul?".

STEPIWNIIARRIS. Battlich Jr College. 1 O. Batchelor NI*. *S7791
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The Connection betacen Education and Culture is the beginning of thc dilemma
A lot of white people do not recognise that the white education system is a cultural

ladder. Getting all those qualifications after high school are white culture ceremonies.
They are initiafions into becoming higher status white culture people. That's where
the word "deFree" comes from. (Money, political office, seniority in busine&s or the
public service, big houses and fancy cars and clothes are other sources of status in
white culture, but education is still an important one.) I mention this now because
my talk is about culture as much as it is about education. I am saying that any kind
of education is a very cultural activity. Education is culture learning. Any educational
system is to some extent a culture building system. Many people involved in it do not
recognise just how much white education is tied up with white culture. This is where
College education can be a threat to Aboriginal identity.

Yet modem Aboriginal people seem to want both: They want at least pan of white
culture education and they want to stay Aboriginal. But is that possible: to have it both
ways? Son t. people often say "You can't have it both ways", but I think Aborigines
want, and need, and should have it both ways, if they are to survive as a distinct culture
of hundreds of years into the future. I think it is possible to have it both ways, or two-
ways, but this will be very difficult to manage. Why is it so difficult? Because to become
and to stay Aboriginal means to hold an Aboriginal world view in the middle of many
forces for change. A world view is how a culture sees the world, and how it interprets
and explains the world: what it sees as important. A world view is taught by a society's
education system hy all parts and stages of the education system. That's true for
the Aboriginal education system and for the white, industrial education system.

To go very high on the white education ladder a person has to learn a lot of un-
Aboriginal white culture world view, which is tied in with industrial economy and the
way white culture survives. So the further you go in either education system the stronger
the world view of each culture gets. And this matters so much because the two cultures
are so different. The right word is incompatible. I believe the two cultures are as
different, as opposite in priorities for living, as any two in the world, and I don't believe
they can be joined up without the Aboriginal world view being destroyed.

Now I need to be cicar on a couple of things here. I am not trying to say that members
of the two cultures can't happily meet as (universal ) humans in some contexts. And
I am not saying that Aboriginal culture shouldn't change, or that white and Aboriginal
cultures shouldn't borrow from each other sometimes. All living cultures are changing
and borrowing all the time. A culture standing still is a dead culture, good only for
museums. I think Aborigines must have the same choices as everyone else in this
country. Aborigines have the right to choose, and this talk is really about what could
happen as a result of some choices. If At)origines decide that they want to remain
distinctive forever, then this talk is about some ways to help that be possible: some
ways Aborigines might live with two sets of sometimes opposite values.

How Aboriginal and white world views are different
Now I need to explain why I think the two culture %wilds of Aboriginal culture and

white culture are so different or incompatible, and how that affects education.
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A few years ago a lot of discussion was taking place about how Austrilia could be
a multicultural society because all the cultures the British, Greeks, Italians, Germans,
Hungarians and Vietnamese could share the same core values the same basic values.
The idea was that if we shared these basic values we could live happily together and
could be able to be different on all the less important values such as clothes, manners,
foods, religions and so on. The core values were thought to be those like a belief in
the fairness of a democratic system of govemment; a belief in the economic system
of free business enterprise; the system of law where individual rights are looked after;
the freedom of choice in religious matters, and the importance of English as a national
language through which all the different groups could communicate.

I think some Aboriginal people questioned this view of multiculturalism, but the
first time I read about its danger to Aboriginal culture, was in 1982 in a paper by John
Bucknall [2] in which he said that the Strelley people could not agree with these core
values for life hside Aboriginal society, except for the importance of the English
language to everyone in Australia. The Strelley people could not agree with the system
of democratic elections to choose leaders within Aboriginal society. They believed there
were oth,,r, Aboriginal, ways to get leadership. They could not agree with an economic
system inside their group that allowed a man to get wealthy and the rest of his family
to stay poor. They could not agree with the interpretation of individual rights which
said that just because a girl is over 16 she is free to go around with any man of any
culture she wishes. The Strelley leaders saw that a school which taught these values
would be undercutting Aboriginal world view.

Now I will take this discussion of Aboriginal world view [3] and white education
a bit ;arther, with some examples of the deep differences that there are.

The first example is that in Aboriginal society knowledge is owned, or k)oked after,
by particular people. In Aboriginal society only some people can sing some songs:
only some people can publicly know some stories (though many people might know
them privately ): only some people can paint some designs and so on. So in Aboriginal
society a lot of knowledge is personal and available to anyone who is smart enough,
and perhaps rich enough, willing to work hard enough to learn it. lithe white education
system persuades Aboriginal people that all knowledge. no matter what culture it
belongs to. should he open to anybody, then it has cut away one foundation of
Aboriginal society.

The second example is that in Aboriginal society people are more interested in the
quality of relationships rather than the quantity of things. I know both cultures have
some interest in both, hut there is a difference in emphasis. White culture emphasises
quantity and Aboriginal culture emphasises quality of relat ionships. White culture thinks
about millions, and fractions, and square roots and long divisions and very complicated
formulae. All this spreads through the whole industrial 141 economy. Even white
judgements about quality itself are based on quantity: the highest mountain, the higgeFt
diamond, the smallest camera or the oldest culture. ( To many whites. Aboriginal culture
is valuable only because it is so many years old!) If a white person is interested in
another person he or she will want to know how old he is and how much money
he earns every year. If whites like a painting they want to know how much it costs,
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and so on. I know some linguists have found that Aboriginal people can make their
languages count up to hundreds and thousands, hut that's not the point. The point
is that different world views lie hehind this quantity versus quality contra.st, and if
Aboriginal people have a lot of training in western culture mathematics they might

begin to think in a quantity way.

Another example of difference is in attitudes to the country and its resources. The

Aboriginal view of the world is that humans belong to the environment, or at least

should fit in with the environment and not try to change it. Industrial society people

try to change the environment; they clear land and plough it up; they make irrigation
systems; they breed animals for focx.1 and sale, and they dig up oil or minerals to make
more things. All this is trying to control the environment and the industrial culture's
education system teaches people how to do it and to believe in it. Nearly all the types
of Western science biology, chemistry, physics and maths, are directed at controlling
nature. In contrast Aborigines try 1,, istly leave the environment alone, and fit in with

what's happening in nature. Ahori. I use tire to influence nature, and today some

are in favour of mining. hut it is 7 .1 that many Aborigines see the way whites
go aNiut harnessing natural resources .o pushy, greedy and manipulative.

Another contrast is between the Aboriginal religious view of the world as opposed
) the Western sdentific view. ( I know "scientific" is not quite the right word. hecause

all cultures have a science of sonic kind.) This is really matter of belief versus pnEf
about what causes things to happen; in a religious basis for what causes things to
happen, what vou believe Is more important than what can he hilly undersRxxl: in
the Aboriginal education system people are not encoiwaged to ask why things happen

they are expected to believe the religious history of how they happened. If Aboriginal
po iple learn a lot about industrial scientific questioning and start asking for pniof h ir
things believed inside their culture. then Aboriginal world view is undermined.

Aniither contrast is that Aboriginal sticiety is a more chised or ownpleted miciety.
and industrial si iciety is more open and not complete. Aborigines believe that the really

inant events in the world have already happened ( when the landscape and people

were made) and that a perk.ctly wick! micial system is already here. White people are
encouraged to invent new things often. Words like "progress.' and "devehipment- are
common. And white poi* li pe that better sc icial and political systems can be
developed in the future. too. The two education systems train towards those different
attitudes. 'The white eilucatii in system encourages students ti ) try to improve the world
and invent new ways of di iing things. Ofo nose AN wiginal s kiety is actually changing
and deveh ping all the time tot but not in the same wav that Western middy d()es.
If Aboriginal people take on white attitudes to change and invention and so called
development. Aboriginal world view will he challenged.

I have mentioned five o intrasts in workl view. Mv point is that these things are more
than differences: they are oppusite: they are inomtpatible. Private ownership of
knowledge is opposite to public ownership. An emphasis on quantity of things is
(ipp.isite to an emphasis (ni quality of relationships. CA witrolling ir changing the
environment is oppisite to leaving it aline, and so ( wi. There are a number of other
ci )ntrasts. but what I am saying is that if these differences are Ili A respected lw educatii
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systems, and by white people, and given rom to live, then the smaller culture group
will lose its identity over time.

Small CUltUTCS Surviving Over the Long Term
Now I want to tlIk about how small cultures might survive for hundreds of yew's

after contact with a inge powerful society.

A major dilemma has to be faced. If Aborigines stay more inside Aboriginal culture
they can be strong in Aboriginal culture. but will not be able to defend themsdves
in white culture. But if Aborigines get strong in white culture their Aboriginal identity
could weaken. The dilemma is how to he strong in both at the same firm... Aboriginal
people want white skills and education. yet they want to stay Aboriginal. How can this
be possible? I believe the most powerful idea offered towards solving this dilemma
is the idea of two-way education. This idea was invented by Aborigines in Ann the
mid 19-Vs. (The first recorded Aboriginal statement I have come across about two
way learning is hy Pincher Nyurrmiyarri from Dagarugu /Wave Hill in about 1973.1511.
While Aborigines have invented the two-way strategy. the details of how it might apply
in practice have ii t been fully worked out. but u least people are beginning to w(
on it nm.161

One wav to work out how two; incompatible (tr very different w(trld views and
education systems tan exist side by side at the same tinie is to think in terms of separated
culture domains or separated social worlds. Each group's social world can be called
a domain. I think the word "down:tin- is agt x.1 one. It conies from the study of bilingual
people. and how those who speak two languages decide when to use one language
and when to use the other. To live by culture domain separatii i is to decide all the
time what culture world you're (gyrating in. Iast year a Pint upi man said a frien.
of min,. at Papunya.J(ilin Helk.rnan. "It's like walking through a door-. He meant that
moving fn nh I ine so icial world or d(nnain to another was like walking thniugh a dot )r.
if it's the AIN rignal d iniain ir "nxim- you're in then you ( perate by AIN irigina: , les.
If it's the White culture domain you're in then you operate hy White culture rules. Now.
I knt w it's no N. as simple as that. But much (if the time the separated domain system
is a helpful way to live, and seems to be the least harmful way Ibr sometine who has
to li% e in two cultures. I believe that both whites and Aborigines need a lot of practice
at setting up these culture bo undaries. these two social worlds of living which have
LI( s irs between them. And I believe it is the responsibility :4 education systems, even
teniary systems. to help poiple deal with decision making 10. ?to whether IN nindaries
will help culture maintenance. and if so. ho 1w. when and where to practice them. 171

This idea of living in two dl mulls is mit new. Many AN iriginal people have it ir many
years already set a pattern of domain separati( in. But the pattern needs to be
strei..,lhened. and white stx.ietv needs to accept it as II( wniAl and IN isitive human
behavit kir. and a pattern which will need to last. mit iust tiir some temporary phase.
but forever. Rem( tie Aborigines living on cattle stationis. Government settlements and
missil Ms have always lived in two domains: from 8.(Xi5.00 during the wi irking week
they did white culture work. lived m(istly by white culture rules and spoke English
t( ) English Teaking people. The rest of the time back in their own d(imain, they spike
their own languages. moistly ft )II( iwed their own religious practices. and i:,erated by
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their own world view and systems of relationships. And members of both cultures lived
maybe 100 metres apart for year after year and really knew very little about each other.
I am not saying this was always a socially healthy arrangement, because there was
sometimes also costs on both sides because the barriers were set upby poverty, racism,

ignorance and dispossession. \Oat I am talking about for the future is tv/untarydomain
separation. The difference between culture domain separation and apartheid is that
ciimain separation is aduntary: it increases choices rather than lessening them, and
is not motivated by racism but by a freedom to bedifferent. In any case those Aborigines
who have survi-.'ed have done it at least partly by domain separation.

I should also emphasise that livng by culture domain separation does not mean
that there is no common ground, no sharing between the two cultural groups. There

can be a good cit,al of common ground. But the key strategy of domain separation is
that the small culture has some safe places to be itself and to grow. Different cultures
need some times and areas of privacy to be fully themselves.

What kind of social living will help people to live in two social worlds? What are
those "safe places", or "safe harbours" where Aborigines can live in their own way?
I am going to list eight steps that I think can be taken if Aboriginal culture is to have
a safe place to continue to grow.

1. A key factor that helps people stay strong in Aboriginal identity and world view
in the Aboriginal domain is some physical separation. (After all, those remote
Aborigines who have survived did so because they lived where it was too hot or
too dry for many white people to live and make money.) The outstation movement
is a clear recent example of attempts at domain separation. There are now about
650 outs1 ions in remote Australia. But today new kinds of walls need to be built

becath discovery of minerals. T.V. and air travel are breal."!T, down this physica!

bow protection. land rights is one form of protection hut is not enough.

2. As well there needs to be maintenance of language in the home across all
generations, and in religious expression. in at least primary school and hopefully
in at least some types of work [ffi

3. There will also need to he some kind of Aboriginal influence in dm media, so
that young Aboriginal minds are not colonised by thousands of hours of Western
culture T.V. and videos. Aboriginal media productions and local TV. stations such

as those at Alice Springs and Yuendurnu will be necessary all over Aboriginal
Australia.

There also needs to he some degree of economic independenceto allow Aborigines
to be strong in their own culniry domain. land rights should help towards more
economic independence.
There needs to he local control of Aboriginal scboo& A.s well there needs to he
at least some domain separation in tertiary institutions after school.

6. A successful culture domain separation strategy will depend on group action. AU

five strateFies so far mentioned depend on group action. Where individuals feit
too restricted by a domain separation pattern for living they could choose not to
participate. This would not matter so long as there were enough people left of
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all ages to maintain the group. The only way parents can hope that their children
will keep the culture and identity is by membership of a group. In a sense group
identity is more important than individual "freedom".

7. Culture domain separation must allow for social change But this change should
not be a matter of the two cultures mixing but of each culture growing in its own
social domain all the time. There will be borrowing acrom cultures, but not to the
point where distinctiveness is lost.

8. At least some members of the small culture need to he become highly evert in
majority culture skills, Otherwise the small culture will remain open to all kinds
of manipulation and dependency.

I am not saying the boundaries between the domains will be the same for every
group or even the same for every age group: that's for Aboriginal people to work out.
I think that in the Aboriginal culture, the speed and direction of change will be more
controllable by Aboriginal people uncle: a domain separation strategy. When one
culture is so small in numbers, and each culture is so different in world view, if people
try to mix aspects of the two cultures because it seems like an interesting or attractive
thing to do, or because it looks like a way to be friendly, then you can be sure the
small culture will suffer seriously, as quickly as in one or two generations. The two
world views are not on the same road: they are fundamentally different. The two world
views are so different they cannot be mixed without the smallest group losing out.
If you put a drop of salt water into a 20 litre drum of fresh, you will not get brackish
water, but fresh. The white culture is so big that the two cannot be mixed without
the small one being swallowed up. One of the reasons this has not already happened
is that the school system has mostly not worked for Aboriginal people and because
for them tertiary education is only just starting.

I didn't get the above ..?ight ideas out of my own imagination but by kEking at a
few small cultures which have survived for a long time in contact with a large society.
Examples are the Pueblo Indians and some other Indian groups, the Amish Mennonites
and the Hutterites ( conservative Christian farming groups in North America ) the Gypsies
and the Hassidic Jews. These groups have survived by keeping their own language at
home and for home based work; they have maintained their own religion and the
language that goes with it; they have tried to keep marriage within the group; they
have built their cAvn economic base, and they have controlled their own schools ( or
in the case of the Gypsies kept their chilOren out of schools altogether). They have
also had an extremely strong determination to survive in their special ide.aities.

I think it's imponant to openly admit to ourselves that desperate situations demand
desperate actions. The kt,v words are small cultures and kmg time There are in the
world today, very few small cultural groups which have survived alongside large
industrial societies for a long time. The Pueblo Indians are al-)out the best overseas
examples to compare with Aborigines. They were invaded by the Spanish along the
Rio Grande va!ley ( in what is now New Mexico) in 1598, nearly 400 years ago and
they kept their culture by strict domain separation. They live in their own villages or
mud forts; they discourage marriage outside the group; they use their own language
in their own ceremonies; they ask anyone who takes on a new religion to live outside
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the village; they grow a lot of their own fixxi; they try to keep their own traditional
land and contro: their own schools and they encourage some young people to go to
University and learn Western skills.

Most small cultures surrounded by a much larger society have been swallowed up.
So very powerful culture maintenance strategies are needed. In the case of surviving
Aboriginal groups determination and will power has allowed them to live so far. The
Aboriginal pattern of domain separation need not be exactly like the Pueblo Indian
are. Each Aboriginal group can have its own different pattern, but in all cases great
determination, willpower and creativity will be needed in the future to maintain long
term strategies for culture survival.

It is not my business to suggest that Aborigines should remain a separate identity.
But if that is what Aborigines want and that seems to be the case it is a
responsibility to pass on to them what is known about how some small culture groups
are doing it. If Aboriginal groups want to keep a special identity they need to take
determined steps about setting up more social boundaries because T.V. and aeroplanes
and schools are jumping the social walls more and more.

Now, presuming culture domain separation, or two-way education is a useful long
term Aboriginal culture survival strategy, I want to make some comments about what
I see as some important operating principles for adult tertiary learning, under a two-
way system. I think tertiary institutions which have a significant number of Aboriginal
students need themsdms to practice culture domain separation. In other words when
Aborigines go to College they need to know when they are studying in the white
domain, when they are learning in the Aboriginal domain, and when they are learning
skills useful in both domains. These will be matters which vary among students and
which are constantly open to student discussion and decision making.

I will now raise some issues within the white or industrial culture domain of tertiary
study, and then later in the Aboriginal domain,

The Industrial or white Culture Domain of Learning
1. The white culture eamain of a two way college should be treated by Aborigines

as a giant role play or a huge serious game. The question of how much from the
white domain will rub off into the value system tif the Aboriginal students is a very
real problem. But there is some evidence from studies of white science students
which shows that people can operate two thinking systems. These science students
have had a very concentrated exposure to the Western. scientific way of thinking.
Yet the research shows they tended to use a very scientific problem solving
approach to tasks at school, but outside school used problem solving approaches
they had learned at home. (9). However. there is another way of guarding against
nosy much the Western world view will ruh off (although we can't help some
"nibbing off'.1. That possibility is pi ,,senting the uhite currkulum as a giant role
ploy like a very big game. The role play could he put in place by lecturers havin,2,
the attitude and slying many times in many different ways to Aboriginal students.
"You are not learning this because it is better, hut because this is the way you can
learn to handle industrial culture-. After all. all of u participate successfully in
different activities with varying degrees of belief or commitment.
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2. Thc hidden curriculum is a matter for Aborigines to be actively conscious of in
the white domain. Once you're conScious of something it's not hidden anymore.
Culture domain seraration in college would also mean that aspects of white culture
(language, ways of using language, manners, content, teaching methodology,
assessment systems and so on) would be learned in a classroom miniNersion of
white culture, to provide a context and thus cultural meaning to the matters heing
learned. The important matter is that the normal hidden curriculum be brought
out into the open by lecturer attitudes and by such lecturer statements as "you
are not learning these skills, or in this way, because they are better, but because
they are necessary to succeed in the white world." It is impossible to learn to survive
the white h igh, school system, or the white world generally, without learning a gt )od
deal of white culture.

Any effective white domain section of a two-way college should De seen by
Aborigines as a white culture learning centre, more than merely a place where
academic things are learned. Aboriginal students in the white domain of a College
should be amateur anthropologists: working out the white culture system in a
conscious way. If academic information in English is learned without its culture
connections to how it will be used in the white domain, then Aboriginal students
will not be gaining usable knowledge: they will have it in their head, but won't
be able to use it properly in real life. To use white skills and information effectively
means learning whiie culture, One way to be proteded against absorbing the
hidden values curriculum of all this Western knowledge is for Aboriginal students
to he conscious of what is being learned. But it is true that to hope that Aboriginal
students can learn English or Maths in useful forms without knowing when and
bow and why (all aspects of white culture) to apply that knowledge, is unsound
in terms of learning theory.

An example of the connection between skills and culture is the fact that some
Aborigines believe that whites speak a secret Englithamong themselves or use "big
words" or special ways of talking to keep Aborigines out. It only seems secret to
those Aborigines heLause they do not understand the cultural background behind
the words and ways of talking being used. It is impossible really to learn English
to any very useful level without learning all the cultural content that the language
is referring to. Akaiginal parents need to know this when they sometimes hope
their children can learn the English 3R's without learning the English culture. If
they try that, white people will continue to Seem like they are speaking secrets.
Sometimes big words do amount to keeping secrets, but sometimes the problem
is not in the bigness of the words, but in not knowing the culture COntent behind
those words.

3. Academic standads are a part of white culture. This is a SenSitive matter with wh ich
anyone involved in cross cultural tertiary education must deal sooner or later. Why
is this such a sensitive topic? I think some of us have been conditioned into low
academic expectations for Aborigines, or feel that because standards were clumsily
imposed in the past, students need to be protected from them today. Paternalism
conies in niany shapes. Others argue against Western tertiary standards for
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Aborigines as if keeping Western standards out is a way of respecting what those
Aborigines have achieved in the Aboriginal domain. That is contusing the two
domains. Others ignore Aboriginal aspirations. I am guilty among many other
whites of often not really treating Aboriginal aspirations seriously enough. It seems
to me that when Strelley elders say they wart "proper" schooling; and when a
Gurindji stockman who is learning to read says he wants to "Stop level and even",
and when, as happened recently at Batchelor College, an Aboriginal student
spokesperson said in a speech to the visiting Minister for Education that students
wanted qualifications "equal to white people", and when a fourth year student at
Batchelor College says "We don't want anything second rate" I think they are talking

about standards in the Western culture domain.

I think we not only confuse the two culture domains, but get confused about
what is fair. For example, when a College lecturer knows Aboriginal society fairly

well, and particular students well, he or she knows that there are remarkable
achievements occurring in the Aboriginal domain which go unrecognised in the
white domain, and this appears as unfair. While I can understand those feelings,
I think empowerment is more important than "fairness", and I think standards, and
being on the education ladder in the white domain, are connected to empowerment
in today's world. (I also believe the Aboriginal domain can be developed in certain
ways in tertiary institutions so that Aboriginal domain achievements can be more
justly recognised in those tertiary institutions, but that will be discussed more
below.)

I think one way to solve the problem is to stop confusing the two culturedomains.
I do not want to discuss the issue of standards in much more detail except to make
two more comments about it, both following the culture domain separation
principle.

a. First, there is the matter of bow status is achieved and knowledge recognised in
different cultures. Each culture has its own ways of recognising achievement and
status and knowledge, and we should not confuse or mix the two domains. This
will stay true even when change is taking place in each domain. People living in
two different culture domains need to meet the standards and go through the
initiations and ceremonies which are right in whatever culture domain they are
operating. The Ivry idea of competence ispart of a culture Competence is culturally
defined. Status must be established in terms of each culture. White academic
standards are a friend when they are connected to actually being competent, being
able to do the particular job, in the white culture domain.

h. The second way in which the principle of culture domain separation can he used
in connection with academic standards is in buikiing and holding hi-cultural
identity (1 want to emphasise here that wLen I use the term "bi-cultural" I do
not mean something like 50-50, or equally Aboriginal and non-Aboriginal. I am
talking about a hi-cultural Aboriginal person, where his or her first identity is
Aboriginal, hut where he or she comfortably contr)ls selected aspect.s of the
industrial culture.)
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Western academic standards are a friend when they provide those Aborigines
who want it with a particular bi-cultural identity in the white culture domain. For

an identity to be strong it has to be read track, or affirmed or recognised by other

people living in that domain. Qualifications are often ..)ne avenue to status.

status is connected with identity, and identity with confidence and self-cona.

An important factor to remember about identity is that it has two parts: the person
concerned must have a picture or perception about him or herself, and then that
perception has to be read back or reflected back by others An example would be an
engineer who feels like a engineer, then is thrown into gaol where he is treated as
just another convict. Within a very short time he will no longer feel like an engineer
but will feel like the inmate of a gaol.1101 The whole idea of cult ,re domain separation

is to help people live as happily and successfully as possible in two social worlds: to
be successfully bicultural, then, a bi-cultural Aboriginal person would need to have

his or her Aboriginal identity recognised or read back to them by Aboriginal people:
they would need to be accepted by Aboriginal people as Aboriginal. I don't need to
tell anyone that. But apply the same principle to the white academic domain: to be
accepted or recognised by white culture people. Other people who are accepted as
having achieved academically (for example become trained teachers or lawyers) need

to read back or recognise Aboriginal achievement in the white academic world.

I know there is a lot more to say about this topic, such as the matter of how to
gradually apply these standards and provide support so that Aboriginal people are not
shut out of the system; the value of moderating or comparing standards between
different institutions; the importance of access or bridging courses for Aboriginal

students who missed out on high school so they can catch up before they begin the
full tertiary course; the importance of getting much larger numbers of both graduate
and post.graduate Aboriginal students through before they can influence educational
systems, and so on. But this is not the place for that.

However, I would like to say something about selideterrninat.oli and academic
standards. I believe self determination is the highei priority and that in any educational
institution controlled by an Aboriginal community they should be free to decide who
they want to employ regardless of any external standards or qualifications. I believe
those external standards would benefit the Western domain aspects of those Aboriginal

institutions, but I don't think anyone can claim true self-determination is in existence
if people are told what is good for them. Two-way schooling can be used as an example.

I believe that an independant Aboriginal school, if truly self determining, should he
able to employ as teachers anyone they have confiden_ e in, regardless of qualifications.

Some of this talk about standards may seem discouraging, but the aim is
empowerment in the white domain and culture continuity in the Aboriginal domain.
While both empowerment and fairness snould both be possible at the same time, that
may not always happen. So I think -!mpowerment is more important than fairness. It

is true that many Aboriginal people are already more hi-cultural than most whites, and
that therefore they have had to learn more. And that may he unfair. But skills and
behaviours and bodies of knowledge are judged in relation to the culture domain to
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which they belong. Thase skills are often functional in that culture domain. They do
a job there, and have a purpose there and they give power there.

In summary, I think the two most helpful principles in thinking about standards are
that of identity timation or hi-cultural identity fi.kmation, and the idea that
qualifications must connect up to the culture domain in which they have meaning and
in which they prove competence,

The Aboriginal Culture Domain of Learning
Now 1 just want to make a few comments about the role of tertiary institutions in

Aboriginal culture domain learning.
1. I believe that in the long run, if two-way education becomes widely supported

by Aboriginal people, that teachers or Aboriginal lecturers and tutors who want
to work in the Aboriginal domain should be able to get tertiary training to help
them do their job. I say this because k seems that Aboriginal culture will need
to he learned in different ways than it was in the past. As Aboriginal life style
changes, so will the culture repmducing, or ways of regrowing the culture, need
to change too. This might mean that a person whom an Aboriginal Community
Council decides is a knowledgeable Aboriginal person in the Aboriginal culture
domain, could attend a tertiary College to help learn how to be a creator of learning
experiences in the Aboriginal domain of a two-way school. So after only one year's
study at this tertiary institution he or she could graduate with a Diploma ot'
Education (Aboriginal culture ). This is a hit like the granting of a Dip. Ed. in white
society. A person who has, say, a science degree ( in other words who is considered
knowledgeable in that field) learns to he a teacher in only one year. (I Owe this
idea to Michael Cc )oke. ) Of course a lot of careful thought would need to be given
to what kind of training would help an Aboriginal person he a better facilitator
in the Aboriginal domain. This is a delicate matter, because culture can't he taught.
People are socialised into .1 society by parents and various institutions. The
Aboriginal domain of a two-way sdiool should maintain the opportunities for
Aboriginal socialisation. Care would have to be taken to keep the connection
between culture and ways of doing things; sty/es and purposes. The ways people
do things. and their reasons for doing them are a central pan of culture itselil and
if ways and reasons for doing things are changed. the culture is changed.

2. I think the pnncipk. that qualificati( als must be connected to the culture ilinnain
in which they have meaning and where they prove competence, is just as important
for the Aboriginal domain of learning as in tlw white domain. In more traditional
times an Aboriginal person became -qualified- in different ways than the system
works in white society. For example, a person was partly qualified by kinsInp. partly
hy performance ( fi n- example being a clever dancer. or having a good memory
fi )r songs) and partly by participation. ( In the Western domain qualificatii ns
depend aim( )st completely ( ki performance To try to give AN iriginal students white
culture domain qualifications on the basis of having participated in a course, rather
than on their performance in it is inconsistent and ultimately not empowering in
the white domain ). Two examples L.( )me to mind where Aborigines have performed
very highly in the AN wiginal domain of modem learnirg institutii ms. One is
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Aboriginal language work in the bilingual programme where various people have
performed very highly without much formal recognition. Another example is the
Pitjantiatiarra nun who has won a Senior Lecturer's position at Adelaide University's
music department. He, and others from his group, taught Aboriginal music to non-
Aboriginal people. His skills were applied in what could be called an Aboriginal
domain of teaching music. In my view there should he some way of accrediting
in the Aboriginal domain of a tertiary institution where qualifications can he given
at particular levels which would allow salaries to be paid at appropriate levels. (Tile
School of Australian Linguistics at Batchelor is a developing example of this). How
the Aboriginal criteria for qualifications of kinship and participation are handled
in contemporary institutions will he for Aboriginal Governing Councils of thase
institutions to work out, hut I suggest that whatever status or identity is given by
thase qualifications will have to he "read back" (or recognised or respected) by
members of that culture domain, otherwise those qualifications will become
worthless.

In another way I am saying here that if, for example. an Al-xwiginal University
develops in the future in Australia the the qualifications it grants in the white domain
will need to be consistent with white domain qualifications from white domain
Universities, otherwise the identity which goes with those qualifications will not
he "read back" by people in the white domain in Australia. The same principle
will apply in the Aboriginal domain of such a University. The Aboriginal domain
qualifications it granted would have to be accepted as "genuine- by the Aboriginal

>pulatio )n otherwise they wou kl n t carry wo oth.

3. I think one aspect of tertiary study in the Aboriginal domain should be research
into aspects of white culture which in( Nt affect Aix wiginal poi*, and aspects of
changing Ab wiginal culture which AIN wiginal "thinkers" see as important t( ) quality
of life in the Aboriginal domain ( I owe this idea to Chris Walt( n and Ralph Folds ).
Both Aboriginal and white societies need this Aboriginal perspective on research.
As a white perso )n I can see some benefits to white sox-joy of clearly explained
Aboriginal perspectives on Australian history, attitudes to the land and natural
rest urces. the gn ming need for constructive management of leisure, and the
gn ming need in %%Cite society of wider relatio wiship netwo)rks and better so dal
inclusion of old people. And Aboriginal so _ ioty needs Aboriginal ( or co x)perat ive
reseirch on topics such as the maintenance of Abo wiginal language and culture
and Aboriginal aspirationm.1 I I

An( )(her emphasis in Ahwiginal domain tertian' study should be a search for ways
of develoiping economic independance fn wri the base of Aboviginal resources, in
ways that do not undermine AN wiginal values, h w example. there is a need for
Ab wiginal ways of organising fishing. gathering trepang, hard"wood chipping.
mining. tourism, traditional and in idern dance and art, wilderness survival courses
tOr white po plc, and so on. All tht se activities coukl be (.1( me in ways that do
not olk.nd either AIN wiginal values or the environment. Some of these activities
arc now seen as negative in their effect on Aboriginal culture maintenance. but
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there might be creative, Aboriginal ways to go about these enterprises in ways which

support Aboriginal cultural expression.
An important part of this would be developing a modem Aboriginal

administration style An enterprise (or school or health service) cannot he truly
Aboriginal controlled unless the way it is organiseciand managedis itself consistent
with Aboriginal values and priorities. This of course will take time, but the
opportunity needs to be there. I think it is the responsibility of specialist tertiary
institutions to provide opportunities for much Aboriginal-domain thinking by
Aborigines on these matters of economic independance. This means that some
types of Aboriginal domain activities are borrowed from the industrial domain, but
they would be reshaped into something owned and developed by Aborigines.

5. I think the Aboriginal domain of tertiary institutions are the right places to provide
cultural orientation and training for non-Aboriginal people who work in Aboriginal
communities or in Aboriginal schools or who want to work with Aboriginal people.
This is not well done at present, and where it is done it is mostly by non-Aboriginal

PeoPle.
6. Finally, I want to say something about Aboriginal Culture Learning Institutions

within tertiary institutions. There is a concern in some formal learning institutions
such as Batchelor College, with its current proposal to develop an Aboriginal
Culture Learning Centre, that these institutions are not Aboriginal enough, that they
don't have a proper balance in teaching about Aboriginal skills as well as Western
ones. There is a felt need, almost as a matterof justice, to respect Aboriginal society
in some more actit,eway in the context of tertiary institutions. Many ways of making
the college accessibleto Aboriginal students, a place where they experience success.
and a place increasingly controlled by Aboriginal people is not felt to be enough.
There is a desire to provide direct support for the continuity of Aboriginal culture.
without the institution being like a museum.

I believe the establishment of such formal Aboriginal cultural learning centres might
be important and that they are a matter of justice. ( Perhaps what are known as "enclaves"
could grow int() more like culture expression centres as well as having their tutorial
and counselling role.) However. I think we should have sociologically sound
expectations for them. Again it needs to he emphasised that culture cannot he directly
taught: it is socialised. If we are really talking about "culture expression centres- or
"culture sharing centres" or "culture doing centres" we may be contributing to culture
continuity. What makes up a culture? At one end of a range of aspects of the culture
are those that are more tangible, such as material objects, language. music, history, art
and so on. At the other end are aspects of the culture which are less tangible such
as styk of doing things, sense of hum( mr. ways of behaving and believing, the meanings
of different parts of life, forms of authority. and so on. And pan of culture is the "right-
contems in which all these elements have an authentic function and where all the
interrekithmships between all these elements is continued.

Let me sidetrack just for a minute on the special functions and meanings if aspects
of a culture. The use of English words ( with their culturally defined areas (11 . ;leaning )
like "an-. "music-. "religion". "cerern(my- are the beginning of misunderstanding
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Aboriginal culture. For example in white society a piece of art is an object of emotional
pleasure and individual creativity. In Aboriginal society art can have those values, but
also a vay different purpose and meaning. For example, at a land rights hearing about
the closure of coastal waters near Milingimbi to non-Aboriginai ftshermen several years
ago, local Aboriginal artists produced paintings which depictec.'. local creation stories
which were more like a land title deed in their function than a work of an. After the
case was won the Aboriginal artists apparently lost interest in those paintings, because
the job for which those paintings were made was finished. Yet to white eyes they were
beautiful works of art which should be preserved. Or, to take another example, at a
circumcision ceremony at Milingimbi a boy is painted all over with his clan totem
geometric designs which represent ongoing creation. He becomes a living-ikon-of
creation-continuing. His status is changed from boy to man and a few hours later what
whites would see as a "priceless" work of art will be washed off in the sea or worn
off in sleep. My point is that taken Out from its cultural job such "art" is just that: art,
a white person's idea. (In sociological terms this is called reification: or trivialisation,
and artificialisation or the "thingification" of culture).

In Aboriginal society all the elements of culture go together and depend on each
other. Setting up compartments is impomible within Aboriginal culture without lo&S
of meaning. Integration is the norm. For example, in white society we can talk about
law, religion, land ownership and family relationships quite separately. But in Aboriginal
society, to talk about any one of those, one has to talk about them all.

In saying this I am not looking back to the past. I am talking about Aboriginal culture
today. What then am I saying about an Aboriginal Culture Learning Centre? I am far
from sure myself. I am suggesting that three principles guide us here:

) the principle of Aboriginal control of Aboriginal enterprise and activities;
) the principle of survival by culture domain separation, and

the principle of the importance of ways of doing things, of style, purpose and
context in the authenticity of cultural expression.

Cultures do have to change and adapt and modernise in order to stay healthy. As
I said before, a fixed culture is a dead culture fit only for museums. (There is a story
that when Margaret Mead arrived to open a new Amerik-an Indian cultural museum
she saw some Inc...ian boys playing with fibreglass bows and arrows and plastic guns
outside. In her opening speech she spoke about the boys, urging her listeners to see
that, though valuable, the museum was not Indian culture: Indian culture was outside
with the boys, and the "culture- is "now-).

I suggest. as a personal opinion, that whites do not rush in on these things. What
can whites do?
1. Whites can help Aborigines keep their culture by helping them control some

contemporary 10oLv and skillv such as video recording, audio recording, cameras.
helping to build places for safe keepii ig of objects, helping develop ways of vaiting
their own languages, stimulating new ways of learning some of the parts of
Aboriginal culture, such as history out of books or from the video "storyteller",
and st i mu lat ing experience in IN it ica l assertiveness, and so on. Rut only Aborigines
can actually keep Aboriginal culture, and then onlY by living it.
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2. Whites can help provide part of the rnoney to give Aborigines time to get together

to talk out their visions of such ideas as culture learning centres.

3. All of us should see that economic independance, and cultural identity, and long

term survival are strongly connected. I would therefore see such a Centre ( more

a Cukure-Expression Centre or Cultural Innovation Centre) as a suitable tertiary
education path for the development of contemporary Aboriginal an, dance, drama,
and music, partly for money making purposes, to move towards an independant

economic base in culturally acceptable ways.

Conclusion
If Aboriginal po rk are to be a distinctive cultural group in 200 years time they need

to develop strategies for being two.)-ctIlture people in a waywhich leaves their Aboriginal
side with a safe harbour in which to live and grow and change. The message from
Australia's surviving Aboriginal groups, and few examples of survival after long term
contact from overseas, tells us that a safe place for Aboriginal culture must he built
by forming cukure boundaries, by putting some aspects of the two cultures in separate
compartments, Aborigines having areas of disengagement from the dominant society.
All this I am calling the private Aboriginal domain where the basic and changing
Aboriginal identity is kept up.

I am not saying triat each culture should never influence each other, or that Aboriginal

culture should not takc I change and "own" aspects of white culture.What I am saying

is that the white culture is so big and dominating that the emphasis needs to be placed
on what is most at risk: and that means keeping the culture boundaries in place and
the AN wiginal domain bn.rad and deep enough to stay alive. For this to become a reality
the other half: the white culture part of the two-culture Aboriginal person. must become
strong enough to face and deal with the dominant so iciety. This means high standards

in chosen areas of tertiary study

I want to emphasise that whites cannot afford to put the idea of Aboriginal cultural
survival aside as an "Aboriginal matter". It is a white matter too. White Australians need
to come to know that thc ,.. can benefit greatly from the c iitinuing presence of a unique
Aboriginal way of seeing the world. And whites need to acknowledge that domain living
is normal human behaviour. Both groups need to learn how to "walk through doo ws".
In some ways whites have more learning to do than AN wigines do.

This two way, culture domain paratu n strategy is a policy of live and let live: not
confrontation. But it suggests that AN aigines need to new Aiate fnun a position of
strength. The origins of some of that strength I believe are high standards of formal
teniary training in the white domain. and develo pment of Aboriginal domain faculties
or departments within SOIlle tertiary institutions. It also suggests education of white
tit wiety into an acceptance of Aboriginal differences remaining in this country forerer
Of course it is easier said than done to transform these insights into educational
pn %rams. HIUITM Ms Aboriginal determination, willpo wer and creativity has been
sho wn in the past. and even more will be necessary lo ir AN wiginal culture survival to
he a reality over the long term in the future.
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1. While 1 am a member of the Batchelor College staff, the views expressed in this
paper do not imply College policy. 1 wish to thank Michael Cooke, Ralph Folds.
Beth Graham, Cos Russo and Chris Walton for their constructive comments on an
earlier draft of this paper. Many of the ideas in this paper are discussed more fully
in my book, Two-way Aboriginal Schooling, forthcoming. Chapter 2 of that book
provides a fairly detailed discussion of Aboriginal world views.

2. Bucknall, John (1982) "Listening to Aboriginal Voices: The School at Strelley" in
Aboriginal Education: Issues and Innovations, ed by John Sherwood, Creative
Research, Perth.

3. These kinds of analyses by non-Aboriginal people always run the risk of creating
somewhat inaccurate stereotypes. A recent paper by AK. Ekkermann (1988) entitled

"Learning Styles. Classroom Management, Teacher Characteristics and Rural-
Urban Aboriginal People: Some thoughts" in The Aboriginal Child at School, Vol.16,
No.1, February/March, is very helpful on this matter.

4. I am indebted to Mary Kalamzis and Bill Cope for the term "industrial" society.
It is more accurate than any of the various synonyms used to describe non-
Aboriginal society in Australia such as "white" or 'Western", or "Anglo". The term
"white" is still used frequently in this paper as a convenient shorthand.

5. McConvell, Patrick (1982 ) "Supporting the Two-Way School" in Language Planning
for Australian Aborienal Languages, institute for Aboriginal Development, Alice
Springs.

6. For a different view of "both ways" see McTaggart, Robin (1988) "Aboriginal
Pedagogy Versus Colonisation of the Mind" in Curriculum Perspectives. Vol.8,
No.2, October. Other papers in that journal issue take a variety of views on the
topic. See also Bakamana Yunupingu (1985) "A Plan for Ganma Research", Yirrkala,
N.T. (unpublished M.S.).

7. Domain separation is a common practice even in industrial Australian culture, and
is used to cope with some of the complexities and stresses of contemporary life.
People jump between value systems. For example, a businessman can repossess
a car for someone for lack of payment and yet can stop and assist him fix up his
car if found stranded in private time. Compartmentalisation assists in this with
principles such as "Don't mix business with pleasure". A Christian can't take human
life unless as a soldier. A doctor is required to swear to heal but there is nothing
to stop her buying shares in a tobacco company. A teacher can have an under 16
year old girlfriend, but not in the same school in which he teaches. Even bmily
life is a kind of domain separation, with each family member at home behaving
in different ways and taking on different roles than is the case, say, at work or school.

owe this reminder to Michael Cooke.] Domain separation seems to he a natural
human response to reduce social complexity and sress, and to deal with social
dilemmas. The majority culture needs to be educated to know that the long term
domain separation of a very small ethnic minority is not a threat to national peace
any more than membership of various church groups, fOotball clubs, different
political parties or the Masons is. Many Christians in this country live in two social
worlds, and even believe (or at least handle in some way) incompatible beliefs
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at the same time. For example, they believe the Adam and Eve story of aeation,
but learn about and pass exams about evolution at the same time. All these sub-
groups within white society up to a point live by rules of sub-culture domain
separation.

8. Fishman, Joshua (1987) "language Spread and language Policy for Endangered
languages", in language Spread and language Policy: Issues, Implications and Case
Studies, ed by Peter H. Lowenberg, Georgetown Round Table on Languages and
Linguistics 1987, Georgetown University Press, Washington, D.C.

9. "Several contemporary theories of cognition development and much of the research
on transfer of learning suggest that learning, be it formal or informal, is not just
a process of knowledge accumulation, but rather one of building up richly
organised conceptional networks or domains (Chi et al. 1984; Glaser, 1984,
Sternberg. 1985 ). The evidence suggests that human beinp are capable of engaging
in complex chains of processing informatim sviit.n thinking and acting, but when
they do, the prtessing is embedded witiin, and one with reference to, a specific
domain of knowledge such as physics, chess or religion. What is striking in the
cognitive literature is the degree to which behaviour and thinking processes depend
on km mledge structures of the relevant domains, and the degree to which domain
separation is maintained.

Much of the recent work in constructive psychology and on problem solving
in a domain, by both experts and novices, points to the importance of domain
separation, the difficulty of changing existing structures of knowledge or world
views, and the difficulties which arise for the individual when existing knowledge
structures are shattered. One clear set of examples comes from the growing
literature on children's science and alternative frameworks, and the parallel
literature on resistance of scientific paradigms to change, in spite of contradictory
evidence. Work in this area ( eg Driver & Erickson 1983, Barnes 1976) suggests
that. for example. in science classes children often hold two models they may
learn and even understand the "correct" scientific model taught in class and use
it to answer school science examinations, yet retain and use alternative models
derived from life experiences in accounting for natural phenomena. Barnes ( 1976 )
distinguishes between "school knowledge" the knowledge we use for our own
purixises which we incorporate into our view of the world and on which our actions
are based. The literature on cognitive change indicates just how resistant to change
and how persuasive the separation between "school knowledge" and "action
knowledge can he. It suggests that the last thing people ( c. en -expert- scientists
will do is to make a fundamental change in the structures by which they make
sense of their world:*

See Barnes, D. ( 19'6 ). From communication to curriculum. Penguin
Hammonsworth: Champagne. A.. Gunstone. R. & Klopfer, L ( 1983 ) "Naive
knowledge and science learning" in Research in Science and Technology
Education. 1. r3 83; Chi, M.. Glaser It & Rees, E. ( "F.xpertise in problem
solving- in M.R. Sternberg ( ed ), Advances in psychology of human intelligence.

illsdale NT: Driver, R. & Erickson, G. ( 1983 ) "Theories in action: some theoretical
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and empirical issues in the study of students conceptional frameworks in science".
Studies in Science Education, American Psychologist. Feb. 93-140; and Osborne,
R. & Freyberg, P. (1985) Learning in science; the implications of children's science,
Heinemann.- (Personal communication, Colin Power, 1987 )

This is hopeful news for the viability of domain separation as *culture survival
strategy. But it implies a warning that knowledge in the white culture domairlIbmki
well be learned in a non-usable way. To avoid this, any teaching approach needs
to try to ensure that Aboriginal students get to "own" the white domain knowledge
or turn it into "action knowledge". Having a research approach to applications in
home communities and an issues.based, problem-posing, problem-solving
approach to student writing, is a useful way to go about it.

10. See Jordan, Deirdre ( 1985) "Census Categories enumeration of Aboriginal
people, or construction of identity" in Australian Aboriginal Studies, No.1, for a
discussion of the effects of the social construction of identity.

11. See Thies, Kaye (1987 ) Aboriginal Viewpoints on Education: A Survey in the East
Kimberley Region. Research Series No.5, National Centre for Research on Rural
Educatit, , University of WA., and 1)-(ivid McClay ( 1988) Adult Education in
Aboriginal Australia: A Report on research in an N.T Ca: anunity, T.A.F.E. National
Centre for Research and Development lid., Adelaide. (This is a summary of a
doctoral thesis recently completed at the I Iniversity of Queensland ).



Chapter 23

LEGAL CONTROL, LEARNING AND ME
ABORIGINAL STRUGGLE FOR LAW hy R G Broadbury

Introduction
This essay attempts to draw together some recent criminological work on the subiect

of Aborigines and 'criminal justice'. While this w:irk has continued to develop our
understanding of Aboriginal 'crime' beyond mere description it has tended to produce
widespread pessimism and despair about the scope for real change. Some of the
pessimism arising from this w()rk may be addressed by considering the role of educat ion

in the struggle for justice.
A review of this recent work hihlights some of the limitations of previous

criminological work Traditionally such work has been dominated by administrative

or legal concerns examined within a positivist framework and exemplified by a plethora
of descriptive studies. It has rarely been historically informed. These characteristics
partially explain the absence of a fuly developed account of Aboriginal 'deviance'. As
well there has been a failure to adequately utilise medical. ( egethnopsychiatry. public
health data ). anthropological, economic and historical materials. Work on this scale
remains to be done and it is hoped that the research programme of the Royal
Commission into Aboriginal Deaths in Custody will begin to s),T1thesis some of these

ingredients ( Biles. 1988 ),
It seems the narniwness of much of this 'criminological work ace( iunts for the

pred(iminance of 'legal' solutions eg. legal aid. AK iriginal police, concessions to
customary law, special courts. judicial enquiry etc. Slime of these 'reforms' have been
implemented without much obvious effect on outcomes. Consequently this has led
to a stress on minimising the responsibility of the law in 's( sodal problems and.
as a corollary, a tendency to neglect the way some laws and law enforcement prmices
contribute to s( vial problems.

One example of the way diis continues to happen is the dispute over the 'fac,s'
Aboriginal crime and the evidence of racial bias. Despite well documented aco waits
of structural and systemic disparities in arrest and criminal justice proc.essing ( eg
Egglcst n i9-6, Hanks and Keon Cohen 1984, Martin and Newby 1984, tiazelliorst
198-land many hist( ideal instances ( eg Gill 19-7 Reynokls 1)81. McC )rqu dale. 198-
this can still conflict with. statistically '( ihjective' evidence ( )f even handedness or even
-panicularly lenient- and -sympathetic- responses. As one criminologist recently
(-( included fr( in) a statistical analysis of prison sentences. ". . the o itirts cann( be held

t ( blame tor the high rates ot Aboriginal impris( inment- ( Walker, 198711-4 il lusti at ing

the primacy stat istical evidence.

Suffice to Say, on the criteria if stal istkal inference. this work based on inadequate
analysis t sentence data derived from the nati( mal pris( in census. (hies not warrant

R01) BROAD! ft C Health 1)epartment of Western Australia.
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the conclusions drawn, particularly the suggestions of leniency. In my own work on
sentencing distributions based on the entire population of prisoners in Western
Australia, I found for some offences such as motor vehicle theft Aboriginal prisoners
received higher sentences on average (controlling f)r age and prior imprisonment 1,
while for others such as amault this was rot the case. As so little empirical work has
been undertaken on sentencing distributions and equity in Australia, any conclusions
must be regarded as premature.

In the above example of 'objective research the courts and police are mere
interpreters of the law's pr icesses and the extent of suppression is entirely the result
of general unspecified social forces. Clearly for Walker (1987:116) the antidote is early
intervention by parents and teachers to prevent mischief before young Aborigines
"begin to collect criminal records".

Sometimes our uncritical Faith in the virtues of the rule of law, particularly the final
ritual of the court with its emphasis on an adversarial process and 'golden threads' makes
the obvious obscure.

A more thorough test of `bias' is provided by the work of Gayle and Wundersitz( 1987)
who studied differences in the arrest rates of Aboriginal and non-Alxriginal juveniles
in Adelaide (for the year 1983-84; some 7,156 cases of whom 289 were Aborigines).
They found in their matched study that there was ". . . no statistical evidence to indicate
that, at the point of arrest, police overtly discriminate against Aborigines on racial
grounds" (p.92). Instread they found unemployment was "independantly associated
with the likelihood of arrest" (Aborigines were more likely to be unempl)yed) and
the pattern of charging did differ significantly for Aboriginal youths. For these
researchers socio-economic (poor and unemployed) factors played a more
deterministic role in the police decision to arrest than race. Limitations in the official
data available did not enable them to explore the issues with adequate rigour and they
conclude ". . . whatever the root cal 3es, Alxriginal youths continue to be
disadvantaged by the discretionary process operating at the point of entry into the
juvenile justice system, (p.93)

Black (1980), in an American study of por .! arrest behaviour demonstrated that in
policecitizen encounters, suspects were more likely to be arrested (for a felony or
misdemeanour) if they did not defer to police authority. Factois which affected the
decision to arrest included the status and preferences of the complainant, however,
a disrespectful attitude on the part of the suspect increased their chances of arrest. "In
this sense". writes Black ( 1980:97). ". . . the police enforce their authority more severely
than they enforce the law".

Black found no direct evidence that police discriminate on the basis of race. '1 lhe
police arrest blacks at a comparatively high rate, but the difference between the races
appears to result primarily from the greater rate at which blacks show disrespect for
the police. The dilerence thus depends upon the citizens, not the police.- ( Black
1980:105). In a postsaipt Black recognises that the relevance of race to policing is
important and cc mplex. noting that the me,- of the police officer influenced the
resptinse to the complainant; black police were more likely to resp(md to black
complainants. "It would thus seem that blacks in the aggregate are more likely to be

189 BEST COPY AVAILABLE

1
r ,
, , )



subject to police authority, and lex.; likely to receive their co-operation". (Black
1980:108). Empirical information of this kind on the behaviour of Australian police
forces is notably absent (see Foley 1984, Roberis, Chadbome and Rose 1986).

As the courts, or police enforcement practices, are only one part of the criminal just ice
system it is pomible (in abstract) to perceive no one part of the system as 'biased'
especially when evaluated on its own terms. This is even more likely if the investigation
is informed hy and only conducted from the screen of a computer terminal. The
limitations of statistical analysis are usually legion and an over-reliance on such methods
mitigate against the need to look at the control system as a whole.

THE ABORIGINAL 'CRIME PROBLEM'
It is usually known but rarely acknowledged that Aboriginal over-involvement in

Criminal Justice has a widespread impact on Aboriginal self-management and seriously
disrupts the development and enhancement of 'educational' or constructive
development. One reason for this lack of acknowledgement is that many Aborigines
and their supporters feel that by concentrating on 'troublemakers we can forget that
there are many positive changes that have flowed from those able to repossess land
or cultural identity. As well, the need to resolve conflicts and living with 'two laws'
is intensely important. Fuller discussion of the characteristics of Aboriginal law is not
attempted here. Suffice to say that conceptually it is fundamentally different from English
law, especially between secular and sacred areas. The role of kinship, restitution and
private versus collective action is striking. as are aspects such as strict liability and the
character of punishments, to note a few of many diveigences (see both volumes of
the Australian law Reform Commission reports on "The Recognition of Aboriginal
Customary laws" for fuller discussion and coverage of civil matters like property.
marriage, child custody, gaming and fishing rights etc.).

At this conference there has been a lot of discussion about problems of curriculum
relevance and discriminatory aspects of current educational practices. As we have seen
from the work done on arrest there is an interaction between unemployment and
increased chances of involvement with the law. The focus of this paper is to examine
the 'crime' issue in depth because of its significant relationship with employment and
our continued under.estimation of its impact on Aboriginal society,

To the effect of 'crime' we could add poor health status as another significant
imnediment to the quality and potential of Aboriginal life. A high proportion of
pi _mature death amongst Aborigines can be linked to crime. ( see figure 2). Crime also
accounts for a significant proportion of the hospitalisation arising from injury and
Aborigines are 3 to 5 times more likely to be hospitalised than non ,Aborigines (Hicks.
1983).

By my conservative reckoning at least one-in four Aboriginal males have experienced
imprisonment, many frequently. In one year alonc, 1986 for example, some 1.368
distinct male Aborigines were received in prison or 15% of all Aborigines over the age
of 16. The incidence of involvement in 'crime' is probably much higher if we were
to add in arrest and non-custodial sanctiom. Aboriginal females are also over-involved
compared to European females. Nevertheless, females of either race, in general appear



much less frequently in all crime statistics. On average Aboriginal people are 16 times
more likely to be imprisoned .han Europeans. These statistics give rise to the 'refugee
status' (Stafford 1988), 'third world' (Broadhurst 1987 ), 'ritual coercion' Parker ( 197)
'internment" (Hazelhurst 1987) descriptions applied by many observers.

Indeed, what kind of learning arises from this remarkably frequent event legal
intervention, arrest and imprisonment in the lives of many Aborigines? And what
is the effect of such massive repression? What are the short and long term etfrcts on
Aboriginal communities and culture?

In addressing these questions 1 regard my own thoughts to be more speculative than
prescriptive. As little attention has been given to the control aspects of European-
Aboriginal contact until recently, our understanding is limited. In this respect my aim
is to realise discussion and to encourage a wider interest in this acute and poorly
understood aspect affecting the quality of Aboriginal survival.

The main themes that I wish to address are the related issues of concern: the effects
of prison, the negative cons,:quences of the 'law and order' lobby, the limits of the
law in the struggle for justice. and the problems of Aborigines 'enlisted' into the law
enforcement system.

I have already discussed dissatisfaction with the descriptive and despairing character
of much criminological work and the over-reliance on legal interventions. to which
could be added the bilure to develop effective solutions that can be readily applied
by Aboriginal people. While European law makers now recognise the need for
consultation they continue to underestimate the cultural and social-economic
differences between the two races.

It is also helpful to review some of the criminological explanations of this high rate
of Aboriginal involvement with the law. Our assumptions about what causes this
considerable repression influences our responses and the solutions we generate.

ME EXTENT OF LEGALISED REPRESSION
First let us begin hy k)oking at the size of the problem we are faced with by examining

both police and prison statistics.

Police statistics are ordinarily very useful in telling us about the activities of police
but much less useful in describing the extent of crime. This is because many crimes
go unreported and some, like 'street' crime, are more visible than fraud or tax evasion.
Official statistics therefore are conservative measures of crime but can show differences
in the involvement of various groups and the frequency of reported crime,

A problem in measuring the prevalence of Aboriginal offending in Western Australia
is that police statistics have not been rep med by race since 1962. making analysis of
race differences and practices over time almost impossible ( We invariably have to rely
on prison data).

In additkm, trends in regic mai p ilice statistics are confused because of the lack of
continuity in the data and the lack of contiguous police and census districts. This,
conthined with the unreliability 4 ptipulation census data, makes the estimating of
the denuminator population. which is important it' we are to contnii r populati(
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changes over time, uncertain. In short Western Australian police data is extremely
difficult to interpret ( there are also inconsistencies and aberrations) and it is particularly
difficuk to observe trends over time.

Table 1 attempts to make an inferred measure of law enforcement practicesbetween
the two races by comparing widely different regions of Western Australia. One, the
Kimberley in the far north (Broome Police District), has an Aboriginal population
representing at least 38% of the region's population (higher in earlier times) while
Albany in the south has the typical State average of about 2.5% of the population being
Aborigines. These regions of WA could not be more different as they represent the
opposite ends of both geographic-climatic factors as well as the duration and intensity
of European settlement. Albany was originally a small convict outpost (cf. 1827) later
settled and developed in the 1830's and 1840's as a prime agricultural district. Whereas
the Kimberley was not developed by the pastoral industry until the 1880s and settlement
has only intensified since the 1960s, 1970's and 1980's with mining and tourism
development.

Table 1. POLICE STATISTICS - 1973-82

COMPARISON BROOME (BR) AND ALBANY (AL) POUCE DISTRICTS.

YEAR

( 1)

Ratio
per police

(2 )

Charges
'000

( 3)

Charges
total

(4)

juy

( 5 )

arr

(6)

73 7-i Mt 109.1 238 3601 7.0 89.0

AI. 32.9 44 2367 25.6 59.5

7.4 '7S 102.6 211 2899 10.3 89.5

52.0 "3 4005 17.8 36.8

75 76 109.5 189 3-23 11.0 92.1

32.4 51 281- 26.3 44.0

76 7- 129.1 265 4,-,-, 9.2 95.3

20.3 32 1825 26.4 62.8

1-12.2 269 5120 12.6 91.0

26.6 0 2313 21.4 63.6

304 5841 8,9 90.9
28.6 41 2431 18.6 63.0

"9 SO 181.1 3)7 "2+4 11.2 90,8

32.0 45 2658 18.5 61.6

80-81 r8,5 4-H 85-0 9.5 95.1

25.2 35 2042 2-4 1 62.3

8182 219.6 519 10758 6 96.3

21.5 29 r42 18.5 56,7

Note: polk-e numbers for Albany have been estimated for the years 1977-80 because
of variations in reporting the numbers of traffic police assigned to the district; the

pulation den( )minator has been based on figures reported by police even though
these do not, coincide with estimates available from the A.B.S.
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The comparison in Table 1 is revealing in relation to rates of charging hy arrest or
summons per 1.000 persons (column 3) and average annual charges per police officer
(column 2). Both these measures show that the Kimberley since 1973-74 has rapidly
become the most active area for policing. Police are 10 times more likely to charge
in this district than in Albany and crude rates of prevalence exceed 50% of the
population. The higher rate of arrest (column 6) in the Kimberley also suggests that
policing in this district is quite different and more pro-acfive than in the south. Column
5 also shows large differences between the proportion of juveniles involved with police
in the two areas; in Albany about one quarter of all charges involve juveniles and this
is typical of the current 'western' trend, yet it rarely rises over 10% in the Kimberley
If traffic related offences are removed from the charge 'rates' then the difference ,

become even more extreme as Albany usually has greater proportions of these
of offences compared to Criminal Code or Police Act offences than the Kimberley.

What is also very striking about Table 1 is the very rapid increase in police activity.
In the 9 years this data was available the number of police stationed in the district
rose 50% from 33 in 1973-74 to 49 in 1981.82 (59 h_ 1984-85): but charges more than
doubled reaching an estimated 519 per 1,000 persons from 238/1,000 nine years earlier.
This increase coincides with the rapid economic development of this region, in the
latter half of the 1970's and which intensified in the 1980's.

To put this into context charge rates reported in police annual reports per 1,000
'natives' were in 1948, 69/1000; 1952, 111/1000 and by July 1957 to 198/1000. In 1962
the rate had steadied at 194/1000 (the last in this useful series), whereas two decades
later the rate in the Kimberley was between 400-500 per 1,000 persons. So the
involvement with police in the fifties also had Trebled .ind was attributed to increases
in crime and alcohol abuse amongst goldfield and southern 'natives'.

A general and continuous trend over the entire contemporary period can only be
shemn for imprisonment and Figure 1 describes annual receival rates by race from 1957
yet even these are, for the period 1972 77 , not reported by race. In 1957 Aborigines
represented about 20% of male prison receivals: by 1971 they represented about 40%,
peaking at 53% in 1981 before declining and steadying to around 38% since 1985. I
estimate that the proponion actually peaked at over 60% in 1975-76. Considering that
Aborigines made up between 2.3% of the total population in Western Australia
throughout this period their over-representation in prison statistics is longstanding.
Rather than this rate of incarceration falling over time as conditions have 'improved'
for Aboriqines it has become significantly worse.

The increases in imprisonment when taking account of regional factors, shows that
most of the increases occurred in 'waves' coinciding with economic development of
the less settled pans of the state: firstly. the Pilbara in the 1960's overlapping a decade
later with sustained increases from the Kimberley and Central desert regions. However,
as overall Aboriginal receivals appear at last to have begun to decline as a proportion
of prison receivals there is room for some optimism and we May speculate that the
worst of this intensified sodal change and westernisation has passed.

The kinds of offences committed by offenders are still mostly property crimes and
serne 90% of 'major' crime reported to the police falls into this category ( Police Annual

193 BEST COPY AVAILABLE

`)



Reports 1975-81). Also many offenders are charged with traffic related offences (about
a third of all commitments) and often akohol is involved. Frequently these offenders
are imprisoned on mandatory terms or serve terms in lieu of fines. The offences for
which Aborigines are committed to prison are also predominately offences relating to
theft, but 'good order' offences such as drunkenness and disonderly conduct are also
common, as are driving and licence offences (details can he found in Broadhurst 1987).
While such offences make up the vast majority of reported crimes there has been a
worrying trend toward more assaults and sexual offences since the late 1960's. The
victims are almost always other Aborigines with women often taking the brunt of this
increased violence.

Figure 2 adapted from Dr. Ernest Hunter's (1988, 1987) work on Aboriginal suicides
in the Kimberley shows the rapid increases in death by external causes (which inclujes
death from violence, suicide, misadventure and road trauma) compared to the rest of
Western Australia over a similar period. To these we may add the higher rates of
hospitalisation, infant mortality, diabetes, hypertension, enteric diseases and chronic
ear and eye disability. Of interest in this discussion, becauseof association with deviance
and the disintegration of community based controls, is the rapid increase in the
incidence of sexually transmitted diseases amongst even remote Aborigines in the
Pilbara and Kimberley areas since the 1970's (Gracey and Spargo 1987). This may be
a sensitive measure of both the increases and character of European-Aborigine contact.
Statistics such as these are a good indicator of the degree of stress in a community
and corroborate the increased conflict wrought by rapid social change (see also etWte
1974).

EXPLANATIONS OF TIE ABORIGINAL CRIME PROBLEM
Having described the official statistics it is necessary to consider, if only brieflyhe

explanations usually given :o a('count for these differences in Aboriginal and European
representation in crime S4atistics. Until relatively recently the main explanations were
based on hereditary 1:born' criminal), later deprivation (strain/stress), labelling
(cultural or racial .mereotypes) and conflict (different values) theories of crime
causation, (for fuller Aiscussion refer to Rock and Downes 1982 ).

The hereditary thesis with its origins in phrenology is now fully discredited (Fink
1938). It remains, one suspects, a popular notion, especially when blended with the
other 'causes' amongst large segments of the Australian public. The notion of biological
causes of Aboriginal crime is now more likely to he explained in terms of vulgarised
cultural heritage. For example, the tendancy to go 'walkabout ( interrupts employment ):
communal sharing and an absence of personal property ( leads to a disregard for
property ); the lack of cultural wisdom or control regarding European imports such as
drinking ( can not handle alcohol); and 'payback' an example of lawlessnesss. These
unconnected illustrations are sufficient to reinforce the ethnocentric notion that
Aborigines are morally and mentally undeveloped rather than illustrative of differences
in values, and reinforce 'commonsense' views of crime causation. It is usually this kind
of understanding of Aboriginal crime that informs advocates of punitive policing.

The deprivation or strain idea rests on the manifest poverty, alienation, all pervading
anxiety, stressed cc mditions and 'imrnesiration' ( Havemann 985 ) of Aboriginal pork.
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FIGURE I
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FIGURE 2
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An extension of this idea argues that the frustrations caused by deprivation, especially
that caused by dispossession often turn inward on the self and behaviour loses meaning
and becomes self destructive. Dispossession is particularly destructive because it breaks
the symbiosis between land and culture, past and present; more importantly it interacts
the association between the material and the spiritual culture. In acute situations this
dispossession and alienation becomes the 'structural violence' apparently common
amongst indignent people in contact with a dominant intrusive culture Hoebel 1954,
Poole 1986, Hunter 1987. Stafford 19881. Because of this, deviance or criminal behaviour
is one of the few ways open to those deprived of the normal capacity to amen identity
or acquire the material benefits of the Australian dream or to escape the stigmatisation
of poverty and low self esteem through alcohol abuse.

The high rates of unemployment, poor education, poor health and high crime all
testify to the extent of deprivation and thwarted opportunity. The poverty cycle is
as.sociated with race and crime and hence Aborigines become ;.! .iociated with crime
and are "labelled" and then expected to confirm the stereotype characterised above.
In practice this means all Aborigines come under more intensive surwilknce, especially
by police, because of their 'lawlessness' or 'dangen)usness and a sell fulfi !ling pn)phecy
is generated

We know from longitudiqal and self report crime studies ( eg Wolfgang 19Th ) that
most of us. but particularly ,!oung males. commit crimes or 'do' illegal things but never
get caught, or if caught, ne rarely institutionalised or labelled criminal. However. if
we come from a poor neightx)urh(x)d, look different, behave unusually etc. then our
chances of being caught in the law enforcement 'net' is very much greater. And the
more we get caught the harder it is to get free from the net. The interaction between
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these factors and race assure higher rates of involvement with police and formal criminal
justice procedures and interventions.

Interest in conflict theory has been revived by the stimulus of the revisionist history
which has documented the struggle or 'warfare' between the races over land use (eg
Reynolds 1981. Gill 1977, Green 1981 ). .n addition anthropological studies demonstrate
that significant differences exist between cultures in responding even to crimes such
as homicide. commonly assumed to be universally abhorrent and producing similar
responses (eg Poole 1987, Hoebel 1954). The essential theme of conflict theory,
whether applied to minorities or social class, is that the legitimacy of the law is rejected
by the 'deviant' group on the grounds that it fails to recognise or represent their values.
Conflict theory can be applied to Aboriginal aspirations for land versus the imperative
to exploit the land in the national intereg.

Direct reference to the economic nature of the struggle in contemporary times has
been neglected in criminological accounts. As we have seen from the above table and
figures, over-involvement in arrest and imprisonment appears very closely related to
and coincides with economic expansion and renewed competition over land use
in the hitherto remote and 'unsettled' parts of North West Australia.

Another neglected possibility, often ignored because of its unpopularity with
orthodox and even radical criminologists ( eg Taylor. Walton and Young 1975).
describes crime as a form of resistance or proto. revolut ion. Cowl ishaw ( 1988 ). however,
uses the idea to describe 'race riots in Northern NSW Thus the 'criminal behaviour
of some Aborigines, while not organised and disciplined in the conventional manner
or sense of a 'revolutionary' or millennial mmemene spontaneously has all the required
ingredients of st ruggle anger is not directed randomly but at the state and the symbols
of authority for limited political purpose.

l!ndoubtedly some Aboriginal crimes have elements of rebellion and protest. This
is most obvious in the occasional melee or 'riot' in country towns (or the inner city
mostly directed at police and publicans. This resistance has been acknowledged by

ice in s( ,Me mun it ies as am( iunting to ". . aggressive resistance towards Ex ice"
( Inspector Rippon quoted in Hazelhurst 198"243 ). In this way some Aboriginal 'street
offenders' perhaps fits the category of 'primitive rebels' whose motivation is 'the
common myth of transcendental justice' which moves peasants and traditional people
to action in response to systematic oppres,sion or erosion of longstanding rights (see
Hobsbawn. 19i):-. 1. This is precisely the explanation that most frightens the property
classes of pri wincial centres ( the Eun pearls) and perhaps accounts for their occasional
intense agiution for Inc ire 'law and tirder'.

Tlw relationship between pi welly. stress and coin( )mic depender,e has been linked
to the volunw 4- state sanctioned penal suppression. A useful method of analysing the
use of imprist )nment. particularly in connection with econ( int ic relatic ins, is the seminal
wi rk f Rusehe and tii rchei mer ( 1939: 2(r ) . the crime rate can really lw influenced
only if s( x-iety is III a positi( HI to nfer its members a certain measure if security and
to guarantee a was( mahk. standard

Their klea links lakmr supply and labour contn II with the volume and fiirm II

imprisonment, ie. the econi mic m( 4ive is the prime criteria fi n- the fi ilume and



type of punishment employed. The relationship between the impact of ecual pay laws

in the late 1960's and the consequential wholesale loss of pastoral employment and
the high levels of Aboriginal unemployment and imprisonment is yet to be fully or
adequately studied. No brief account can adeouately explore the insight provided hy
this work which continues to generate controversy and interest, particularly in terms
of the relationship between crime and unemployment ( in Rusche and Kircheimer's
terms really the relationship between employment and imprisonment). A brief account

:kms.
In relatively modern times working class deminds for universal rights to work

demanded the end to penal slavery as it competed with free labour. This ensured that
employment, especially paid or profitable employment, could no longer he used as
a means of justifying imprisonment. Thus the 'lesser eligibility' principle ( that no
prisoner should receive from the state more than the poorest free man ). the abiding
law of all penal administrations required that no useful work could he done and no
real elfin expended on training stich surplus labour. Unemployment, or rather enfi weed
idleness and boredom are the true trademarks of imprisonment and the deliberate
wastage of labour power serves only to reinforce the prisoners undeserving status.
Imprisonment, it could be argued in the case of the Kimberley. is useful in soaking
up unproductive and undisciplined labour without threatening the status quo ( of high
wages for European labour) and the shoirtage of ski Iled or pro rductive laN Air. In addition
it stands as a lesson to any European transgressor that the costs of impris< inment w mid
be both socially and economically high. Put in more basic terms this is, to use
Fitzgerald's (1977 ) phrase. what has been called the 'garbage cm' theory of
imprisonment the abject failures of our great societies are swept out of sight. ( For
an extensive discussion of the relationship between labour discipline and punishment
see Foucault 1977. who links the growth of factories with the modern system Of

punishment ).

Some further questions arise, such as, how do we explain the AN iriginc who ) pleads
(rare hut bizarre ar.,.1 real enough ) to be admitted to prison and may even commit
an offence in order to gain access ( Lowe 1984 and personal observatit i )? What shoal
we make of Duckworth et al's (1982) observations that imp7isonment is an acxpted
'rite of passage' for many young Aboriginal men? Have we overused imprisomment so
much that we have entirely devalued any of its punitive and deterrent effects? Is the
quality of life of a number of Aborigines so miserable as to render tip... 'lesser eligibility
principle' redundant?

So this returns us to one of our earlier questiols which o msidered the etlect 4

imprisonment <in Aborigines. What learning (or anti learning ) is pro )(Awed by prisons
or 'total' institutfims? Given the unprecedented extent of legalised repressio on what ire
the short and king term consequences?

ME EFFECTIVENESS OF ME LAW
The effectiveness of the existing legal interventions and institutions in the t ontrol

of adult Ablorigines can be examined closely by I( x iking at imprisonment and the
learning that arises. Imprisonment has a number of expected functi( ins in jurisprudence.
sudl as deterrence and rehabilitatio in as well as punishment. It is kommonplace in



criminology to criticise the use of imprlsonment for failing to achieve these aims and
became of its cost (in WA. it costs about $130 a day for each prisoner), but rarely do
we measure its effects on different groups. Recidivism research which measures the
number of offenders who return to prison (Broadhurst and Mailer 1988) showb very
clearly the ineffectiveness of current pcnai practice for Aboriginal offenders. Figure 3
shows the Li lure rate of all prisoners released from WA prisons between 1975 and
1987 by gender and race groups.

The smooth curve lines in figure 3 plot the calculated rate of returning to prison
since release for up to ten or more years; the dotted line shows the actual failure time.
Thus about 75% of Aboriginal males had returned to prison compared to some 45%
of European males, and 69% of Aboriginal females compared to 39% of European
females. It must he stressed that these estimates are conservative because they count
only returns to prison in this jurisdiction and do not count re-offending or re-arrest.

FIGURE 3 First recidn 7cPH hy sex and race
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For those Aborigines under the age of 20 recidivism was much higher at around
88% and for all intents approached absolute certainty of failure. Irrespective of age,
employment, status, schooling, offence type, marital status, and access to special leave
and early release programs, Aboriginal recidivism did not vary significantly. Yet older,
better educated, employed and early release Europeans all had improved prospects.
We asserted that such high Aboriginal failure rates were due to the fact that

. overwhelming cultural and environmental forces interact with law enforcement
practice so as to mask and uivialize individual differences and pathology" (Broadhurst
et al 1988:103).

In response to the so called failure of imprisonment to achieve the reductionist aims
of rehabilitation or deterrence ( irrespective of race), prison authorities have re-vamped
programmes (social and vocational skills, therapy and social work family intervention
etc.) designed to change prisoners (eg Cohen 1985. Lipton et al 1975, Bailey 1966,
etc. ). This 'program-mania' may be useful in maintaining the morale of prison staff but
tightens control and introduces more and more sublime graduations of punishment.
The focus of these programmes has the change or re.socialisation and reintegration
of the individual as iis primary purpose. For the Aborigines this inevitably means an
impossible transformation to embrace the culture of their captors.

The importance of the effectiveness question lies in the ability to determine the facts
based on outcomes rather than the rhetoric of legal principle. In addition such facts
may help to win the propaganda war on the need to implement strategies other than
suppression or legal control, especially the usual methods of arrest and imprisonment.
Unsuccessful and expensive mechanisms are harder to justify in the 'corporate state
and excessive use risks community and international censure.

As Clifford ( 1982:11) observes, "When imprisonment does not deter but is

shouldered by the Aboriginal as an inevitable yoke to he carried as a consequence
of his residence in a white society, we would be moronic to go on using it punitively
and ineffectively". Of course this assumes that effectiveness is intended; that is, that
impr;sonment should work, but fiir the purpises of control reductionist wials are
incidental.

THE LAW AND ORDER LOBBY
How actions are defined and who has power to define are crucial in understanding

how the law may be used to control the activities of one group by another. Language
and the use or suppression of language in the process of defining the 'law' is of real
importance if 'suicides' can he described as 'deaths' and in turn 'deaths' hecome
'hangings' then the. 'law' is defined, shaped and mobilised. The law confers legitimacy
and can be mobilised to apply censure at varying levels of severity. Discretion operates
at every stage of this process and ctintainment of discretion is often the aim of reftomers.

The language and rhetoric of the law is seductive with its emphasis on righ ts: such
as the rights to remain silent, to legal counsel, to know the charges against you, to
trial by peers. and the presumption of innocence, to list hut a few. But as McBarnett
( 1982 has observed, the law is designed to convict and favours the police and
prosecution tinder the cloak of ritual and pomp. Only the wealthy and well informed
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can really hope to muster all the scope the technical criminal law pnwides. lithe law.
and 'due pi-ix:0;s' is mystified for Y.:11peans, ho ow much nu we so must it be for
Aboriginal defendants. who share neither the imperatives nor language of th: laW
making culture itself.

The police and legal profe%sio in primarily operate to o intro!, manipulate. and define
the law' as its 'servants'. These agents have substantial discretio inary powers influenced
by occup:. mai culture and class. This discretion is no t exercised in purely self
interested ways hut conditioned by the ideology of the rule of law itself. Thus
opportunities exist for reform but the question arises as to how much MA be
achieved this way and at what cost. For the confinement of the struggk. for justice to
purely technical or legal discourses helps to deny the political basis of law making.

Ho iw can AIN original peo pie use the idea o if the rule ()IL the Euro reans do minant
value abt( )ut the pro per empl( wment of State c( iercio n and force to ) mohilise the
law in the service of the ruled rather than the rulers, to paraphrase F.P. Thompson

19-51?

Linked to the aN we is the q.:est io ( )1how can we co inthat the p( )werful and ern( it iye
impact oil the 'law and order' lobby? This kind of pressure gnap which has links with
some ek.ments of the extreme political right has been particularly active in moibilising
the ci wiservative po opulat ions 0 f country districts ( eg mit athern N.SAV Port Hedland. and
Geraldton etc.) to) 'speak out' against black crime and to threaten vigilantism. Fear can
be generated when crime or visible street offences. unrest or disruptive behaviours
are perceived lw 'moral entrepeneurs' as reaching crisis IN iint beyond the control of
authorities ( Co hen 19-2 ). The (anomie (Of such intensive 'fear and concern' is crime
contn )1 i.e. moire represSio n. Liw enf( ireemeni agencies have responded ambiguo ously
despite the challenge presented hy -igilantism because such 'moral panics' create the
climate t() press fo or more rest faces.

There is a need to ) resp( )nd to ) the 'law and order' lo obby in relatn in to) rural AN wiginal
'crime' for the 6:pit-nom 0 Of Ahorigines as lawless reink aces pressures I.( or mo ore pi dice,
harsher laws. and the isolati( ni of visible 'untidy' gn nips. This is tmkallv difficult to)
onnhat as rarely are Aborigines specifically indentified hut rather -certain elements'
o a a small mino iritv are po ointed to ) as representative )1 all Abo wigines. Tho ise attempting

) have wider i!.,.sties addressed. Such aS emplo wment, intended and unintended racism.
policing methods and so ) on are 0 ften labelled 'radical o a cast as anti po .ce or even
to a crime and anarchy. Recent 'law and o ader campaigns in No ath West New south
Vales o infirms that conservatiVC fon es are ( adinarilv int ibilised to ) stop( ni the sutus
quo r and ach me e co witmonisense legitimacy alN nit the crime pro blem, ( Cunneen 1988
and also o Avlishaw 19s8 I.

This is a recurrent issue t Or the AN original 'irk A (Anent' mid AN original coninituut
)114 M tb oWL'adtlrl'sSthc ociten ous 'law and o order' k Nwi..ots who o link AN original

crime w ith a breakdo Avn in so ocial o infer a11(1 a threat 0 ) the ',111riC 'del:0)C So KIM.?
At the simplest le\ el this links AN original offending lo a cultural predispo ositto on to
.criminahR and is racist inspired Hi based uui 'ulg.irked :cience as \Wit ;Is flake
iilteii)lei.iIio i of critne statistics. Thus Aboriginal aunt: k.'inti aces the special plao. 1.
ascribed to it ortglIll's Ill the CtIlifire It Fun veans as latter dav 'folk dek ik'. (111(' WaV
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to aiklress this is liv using the notion Of 'censoriousness which means appealing to

established norms of humanity and behavi( air (cf. Mathieson 1965. 1974 who argued

that such appeals could only be used with effect sparingly by those in real positions

of power I. It is possible to achieve some Collin)! over the language and hence the
practkv of the law. But it is necessary to recognise the limits of penal reform driven

lw and dependant on humanitarianism, for this may Ne only to justify the installed

remedies. Penal reform cannot he achieved by improving the quality of imprisonment.

It is better achieved by restricting its Use and ultimately aholition.

This requires the effort to harness the problematic use of 'public opinion' and its
fund it ins I if extra kgal review and accountability as a vehicle for change. The minority.

and die marginal face special difficulties in educating, influencing. and raising
awareness, and carrying the 'propaganda' war beyond the level of principle and

inalienable right s. Having acquired hv struptle formal legal status as citizens, Aborigines

mtist continue It ) have the 'law in alit in' realised and accommo Klated to their situation.

The law do ies not simply operate in the interests of the 'ruling class' because it can
he used to inhibit, frustrate and divert the actions of rulers the problem for the poor

or the weak is to) have the law evoked in their imerests. An AngloAustralian justkv
SSteln hooWever free from racial discrimination). can not rep( )ssess Aboriginal land or
rect ignise Utile hono aired LINN nii and practice, for these are ultimately pi ditical

decisit ins made lw law makers.

Alternatively'. self help strategies t i.e. Aboriginal court., and community policing I and

de policing of Aboriginal communities m..iy hav pro )spects reintn)ducing stromger

civil mechanisms of st )cial co intro 4( and by definition nli we appnipriate and legitimate ).

At the saint' time withdraw-al >I policing would allow a rappn khement in the practice

of law. enft wcement for . the relatio miship between laW and self help is inverse. it

lo 41( AVs that a larger and more intrusive a 11011Ce force is, the weaker self help will be,

a pattern that in the long term exacerhate the problem of crime- ( Black 1980:19')

We may surmise that the extensive intnision o if policing in Aboriginal self regulation
has contributed to the demise ot eltivtive internalised contr.( 1s. There is now

msiderable agreement aim nlgst many' experts I eg Australian Law Ref( wni Commission

Hatelhurst IOW', etc that greater involvement of Aho wiginal people in thvir
policing and criminal justice pro )cessing shouki lx enc( niraged. 1 io )wever. the degree

) which this can he realised is heavily circumscribed FA- legal principles, like the 'test

reptignanty' and the willingness of IN ice to nego Cate separate ho lundaries tic( nun

This le: us to ) ci osider the to.noions and kontlkm ir .Thoriginal ople imolved

in realising such so iitit ii Wis. 11 milst he said tlut enihusiasin for stidl a sollition ought
no 4 detract in nu the need to ) reform or repeal bad laws Mich as those relating to
mandato )ry imprisonmem tOr drunkenness. or tu prohibit k'ertaill Ill dice prA-tices

relating to arrest rather than summo )ns slininlarv o diciltes. to spekTh itist tWo

eXaMples.

ENLISTMENT AM) EI)11:ATION
Our final area f )1. discussit WI is tile sensitie matter tilhq111c111 oil AIN rigitul

puople into ) the law (Alf( ircement ij1jILttLIS. 'Hits empk )yment and earneq effo Os to)

)1)2



educate European law officefs is assumed to enhance non discriminatory law
enforcement and consequently reduce Aboriginal-Police cotact The supposed
advantages of Aboriginal involvement are essentially the tempering and mitigation of
inappropriate practices. However, the problems in achieving these goals, for those
enlisted, are underestimated by reformers. For their task is not just the undertaking
of the formal roles assigned them hut to transform the agency In )ni within. With such
a script, resistance to the inevitable pressures of large hureacratic hierarchies is even
mire difficult than it otherwise may he. Such staff are pn me to fall victim to t he pressures
of their own expectations, those of their communities and their European employers.

Enlistment of Aborigines into the law enforcement agencies also prmides a useful
example of some of the problems and advantages of co option. Indeed is this merely
a popular colonial method revived? In the past, even complex societies have been
0 witrolled by the effective depk lyrnent, hy imperial administrations, of indigenous
police drawn fn wit distant districts or tribal groups. In mit-them Australia, frontier p()Iice
well into this century. used irregular units of black police drawn from settled areas
to ente'rce Eunipean law and order ( Reynolds 1981. see also Connolly and Anders( )n
1987 Ow Papuan examples (If reactions to these Police at first contact ). Modem
experiments in Australia with Aboriginal police have been noted as far hack as 1952
( Papunya 'C( Imm un ity wardens Mille 1987 ) so there is continuity between these earlier
attempts and current interest and enthusiasm for such schemes.

A more recent example has been the mph lyment since November 1975 of Aboriginal
police aides in Western Australia. Spurred by the laverton R()val Commission ( Clarks( m
19751 into the insensitive pc )licing of Aboriginal oimmunities. eight Aboriginal pc dice
aides commenced mirk in the Kimberley. Yet curiously none were enlisted in the
goldfiekis where the incidents sparking the Conmission had occurred. Although
originally only intended for remote country work, there are now some 51 IN ilice aides
including 11 based in the city, with a further 20 'on order amongst the extra 1,(XX)
police to be added to the Western Australian police t.( wee ( see Government paper.

orking "filgether to Beat July 1988

Abiniginal police aides now nuke up about 1.5% of the WA police hut their
wers as omstables are limited in respect to the arrest of Europeans. Apparently the

direct empk ,yment of AIN (rigines as fully fledged p dice has been limited or avoided
becatise ul reemit ment 'standards' ( expressed in terms of educat i( Ifi ), thus necessitating
the 'AN wiginalisatior.' p()Iicing through IN dice aide scheme's. From the outset this
scheme was criticised by p ilk.e and 1 Idlers on the gn )unds that it v+A lukI pn mince second
class police, police protested that professional standards would be diluted and
Ah Irigines maintained that app ,inting police aides would (Hay the recruitment ( 1
Ah Irigines as regular p dice. Interestingly. initial p( dice reluctance to the enlistment
of Aborigines as p )Iice has given way In kceness, despite these early oincerns with
standards I s(;inetimes viewed as a screen for exclusi( ln ). because of their utility on
the ground and imponant svniIN llisni of black p (lice in defusing potential k-rit icism.
In the Northeni Territory and in Pit janttatiara lands in S luth Australia police aide
scheines have ISI I heen introdticed as a Means of Oleo ing impn (yeti trans cultural
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pilking. In ither states, as well as Western Australia AN inginal Pi dice has( in units have

been established although with limited operational functions.
in additk in to police aides various schemes have been pri rosed and implemented

involvMg AN irigines in o run hearings, in an attempt to address signe of the difficulties
experienced hy AN wiginal defendants and witnesses ( see fin- example LigertulnK1
1984 1. The better kit( mil attempts include the work ill magistrate Syddal ( 1%0) in the
Kimherley and a Northern Territ n. g(ivernment spins( wed programme at a YoIngu
(Immunity near Yirrkda ( see kl.R.C. 1986. Vol 2). In these schemes Aboriginal elders
are given limited pnvers decide guilt in mini ir cases and 'or are invited to provide
advice about appri priate punishment for those offenders found guilty.

These pri 'grammes have been criticised on van( US gn iunds. apart fnim their limited
success in reducing offending. 1-1( xidinott ( 1985) evaluated the Kimberley scheme and

198 the it ilngti. both o including that the adaptatit )ns. no matter how well
intent ii med. have very ci irrosive effects on traditional patterns of contrid ( Hive 1987

makes similar bsenati( ins of the police aide scheme on Pitiantiatiara lands ). For
example: they untuse kinship and recipn )(al approaches ti dispute settlement, fail
to prnvide adequate training and support. produce &co mcilable differences in the
appri deli of the parties to certain offences ( i.e. from drunkenness to hi imicide ).
undermine traditional auth( wiry by placing the young and ( w uthmised ill positions
( if formal respiosibility: and make fi it. the continued interference or paternalism ( it
some of the magistrates involved ( see lkdges 1986 1. sudi schemes. Hi iddint itt.
uhsened seemed ti wi irk hest in tht ;se Abi iriginal o immunities so westernised and
fragmented that such self help was an essential ingredient in welding a sense of

inulmnitv
Thus the part R tikif pri ( it Al-R wigines working in the Eun reall legal

environment are largely striloural and cann( t be sheeted home solely to individual
failures ( ot temperament i r attitude i of either the Aboriginal or the Eun glean agent.
Althoug)) ni doubt the capat ity lin. empathy. discretion and creativity in individuals
mu y. be the difference between 3 clumsy or tyrannical L.( min ii system ( indk
qualities art: inlIN inant ). these are not the essential Jpects Ui 411 parties May attempt
iii reo tni,ile a p dicing and legal tri.k.r that is 'hen svstenialkally hi 'stile or intim( al

Ii AN irigmes and AIN iriginal ( tiliture but they canni it alter this tact
The r( des and hinctii nis tyli. all\ t undertaken h bi irigincs Ii ir the law enfi it-cement

agencies tix I tiLle. to characterise an ihy

Translan ir, here the function is II i at. I as a tinnititut at tun link between the twi
cultures. 'the pn ifessit mal et linii. . Ilik n tIe is usually' LL in( eiY ed as unprnbleniat
hut in situations itt unequal pi Mir a is tratIghl ah I pill ounit les ti

mist inderstandings. h ir example English Luigi Lige pn ificieno di 'es ni 4 IR% essar.1
implv exceptti itlal dipli nriacy 1 4- the ( apa( ity for fait I iful tianslatii in
Subaltern: the function here is really to 'filch and Lam: while other n des Au
rect ignised the\ are less imp triant than the underuking of tasks more or less menial

L msidered wastefill i it the Me tit a 'fully trained siaft member iii i ii tic

reinfi in c. the ni Ai( al that Ahwigines are less Lapahle and 1111.1I Wall until they arc
ready to Ix. developed fully si une examples in( pi ilk.. aides. 11( Inurar\

pruhat j r) uth«Ts, health workers and camp nu irses.



3) Teacher: like the role of translator hut more pro-active in the sense that the
expectation is that the benefit of the dominant culture is sold as good in itself.
Mich ( 1975) called this the 'whitening' agent. Teaching, particularly in its
institutional form, as distinct from education, which stresses self learning, is seen
as hindering empowerment.

4) 'Tracker': here the function is to guide the agency into the best means. sensitive
to the customs- fOlkways of the target gnat!). of achieving the agency's goals. The
sensitivity is important only to the extent that this impnwes performance, for
efficiency is the real aim of Aboriginal enlistment. Literally this includes finding
Aborigines who may need to be immunised. or counted. or served a court order.
etc.

The aboove noks are 010 mrse characterisations and do not necessarily coincide with
all practice or aspirations, especially as conceived by Aborigines. Other roles such as.

leader or representative, elder. nego otiato or and median w may lw their preferred functions
but the law is in reality ". . the last bastion to be taken in the cause of AK original
sell determ inati( Hi ( Hazelhurst 1987:255).

Conflict of aims and expectations invariably arises in crosscultural settings even in
activities benign and ostensibly good in themselves. In circumstances where social
control is the prime purpose very important consideration must be given to the extent
that such enthusiasm for enlistment is offset b- the tendency to coopt and neutralise
legitimate criticism. Thus the veneer of Aboriginal policing Aboriginal creates the
appearance of equality and diverts attention away from the nature and extent (4 sucn
policing and in particular the 0 totem of the law itself: thus policing AIN original
dnmkenness bee( titles the focus. rather than the utility of the law prohibiting public
drunkenness: repo Asession of land becomes unlawful squatting etc. More cynically, we
become merly concerned with the means rather than the ends. i.e. what are the best
techniques for enforcing the law. irrespective of its just consequences. Like the
environmental officer who waits fon- a co ommunity to be absent from camp beti we
destroying the LI( ogs (which act as a vector I( or many diseases infections and will not
be willingly destn wed by their ( mners) ( or the police ( )fficer. in many country towns.
wh( ) knoWs he she can arrest anv number of Aboriginal offenders for street drinking
it' he she ch( ries to.

Kee( ogn ising the conflict ( of k Ault ies engendered lw enlistment and the conservatism
of km oil( orcement hierarchies I fLizel hurst ( I / argues t he primary role ( p lice
aides shoukl be ". . . that of liaison. or cultural hrokerage. between the police and
Abo original people. It is the riolice aide's role to) see that police services are adequate.
and tail( wed as iiiucli as p ossible to )0 am-amity needs: that injustices, based ( H1 (1111 mai

or linguistic misunderstandings. are avoided; and that cultural barriers are pro ogressively
oyerco)me 1w the facilitatioM of conminnicatio)11-. Again the MIN is I n the individual
to ) pn Aide the brklge and this may( wily begin to ) stk-ceed if police,as Hazelhurst suggest .
embrace the notions of 0 immunity senk-e rather than the 'thin blue line' of ti wee.

of co )..irse the tantalising opportunity for effective internal change almost always
seduces us into 'giving it a g( I St init.' change ill practke or attitude can (occur. if there
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is some support, either within the organisation or the Aboriginal community. Thorpe
( 198-1. comparing the situation of race relations in England, has praised the efforts
Of some agemies. notably those working with juveniles, for their efforts at addressing

the effects f. if race. Hut converting the rhetoric to practice, even in these positive
circumstances, has proven difficult. Certainly tokenistic enlistment fails as the
indivkluals themselves can rarely survive the tensions, conflicts and thwarted
expectations. With rather few exceptions those who survive do so by identifYing with
the organisation in large part and at best achieve acceptance by their European
empl(ners. Co (iption thus always remains a real possibility and cannot he entirely
resisted. survival seems to increase when groups of Aborigines are enlisted and are
able to share experiences and suppl irt each tither.

hirther to the direct enlistment of Aborigines into control agencies is the attempt
to change the practice and attitudes of the European p( dice or prison officers t(mard
Aboriginal people. The assumption here is that such staff are either ill informed or
racist bi nh and that t ha nigh education they can be persuaded to view the AK wiginal

in p(isiti\ e and min stereotypical fashion. Since Skull Creek (cf. The laverton Royal
Commission I9-c I there have literally been dozens of schemes to enlighten the 'force'

and the 'screw'. This is rather hopeful and it is unlikely that the premise on which
n is based is so simple and mechanical. If statistics are a guide the impact of such

educati(inal activities nit nitcornes appears to be slight.

Indeed there iN evklence in im the panicipants that these exercises are

ci ninterpn >Jut:1i\ e unless they are highly practical. So far in police and prison training
the Olio has been mainly with recruits and this is largely mistaken and wasted because
of three major factors: the lack (if real experience of the recruits, the nature of p( ?lice
recruit training and the appr(uch if the 'trainers'.

I. \lost reeruits are from the city and they. usually Lick even cursory contact or
experience with Abt rigiiies. As a o insequence there is a significant and typieal
tendency to tinder estimate cultural differences and to minimise the degree to
which Europeans and AIN irigines :11V different. This obviously applies to more
traditional communities litit is also applicable in urban communities. This
inexperience is further 0 impounded by a failure to accept the historical heritage
( riginal I)( ilke relatit His. Our edticatit lii SVtitem Still represents t mur early hist( in
as benign despite the fact that the police. as 'protectors' of Aborigines shot
Aborigines. separated Aboriginal families and came to represent all tacos of
European dominance.

2. Recruits are (juickly mitialised and disciplined ink, the ( ick upational culture ( it the

Discussit Hi of lawful discretk in ( i.e. the law in action as distinct tri )111 the
laW in hooks') IN usually' aoided in Risk training in (ird,..r to minimise Ct inflicts
between the '(.riginal' p( Avers of La. Histahks vis a VIS the SUM( /Cy pt mwers iii the
commissniner. !knee recruits also lack training in the 0 immt in law discretli Him\

iwers of the o mstable and this ensures any stress on discretion lw trainers in
applying the rules to aco AIN iriginal culture is misunderstot Kl or confusing
Special reducatiun. on AN wigincs presents in sharp contrast to the predominate
eth. of the Academy. which stresses repeatedh, that the LIW iN administered
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without 'fear or fav( nu irrespective of s( x.ial gn nap. ) add fUrt her difficulties recruit
training is usually undermined by the orientatfi in (in the jt )1) where acceptance hy
peers requires i de nt ificat i ( wi with dominant attitudes.

3. The training input on race relad(ms comes from outside academics or 'professional
Aboriginals' rather than significant others such as experienced sergeants or police
aides and is therefore externalised. Many of these (natside trainers lack experience
of pc dice organ isat it wi and usually see themselves as advocates fin. Ah rigines. Thus
ignorance and idealism combine to cast them in the eyes of police as 'do gtx

Considering all these factors it is not surprising that race relations educatfi in is often
seen by IN ii ice as purely politically motivated. rather than helpfial to them.

\Mile there is a need to raise awareness amongst p dice, prison officers and law
officers, more effi wt should be invested in pnwnotional and inservice training rather
than basic training. Training may be better facilitated lw secondments, job exchange.
search conferences and other meth( xis eschewed by the Academy approach. Recruit
training should be oniducted by experienced and empathetic Eurt glean p dice and
Ab wiginal police aides with as little presenutfi in as possible from outsiders. Effi ins
should he fix:used on training ft ir officers in communities with a significant prop irti( ni
of Aboriginal people also should be (bligatory. Recognition that p dicing in AN wiginal

)mmun ities is a special task requiring approaches and skills different from city p dicing
is the first step tO l change. These oivk wis will really only w( wk if p dice begin
to accept prevention as their primary role as opposed to the machismo role (if 'crime
fighter'.

CUNCIA.TSION

In this paper I have attempted to briefly cover a large numher oft( ipics. which deserve
fuller discussion, in order to illustrate the connectkm between the 'Aboriginal crime
problem' and the need for relevant education. In terms of preparing Aborigines ti
the demanding roles of law agents 'cultural brokers' or developing strategies to
educate law enti ircement ( Okla Is. last decade appears t( 1 he ( )I1C ( if missed opportunity.
Furthermore, aS intellectuals and educators. we have been Iuu prone to neglect the
ugly side of AN )riginal hehaviour and the effects uf I Rif L1H-fin ii met lit Kls in contributing
to the pnblem. We :lave chosen m H to see the interaction between our intrUsive
practices and the absence of self regulatk wi and we seem ill prepared to take the step
of withdrawing far enough to allow o iiiinninai re generative pnx:esses t I w( irk. In
a(klit ion o introl is mit just men's business and we should he striving ti) nit ibilise
Wt )111en tt ) demand the right n r e \\nil( And

The current debate would have us helieve that we must make a dunce between
'separate devek ipment iii 'main NI rc:i riling'. Thus. in the case of Aboriginal police aides.
they must either become 0 nistahles ( ir the scheme silt gild bc ahand( med. such choices
are t o )(Arse tb >1 su sin)* and Aht wiginal cultures and k. ircumstances are highly diverse
( an aspect I ha\ e neglected to stress ) and solutions that w( irk in one place
work in an( it her. The real test slx nIh 11( 4 be the labels ;ittached to the fulled( wis hut
whether the\ are effeet 1\ L. and accepted h the community they serke. Ne ertheless
enlistment I huh )1 he ent-t it:;-aged if it relegates the AN wiginal peace itticer ii ) the
haltlight t pelpettlal Illtist lead directl ti tilt )1.1) )mv.
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ese chokes are not matters to IX' resolved just by lewl ()fficials, however learned,
and solutions must he souglu ()Laski(' the narrow lxmd of what the law can offer. We
have been toot) readily seduced by the pro omise of the changes that may follow from
changing the law.. 'h often Aix original demands and needs have waited for the law's
approval. whereas :kik on and politkAl struggle may achieve more than the R Hrtuotis
path of seeking the I,aws blessing.

I.ega I scht dars, law reformers. and go wern wilts are so ometimes too ready to handball
the pro oblem (of so thing race reknit ons ) the individual. lit the end, education seems

o he the last refuge ( of reit inners. FA'en s ) the diak ogue created by educatio on may help
the pro &dem rebound un the law makers and enkorcers. Yet this conference has
highliglued the difficulties of devek Toil* CLIITicliltint and educatk mai styles that
transcend cultural boundark.s and empower individuals. Therefore a priority in
Alit wiginal adult educatio on must he the development of learning methods that address
the unique pro ohlems created by the administration of the law in a trans-cultural setting.
It must give those involved the [(sok cOntidently faCe their Most vociferous and

Averful (Thies, aliing with disaffected police. the 'law and ( order' lobby and amongst
whom they must also) ci unt other Aborigines. As yet we have not heard the vo oices of
tho ose Aho origines inc.( olyed and it is to them, in their daily struggles to make it better.
that we may first begin to I( sok k or answers.

Regardless o of lh ow no A el or inept our anent! .s ma be we MUM strive to avoid
demandung more of the same. for as the Jewish scholars Rusche and Kircheimer

I939.2( I- diserx ed from the realities of Nazi Germany. -The futility of severe
punishment and l'ald treatment ma he pro Keil :IIIIiiusand time. but sit I( ong as so ociety
is unable to e its mx.'ial pri blums. repressk on. the easy way out. will always lx'
A L-epted
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Cbapter 24

LEARNING AS AN ADULT b 7: Carlisle

My name is Thelma Carlisle. I'm a 39 year old married woman with three teenage
children. My husband works away and is only home for tOur days every fortnight. My
eldest daughter is in her second year at Curtin I niversity. in teacher training. My mai
is working as an apprentice boilermaker and my youngest daughter is in 2nd year at
the Eastern Go Idliekls Senior High school.

1 decided to start at Kalgoorlie College in 1986 because I couldn't get worthwhile
employment. all I could get was parttime work. !did one year in the Aboriginal Accem
class then last var I was 1st var in the General Studies group. We studied Maths 1,
Communications 1, Science. Tming, Office Practice, and Aboriginal language Studies.
This year being the Advanced General Studies Class. we are siudying Maths. Senior
English. Book keeping, Word Proceming, Science and we are also doing the hridging
course for the Dip Teaching Course from WACAE, parttime.

left school in 1963. after partially completing year 8. in a semi correspondence
rype course. at the Leonora Primary School. When I was at school. I never tried very
hard and I was the class clown. If we didn't want to go to school we pretended we
were sick then Muni would let us stay home. Other days it was better to go to school
rather than stay at iii le to do the housework.

When I decided to Aart with the Access class in 1986. I was really scared. As I'm
ver shy and I am really terrified when I know that I will he meeting and talking to
new pet )ple. I had to pri we to ni.sell that I wasn't as dumb as everyt me seemed to
think I was.

Mv greatest fear. when I came back to schl I( 1. waS of making a I x 4 of myself For
example. liii very self.conscious when I have to talk to strangers. until I get to kn(
pet vie I'M very quiet and don't mix much. As a child I telt that po)ple used to talk
about Illy faMily arld pill Us duW11, II( AV I WiSh thy children to grow tip and he proud
t if their background. If 1 think that pork. are laughing at me I tend to go hack into
my shell. Ilimoer 1 have noticed a big impri)vement in my shyness. I find it a lot
easier to mix with strangers.

inling hack to scht x 1 It ) imprt A e myself. I ye beell able to help my twi ) vt )ungest
children quite a hit. eklest girl. by thk time was iii her final year at senior high
%di( 1. I went back to learning tor my (Avn sell imprt wenient and t() give my children
s(nIicentouragement to keep p nng t scht x )1 and learn. They vi mild come hinny from
stilt H 1 o tmplaining about teaChers (n- the marks that they gig. I'd tell (11(1)7 Ithheff. tut:kiss
tor their benefit and not the teachers that they are at schot They will
\hit ) get all the benefits from their education. Naturall y. as any parent. I N% ant myk-hildren
to get a better start in lite than I had

THELMA CARLIslE. (eneral studies 1)epaninein. Kalgt it rlie College. Kalgt x wile W.A. 6-00
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When my y(Ringest daughter omles home fnml scht very disgruntled about
something which has happened or she doesn't understand. I explain to her ways of
solving these problems, if I can't help her solve them my advice is then k keep trying.
never to give up because everyone else thinks that she is going to fail but it's 'ap to
her to pn we to herself and everyt Me else that she can do very well at whatever she
tries. If she wants to get herself a gt kid career then now is the time to apply herself

to her studies.

Once I had onnmined myself to returning to sclux A, I felt that I had to ft )llow. it
right thmugh to the end. There have been many days when things have got on top
of me and I've felt like pulling out. But then the weekends would come ak 11g and
I'd he able to get my house in order and everything woukl he all right. MY husband
is very Stipp irtive, he encourages me to finish the oMrse There is so many different
ways of learning fnmi when I went to schts 4. The children Were always gn,wling that
I was showing them the wrong way to solve problems. and I was always on to them
to finish their lit mwwork, now they get to me about finishing my homework

So in conclusion. I'd like to say that returning to scluxil omtplete my educate( m
has been a big help to me. besides giving me nu we self confidence it has brought to
my attention the need to help and encourage more AVM iriginal people to also return

to sdu )1 and beo mu! educated.

LEARNING AS AN ADULT by Barbara McGillivray
Hi! my name is Barfrara McGillivray. I'm from a verv large family of eleven. file lu,vs.
of which two are deceased and six girls. I Was Nirn in Lomora many nu x .s ag).).

anl married with tOur children, and my husband's nallie is Alan. his occupation is a
bus driver. I went to various selux)is thnrughout my childlu s J. such as /it Kikler,
Belmont, Kalgcx rlie. Karumna. Rawlina and Loinora lastly. High svlu)ol. well I Was
one of the lucky ones! Who was able to go away to Penh for sch( s ding. I went to
Applecniss Senn ir High and enU,yed it tluiroughly. I had to finish sell( )ol in the last
tern) of third year. I had to go home and lot A: after my bnithers and sisters While im
flit Aher Was in Sir Charles Gairdner Hospital having skin grafts Lit me to her ulcerated
leg.

So tc )(lay as I present MV paper I wish to talk alum! the experkances And knowledge
that I have gained through haying the courage to return It s hus 1. I feel that I haxe

achieved more than I thought I vonkl possibly th,

UPS AND DOWNS OF EMT:ATM
Returning to sdu )ol wasn't stimething I did on an impulse. I had tlu aight about ii

kir sometime nd titxided to go ahead. One of my pn ,blen is at this time Was nert es
N iy! do they affect me in soine way. After I gtx over the nervousness my first thy wasn
as bad as I thought it wt atki he. It WaS a hit of a shtick at first because when I w iIked
into the classnx im it was full of young girls who It iked as if t hey had just o mie straight

scu was tough. I Wasn't used u girls' o impany. because I had gn iwnIn MI high I I Ili
up with my unek.s. The first tiling that came to my mind was should I rtiil t ti shi ttilj
I stay. Well as you can see I did stay. that is why I arn here It day Itt present rm pailer
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"LEARNING AS AN ADULT" and to also talk about my achievements I have gained
through having the courage and determination to return to school.

CHANGES OCCURRING
The siudies 1 have completed have given me knowledge and understanding of many

issucs in uk. 1 have also learnt that there are is.sues that 1 had no knowledge or
understanding of. hut have since learnt about. My attitudes towards others and myself
have changed completely boosting my sellesteem up and giving me the interest and
willingness to learn. I have confidence in being able to participate in debate issues,
especially in large groups of people this I feel has given me the ability to he sure of
my facts and figures and to follow my instincts through.

FAMILY
When I first started college I felt that I was neglecting my family and friends. hut

then I realized that furthering my education was not only for my benefit but for theirs
as well. My husband, well he was a hit of a pain at first. hut he soon grew use to me
going to school.

Having completed two certificates I have I( )und that I could help my children with
problems that arise with their schoolwork. especially maths. Most days the children
and myself do our hornewwk tt Nether.

My family are tremendous. they help me in every way that they can. The children.
my husband and I take turns cooking, cleaning etc. One good thing is the
encouragement that I receive from rny family and friends. The last two years. however
have been a hassle as I sufkr from strained tendons in my right elbow. This 1 found
very hard. as I had to spend last year 1987) carrying a tape recorder and typewriter
where ever I went. 1 could not %%rite so I had to learn to write left-handed. Boy! was
that hard. Then 19g8, difficulties ctwitinued.

So this %.ear has been the hardest. There has been many deaths in nw family and
all so close together. you begin to wttnder, if you can go t m. Well I think to myself
"Chin up- and keep going. Now take our "Open Day at Kalgtxwlie Ct)Ilege (6th Sept ).
This particular day things were going so well. when I heard that my hest friend's nu Nher
had died. then to top it off I had an emergency phone call to say that my mother's
house had caught on fire. Well, that finally did it. I eltsed the office dtx)r. sat d( )wn
and had a good cry. A few WO mds later I Was fine. I knew I had to go and finish
answering questions for the reponer fr( nil the kalgtxdie Miner (as I was doing that
before the had news ). ''Never mind" I said to myself, "keep your chin up-. So a few
days later I heard that my cousin passed away. 13( iy! what a week! I km )w. now that
things t-an only get better, So to) sum up all I have said. I'd like to say that, I am a
better pery ni since returning to sell( x I (knit have to prove to anwne what I can

Ilec,tuse I know I can do anvthiny 't I put my mind to. \\hen I make a &Oslo ni
to do so )11112thing I am committed unn nave oimpleted it.
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Chapter 25

EXTERNAL PRE-TERTIARY COURSES
FOR ABORIGINAL ADULTS IN ME
WESTERN AUSTRALIAN COLLEGE
OF ADVANCED EDUCATION

1.knig fir di/A'
Norma Alorrison

Barbara Harrel.

The Keynote Address at the 198- Conference of the National Aboriginal Education
immittee in Tasmania spoke of the need for:

. . increasing the level 4, if AN iriginal post secondary schtnil educatii mai attainment
) a level that is commensurate with the rest of the Australian population

and of ensuring that:

"AN inginals. regardless of where they lit e. are prk Aided with appropriate sdi()(
facilities N.A.EC. Repoli 198- 1

The -regardkss Of who: ;I.iev live pr( wisi( in presents particular pt.( iblems for
Western Australian AN wiginal Education. While approximately lull of the state's
Aboriginal pec vie live in or near t( cities ( it. large h. Wtis. matw live in renh)te locati( ins
in the largest state (4 the Comm( inwealth. And while pr( wision is made in most of these
places fin- at least some educatiinul experiences ft ir children, fin- adults the distance
to a place of mainstream formal learning, sh(nild they desire to participate in such
pr( igrams. is often insumnintable.

Attempts have been made (I) meet the ne"ds of these pet )ple lw drawing them on
to a City caillptis fi)r Shon time perii K1 of study. S4 inlenilles this has proVed to be
successful. But for many pet iple the experience has been traumatic. either because
Culture sh( )ck and homesickness hat e t weed them to withdraw from their courso, t()
return lit twe ( tr bek ause, in having spent time in the city. they n( ) longer feel c( int inable
in their home territ()IY. hit-rest Pt:ad ( 1980 explain this in relati( in to teacher training.
And it mus t. be titled here. that many people. for family. s()cial or other reasons are
quite unable (ir tiuiwi Iling 4) leave the kind to which thev hick Wig.

) cater I( )1- the special needs ( if pet vie in is( )kited sit mitt( ins ( and while -is( ikited-
immediately c( nmires up an idea I ast distance it can also apply tt ) the Isola( km (4
the prison cell )1 the isolatii in of a suhurhan home giving care to children r ( )kler
pe( vie The Western Australian College of Advanced Educati( WI. (lin nigh its
Department of Aboriginal and Intercultural studies. offers courses of external pre
tertian and (ciliary preparatlini studies. k )1' AN Irigilul adults.

1)01 ( III RI 'V *MA NH MIZNON. BARBARA 1 1ARVEN
Dtvanni,v, ( l AIN )riginal & Intercultural kk kLki 1 I (SRILA's. ...1111pus.

P.O. Nix N). Liwley WA. 604-10
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THE BEGINNINGS
In the original charter of the Aboriginal Teacher Education Program established by

John Sherwood and others in 197'3 at the Mt Lawl..y College was a commitment to
develop a course of further education for Aboriginal Teacher Aides. A Committee
established to develop this pn Nrarn met over several vars and after negot lotions, some
research and consultation, agreed that the immediate requirement wa.s fir an external
ten i ary prelmrat ci irse.

The intent of the original course was that it he of onc year's duration, be provided
by correspondence. consist of four units of study and be supported by local tuition.

In 19-8 the Advanced Education Entry Certificate (AEEC) course was offered to the
first intake of students who included Aboriginal staff employed across a range of
agencies such as st-hools, health, welfare and police. From the initial intake of 67
students in 19-8 the course population expanded dramatically over the following
couple of years,

In the first year of the course an evaluation study commissioned by the College and
undertaken bv Mike Robinson recommended the intniduction of a lower level course.
This was designed to cater for the group of students who had enrolled in the original
AEEC course but uere neither ready for such a program nor had any immediate
expectation of undertaking a tertiary course.

The General Education Cen ificate ( GEC) course was int n )(Awed in 1980 parallelling
the AEEC course but assuming a lower literacy level and a stronger employment and
life skills orientation.

From the outset those involved in the preparation. delivery and maintenance of the
program were conscious (if the diverse backgrounds among the student population,
This included the location ci students from desert omimunities through to the
iiietr INtliun area. previous sell( s ding experiences ranging from minimal primary
sclusiling tu students having attempted matriculation. There was also great diversity
in empliA-Ment and wi irk experiences.

These courses have !um- grown t encompass a student p ptilatit H1 in excesS Of twt)
hundred and fifty, including interstate enn4ments. and have offered AN riginal pet Tie
an ()pp (nlinity u ct ritinue with their educatit n. enhatice their self image and increase
their employment ( )ptions. The courses have been reo ign ised by 3 variety (if empli Wing
audit wit ies as pn Kiding the education con-Ponent of their Aboriginal staff training
programs. Pre% i aisly it was reo wised lw the Commonwealth Public Service Board
as pn Aiding an alternative tu SuCcesSftll L't impletit in of year twelve sch( xiling
A!,, iriginal

THE CURRENT PROGRAM
The tw( ) o iurse strt.:ture of the pn wan) has been maintained, with thy GE( o mise

being designed for adults who want tt ) pick up on SOW of the basic skills they feel
they ha% e missed during their sch( H d Years and the AEEC o iurse being ()tiered as a
S;,ins develOpment pr.( igram leading towards entn- into tertian- oiurses within the
College. s( )me pet (plc also use the AEEC pnigram with a view to increasing their work
()pportunkies or to enable them to better o )pe with their Limilv and soi-ial
respt msibi I incs.
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Each ct itirse includes units of Commun ications, Matheinatics and a unit of Aboriginal
Studies. The units are prepared for use on a panlime external basis with thc support
of an on-site tutor provided hy funding from the Depanment of Employment. Education
and Training.

EnrtAment may take place any time thniughout the year ( this flexibility is appreciated
lw students) and is open to any person of Aboriginal or Torres Strait Island descent
who is seventeen vars of age or over, and who has a !evel of literacy deemed adequate
for studying in a correspondence mode. Other limitations to enrolment come only in
terms of staffing and funding.

Given the focus of preparing persons for tertiary study in the College the courses
are mainstream in temis of the skills around which they are developed. They offer
themselves as just one option for Aboriginal Adult Learning. However, despite its
mainstream flayt iur, the courses have been IATitten with special attention to the cultural
heritage, interests and neeus of AN niginal pet plc The course writers and
administrators of the cc iurse are very grateful for the guidance and support of the
Aboriginal Advisory Committee of the College and to the Aboriginal staff who are
available to respond and advise.

The courses are written centrally but they rely %ery much on kwal tutors to adapt
both the content and the required outcomes to the needs of the students. The
imp( irtance pf the tutor to the prt igram cannot be over emphasised. Every student has
a tut( ir. And these tut( irs are given the right to take a great deal of initiative within
certain guidelines in adapting material to suit k Kul needs. So courses are ;aught
quite differently in st ime parts t Arn hemland from the way they 'are tauglu in suburban

Penh.

Within the framew irks if the courses, t he need fi ir reviewing. updating and rewriting

is regarded as an imp irtant and ongoing requirement. Currently the GEC
Communications units and CA inimunity Studies ( Abt iriginal studies) units are being
revised and the AEEC Ah iriginal studies unit is being tipiated.

OUTCOME OF THE PROGRAM
In acklition to the many graduates from these courses wlu ) have used the awards

for either joh enhancement or participatk in in further studs' there are many t her less

readily identified benefits from t hese courses.

Ft it- many if our students this represents their first vet uure int( i edtwati; in since their
initial schixil days and for many it is the first time they have achieved success in this
o intext. Nlany students only complete one unit of the course and use the experience
as a springlx iard Ii )flier courses. Others mav only remain in the course for slit in
pert( ids, but iften return at a later date and this is eno mraged lw the flexibility inherent
within the pr.( igram. A significant number (it s.ut..t I ents every Year use these ci purses as

preparatiiin IOr the WACAE's Aboriginal Student Intake Testing. :I MAIM(' age teniarv
entry selectii Hi prt icess ci inducted lw this College.

INSTITITTIONAL RESPONSES
While the external pre tertiary courses were developing w ithin the Nit 1:n Icy and

thn WA College there were (Alter pn igrams underway including the t mrnlatii in of
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Aboriginal Enclaves and the growth of Aboriginal studies. The external pre-tertiary
courses assisted a wide range of Aboriginal staff in undertaking further education but
apart from the Teacher Aides able to attend the metropolitan campus few were able
to undertake professional training. Following on from a research study in 1980 the
College agreed to support the development of off campus centres. In 1983 the first
centre opened in Broome enabling a predominantly Aboriginal group of students to
undertake the standard three year primary Diploma of Teaching without coming to
Perth. The College has accepted that external studies for Aborigines were viable and
undertook to externalize the Diploma of Teaching course for this group. This program
has since grown with the centres operating for three to four year periods at Camarvon.
Kununurra and Kalgoorlie.

To cater for Aboriginal Teachers in traditionally orientated communities the College
has commenced the Traditional Aboriginal Teacher Education program being piloted
at Noonkanbah in 1988. This course is dramatically different from the standard teacher
education course and will graduate teachers qualified for a specific cultural and
linguistic area.

The most recent initiative has heen the introduction of the Aboriginal Education
Worker Programme. This has been established to enable AEW's to complete the first
year of the Diploma of Teaching while remaining in their schools. In the first semester
of this year 15 AEW's enrolled in a modified version of the AEEC as a preparatory phase
to the tertiary units which were offered in second semester. Nine students were
successful in joining the tertiary course and have been released for 50% of their work
time to undertake two units of the course. Over four semesters they will complete the
eight units in the first year and will then have to choose whether to join an off-campus
centre or come to the metropolitan campuses. A new industrialslassification is being
established for those AEW's who complete this stage of the c mrse and who chttose
to stay in their schools and teach.

ACCREDITAMN AND REVIEW
Both the GEC and the AEEC Courses are accredited courSes within the College and

formal cenificates are awarded on the successful completion of each.

REFERENCES
Forrest , ;Ind Pcad ( it)i()) The first len Nears: Aboriginal Enclaves Tenth Anniwrsary. A csk,rn At Ncillan

Collegc tf ALKank.ed Edi tot H (hurdllinds (.,arnpus, A A

N.A Conference on Higher Education Report

It( ibInm in NI \ 4 19-9 ) The Athanced Education Entry Certificate Course: A Preliminary Evaluation report,
Mt Lm illegv. 2 Bradt 1rd Mt Lm lc NA A
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Chapter 26

PSYCHOLOGICAL TESTING FOR
INTELLIGENCE AND FOR EMPLOYMENT

byludith kearins

Intelligence Tests, as the name suggests have been used to determine how "intelligent"
people are how brainy, how grxxl at using their heads, how good at thinking, at
solving puzzles or problems or dilemmas.

Vocational tests, on the other hand, have been used to see how suiuble a person
is for a panicular job, how likely to he good as a mechanic, or as a typist, or a pilot,
or a hank clerk.

These two types of test can he seen, therefore, as general and specific, intelligence
tests being more general and vocational tests more specific. In a cross-cultural context
the question that needs to be asked is whether they can legitimately be used for people
of different cultures.

First, do IntdOence Tests work in the same ways for people of all cultures? The
short answer is "No". These tests should probably he called "tests of cultural learning",
since they tend to he performed best by people of the culture they come from, and
who therefore have had the best opportunities for the type of learning required to solve
test items. If you are asked, for example, to say who invented the light bulb, or what
is a dozen. or what month comes after March, or what is a glacier, you may be most
likely to know these things if you are a Western child, or if you have had a Western
upbringing. This same upbringing will he likely to help you, also, on the "Performance",
or non.verbal, items which form pan. perhaps half, of some well-known Intelligence
Tr-!sts. These items may be puzzles made of cut up pictures, or block designs. or shapes
to be matched with other shapes. Although it has been suggested that they should be
easier than verbal puzzles for people of different cultures, this turns out t to he the
case. In a Greek study, for example ( Fatouras, 1972 ). children perforh.w better on
translated verbal items ( of the Wechslev Intelligence Scale for Children ) than on the
non-verbal Performance items. Such a result must have (ccurred because people play
in different ways and with different things as children, even between sub-cultural groups
of the broad Western culture: and the puz2les and problems which make up the
Performance items are based on those known to children within only one sub-cultural
group, that of north-western Europe. Blocks, for instance, and especially picture.blocks,
may not be used in other cultures and sub-cultures. yet knowing about them should
help to s()Ive block patterns and puzzles which are often found in tests. Since test items
have time limits, those chiklren who played with bk,cks when younger can be expected
to manipulate them more ea.sily, and thus to complete block pattern test items more
quickly than others. who will lose marks for slower performances. Some non north
western European children may see blocks for the first time in the test situation, and

DITH KEARINS, Depanment of Psychology. University of WA. Crawley WA, 6009
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must learn their properties as well as how to make the test patterns from them, while
north-west children already know about blocks, and need only to use these already
familiar shapes to make new patterns. The Greek children of the Fatouras gudy
presumably lacked some of the experience, or cultural learning, required by the test,
and so obtained relatively low scores (IQ scores of 89 instead of 100 as expected for
north-western people).

The study of Greek children carried out by Fatouras raises the interesting is.sue of
sub-cultural differences. Over the past 50 years or so many such gudies, using a number
of different teses, have been reported from different European countries, or from
migranes to America who came from different European countries (for example,
Hothersall, 1984; Lynn, 1978). In general, high test scores (100 IQ or above) h:we been
reported for people of northern and western European countries or offshore islands,
while lower scores have been reported for people of southern or eastern countries.
People of Caucasian stock living farther to the south and east, in Iran, Iraq and India,
have also scored relatively poorly on these tests. This means that the highest scorers
have mostly been north-western European people, whose cultural learning would have
best matched the cultural learning of the test devisers. (Note that high Japanese scores
have been reported in the last few years, (Lynn, 1982) which may indicate, in high
technology cultures, a certain learning style which helps test performance; or certain
learning elements common to both types of culture hut not present to the same extent
in other groups.)

From the European score differences it must he concluded that Intelligence Tests
cannot be considered equally useful for all children. It is not sensible to suggest that
the people of southern and eastern European countries should be generally less
intelligent than those from the north and west, yet this conclusion would have to be
accepted were no fault to be found with the tests. NM histoiy suggests no such European
differences. Other differences, however, do exist in the treatment of children, ( for
example Friedl, 1962) or in attitudes to intelligence, and to child performance, and
motivation or adult appn ft ir certain types ()flask. Since such differences exist, factors
other than intelligence must therefore be implicated. These factors might generally he
called "cultural learning-.

Non Western people might he expected to differ even more than people from
different European cmintries. They should therefore show even greater differences on
IQ [CMS. This has not always been the case, although generally it might he said that
those people stir ming the pox west perfi irmances tend to he farthest removed, in cultural
terms, from the culture of origin of the tests. McElwain and Keamey ( 1970) found this
when the non verbal Queensland Test devised by them was perfinmed badly by remote
area Aboriginal people and well by urban Aboriginal people, with medium contact
people performing at intermediate levels. In Australia all investigators using Western
tests have found a similar culture contact or cultural learning effect, although not all
have made this interpretatitin ( e.g. Porteus, 1966 ). This means that very little, it anything,
can he concluded about the intefteuce of AIN riginal chiklren from performance on
Western tests. since their level of Western cultural learning cannot he determined.

219



Rather than assum ing different levels of intelligence ( which cannot after all, be validly
tested) it is more useful to think of different patterns of ability as characterising people
of different cultures. Children of one culture may be good at something which children
of another culture perform badly, while the converse may be true of something else.
Some of the special abilities of all non-Western children not possessed by Western
children will therefore not appear in Western IQ tests. One such skill seems to he visual
spatial memory, which has been shown to be much higher in Aboriginal than White
Australian children (Kearins, 1981). This difference, favouring the Aboriginal children.
is probably due to differences in child-rearing practices between the groups (Kearins,
1986).

In summary, then. Intelligence Tests cannot he seen a. equally useful for people
of different cultural groups. The cultural learning required or successful performance
on these tests is more likely to occur in north-western European (or similarly oriented)
groups than in others, even eastern European people performing at lower levels.

Pe( Isle of different cultural backgrounds ore likely to have different patterns of ability,
and therefore cannot be expected to peri..rm in similar ways on tests coming from
only one cultural group. This means that intelligence, which can be measured only
indirectly through what has been learned, cannot be sensibly assessed hy the same
tests for children reared in different ways.

The story may he somewhat different fiz Vocational or Oavational tests. These
tests are used (as in vocational counselling), to determine the suitability of different
people for particular occupations and to select suitable applicatants for available jobs.
The tests need to he closely related to the job requirements. If mathematical calculations
must he made in a jtib, as, for instance, in banking. then mathematical calculations
will he included as pan of the selectit in tests. Or if applicants are tested for suitability
in clerical work, then the tests used will involve typewriting, as well as English usage
and whatever special skills are needed for the joh in question.

When selection tests are as closely related to job requirements as in these two
examples cultural bias in the tests themselves is unlikely to affect results. If applicants
can score well on the tests, then they are likely to be able to do the job for which
they are tested, but if they cannt it score well then they might not do in the 'tit).
at least at the time of test ing. ( They may becomesuitable by learning the skills required ).

Although 14) selection tests are much more chisel.. related to particular jobs than
Intelligence Tests are to intelligence, or to school ability, and thus less likely to be
affected hy cultural bias. it is still possible for members of some cultures to score poorly
for reasons other than lack of ability. Some may he more affected than others by test
anxiety for instance, and this may be felt more by members of cultural groups in which
test taking is not common. It may be felt more. also. bv people affected by lack of
confidence tir a relatively p4.)(ir self image, which may be why more wt imen than men
have been found to be affected. If this is a factor in someone's poor performance. it
may be better ( if possible) to prmide opportunity fiir a short trial at the job itself. Such
a trial, however, may have the effect of greater demoralisation and anxiety if the oh
nroyes tu be uio difficult so it is necessary for someone to know befiirehand, with
sigrie certainty, that she has the necessary skills.
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Overall, then, while intelligence cannot be assessed sensibly in one cultural group
(for example Aboriginal) by tests devised within another culture (for example north-
western European ), job selection depends only on the possession of the skills required
for the job. To do a certain job, it is necessary to possem certain skills, and where
selection tests are very closely related to job requirements, successful test performance
can only he seen as a sensible requirement for selection. In cases where extreme
nervousness exists, selection procedures may he relaxed (and a trial at the job perhaps
arranged), hut to relax these a great deal may not always help an applicant, who may
have difficulty doing the job. The hest Way to become suitable for mt)st jobs is therefore
to learn the skills required, no matter what the culture of origin or the cultural context
of the job.

REFERENCES
Fatouras. i. ( 19-2). The influence (if niaturatii HI and education ion the dewlopment oi mental abilities

In L. Cnonhat:h and I'. I )renth ( Eds. ) Mental tests and cultural adaptation. The tlague
Fried!. E. ( 1902) . Vasilika. a village in modern Greece. N.Y. llok, Rinehart and Winston,
HotheNall. I ). I 19144 I. History of Psychology. New York: Rand( oin Iii ruse. Chapter I I.

Kearins. Judith. I 19,411. Visual spatial menu ory in Australian Aboriginal chikiren if desert regio on. Cognitive
Psychokwy -gu().

Kearins, Judith I 19861. Visual spatial menu on. in AIN original and white Australian chiktren, Australian Journal
of Psychology, 38 ):203 21 I.

221

;) ,

BEST COPY AVAILABLE



Chapter 27

"THE DEVELOPMENT OF LITERACY SKILLS
AND COMPETENCIES FOR ABORIGINAL
ADULTS: SOME ISSUES" by Isabelle Procter

In this paper I will attempt to address issues which I believe are pertinent to the
development of literacy skills and competencies for Aboriginal adults. The imues that
will be focused on are as follows:

1. What is meant by the concept of literacy?

2. What are the purposes of literacy for Aborigines?

3. How can successful literacy development for Aborigines be promoted?

The Meaning of the Concept of Literacy
Cole and Keyssar (1985) suggest that conventionally literacy is understood as the

ability to use graphic symbols to represent spoken language' and as such is based on
the use and knowledge of print, e.g. to read and write. They contend however that
additionally literacy can also refer to 'the ability to interpret or negotiate understanding
within any mode of communication'.

Both concepts of literacy are viewed by them to be important as different forms of
mediated human activity. Both can be considered as 'equipment for living which
influence the richness of our lives not only in terms of how much equipment we carry
with us, hut also how we use that equipment and in what contexts it is relevant. In
this sense literacy, both print and non-print related, can give human beings access to
other minds and in doing so, extends people's AAUP; to share meaning in their joint
endeavours (of human act ivity).

If Cole and Keyssar's notion of literacy which includes both print and non-print media
can be deemed as valid, then the concept of literacy can relate to many other forms
of communication such as visual media, art media, and oral media. Likewise the
relationship between different forms of communication. both print and non-print, can
be used to coherently make the connections beween literacy forms e.g. forms can be
used in conjunction with each other as well as separately (such as when the television
version of a story is used to comprehend the written text ). Such connections are likely
to increase the meaning and usefulness of the forms of literacy in terms of creating
shared meanings within sociocultural circumstances.

PURPOSES OF LITERACY FOR ABORIGINES
The purposes of literacy for Aborigines has to he addressed in relation to the

meaning of the concept of literacy. For instance, if literacy refers to the different forms
of mediated human activity as proposed by Cole and Keymar, then some forms of
literacy, particularly the oral and an mediums of communication, have always had a
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purpose for Aborigines. Oral competence in the mother tongue or community language
as well as cultural comprehension (two mediums proposed by Budby, 1986) and
maintenance through the art media, had and still have importance within Aboriginal
society. A s Davidson (1983) has noted:

"Australian Aboriginal societies traditionally were oral cultures. Even now, tribal and
non-tribal communities still rely mainly on oral communication as a means of
interpersonal and inter-community communication."

However if literacy refers only to the form of print-related communication and its
associated activity of reading, then its purposes and importance within the Aboriginal
sphere appears a different matter. Fes! (cited in Davidson, 1983) in her study of three
Aboriginal communities in Victoria concludes that those Aborigines demonstrated little
or no interest in (reading and writing) literacy tuition. As well she contends, 'literacy
ability . . . has little value as a skill in Aboriginal society' and Aborigines are often
inherently suspicious of written materials. Fesl (cited in Buck, 1986) further contends
that

". . . Aboriginal society has survived throughout time without the need to resort to
( print-related ) 1 iteracy"

The term "Aborigines" in this paper is used to refer to both Australian Aborigines and
Torres Strait Islanders.

Nonetheless, although traditionally and presently among many Aboriginal
communities print-related literacy has and still is not regarded with much importance,
the situation has been changing. Buck ( 1986) points out that many Aboriginal
communities promote literacy in English as important in the education of their children
and, although only in recent times, the need to read and write a language has become
imporunt in (traditional ) Aboriginal society. Certainly, depending on the category of
Aborigin a! communities, the perceived need for Aborigines to become literate in order
to survive in mainstream society has been present since the days of assimilationist
policies, and in the present time. attempts to encourage Aborigines to recognize the
societal importance of 1 iterate status are constantly occurring. No doubt the presentation
of papers at conferences by people like me can he referred to as demonstrations of
positive outcomes of print literacy development for Aboriginal people.

Many reasons why Aboriginal people should become print literate have been most
elociuently offered by linguists and educationalists alike. In 1987 1 attended an
Aboriginal Languages Conference at Batchelor. NT. where Jim Martin's talk indicated
the following reasons why Aboriginal people should learn to use different forms of
writing both in the vernacular and in English:

To conserve ( save) am maintain the language and culture.

To achieve status and power in mainstream society.

To communicate with others both Aboriginal and non Aboriginal.

"Ii) negotiate with Governments and policy makers.

Although these reasons seem pertinent and appropriate in terms of encouraging the
devek Tment (.1 comprehensive print rdated literacy skills fi r Aborigines, they perhaps
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should be examined in relation to what Winchester ( 1985 ) refers to as two categories
of printrelated literacy, e.g. elementary' literacy and high grade literacy. Winchester
states:

"Ekmentary literacy is being able to read or to read and write or to read and compose
in ordinary ways. High-grade literacy is what univtrsity dis,iplines are all about. The
possession of elementary literacy in an individual is r at likely in and of itself to
have any special effects. However, it does enable, when exercised, such thingi as
timeindependent communication with others and, by means of the content
potentially made available, could lead to a change or expansion of an individual's
picture of the world.

The impact of high-grade literacy on an individual is enormous, for its possession
enables the individual to escape from the tyranny of memory as regards details,
permitting, at least in principle, the dwelling on generalities, the simultaneous
consideration of numerous logical and empirical connections, and the indefinite
expansion of arguments. Hut to gain these benefits, long and arduous training in
the txx)kish disciplines is necessary. Thus the importance of the university."
If Winchester's categories of print-related literacy are valid, then there are certain

implications for Aborigines in terms of their attainment of "acceptable" literacy skills
and competencies. For instance, as indicated in pan hy Martin's conference address,
the level of literacy required for Aborigines to attain the status of being "literate" by
mainstream standards is likely to he the category of high-grade literacy. Whilst many
Aboriginal people may he prepared to attain the level of elementary literacy to survive
in mainstream society, few may have the motivation and educational experiences to
attain the level of high-grade literacy.

Clearly a dichotomy exists. On the one hand the level of highgrade literacy is
accepted as the mainstream yardstick to measure the literate status of Aborigines. On
the other hand a majority of the cultural group is unlikely to attain this level of literacy.
The dichotc ally presents a sit uatic at which if not seriously addressed will no doubt result
in the non-acceptance and disqualification by mainstream society of t he appropriateness
of literacy skills and competencies attained hy a majority of Aboriginal people for their
survival. It will also result in lip service being paid to the consideration of cultural factors
that will influence the levels and forms of literacy which are perceived to he relevant
and adequate to meet the needs and serve the purpc)ses of many sections of the cultural
gn

A case in point is when reports or submissions commissioned by Aborigi Ines .)ut
not written by them are unacceptable by high level officials because they haven't been
written by the Aboriginal community group themselves'. Yet similar reports or
submissions commissioned by politicians or the Prime Mins.ster and written by their
delegates, eg press secretaries, advisors, etc, would never be considered unacceptable
as legitimate communication. Consequently a majority of Aborigines are considered
to he 'illiterate and remain 'disempowered' in accordance with the promulgation of
high.grade literacy levels which maintain the status quo.

If the situation is to ever change, then what Smith ( 19M5 ) terms 'the metaphor of
literacy' may need to be altered within mainstream society so that the communication
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structures deemed appropriate can match the way in which many Aborigines perceive
the world and can operate as effective communicators.

ME PROMOTION OF SUCCESSFUL LITERACY DEVELOPMENT FOR ABORIGINES
The alteration of The metaphor of literacy' in mainsiream sodety has significant

implications for the promotion of successful literacy development for Aborigines. From
my interpretation it Ls based on the premise that different forms of communication
as literacy valid have to he accepted, and that Atxxigines' strengths in non-print forms
of communication have to be recognised, extended, and used as a means in themselves
as well as the basis to develop skills and competencies in print-related literacy areas.
Additionally there needs to he cognisance of the connections between the acquisition
of adult literacy skills and competendes and the social context of the learningprocess.

Much has been said and written about the validity of the Aboriginal learning system
as a functional syvem for the education of Aboriginal people. Harris (1984) points out
that ( traditional ) Aboriginal learning styles 'evolved as adaptations to cultural, economic
and technological realities for Aboriginal people'. He comends that although very
efficient for those purposes. they are not efficient for all modem purposes and indeed
the value of traditional Aboriginal styles is necessarily limited in some instances due
to the nature of what is to be learned. In essence the (traditional ) Aboriginal learning
system is not a functional learning system for everything that needs to be learned.

In contrast to Harris' premise, it could be argued that the learner's cultural affiliations
does have bearing on whether a formal or informal style fits the learning task best.
However the point that perhaps should he emphasized in relation to the acquisition
of adult literacy skills and competencies is that the learning process needs to occur
within a related social context. This means that not only should the leaning experience
be culturally and socially significant, it should be used as appropriate content. For
instance take the example of a hunting or fishing activity which is of cultural and social
significance being used as the content focus for the dcvelopment of literacy skills and
competencies.

Harris' comments that language is used to stand as symbols for real experiences which
lead to further use of symbol isations through words. If this is the case, then it surely
follows that real life and social experiences should be used as the content basis for
developing functional literacy skills and competencies in Aboriginal adults. Mention
is often rna,.._e of the premise that learning to read is more successful when reading
skills are taught within the context of reading. Unfortunatdy in many instances the
context of reading does not incorpc wale the relevance of content of materials and texts.
In the main these tend to focus on culturally and socially insignifican: cAperiences.
Consequently literacy learning is inhibited and the developmen: of skills and
competencies is hampered.

In conclusion the following strategies are offered as possibilities for the
implementation of the ft wernentioned viewix)ints:

Involve the Aboriginal community in decision-making about programs that attempt
to make print .related literacy instruction a purposeful and culturally valued activity.
Include the extensiv,- use of the Aboriginal students' mother tongue or community
language e.g. Kriol in any literacy related program. The students language should
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be appreciated, valued and accepted as an integral part of their cultural iclenti:y

and value system.
Use pictorial and visual materials/resources as legitimate tools towards. print-Mated
literacy development in order to bridge the gap between indigenou.siAnoriginal
concepts and those of the teacher/mainstream society relating to literacy.

Allow time for effort and development of understanding of print-related concepts
and conventions these do not occur overnight.
Promote creativity rather than correctness and quantity in writing programs.
Correctness is legitimate as part of the editing rather than the creating process.
Ensure that the content of materials ( including texts) used for print-related literacy
development reflects the cultural concepts and understandings and the systems
of knowledge to which Aboriginal students are familiar and also relate to culturally

and socially significant experiences.
Place equal importance (and demonstrate this) on oral competence and cultural
comprehension as is placed on reading and writing. e.g. encourage use of taped

and video talks/discussions and presentations.
Use classroom genres that permit Aboriginal students to make connections between

what is known and what has to be learnt.
Involve other Aboriginal adults who are competent speakers, readers, and vaitiers,
and who cAn participate in collaborative learning.
Ensure teachers of Aboriginal students develop the folk ming:

an adequate level of knowledge and awareness of Aboriginal students styles
of learning and participation.
strategies to use the systems of knowledge that Aboriginal students bring with
them as a starting point to help them develop print-related literacy skills and
understandings about the functions of these skills.
a satisfactory rapport with Aboriginal students who generally are 'people"
orientated.
a commitment to helping Aboriginal students achieve success in their learning

and self-esteem.
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Cbapter 28

ME ABORIGINAL EDUCATION UNIT
DEPARTMENT OF TECHNICAL bY Ban)' Th°rneWayne Morris
AND FURMER E D U C A T I O N T W aw,-

AN HISTORICAL OUTLINE
Until the commencement of special courses for Aboriginal people in 1974, TAFE

had been noted for the lack of Aboriginal participation in its programs. An informed
estimate is that there were 3 or 4 Aboriginal apprentices in NSW in 1973.

The program of what is now the AEU began in 1,17, vith two pilot Pre-Vocational
courses at Sydney and East Sydney Technical Colleges. Ilese courses were conducted
after discussion between officers of TAFE, DAA and other interested individuals, who
were concerned with the unemployed difficulties of Aboriginal people particularly
of school leavers and saw the need for training in iob skills.

At the time of the commencement of these courses, some departmental
representatives undertook a study tour of New Zealand to examine the Maori Trade
Training Scheme. Although the New Zealand Scheme was not followed in all details,
some basic features were noted as being applicable to training courses for Aboriginal
people in NSW, namely, vocational oriented courses. These courses were adapted to
the department's Pre-Apprenticeship programs. These course covered the industry areas
of Bricklaying, Hairdressing and Vehicle Trades.

The success of these courses led to the expansion of the program in 1975. Further
courses were operated and a TAFE Teacher was seconded to co-ordinate the program.

The current staffing component of the Unit stands at 28 full-time officers (27 are
Aboriginal) and 8 temporary officers.

CURRENT PROGRAMMES OPERATED BY THE UNIT
GENERAL SKILLS

This course started as a response to Aboriginal community needs. Aboriginal
communities wanted to improve their literacy and numeracy skills. When this was
achieved they felt they would be able to make further vocational or educational choices.
In trying to find a model for a literacy and numeracy program attention was paid cc
a number of factors:-
1. Aboriginal adult students were not participating in any numbers in existing TAFE

literacy 'numeracy provision.
2. the Aboriginal education research project Bala Bala revealed in a survey that . .

"most adult Aborigines, even those admitting to having literacy difficulties, are not
interested in literacy per se.-

Mi.' B. (HORNE, Assistant Coordinator, Aboriginal Education Unit, TAFE NSW
Afill W. MORRIS, Senior Regional Aboriginal Co-ordinator,
Aboriginal Education Unit, TAFE NSW
MR T. WALKER, Electrical Trades Teacher, Petersham Technical College, TAFE NSW
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3. literacy is not just a skill but a value and must he defined in a cultural context.
Comparative education research reveals that values need to be examined, not across
the nation, hut by community to community.

4. literacy programs for disadvantaged groups should he linked to other efforts to
improve their condition.

5. empowerment for individuals and communities was sought as a product of such
programs.

A decision was made to provide a course which increased literacy and numeracy
skills in a non-threatening supportive environment. But literacy and numeracy would
not stand alone. A full-time (18 hours per week) program was to be run, built on
electives chasen by each community. The plan was for the literacy and numeracy core
to achieve relevance through the social context of the electives. Increased interest and
skills gained in the electives would reveal the need for literacy and numeracy to take
students further in their area of interest.

The model chosen incorporated recommendations from Bala Bala. Programmes were
to be student based, with student involvement in the selection of teachers, subjects,
material and involvement in organisational details such as times arid locations.

Individual courses, the result of consultation with the Aboriginal community during
as well as before a program commences, are diverse. Communities vary enormously
and so programs must be designed for each community.

Electives have been as diverse as bricklaying. keyboarding, screen printing, farm
welding and legal studies. These are studied with the core of literacy, numeracy and
often Aboriginal studies.

Early evidence of Aboriginal General Skills courses indicates the full student
involvement at all stages of the course, from planning to evaluation, ensures success
of the course in terms of student attendance and commitment, progress in skills and
development of interest in education.

CERTIFICATh IN GENERAL EDUCATION
In some respects the Certificate in General Education is equivalent to the NSW

Department of Education School Certificate. In .T.AFE it comes urder the umbrella of
the School of General Studies. and has recently been revised. The course is flexible
and is able to serve Koories of diverse backgrour.is. From the CGE students can go
to rnany different TAFE courses.

Compulsory subjects are English. Mathematics and one unit of Science. The
Humanities section of the course indudes a wide choice of subjects. Of these. Aboriginal
Culture, Australian History (40,000 years), and Aboriginal Community Studies. are
written specifically for Aboriginal students, though they may he chosen hy any student,
black or white. These subjects are equal to Australian Geography, World History, or
Economics for Living.

In most subjects, an external examination is required, though in most cases this is
only worth 20 per cent of the final mark. Many of our Aboriginal students attempted
a4esecxtemal exams for the first time in 1987. Most achieved high marks, or marks

hich/rtlatthed iheir ilaSs marks.
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The publication of many Koorie books, covering Aboriginal literature, history and
politics, has made expansion and revision of the Aboriginal component of the course
much easier, and provides the students with well presented, and interestingresources.
This is a good foundation course, whether or not participants are interested in further
education.

TERTIARY PREPARATION COURSE
The AEU began running its TPC course in 1984 in Armidale, Bathurst and Narranderra.

The subjects were selected to combine general education skills with an orientation
to Aboriginal studies. The TPC is now seen to be the natural articulation from the new
Certificate in General Education, and aims to achieve academic paths for Aborigines
keen to extend their education.

The electives currently offered are Anthropology, Media Studies, Contemporary
History, Environmental Studies, Politics and Government, Philosophy, Australian
Society, Education and Society, Literature, The Australian Economy, Legal Studies,
Contemporary Aboriginal Australia, Mathematics, Statistics plus one subject from the
Science program.

In real terms the 1PC has a common goal with the 1-figher School Certificate. The
emphasis is on students developing a sound skills base in organisation and research
as well as written and oral presentation, which prepares people for the workforce or
further study.

Koories have responded well to TAFE's TPC, and all indications are that they find
it very relevant. Aboriginal films, videos and books are used extensively in the TPC
cuts iculum, and the adult.centred approach to learning ensures that the studentsown
cultural heritage is a meaningful pan of the course.

ME BUILDING APPRENTICESHIP PROGRAMME
TAFE's Building Apprenticeship Programme runs i;intly with the Aboriginal

Development Commission. Department of Aboriginal Affairs, NSV Ministry of
Aboriginal Affairs, Derrartment of Housing. Public Works Department, Department of
Employment Education and Training. NSAX* and Local land Councils and LOCal Housing
Co-operatives. The success of the program is an excellent example in interdepartmental
co-operation.

The Housing Co operatives and Lind Councils select theapprentices and are involved
in the design and selection of sites for me houses. In consultation with TAFE they also
select the on site teachers.

The ADC. DAA and Department of Housing provide much of the funding and the
Public Works Department indentures apprentices and lends them to TAFE for four years.
The DEET covers much of the apprentices' costs and TAFE employs the Teachers and
Suh.Contractors.

The program has bee;1 a huge asset to Aboriginal communities which can now have
an input into all levels of the construction and renovation work. Previously most
building was done by outskk. contractors which iS not as satisfying to the overall needs
Of the AN iriginal community.
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The present programs allow Aboriginal people to be employed building their own
houses. At the end of theii training period they can tender for further work. if they

have also gained their Building Foreman Clerk of Works Certificate.

RURAL SKILLS
With the acquisition of lands under the NSW Lind Rights Act, there has been an

increased demand for training in Rural Skills. Courses are run in Tamworth, Murrin

Bridge and Cowra.

Some students are doing the trades course in Rural Skills and others are doing a

more advanced management course.

MANAGEMENT SKILLS COURSE
A variety of Office and Management Skills courses have been tun by the AEU, often

in co-operation with the DAA and ADC. These courses are part-time and short term
and have not fully equipped students to run organisations as large and complex as

today's Aboriginal Co-operatives.

in 1984 a bridging course started at Kempsey College which leads to ::. two year full-

time Management Course. The students are nominated by organisations in the region
and spend three days per week at College and two days per week working for their

organisations.

1987 has seen the emergence of Small Business Management Courses which begin
with a seven week introductory program and leads into satellite six week programs
which are extensions of previous courses which the students have successfully
participated in. In all of these courses the students are doing accredited TAFE subjects

which enables students to receive advanced standing in appropriate full-time TAFE
Business and Administrative Studies courses, or allows them to gradually work towards
the completion of such certificates under the fractured basis. Students are selected and
work with their organisations in much the same way as the Kempsey model.

The AEIT in co-operation with Tranby Ah wiginal College. the NSW land Council and
the NSW .MAA run courses in land Council Management throughout the state.

CHILD CARE COURSES
In 1983 a conference requested that TAFF become more involved in Child Care

courses for Aboriginal students, because of the unavailability in many country centres

of the courses already in existence.

In 1984 a bridging course leading to the Child Care Certificate Course was designed
and piloted. The course was built around the need to have it offered on a block release
mode. At present the course runs at Wagga Wagga and Macksville (2 courses) and a
new bridging course has been introduced at Erambie Mission at Cowra.

ME MOBILE UNIT
Early in 1984 a PEP-funded Mobile I 'nit, designed as a building workshop and

classroom for remote sites began operations. The unit has travelled around NSW and
is currently at Wilcinnia.
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ME EORA CENTRE
The Eora Centre is located in Redfem, and was officially opened by the Minister for

Education in July 1984. It is being completely refurbished by the Department of Public
Works and equipped and staffed by the AEU.

Two ful I -t i me non accredited courses are being run and subjects include Dance, Mime
and Movement, Speech, Drama, Guitar, Flute, Drums, Creative Writing, Painting,
Drawing, Photography, Screen Printing, Story Telling and Video. Some students have
acted in Australian films and television series since starting their course and the IV
documentary, "Eora Corroboree" has been made about the centre. 'Theatre Ms has
recently been introduced as an accredited TAFE course.

TRANBY ABORIGINAL COLLEGE
Tranby started 30 years ago as an Aboriginal run college in Sydneys Glebe to assist

cooperatives throughout the state. Today it runs an extensive range of courses including
Skills Educ-ation, Business Studies, Tertiary Education Preparatory Certificate and land
Council Administration Courses. These programs are largely funded by the AEU.

COURSES IN PRISONS
In response to the Alexander report on Post Rel:e Support for Aboriginal Prisoners

an interdepartmental committee between TAFE and the Department of Corrective
Services was established in 1986. At the same time a study by the AEU on the education
needs of Aboriginal prisoners was completed.

As a result of these initiatives full-time courses km- Aboriginal prisoners are being
run at Cessnock, Goulbum and Bathurst Gaols. Part-time courses are being run at Long
Bay, Oberon and Grafton.

It is hoped that students attending a full-time course will be placed "on hold" in
that gaol; and that permission for full-time education will be treated in the same manner
as permission for working in prison industries; and that students will be able to continue
their studies if they are reclassified, because TAFE runs parallel courses in maximum,
medium and minimum security prisons.

General Skills, Certificate in General Education and Tertiary Preparatory Courses are
offered in Bathurst, General Skills and CGE are offered at Goulburn and Cessnock.

Twenty seven men in NSW gaols have completed a General Skills course and 50 per
cent of these men have gone on to further education.

In 1987 a group of students at Bathurst gaol wrote, produced and acted in a radio
play which went to air over the local radio station. Other students made videos about
the AEI' programs in gaol.

A small group of students have now progressed on to tertiary studies, and some of
these students are tutoring other students in General Skills, CGE and T. I Jpon release
these cluaified students will have a much better chance of finding employment.
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Chapter 29

ABORIGINES LEARNING
TO TRANSLATE

hy Christine Kilburn
Eirkr Ricburdc

INTRODUCTION
The translation scene in Aboriginal Australia is not exactly a new scene. Not only

was some linguistic and dictionary work done last centuly and early this century, hut
some translation work as well. Some of the early European linguists and translators
were learned men; some, for example, know the clas.sical languages well, like Latin

and Greek. But there were no opportunities for either the white translators nor the
Aboriginal people who worked with them to do courses on how to translate, nor on

the steps that were needed before translation could he done. Such steps would include
working out the best way to write down a language that hadn't been written before,
and working out the grammar. They had to struggle along as hest they could. It wasn't

till the late 1960's that tertiai courses in linguistics were widely accessible in Australia

and it wa.s not till the 1970's that an (xxasional translation course was held that V'ati

geared for traditional Aboriginal people.

Since that early time and in the years following there have been quite a variety of
materials uanslated in well over 30 traditional Aboriginal languages. These include not
only biblical materials such as some New Testaments, pans of the Old Testament,

information in Jewish culture as a background to understanding the Bible, but also
materials like a translation of the Northern Territory Traffic Guide and a council
constitution booklet. Some booklets on Aboriginal oral history have been translated
from another Aboriginal language. People have also translated children's stories such

as the 'The Wolf and the Seven Little Kids' and 'The Lion and the Mouse.. Serious
translation is currently being done in at least fifteen languages.

Over the years members of the Summer Institute of Linguistics (S.L!..) nave been

involved in training Aborigines who still speak their traditiorial languages. rhis has
mostly been don(' in an informal way, on the j()11. and usually on j OM 01C basis

in the communities where the members work. Since 1984, S.11 has been developing
more finnal training sessi( His fin- Afurriginal pe vie. Initially the course devek )pers
looked closely at information available about national translator courses in other

countries such as Africa. P.N.G. and India. Taking into acconnt ideas both from this
research and w(rrk that has been done on AIN wiginal learning styles by people such

as Harri s. courses were designed and given an initial run. Subsequent courses were
based on evaluati( ins of the previous ones.

(10LINCS have been run in a variety of places With a variety or pu)ple. After each c( rlIrse

there is an attempt to assess. pinpoint strengths and weaknesses and plan the next

course in the light of these. Certain ways of teaching and choices of setting arl` emerging

as in rre helpful (hail others. This paper will include a brief discussi( Hi of s( wile of these.

CHRISTINE KILHAM AND EIRLYS RICHARDS. S.I.L. P.O. Berrimah N.T. 5028
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But before saying more about learning styles, it's important to describe the nature of
the translation process. the development of team work and the setting up of the courses
up to this point.

TRANSLATING

Translating is basically the transfer of information given in one language in written
form to another also in written form. A 'good' translation will convey the same
information in an understandabk form from one language to another. A 'poor'
translation may leave out information or he in a hardlo-understand unnatural form.
Translation is indeed both an art and a science. The translator needs to be as much
aware of how to says something accurately as to how to say it in a natural and flowing
style.

The ease with which translation can he done will vary according to the material to
be translated. An account of an everyday happening such as a hunting or fishing story
or a conversation will be translated much more easily than a statement on the rationale
of Australia's National language Polky. It is material similar to the latter that S.I.L is
involved in translating and it is in order to translate it well that skills of translation
need to be taught. Although S.l.1.2s main focus is on training Aborigines in Bible
translation, we have also translated materials such as an abridgement of the National
language Policy, howto-vote legal matters, health intimation and even a document
on statistics! The same translation principles are valid for each of these areas.

There are a number of skills demanded of translators. Firstly and obviously a
knowkdge of the two languages is needed. Ideally a thorough knowledge of them
is needed so that not only can translators give equivalents of words and phrases and
sentences. hut also so that they know the two languages well enough to have the
translation flow naturally on the level of paragraphs and discourse. For example, in
Kunwinjku. a language spoken in Arnhem Land, the translator then.: reports that it is
natural lor the main characters, the time and the place of the action to be stated at
the beginning of a story. Some English stories intre 'me some of the main characters
pan way through the story and may even end up by t. :ng the time at the end almost
like an aside, eg "The day that it happened wa.s a Wednesday.... . . f one was translating
such a story into Kunwinjku. ytni would have to mention the day along with the place
and the main characters at the beginning for the translation to flow naturally.

Viten there is a large gulf between the cultures of the native speakers of the two
languages. therek we affecting the way they think and see the world, translation is much
harder because this is also reflected in the language. This is particularly the case
hetween Aboriginal languages and English.

DEVELOPMENT OF TEAMWORK
It is as difficult for native English speakers to reach 3 level of native speaker ability

in an Aboriginal language as it is fOr traditional Aborigines to reach a native speaker
fluency level in English. ( However English is becoming better known.) Therefore our
translat n ii work has always been a team effort. with all members of the team bringing
their strengths to make up the 'whole' in qualifications. The S.I.L members bring to
translation the strengths of a native km )wledge of English and access to background
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literature to help understand the meaning of the document to be translated. They also
have had training in translation principles and linguistics. On the other hand Aboriginal
translators bring to the translation their Insider knowledge of their language and
culture and the appropriate use of it in a variety of contexts Many traditiono! Aborigines
have a natural ability in language and often. speak several. Over the past four years we
have moved towards a training program for Aboriginal translators and their non,
Aboriginal counterparts to strengthen the skills of each and enhance their
complementarity.
ME COURSES

In October I986 the first of six recent workshops for training Aboriginal and Islander
translators was held in Darwin. Over the past two years five more were held in regional
areas. including Maningrida in the Northern Territory, Ernahella in South Australia,
Yorke Island in the Torres Strait andfigalong in Western Australia. A seventh is planned
for Darwin next month.

The approach to teaching has been to take notice of Aboriginal learning styles and
facilitate them where possible, for example learning by doing, learning in context, using
repetition and modelling. Following is an example of learning by doing. Several
Aboriginal languages do not have abstract nouns, whereas they are used frequently in
English. In one case, as an introductory lesson, we gave the students a batch of English
sentences containing abstract nouns, e.g.

The decision was made by the boss.
He has a trenwndous memo ny.
A knowk-dge of German is required.
His fear of the dark is very strong.

Without giving any. 111SU'ULlion on what to do. we threw the students in at the deep
end. They got into language groups to try and work out how to translate these sentences
into their own languages in a way that would he clear and natural. They found this
chal !engin- and interesting and learnt a lo x by it. We were able to draw out the translation
principles Lox applied at the end.

However we are conscious that the demands of translating require skills which as
far as we know were not normally learned in traditional Aboriginal society. Translators
needs to extend their critical thinking facilities and use them in new areas. They need
to be continually anticipating their audience's reactions to the translation. They need
to stand ha k fr An what they have done and assess it in terms of audience reaction
and be prepared to revise it accordingly. They may need to) think of other possibilities

)r making the translation clearer. They may have co wiveyed the correct meaning hut
made their sentence too) complicated so that the readers can't take it in. Goo KJ translators
would then rewrite the material possible using a number of shorter sentences. For
example. no x all languages have the same joining words. nor do they join sentences
in all the same way or in the same order. If translators dkln't think carefully about this.
they might end up with a sentence like:

John went fishing so Jack went fishing too), but they caught nothing, ev e n fholq4h
they fished all day with their stomachs rumbling froni hunger all the time and their
heads aching vicionisly from the 11(4 sun.
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Translators would need to think carefully whether this sentence was too 'crowded
and too 'heavy' for their audience. If so they would have to rewrite it, maybe something
like the following:

John went fishing so Jack went t(x). They fished all day, and all the time their stomachs
rumbled from hunger and their heads ached viciously from the hot sun. But they
caught nothing.

Here there are three sentences instead of one, and also Ole structure is less 'heaped
up' it is 'loosened' and made easier to understand.

They also need to stand back and read the whole chunk of their translation to see
whether the right focus is coming through. Sometimes a concept has to be translated
which is not pan of Aboriginal culture. A descriptive phrase or sentence may have to
be used to convey that concept. In these cases it is easy for the main focus to be lost.
A sensitive translator will keep these things in balance. These things are not easily
learned hut as a result of the on site trai ning and courses a growing number of Aboriginal
translators are developing some of these skills of discernment and critical evaluation
in their translation work.

We have found that our course are more effective when:
1. the principles of translation were presented as the students needed them, as

problems arose in the translating task. It was not as helpful learning principles in
One semion then applying them to the task in another.

2. the planned information load was comfortable

3. the instructk in was either given in the vernacular or, if in English, there were regular
slots of time set aside for discussion in the vernacular.

4. the English speaking translators weren't in overwhelming numbers in the same
group receiving instruction. The most helpful composition was when there was
balance of Aboriginal translators and their white counterparts learning together.

5. when the workshops were regional, that is, the group was small and not
representing Aborigines from greatly distant areas. This meant that the languages
were more similar in structure and therefore more similar in how they handled
translation. Also there is more likely to be a relational network between the groups
for ease of interaction.

6. there was the stimulation of s( nile Aix translatt ws of other language groups
involved. It gave a 'we together' feeling. However, having a session with only one
language group in their home territory can be effective also but these seem
to work best if the white translator in the area is very fluent and can teach linguistic
and translation concepts in the vernacular, and also if an outside consultant comes
in as a resource person and provides extra stimulation. But it is necessary to be
flexible when courses are held on home tenth eg staff rm.:, need to he prepared
to share informally in a home setting, rather than in a more f( irmal setting.

7. other Aborigines of the community ( n t translators ) were invited to open sessi( ins
to observe what %vas involved in translating, givh ig status to the translath in work
and giving others (immunity to understand the task.
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8, natural Aboriginal ability in drama was to al to introduce teaching points. For
example, when teaching figures of speech, similes were acted out to emphasise
that the meaning was not often what it appeared to he.

9. well chosen videos, films depicting people of other cultures involved in translating
were slu

10. personal relationships between teachers and students were good. This was more
important than the way the material was presented.

Following is an example from point 8 on how drama was used. In an introductory
ksson on similes and metaphors, several plates of cornflakes were put on a table.
Students were then asked to think of any kind of bird they wished, eg brolga, chook,
owl, ibis, and then to take turns at acting out how that bird would eat, bringing out
any characteristics they wished. The class roared laughing as various members of the
group flew in flapping their wings, quick jerky assaults on the food, kioked all around
while they ate, squawked and shrieked and generally made a mess with the cornflakes
flying evenwhere. None ate much. At the end of the drama, the teacher explained how
there are many ways of eating like a bird, hut when we use that expression in English
we only have in mind one way a person might eat like a bird ie that he eats only a
small amt milt. So it is important that when a simile is translated from one language
to another that the audience understand the point being made. This teaching point
made much more sense when following on directly fmm the drama.

Our courses were less effective when:
1. concepts were taught in a straight lecture style

2. too much information was given at one sitting

3. information was not related to the task in hand, eg the translation principle was
taught out of (Amu:xi

4. workshops included people with a wide range of knowledge of English. It was
difficult to kn( Nv at what level to pitch the teaching

S. the proportion of native English speakers was large and they were v()cal

6, w( irkshops included large groups from diverse places. There was time needed to
get to know one ant Aher hefore it Ivcame and learning environment.

Implications
The i mpl leaf ions of t hese 1 bservat i( ins are that we are moving more towards teaching

people to translate through hands on experience. The trainee translator attempts to
translate the text. then when problems arise the necessary skill is taught. There is still
a place fin- m re fomalised instructk)n, tin- example in the explaining if ihe meaning
and background of the English passage to he translated. But rather than present them
in straight lecture km we are using video, film, photos. ,naps or other visual aids as
well as activities such as drama to enhance the learning. In cases where verbal teaching
cannot be avoided, we have found it helpful to break this up into 10 15 minutes chunks
and allow 'time lOr pistAissk in and explanation in the language heft ire going on with
the next teaching chunk. lastly we have found it best to hold regional w'()rksht ps when
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at all possible because the inspiration of learning with others who are translating in
their languages is very important.

Finally, we must stress we still have kxs to learn about this whole area. That is the
reason why every workshop we have so far held has been unique as we attempt
to learn from the las_ workshop and improve the next.
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Chapter 30

LEFr OR RIGHT BRAIN: IS THERE A
NEUROLOGICAL RELATIONSHIP
TO TRADITIONAL kBORIGINAL
LEARNING STYLES? by Barbara Sorry

Introduction
One day I was discussing with one of my Aboriginal friends the differences between

Western' and 'Aix wiginal' world view we were planning to write a paper together. When
I explained some of the ways Westerners think she exclaimed in amazement, 'Do you
really think like that?'. It was good to understand each other better because what we
know, how we know it and why we believe it are very different in the two cultures.

The purpose of this paper is to look at (hese differences from one perspective-that
of the organisation of the human brain and the very different ways of thinking used
by each hemisphere in it.
THE LEFT-RIGHT BRAIN MODEL

In the past twenty years, the description of the brain's activity in terms of right
hemisphere an(.1 left hemisphere has become well known, From medical records of
people suffering brain damage. it was observed that lass of speech capability occurred
more frequently when damage was to the left hemisphere than it did when the damage
was to the right hemisphere.

Extensive research has sitio. been done, especially on patients who have had the
corpus callosum, the linking nerve connection between the two hemispheres. severed
in Cases of intractible epilepsy. Experiments with these 'split brain' patients have shown
that the left hemisphere perceives in a different way from the right one, and each
hemisphere processes data in its own way. When the corpus collasum is intact,
information is passed across this link and 'unified': thus a person is not normally aware
that different parts of his brain may he functioning differently.

There is disagreement among researchers as to how distinct the two hemispheres
are in their functions, and much is still not known about individual variation in brain
organisation. It is imporunt to remember that no brain activity is completely centred
in one hemisphere hut that one hemisphere has primary control 'and whatever
contribution the opposite hemisphere may make is secondary, or minor, or perhaps
that it is crude, weak, or even inhibited or suppressed by the role played by the primary
hemisphere in tile action or function in question' (Thompson 1984:101).

I became interested in the relationship between the left and right brain while
attending language learning seminars given by Tom and Betty Brewster in 1985. One
of their insights was that successful language learning is a right brain activity because
it is a s( (dal rather than an academic and analytical activity, (See Brewster and Brewster
1981 ). It is the experience of many people that they have learned a lot about another
language without being able to speak it; this is left mode learning. There are others

BARBARA SAYERS. Sit. P.O. lierrimah. NT. 5028
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who speak a language accurately without being able to explain anything about the
grammar; these are right-mode learners. In language learning, one or the other of these
modes of learning is usually to the fore. Many Westerners' or 'Whites' learn languages
mostly by the left mode and as a result don't usually become really fluent. On the other
hand, many of my Aboriginal friends speak a number of languages well-and have never
analysed a single word. The Brewsters also pointed out that most of us in western
cultures are dominated by the learning style of the left brain and therefore find any
tight-hrain activities difficult, particularly in adulthood My ttkier.7ation of Aboriginal
people I know shows that many of them are dominated by right-mode thinking and
as a result find left-mode activities more difficult.

During the seminars the Brewsters quoted and used examples from a book by Betty
Edwards, 'Drawing on the Right Side of the Brain'. Edwards cites evidence from
neurological work with 'split-brain' patients and states: 'We now know that despite our
normal feelings that we are one persona single being-our brains are double, each half
with its own way of knowing, its own way of perceiving external reality. In a manner
of speaking, each of us has two minds, two consciences, mediated and integrated by
the connecting cable of nerve fibres between the hemispheres' (1979:31).

Edwards also gives some interesting descriptions about the way the two halves of
the brain function (1979;32):

Sometimes they co-operate, each half taking on the particular part of the task that
is suited to its mode of information processing. At other times the hemispheres can
work singly, with one half 'on' and the other half more or less 'off'. It seems also
that the hemispheres may also conflict, one half attempting to do what the other
half 'knows' it can do better. Furthermore, it may be that each hemisphere has a
way of keeping knowledge from the other hemisphere. It may he, as the sayinggoes,
that the right hand truly does not know what the left hand is doing.
Edwards relates these descriptions of t he brain hemispheres to the process of learning

how to draw. She explains that it is the right hemisphere that needs to procms (he
information for a person to be able to perceive an object in a manner that allows its
accurate reproduction. The left hemisphere's mode of knowing what to draw seems
to interfere with the visual perception needed to draw well. The left mode imposes
symbolic and verbal input with disastrous results. That is, it 'knows the symbol for
drawing a particular object and is impatient with the right mode's slow, deliberate
observation. It tries to speed up the drawing process by imposing the more symbolic
form.

I followed Edwards' instruction for making the shift from the left mode to the right
mode in drawing. These instructions include drawing reverse images, copying line
drawings upside down, and drawing behind your back while carefully observing an
object such as you own hand. ks I did these exercises, I was amazed at the depth of
perspective and the detail I could see as I made the shift. I also experience a sense
of timelessness as I became engrossed in my drawing. To give an idea of the results
that can he obtained, which Edwards links to the shift from left to right brain activity.
I have included my (wn initial drawing of my hand, then the hand drawn a few days
later, after following the instructions. Although the latter hand drawing is in a more
c(wnples p )sition. there is an obvious difference in the quality of the two drawings.
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ME LEFT-RIGHT BRAIN MODEL AND ABORIGINAL LEARNING STYLES

My above related experience in drawing, added to my previous experiences in

language learning, increased my interest in the theory of left-brain and right brain
differences. Edwards' book includes a table comparing the characteristics of left and

right brain activities. As I read these comparisons. I found they related to another area
of my experience, that of living and working with Aboriginal people, primarily the Wik-

Mungkan people of Aurukun, North Queensland. Edwards' table of comparisons is
reproduced below. I will look at the comparisons (two of which I have modified ) in
terms of t he differences in Aboriginal and western ways of knowing and ways of learn ing,
illustrating with examples from my own or others experiences and citing linguistic
and other findings regarding Aboriginal learning styles.

A Comparison of Left-% xle

MOI)F.

Verbal: I sing w irds to name describe.
define.

Analytic: Figuring things out step by step
and pan by.pan.

Symbolic: Vsing a symbol to 'stand for'
something. Ft ir example. the drawn furm
%lb stands fin- 'eye', the sign + stands ha-
the process of addition,

Abstract: Taking out a small bit of
information and using it to represent the
whole thing.

Temporal: Keeping track of time.
sequencing one thing after another: Doing
first things first. second thing second. etc.

and Right Mode Characteristics

R.MODE

Nonverbal: Awareness of things. but minimal
connection with words,

synthetic Putting things together t li irm
wholes.

Concrete: Relating to things as are, at the
present rmiment.

Analogic: Seeing likellesses between things.
understanding metaphtiric relationships

Non-temporal: \'itli( nit a sense 4 )t. time
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L-MODE

Rational: Drawing ct inclusions based on
'reason and lads'.

Digital: Using numbers as in counting.

Logical: Drawing conclusions based on
logic: one thing following another in logical
order for example, a mathematical
theorem or a well-stated argument.

Linear:Thinking in terms of linked ideas,
one thought directly folkwing another,
often leading to a convergent conclusion.

R-MODE

Non-rational: Not requiring a basis of reason
or facts: willingnes,s to suspend judgement.

Spatial: Seeing where things are in relation ti)
other things, and how parts go together to
form a whole.

Intuitive: Making leaps of insight, often based
on incomplete patterns, hunches, feelings. or
visual images.

Holistic: Seeing whole things all at once: per
ceiving the overall patterns and structures,
often leading to divergent cc mclusions.

1. VERBAL VS NONVERBAL

While trying to help a small Wik.Mungkan child put on a pair of sandals, I was
continually verbalising instructions to her. Her i,randmother protested, insisting
that she was 'just a child' and that it was useless telling her what to do. She was
kon.thaa'-way yippak 'ear-mouth-had still which means 'unable to learn'. Young
people may he referred to this way even up to the age of puberty when they are
expected to take learning seriously as in initiation.

Aboriginal learning style has been well documented by Harris (1980) and Christie
(1984). Aboriginal children learn by observation and trial and enor copying. The child
learns if and when he wants to, without coercion. This learning style, in which the
child is aware, often keenly so. of al I that is going on, is not accomiranied hy verbalisation
by the adult being observed, and frequently the learner asks no questions. Graham
( 1980 ) and Harris ( 1984 ) l-xxh make repeated statements of the need to teach Aboriginal
children to verbalise if they are to succeed in western education. My experience with
Wik-Mungkan adults has shown that much the same style is still used.

A woman I was helping to make a dress brought it hack to me for fitting. It needed
some alterations which i helped her prepare to make hut instead of taking it home
and doing the alterations she threw the dress in the bin on the way out.

The teenage boys did the ..ime thing with woodwork at the Trade School as so( xi
as they made a mistake. The teacher and I were equally surprised by these actions,
but at that time we were not aware of the traditional way of learning. We didn't know
that a person would make an item up to when he marred it and then begin again on
a new one until he could perfect it in One go. There was no place for practicing or
patching up on tile way. It was a long time before I understo( xl the woman's actions.
She had marred the dress and needed to scan again.

I heard recently of an Aboriginal man who had carefully observed the pilot ofa small
plane. One day, to the pilot's surprise, the man took the plane and flew it himself.
On a less dramatic scale, learning to drive a ()r learning to run an ()nth( )ard
mot( )r. or even use the duplicatt )r are all done the same way.
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The prohlem with learning this way is that all the contingencies may not have beer

observed-such as how to change from one fuel tank to another when flying a plane.

Oral instruction can handle this sort of information. For example, 'If the left fuel tank

gets low, switch it over to the right one like this'.

2. ANALYTIC VS SYNTHETIC
. An Aboriginal man in the Western Desert was ill and had wandered away from
the camp and become lost. He was of the kangaroo totem. Others in the community

were told not to shoot kangaroos as a ;:ould be our brother'.

The Aboriginal system of totems is a synthetic view of the world. The traditional
Aboriginal sees unity or synthesis in the totem, of which he is just one of the
representations. Other representations are the animal, the sacred site, the songs and

body painting associated with the ceremony There Aboriginal does not question how

this can he true; he accepts what he has been taught such as that there is a 'syntheses'

or 'unity' of things-even animate and inanimate. He performs the ceremonies the
traditional way because 'that's the way we do it'. He does not analyse what he has been

told, nor does he attempt to radonalise his beliefs. Many times when I was told 'that's
the way we do it' I thought people were not telling me the 'real' reason. It took me
a long time to realise that such a statement Was a real reason. 'The way things are'

does not need analysis, proof or comment.

In some Aboriginal myths the language shows that the man and the animals are seen

as the same. For example, complex subjects are used such as 'the man, the flying fox

he . .' The storyline is lost for the westerner when this type of construction occurs,

as in Wik-Mungkan. Graber (1987:210-211) has an example of the same phenomenon

in Kriol, a recent contact language.

3. SYMBOLIC VS CONCRETE
Aboriginal art is considered by westerners to he symbolic. However, the

Aboriginal artist describes his work in such statements as: The circles are

'the dots are While these metaphorical statements can
reflect symbolic relationships, in the Aboriginal mind there is also a sense in which
these symbols are understood not just as representations but as the actual things
themselves. Therefore, his art is concrete as it relates to 'things as they are'. Though
this 'concrete' view is not understood by most westerners, yet it is akin to the

viewpoint of those in churches where the bread and wine of communion or mass
are believed to become the actual body and blood of Christ. For other Christians,
the bread and wine are only symbols of the body and Hood. (See Bain 1979:259.

287 for a detailed discussion of 'unity' in Aboriginal thought ).

4. ARSTRACT VS CONCRETE'
I calleJout to a child t tking my bike, 'Don't take my hike. Taking hikes is wrong'.

Instantly an Aboriginal w oman called to the child, 'Don't take Barbara's bike; she

gets mad'.

' In this set.tion I hat 1..hosen tu uompare Abmrao and 0 increte. title I have uken Almtract t nican

rni we general princil extracted in an event and OxIcrete to apply to j real life event.
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The young Aboriginal twins would not go with their mother. Her verbal attempts
to persuade them Eli led. Then their uncle covered himself with a sail and
approached the twins They ran to their mother screaming 'ghost, ghostr. His
concrete and frightening approached worked very well.

Both of diese examples illustrate concrete approaches to problems. My response to
the 'borrowing' of my bike was a typical western one using abstract moral principles.
I had taken one incident and related it to 'taldng' bikes in general. The Aboriginal woman
perceived the same situation in terms of that particular incident alone. She assumed
taking by bike would make me angry so warned the child appropriately. Abstract
thinking allows for generalisations like my one about 'taking bikes'. Concrete thinking
is tied to the actual incident which makes it difficult to generalise. In the second
example, the 'realness' of the 'ghost' was more effective than verbal arguments or threats.

J. TEMPORAL VS NON-TEMPORAL

A staff member was concerned that the church bell had not rung for the service
one damp overcast morning. When she couldn't find anyone to ring it, she did
it herself After waiting impatiently for the people to come, she went ahead and
started the service. The people were upset, and wondered why she started without
them. Of course everyone would sleep late on such a dark morning and the service
would just start later. They would have rung the bell when they were ready; that
was no problem.

When I am working alone, I as a westerner keep time and live by the clock. When
I am working with Abociginal people i try to be more flexible. Because Aboriginal
people place little value on time, many westerners with whom they interact become
frustrated. In Aboriginal culture, actually doing the thing, such as the church service,
is far more important than doing it at a particular time. Aboriginal k ople often do
not know how to interpret a white person's rush to do things and may link it with
'being greedy' or seeking monetary reward.

6. REASONING FROM POSSIBILITY VS REASONING FROM FACP
An Aboriginal man was taking a vehicle over the river for cattle work. The white

mechanic said to him, 'If the oil is low, pour some more in'. The Aboriginal man
took this as a statement of fact: 'The oil is low. Pour more in'. He did what he
thought he as told to do daily for a few days, seemingly without question, until
the oil was used up and then came back to the very surprised mechanic for more
oil. This Aboriginal man learned to understand this kind of instruction later on.

The problem here is twofold. One problem is that of a very different world view,
particularly about the things that could happen in the future. The other problem is
a linguistic one.

Aboriginal people talk about what they are going to do in terms (.)f facts and they
need to know that it is a fact. They also reason from things they believe are facts. But
which others might not such as myths. They also talk about things that have happened

hav chosen to o impart.. 're:v.4 ming front possibility wrsus Ream Kling from fact because i bdieve this
hest describes the differrm between western and Aboriginal thinking pn xxsses.
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or might happen from revelation such as dreams. And dreams are a major source for
ruisoning. Four months of living with two Wik-Mungkan women at a workshop in Papua
New Guinea in 1970 taught me the importance of dreams.

Westerners seldom take dreams seriously and so discount a valid source of Aix)riginal
knowledge. As well as this, westerners do something that many Wik-Mungkan people
find hard to understand. They reason from mere ideas. This is why the mechanic and
the Aboriginal man had such a problem talking about putting oil in the engine.

Firstly, the mechanic gave an instruction assuming something needed to be checked
before any action was taken-but he didn't say it. He had two ideas in his head. 1. Maybe
the oil would be okay. 2. Maybe the oil would be low. But he didn't know which the
Aboriginal man would find when he looked. The second problem was that he only
gave one of the two alternatives. What the Aboriginal man needed to do was to look
so that he could decide which alternative to act on. What he did should have been
based on what he found out when checking out the two ideas or possibilities.

However, the man did the only thing he knew to do. He took the one thing that
was said and assumed it WAS a fact and then he did what he understood WaS a direct
instruction. He misinterpreted what was said as The oil is lowpour some in'.

Once Aboriginal people understand how we westerners reason-and many do-they
often horrow the English word if and use it to introduce a future conditional: 'If
then The WikMungkan language does have a form that can be used for future
conditionals, hut past conditionals are more often used because they are based on
known facts. The following are two examples taken from Wik-Mungkan texts:

Had he come. I'd have gone.
Had they heen husband and wife. I'd have killed the man and kept the woman as
my wife.

Both of these conditional sentences imply facts known to the speaker. The first
implies he didn't come-that's why I didn't go. In the second, the implication is the
the two were not husband and wife so he couldn't kill the husband.

The difference between reasoning from facts with implications and reasoning from
ideas where nothing is implied is a major one. The misunderstanding of the second
type of conditional has caused many communication breakdowns between Aboriginal
and white people.

I have tried various ways to presenting the nothing implied conditional sutements
in Wik Mungkan. including such a full statement as . 'Maybe he will come, mayb.2 he
won't come. ( If) he comes, I will go. ( ID he doesn't come, I won't go.' This statement
can be understood as a conditional hy the more sivhisticated and educated, hut it
still causes problems for others.

7. D I G ITAL VS SPATIAL

When an Aboriginal stockman asked ri-,2 to buy him a pair of hoots in Cairns,
I asked for his size. He didn't know what shoe sizes were so he couldn't tell me.
Another Aboriginal could have bought the man the right size boots without any
prghjetn, hut I couldn't.
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The same Aboriginal stockman was reporting some missing cattle. When asked
how many, he responded 'Maybe twenty, maybe two hundred'. This man didn't
think in terms of numbers but was able to tell which cattle were missing and give
further details a white stockman couldn't which was very helpful in the situation.

Aboriginal people shop with great success by using spatial perception, rather than
memorising number sizes. I was given a dress by an Aboriginal friend who had looked

the dress and related it to her knowledge of what I looked like. She didn't know
or care about my 'size' but the dress fitted perfectly.

As the example about cattle illustrates, in traditional Aboriginal culture, items were
seen individually, a unique entities, and therefore generalisations were not easily made.
The introduction of mass-produced items has enabled some Aboriginal people to
generalise about, for example, boxes of matches or packets of tea. Once this is done,
numbers can be abstracted and the concept of numbering understood (see Sayers 1982
and 1983).

Pam Harris (1980) and May Laughren (1978) have documented the Aboriginal child's
saperiority in handling directional and spatial material at an early age. These skills can
be used in an Aboriginal community to show how clever a child is in much the same
way as a European child's skill in counting is used. Graham (1984) also carefully
documents the Aboriginal child's skills in meaningful classification and extensive
understanding of spatial relationships.

8. LOGICAL VS INTUITIVE
The hospital window was broken and I wondered who had done it. A passer

by looked at the window and not only told me which child had broken it, hut
also that he had been running when he threw the rock. It was interesting to me
that the women always examined a new baby's feet and were very quick to point
out likenesses to family members. On one occasion they used this method to
establish a child's paternity.

I stopped to look at a snake track across the road. 'Where did the snake go?'
I asked. 'That way' was the response. 'How do you know? The answer was, 'See,
see'

The Aboriginal's perceptual skills are well recognised, particularly in tracking when
it appears he gets his clues from incomplete patterns. He does not explain how he
kncws hy logical deduction but simply by telling the observer to 'look'. I can 'look'
but I don't recognise what I'm supposed to see.

There are examples from linguistics which show the minimal use of logical
connection in Aboriginal languages ( Hudson 1970, Marsh 1970, Sayers 1976, 1986).
Argumentation is often by a statement of fact followed by observations about it or
comments upon it. No overt conclusion is given. The observations about the statement
are frequently given in the form of binary statements or the opposition of one idea
with another such as the following positive/negative ones: 'It's not big; it's very small'
or 'It's not only for one; they share it with everybody'. Logical conjunctions are not
just absent, there is no place in such constructions for them. Logical conjunctions may
string together a whole series of points rather than just opposing two.
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9. UNEAR VS HOLISTIC
A man looked at a tree, said it had water in it, chopped into it and the water

ran out. His explanation as to how he knew water was there was 'Look and see'.
A young man tried the same procedure on another tree without success. The older
man simply explained again by 'look and see' which in western terms would mean
learn by observation'.

I would have had the same problem as the Aboriginal young man in this example,
cited in Huttar (1977:24). I don't know how the older man knew there was water in
one tree but not in another. I would have needed a logical explanation with specific
signs to observe which would lead me step by step to the conclusion-a kind of cause
and effect chain. But the experienced Aboriginal man saw the situation in a holigic
way, recognising the overall picture and coming to the right conclusion. Many of us
non-Aborigines have been amazed by such perceptual skills. However, in driving a car,
and in many other areas of daily life we all operate on the basis of perception. For
example, I don't need to understand anything about physics to know when to turn
the wheel, take my foot off the accelerator or apply the brakes when turning into a
narrow drive. And I can quickly adjust from one size car to another. A logical or linear
thinking approach to learning many such skills would he counter productive and

Many more examples, both personal and from the literature, could be given of the
differences in Aboriginal and western learning styles. My point is to relate Aboriginal
styles of thinking and learning to the hemisphere view of the brain. It seems dear to
me that Aboriginal people use predominantly right-mode thinking. This in no way
implies any lack of intelligence. Both hemispheres of the brain are capable of
marvellous things. but 'the right hemisphere is not under very goc.xi verhal control and
is not used for making logical propositions ( Edwards 1979:36).

RIGHT-MODE THINKING AND COGNITIVE RESEARCH
Looking at the chart Edward.s has provided and relating the features of thinking of

each mode to what some psychologists say, it seems to me that the features of the
left mode characterise what is usually called by psychologists the Formal-Operational
mode of cognition. The features of the right mode of thinking relate much more to
the Concrete-Operational mode as well as to some aspects of Pre-Operational thought.

The basis for reasoning in traditional Aboriginal culture stems from his world view
and his dependence on known and experienced facts. The traditional Aboriginal person
had little need to use operational thought. or the left mode of thinking. This th ws not
mean that he was unable to develop it, but it says that his background simply did not
require it. To achieve the shift to the left mode the Aboriginal has to stop relying on
percept ic in, known and experienced facts and revelation as the only bases for reasoning.
Once he is able to do this, he can reason from facts and from ideas as well. In this
way lett mock thinking, or formal operational thought, can lx used. Man Aboriginal
people have Iwcome left-mode thinkers and use this mode when appropriate.
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AREAS NEEDING FURTHER INVESTIGATION
As I have struggled to shift into the right-mode of thinking so that my perceptual

skills are increased and I can 'see' well enough to draw well, I wonder wht can be
done to help Aboriginal people develop skills associated with left-mode thinking.

A number of ideas come to mind. The first is teaching to hypothesise from real-life
experiences-in preference to a formal classroom situation which may not be perceived
as 'real'. For example, the experience of the outhcrard motor running out of fuel today,
or some other real experience the people have had and the problems it caused, could
be talked about in terms of how it could have been avoided. Then questions could
be developed to talk about the possibility of the same thing happening tomorrow. From
one real life event many other situations could he talked about the same way. The
ideas expressed in conditional sentences need to be talked about until it is clear they
are just ideas and not facts. For example, when I say, If I go to Cairns next week . .

I need to make it clear that I might go and I might not and that I don't know yet. It
is only after this is dear that I can move on to the alternatives I want to offer if I go.

Another area I feel needs careful examination is the language used to a child by
the mother or other child caretaker in the early days of the child's development-hoth
before he learns to speak and as he does. I believe some significant differences would
emerge when, for example, comparing the language used by a white/westerner mother
to her child and an Aboriginal mother to hers.

Immediately comes to mind my hearing an Aboriginal grandmother giving a small
child detailed instructions about what to call various relatives and what they would
call her. As well, the grandmother outlined obligations and appropriate behaviour for
the child to take. This kind of information is pas.sed on to the child over and over again
until she knows who is who and how she is expected to hehave.

In contrast to this, in my family. I have observed the young mothers giving a lot
of verbal instruction to their children hut it's been quite different. It usually includes
reasons why the child should behave the way the mother wants. For example, 'Ifyou
go outside without your shoes you'll get a cold'. If you want me to take you shopping
this afternoon, pick up your toys'. 'Why don't you go out to Grandma in the kitchen.
She might have something for you'.

Some detailed 'diary' studies of real Aboriginal situations would he very helpful. As
well as learning how to talk, the child learns what is appropriate to say. The Aboriginal
child learns about kin, the white child to question everything, 'Why, Mummy, why?'.

My hypothesis is that many white children are born into an environment where left-
mode thinking is used in interaction with them-long before they can use that sort of
language themselves. I continue to hypothesise that many Aboriginal children are born
into an environment where primary focus is on 'who's who' and how to behave-in a
real life situation, not a hypothetical one.

BIBLIOGRAPHY
BAIN, Margaret Swrling. 199. ',1! the Interface. The Implicatioto of Opposing Views of Realiti... MA thesis.

Monash 1 'niversit Vlayti Ui. Victi

littlAYSTER, E. Ili( nmis and Elithreth S. BREWSTER. 19,41 langtuge Learning and Mission_ Pasadena. Ca:
Fuller Ii I f Wiirld in.

247

2 3



CHRISTIE. Michael J. 1984, The CU.:minim World of the Aboriginal Child. PhD thesis. University of
Queensland. Brisbane.

EDWARDS. Betty. 1979. Drawing on th.- Right Side of the Brain. Glasgow: Fontana/Collings. (Originally
published J. P. Tarcher. Las Angeles).

GAZZINGA, M. 1972. 'The Wit Brain of Man'. In R. Held and W. Richards, (eds.), Perception: Mechanisms
and Models. San Francisco: W. H. Freeman.

GRABER. Philip. 1987. 'Thematic Organization of a Kriol Story journal of Pidgin and Creole Languages
2( 2):209.227,

GRAHAM, B. 1984. 'Finding Meaning in Maths: An Introductory Programme for Abortginal Children'. The
Aboriginal Child at School/12 (41:24.39.

HARRIS. Pam. 1980.' Measurement in Tribal Aboriginal Communities Darwin: Northern Territory Dept of
Education.

HARRIS. Stephen. 1984. 'Aboriginal Learning Snies and fOrmal Schooling'. The Aboriginal Child at School
12(4):3 23.

HUDSON. Joyce. 1970. Walmatjari Paragraph Types. Unpublished paper

HVITAR. George I. 1977 Vorkl Views, IntelAgerice and Crass-Cultural Communication'. Ethnic Studies
1(3):24 35.

LANGLANDS. W H. 1981. T.baracwriStics of Aboriginal Cognitive Abilities: Implications for Literacy and
Research Programmes'. In S. Hargrave. (ed.). literacy in an Aboriginal Context, Work Papers of 511.
AAB series B, vol 6, pp. 31-80.

lAlGHREN, M. 1978. Directional Terminology in Wartfiri, a central Australian Language'. Working Papers
in Language and linguistics 81 16. Tasmanian College of Advanced Education, Launceston.

LEVY. J. 19644. Differential Perceptual Capacities in Major and Minor Ilemitioberes'. Proceedings of the
National Academy of Science vol. 6.

MARSH, James, 1970. 'Paragraph Structures of Manljilt,ara' I npublished paper.

SAYERS. Barbara). 1976. 'The Senwnce in Wik.Mungkan: A Description of Propositional Relationships* Pacific
Linguistics series B. of 44.

1981. Your Rectangle has Fallen off the Verandah. Paper read at American Anthropological Association,
Los Angeles, Dec. 1981.

1982. Aboriginal Mathematical concepts: A Cultural and linguistic kcplanation for Sonw of tbe Problems'.
S. Hargrave. (ed.). Language and Culture, Work Papers of SIL AAB series B. vol. 8. pp. 183 2(X).

Republished in the Aboriginal Child at School 1983 11( 1)3 18.

1986. A matter of Choice: Aboriginal View of Causality and Disonirse Structure. Paper read at A1AS
Symposium on Discourse. Canberra. 14 May 1986.

1987 'No Match Workl View and Bible Translation' Notes on Translation 123( 12):1 35.

SEAGRIM, G. N. and R. J. LENIX1N. 1980. Furnishing the Mind: A Comparative Study of Cognitive
Devekvment in Central Australian Aborigines. Sydncy: Academic Press.

SPERRY. R. W. 1969. 'lateral Apecialization of Cerebral him:lion in lb Surgically Separated Iletnivheres'
In E. J. McGuigan and R. A. Schot mover, eds.. The Nychophysiology of Thinking, pp. 1(1) 29. New
Y(nic Academic Press.

THOMPSON, Richard A. 1984. language, A, Brain. and the Owstion of Dichotomies' American
Anthropologist 861 I 1:914 105.



Chapter 31

WHOSE IDEOLOGY?: ADULT
ABORIGINAL ATTITUDES TO
EDUCATION ON ME CARNARVON by Sherry Saggers
ABORIGINAL RESERVE Dennis Gray

Since 1972 successive Federal Governments have pursued the policies of sel
determination or selfmanagement in Aboriginal affairs. Implicit in these policies has
been an ideological commitment to the notion of increased Aboriginal autonomy.
These policies reflect aspirations in Aboriginal communities. However, quite apart from
the ambivalence in the wider community, the policies neglect differences both within
the non-Aboriginal bureaucratic structures concerned with Aboriginal affairs and in
Aboriginal groups themselves. To the extent they influence action, ideological
differences in this area have implications for the establishment of sustainable
autonomous Aboriginal institutions. Ideologies are often in conflict with social
structural realities. In particular, the policy of self-management disregards the
dependence of Aboriginal groups on wider, non-Alxiriginal socioeconomic structures.

The literature on Aborigines has highlighted a continuity of traditional values and
ideologies in contemporary life (Kolig 1977; Tonkinson 1970, 1974). In addition, non-
Aboriginal elements have been incorporated into the traditional ideological domain
(Tonkinson 1974). Despite this syncretism, however, there is evidence from many
communities of a clear separation of 'bloc:Vella' and 'whitefella' domains, with the
former being largely concerned with the maintenance and revival of Aboriginal Low
(Akerman 1979, Gray 1977, Sackett 1978, Tonkinson 1978, 1982). On the other hand.
there has been a perceived reluctance by Aborigines to assume responsibility for the
'whitefella' domain. This has been presented as a major difficulty for the implementation
of the Government's self-management policy.

The conflict of ideology between Aboriginal and non-Aboriginal people, and even
within Aboriginal communities has implications for Aboriginal education.
Complications arise especially in those communities where contact with non-Aboriginal
people is unavoidable. Unlike remote Aboriginal communities, The Camarvon Reserve
Mob was not able to 'go it alone' as their physical proximity to a major rural town made
them more vulnerable to the implicitly amimilationalist policies of various government
departments. This paper examines the issue of conflicting ideas about education in
the context of the Carnarvon Reserve Mob's attempt to improve educational
opportunities for their children.

SHERRY SAGGERS. Department of Aboriginal and Intercultural Studies,
Western Australian College of Advanced Education, P.O. Box 66, MT 1AWLEY WA. 6050
DENNIS GRAY. Community Health Research 8i Training Unit,
17n iversity of Western Australia. CRAWLEY WA. 6009
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CARNARVON RESERVE
The town of Camarvon is located on the coast of Western Australia one thousand

kilometres north of Perth. It has a population of approximately 7,5430 people of whom

1,500 are Aborigines. The wider Aboriginal population of Camarvon and the distinct
groupings within it have been described by Dagmar (1978a, 1978b, 1983.4). The

Camarvon Aboriginal Reserve was located about three kilometres to the east of the

town on the banks of the Gascoyne river. The Camarvon Reserve Mob was made up
of about three hundred individuals of whom at any one time approximately one

hundred and fifty were in residence on the Reserve itself. The remainder could be found

either working on pastoral stations to the north and east or visiting relatives in towns

such as Onslow and Meelcatharra.

The Reserve people were the most culturally conservative of the Aborigines residing

in Carnarvon. Many had only moved permanently to the town from the stations
following the awarding of equal wages in the pastoral industry in the late 1960's.

Although their ancestors had been in contact with Europeans for about one hundred

years and economically they were dependent upon the pastoral industry, the Reserve

Mob had retained some key elements of Abotiginal traditions (Gray 1976, 1978, 1979).

As a community they had struggled both to maintain a more-or-less separate Aboriginal

identity and to impftwe their standard of living.

ATTITUDES TO EDUCATION
Among the adults on the Reserve there existed a variety of attitudes to formal

education which cut across all sections of the Mob. Many of the older people-who
themselves had no formal education-were often the most vocal in enjoining the children

to attend school. Although believing that education could lead to material rewards and

status within the wider community, their awareness of educational processes within
the school system and the mechanisms of sOcial mobility was rather limited. Among

some of these older people and the middle aged initiated men, there was also the
view that the schools should impart some knowledge of Aboriginal culture. There was

a precedent for this in that two of the men had taught children in the Special Projects
Class at Carnarvon High School to make traditional artefacts. This was viewed as a small

step in the right direction. However, the way in which other cultural elements might
he integrated into the curriculum had not been thought out except in the vaguest of

terms. It was people partisan to these views who censured some of the younger people
who had accepted the values and beliefs acquired through the education system and

who had drifted away from the Mob.

Others within the Mob acknowledged the importance of education within 'the wider
society but also recognised that there were factors other than education involved in
'getting on' in the world. These people-having gained little material benefit from their
own education-believed that formal schooling was largely a waste of time. This attitude

was reinforced by two factors; the general lack of employment opportunities and the
minimal educational requirements for what was regarded as the mast prestigious form
of employment station work. Parents recognised that there was a need fiw their children

to acquire some basic education but the attitude that they themselves had survived
with no more than a minimum was often passed oil to the children.



Another set of attitudes cut across those described above. Some of the children had
committed minor acts of vandalism and theft. These acts often occurred while the
children were playing truant and, for the parent or thase responsible for the children,
occasioned negative interactions with the police and officers of the Depanments of
Education and Community Welfare (as it then was). To the Reserve people the
children's behaviour in itself was of little more than nuisance value as, for example,
when the public telephone On the Reserve was broken. Under these circumstances,
as the behaviour was regarded negatively by the wider society, it was deemed that school
was the most appropriate setting to discipline the children. Thus the people attempted
to ensure the children's regular attendance at school to minimise pressures from
officialdom. In this respect, there are important parallels with the situation at Jigalong
described by Tonkinson (1982 ).

Furthermore, in conversation with government officials, many of the Reserve people
expressed more positive attitudes towards formal education than they actually held.
This was for two reasons. Some told officials what they 'knew' the officials wanted to
hear in order to hasten their departure. Others, believing that generally non-Aborigines
value education. expressed similar views to gain and maintain friendly relations with
those people.

Among the younger children there was enthusiasm for the new experience of schixil.
However, as they grew older this enthusiasm dwindled. The stress on punduality and
the standard of d isdpline enforced at the school stooti in stark contrast to the permissive
attitudes ( hy European standards ) of the parents. The curriculum also had little
relevance to the children's everyday life. Additionally the Reserve children were much
less div rced from the life of adults than were the non Aboriginal children, Consquently,
while not generally as advanced academically as their classmates, the Reserve children
were more st icially mature. To some extent this alienated them from the other children
and from the school itself. This trend was exacerbated hy the racism exhibited by non
Aboriginal children. In the lower school grades it was common to see Aboriginal and
non.Aboriginal children playing together hut as they grew older the non-Aboriginal
children adopted the racist attitudes common in the n)W11 and increasingly shunned
their Aboriginal classmates. These factors manifested themselves in a high truancy rate
among the Reserve children. This is not to say, however, that the Reserve children were
adverse to school and education 'per se.. While playing truant, many of the children
attended the kindergarten classes which were held in the Reserve hall and were keen
to participate in the activities in that less formally structured setting. This placed the
kindergarten staff in an awkward position. hey did not wish to appear to be
encouraging such attendance it felt that they shouki attempt to cater for the truants.

lkspite the ambivalence and diversity of attitudes ti)wards educatk)n, it is possible
to state that generally the Reserve people believed that an elementary education was
necessary for 1114...ir children. In additi( in some telt that schi x)ls should impart sonic
knowledge of Aboriginal culture to the children-though few had attempted to clarify
the means by which this could Or should he done.
ME RESERVE SCH(X)1,

The estaNishment of an Aboriginal schi )01 on the Carnarvon Reserve in 197 did
not ()ccur in an hist(irical vacuoill In the preceding ten years or so, a succession of



Aboriginal organizations had concerned themselves with the education of the Reserve
children. The activities of these organisations included homework classes on the
Reserve and, in 1966, the establishment of a kindergarten. The kindergarten was
extremely successful. By the mid. I970's it had expanded to also cater for non-Reserve
children. obtained funds for a new building off the Reserve, and WAS maintaining an

annexe on the Reserve. During this same period, an organisation of the Reserve people
also concerned itself with nutters pertaining to education. At its meetings discussion
often centred on the problem of truancy and some minor action was taken to alleviate

this.

Also pertinent to the establishment of the school was sporadic debate among some
older members of the Mob about broader educational concerns. This centred on the

maintenance of Aboriginal traditions-the law. Both sides in this debate started from

the premise that the law was important. On one side, however, were those who believed

that the young people were 'cheeky' and unworthy and should be left to go their Own

way. On the other were thtrie who believed that the people must take pusitive action
to teach and guide the 1(oung and saw the schools as a potential vehicle for this.

In late 1976 truancy among the children becoming an increming problem for both

the staff at East Camarvon Primary School and the children's parents. The headmaster
at the school was aware that the education system was not relevant to the daily lives
of t he AIN wigina I children. Consequently, he sought aid from the Disadvantaged Schools

Commission. to Llevekip a programme which would attract the children to the school.

The headmaster put his proposal to the Koorda Club ( kurta = elder brother )an

organisation purporting to represent all Aborigines in Carnarvon, but in the mid.1970's
largely dominated by the Reserve people. However, some members of the Koorda
Club's Executive Committee had reservations about the development of the programme

at East Carnarvon School. They kared that a special programme might he used to take
Aboriginal children who were considered to he a 'problem Out of the mainstream of
educatic in hut provide them with no viable alternative approach. These Committee
members and a European woman who had had a long a.ssociation with the RetiMe

people expressed their concern to thc Mob as a whole. In the weeks that followed
the proposal and some alternatives were freely discussed. One option, a vague idea

ir the establishment of a separate school along the lines of the kind t. rganen. had been
around for some years and at this time gained wide acceptance.

In November itro a meeting was hekl to discuss the East Carnarvon headmaster's

proposal. This meeting was attended by approximately filly adults. On the day of the

meeting a small parry ofvisit( )rs from Strelley arrived at the Reserve. Tw i f t hese visitors

addressed the meeting and extolled the virtues of the Aboriginal schi)ol at Strelky.

This helped to sway the meeting which came out in Eivour of establishing an

independant sch(x)l on the Reserve. The members of the Executive committee and

the European woman who was also a teacher were then asked to take the matter up
on the Mob's behalf.

ihi Ne wganising the sell( x)l hi )ped that rather than g( ,ing it alt wie t hey LI )ti Id

Wi wk with the East carnam in Primary sack& Ti this end they prop( Pied that the Primary

Sch( x )1 establish an annexe ( Hi the Reserve. They believed this wi tuld mi rc readily meet
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the needs of the children and that the prolect could be funded by the Disadvanuged
Schools Commission. However. they were told by the Superintendent of Aboriginal
Education that, as a matter of policy, the Education Department would not set up an
annexe on the Reserve. He suggested that the Koorda Club write to the Minister of
Education with their request and said that if the Minister refused it would he pos.sihle
for the Koorda Club to establish an independent school.

At the beginning of the 1977 academic year the Koorda Club forwarded a letter to
the Minister of Education requesting that a school be established on the Reserve. That
letter was signed by approximately one hundred Reserve rvople. On the 16th March
the Minister acknmledged receipt of the letter and promised to look into the matter.
However, no further correspondence from him was forthcoming. In the meantime a
new headmaster had been appointed to the East Camarvon Primary School and with
the secretary of the Koorda Club he briefly visited the Reserve and spoke to some of
the parents. He believed that something should he done for the Reserve children hut
that it should he done by the Education Department and warned the Koorda Club
Executive of the difficulties of establ ishing an independent school. The matter remained
unresolved until the end of April when the Executive Committee, the European teacher
and some of the parents decided to go ahead and open an independent school on
the first day of the Education Department's second term. The Reserve school opened
on the 30 May in a hough shed which had been constructed by the children and some
of the men. The opening %Us auspicious and the response of the children enthusiastic'
even among those whom the headmaster at East Camarvon described a.s 'hard .core
truants'.

Once the decision to establish an independent school was taken most of the
organisational details were left to the European teacher. From the outset the scheme
faced great difficulties, not the least of which were financial. When an independent
school is established and classified by the State Education Department as' 'efficient' it
is eligible for recurrent grants from the Federal Government's Schools Commission.
However, such funding is not available to establish a schoc 4. Consequently, the Reserve
school was totally dependent upon a small cash payment made to it by the Koorda
Club and miscellaneous donations of stationety and equipment. As there was no numey
available fin- staff salaries the Eurc wan teacher, a second teacher, and one of the Reserve
men agreed to wi wk without pay until funds were available to pay them or to hire other
teachers.

Another important handicap was the short period of time available between the
decision to establish the school and the actual opening. As a result, the teachers
primarily had to concern themselves with administrative matters. Limited time was
available to be spent with the Reserve people on a mutual clarification of aims for the
school, teaching methods to he employed, or the development of a comprehensive
curriculum. For their pan, the teachers aimed at providing a primary school education
which woukl equip the children to compete on equal terms with non Aboriginal
children when they reached high school. This involved the provision of ski I Is in reading,
writing and mathematics but using the children's everyday experience and cultural
background as a basis. The teachers ;ilso recognised 'the importance of knowledge of
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the wider community within which . . . (the children) will need to he able to operate'
(Koorda Club 1977), They believed this knowledge was not adequately imparted in

a conventional school setting and they planned to organise regular excursions into the
wider community for that purpose. The emphasis in the school was to be on 'open
learning' in the children's own 'ner.,hreatening environment'. As the children had not

had this tyrw of educational exile -e in a school situation, the teachers thought that
it would probably take the children at least a term to settle into the new system.

That the teachers did not have the time to develop a comprehensive curriculum in
advance or to discuss their aims with the people led to a falling away of support for
the project as it progressed. In the first place, the demand of the older people that
traditional cultural values he emphasised was not really achieved. The people
themselves had no experience in formal education and were not in a position to
articulate to the teachers their general goals as specific learning objectives. The result

of this was that one of the men taught the children traditional dancing and the making

of artefacts hut in a manner largely divorced of cultural context, thus falling far short

of what the older people had envisioned.

An important area of disagreement which developed between the teachers and the

people was with respect to the interrelated areas of the context of learning and
discipline. The teachers believed that conventional approaches to educa:km were
unsuitable for teaching Aboriginal childrn in particular and intellectually stifling in
general. In the Reserve school the teachers attempted to provide an 'open learning'
situation and one in which the children could learn through play'. The Reserve people.

on the other hand, had not the experience which led the teachers to be disillusioned
with the education system 'per se'. The few older people disillusioned with the
European system were so because it did not emphasize Aboriginal values, not because

of the system as such. As indicated, there was a more general concern that school should

act as a disciplinary institution and many of the parents thought that a school in their
own community which they controlled would be more effective in this regard. Parents
wanted their children to be in school, seated at a desk for six hours each day. working
at the 'three Rs'. However, this was not what they got. What the teachers saw as 'learning

through play the parents saw only as play.

In addition to not being prepared for the problems of actually running a school.
the people were not aware of the controversial nature of what they were doing and
were not prepared for the opposition they encountered. When the school opened this
oprx Ait ion was both swift and vehement. The new headmaster at East Camam in Primary

School-who was still attempting to provide alternatives within his school told the
parents he considered the move ill-advised Officers from the Department of
Community Welfare would not recognise the school and they advised the parents of
guardians of a number of children who were state wards that the children were not
permitted to attend the school. This reduced the number of pupils and caused their
parents to become more qualified in their support r the school. This official
opposition was joined by some of the more acculturated Aborigines from the town
who criticised the school as heing a return to the days of Aboriginal segregation, It
appears that, in pan, such people. having struggled hard for acceptance in the wider
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community, had accepteil the ideology of assimilation and saw more overt expressions
of self determination among other Aboriginal groups as compromising their position.
This broad opposition left the Reserve people bewildered.

Under these circumstances, the people's enthusiasm for the project was not sustained
and by August it had almost completely waned. In that brief period the attitudes of
the adults changed from unconditional support, to bewilderment and uneasiness and
finally to abandonment of the scheme. Thus, when the headmaster from East Camarvon
Primary School addressed a meeting at the Reserve hall and presented a proposal to
conduct a special clam for some of the Reserve children at his school, the people
accepted. At the end of its first term of operation the Reserve school closed and the
children returned to East Camarvon Primary School.

DISCUSSION
Aborigines on the Camarvon Reserve had managed their own affairs for many years

within the context of their dependent position within the wider society. Such self
management was largely pragmatic, not wrought into a formal ideology. and did not
often coinckie with the ideals of non-Aboriginal Australians. However, the people had
their own priorities and brought to bear their limited resources to achieve goals they
deemed desirable. This was manifest in-among other things-a revival of traditional
religion among them. a struggle over many years to have thei living conditions
improved and in the establishment of the Reserve school. (Gray 1977, 1978).

Aboriginal communities are often portrayed ati being ideologically homogeneous.
However, the situation described here illustrates a diversity of beliefs among the Reserve
people with respect to the is,sue of education. The Reserve school did not grow Out
of a formal ideology of self management held hy the community as a whole. There
were some who saw schc)oling as a potential vehicle for the reinforcement of traditional
Aboriginal val...es. Others saw it as a means of disciplining children, keeping them out
of trouble and, hence, minimizing unwelcome contacts with non-Aboriginal
bureaucrats. As well as this there were people-mainly single young adults-who were
not committed e.) any position hut were prepared to go along with decisions made
by those most directly affected. Despite the diversity, however, the people did decide
upon a comim Hi c()urse of actk Hi to manage the educational problems confronting
them.

Having made the decision to act themselves. the people needed supporting in that
dedskm. The Reserve people, like most Aboriginal communities, were economically
dependent on the Ili Hi wigi nal community. especially the puhlk sector. t 1nl ike s me
more affluent religious or ethnic ininorities, they had neither the material resources
nor the political ill Aver which accompanies those resources to establish a school
independently. I :nder these circumstances, to bring the school to fruition the Resew-
Mob needed the backing of go wernmental bureaucracy. However, this was not
forthcoming. On the one hand. State Education Department had no policy of allowing
Aborigines to determine their own educational needs. On the other, the Fec.eral
Government Department responsible for the policy of sdf management Aboriginal
Affairs took no action on the issue.
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tack of resources to effecti..ely implement the decision to establish a school and
the absence of suppott fi.oin governmental agencies took their toll on the attitudes
of the people towards their school. When people talked about having their own school
they generally imagined having a conventional school (such as the one at East
Camarv n, compkle with teachers) placed on the Reserve tor the exclusive use of their
children. However, the financial aspects of the scheme were not really discussed or
comprehended, although there was a general feeling, given the rhetoric about self
management, that some form of 'Government' assistance would be forthcoming. M
the Reserve school did not have the financial resources with which to obtain abuilding
and equipment. it lacked the tangible facilities which symbolised a school. That is, it
appears that many people thought of a school in terms of a building, rather than as
the proces,ses which took place within the building. Because of that, the Reserve school
did not appear to be a 'real' school; besides which, the children were obviously
materially disadvantaged at the new school when compared to their previous situation.
The people had wanted something which other Aboriginal groups in the town did not
have but they also wanted something which would he looked urxm with admiration
by outsiders. In this respect a sell( o1 in a bough shed became a source of embarrassment
to them rather than a source of pride. This erosion of Mob support for the school was
funher exacerbated because of the different approaches of the people and the teachers
with regard to the aims of the schtml.

At this point a disgressit in is in order to reflect upon the attitudes of the two non
Aborigines most involved in the episode. Depsite her close friendship with many of
the Reserve people. the older non Aboriginal teacher. once she had the initial support
and mandate from the people. took its continuance for granted. The opposition to the
scheme was voiced and the sdiool ran into other difficulties, the people reconsidered
their ptisition. wanted appnwal for the scheme outside their community, not
rejection because of it. Vben the school began to run into difficulties the teacher was
prepared to stand on principle and con frt mt the critics. However, the principle for which
she mot x.1 was no longer that of the Mob. This vkas also the ease at the end when she
was continuing to press f(ir a scluxil the Reserve pt.( Tie no longer wanted. For his
part, the headmaster appeared to believe the Reserve people had never really wanted
a separate school. He believed the teaclwr had established the school without the
po ples supp( in and inexpl icably. the pet iple had al h wed their children to attend. That
the teacher did not have the support of the Mob at the end was, for the headmaster.
proof that she never had it. This reflects an implicitly racist view of Aboriginal non
Aboriginal relations. Certainly. Aborigines are influenced by the ideas of those peopk.
within the wider community with whom they come in contact. However, the criticism
suggests that Aborigines do not have the faculties to evaluate the ideas and options
and that they are sheep to be led by any opportunist who so desires.

Both these people, in fact, failed to recognise that the Reserve people like people
anywhere may change their minds according to their evaluation of a part icular sit uatic
For tluise w(wking among AIN wigines there is an imponant lesson to be learned Inini
thk. Rather than getting involved in pem mal recriminations about who is 'right about
what the pecyle want. fit HI Abc wiginal advisors need to be much nuire in tune with
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the continual changes of opinion which (x..cur in any community, Instead ill` attempting

to force the people into the restrictive framework of opinions once. or presently, held

community workers have to he as flexible as the people themselves.

CONCLUSIONS
No One would seriously suggest that in precontact times Aborigines had any

problems in managing their own affairs. It is only in the context of colonisation and

dependence that this has become an issue. Even in their present situation, Aborigines

have tux abdicated a desire to control their own affairs. Many writers, noting the

dichotomy that Aborigines have made hetween blackklIa' and 'whitefello' business,

have indicated that Ab..,ogines continue to effectively manage the former. It has often

been assumed, however, that they have little or no interest in 'whkefella' business. We

believe this is an over-simplification. It is useful to make a distinction between those

issues in which Aborigines have no interest and those which they have decided they

have little chance in influencing but would given a real opportunity. This case study

and the recent upsurge in the establishment of Aboriginal community schools ( Rudd( )ck

et. al. l985 I indicate that education clearly falls into the latter category of 'whitefella*

business.

Self-management as formulated hy politiciami and huwaucrats is an imposed

ideology. It is concerned with those issues falling idto the domain of 'whitefella'

business and which are of concern to non-Aborigines, lt downplays or disregards

Aboriginal initiatives in other areas of their lives and is divorced from that reality.

Furthermore. it is a high level abstract ideology which takes little or no account of the

dependence of Aborigines on the wider community. Responsibility for the

implementation of this policy rests largely with the Department of Aboriginal Affairs.

The policy has not been systematically applied in areas outside the purview of DAA,

and DAA lacks the power top influence other federal and state government departments

to implement the policy. All of these factors compromise the effectiveness of the policy

of self-management.

The attempt by the Carnarvon Reserve Nlob to establish their own school failed largely

because they did no have the resources to implement their decision. When they

proceeded with the scheme in the face of this difficuky-despite the official policy of

encouraging Aboriginal initiatives-they received no support from those whose role was

ostensibly to help them to become independent. This case study and the continuing

plight of Aborigines. after more than ten years of self determination self-management.

demonstrate that policy based on an ideology which fails to take acco,-.1 of .social

structural realities is b()und to have ()illy marginal effect.

Catherine Berndt has described current government policies towards Aborigines as

'the new paternalism' t ItY":404 I. The policy of self-management requires that

empl()Wes of DAA take a back seat and allow Aboriginal communities to make their

own decisions. Howes.er. as Catherine Berndt goes on to say. Just because there is

no non Aboriginal authority figure in sight, that does not necessarily mean that none

exists' ( 19-7:405 ). As the present study illustrates. paternalism can be exercised through

ails of omissi( ni as well as acts of commission. 1 'nder such circumstances. I'M ditled
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but essentially assimilationist policies continue 'more obliquely under the facade of
self determination' (Bemdt & Berndt 1977:ix),

REFERENCES
AKERMAN K. 19-9 The renascence iAbi wiginal law in the Kimberleys. In RM &CH Berndt teds l. Aborigines

of the Wrest: Their Past and Their Present, University of' Western Australia Press, Nedlands. pp 234

42

BEAZLEY K. et. al 19)0 Eduation in Weswrn Australia; Report of thr Committee of Inquiry into Education

in %Western Australia, (iiivernment Prinwr, Perth.

BERN! )T CH. l'r- Out tithe Irving pan..? or. back to square tine, In RM Bemdt (ed ), Aborigines and Change:
Australia in thy 70's, Ausiralian Institute of AN wiginal Studies. Canberra, pp. 402.11.

BERNDT RM & BERM YE (;H. Pr- The World tithe First Australians, 2nd edition, lire Smith, Sydney.

1)AGMAR I I 19-Ki Aborigines and Poverty: A Study of hicrethnic Relations and Culture Ctinflict in a Western

Australian Town. Numegen Cad's 'niversity. Nijmegen.

19-14b Marginal Australians: A prelude to political involvement In MC Howard (ed ). "Whitcfella
Business": Aborigines in Australian Politics, Institute for the Study Human Issues, Phillphia, pp.

1983-4 Planning kir Aboriginal social change: the rule of cultural identity Amhropokigical Forum

i( 2). 208 220

DEPARIMENT OE )RIGINAL AFFAIRS, 1985 Departmental Guidelines. l)cpartment if Aboriginal Affairs,

Canberra

(iRAY I). 19-6 Aboriginal monuary practices in Carnarvon. Oceania .471 2), pp 1.44 156.

Pr- A revival of the law: the probabl spread Of initiation circumcision to the ems* of Western
Australia. Oceania .48t 3 pp. 1'0 201.

19'8 "Identitv Amongst tbe Lamar! yot Reserve Mob". MA thesis, l'niversity of Western Australia_

Traditional medicine on the Carnarvon Ah wiginal Reserve. In RM & CII Berndt I eds I, Aboriginal
on thr West: Their P2 til and Their Present. 1 "mtersity of Westem Australia Press. Nedlands. pp_ 169

1'0.

GREEN N. 1986 European Education at Oombulgurri. an Aboriginal Settlement in Western Australia. MA

thesis, l'inversity of Western Australia

HARRIS M. 19-9 Cultural Materialism: The Struggle for a Science of Culture, lima nil 114nise, New Y(nk

KEFS1NG R. Itr-i Thei wies of crulttire. Annual Review of Anthropology 3, pp -3 97.

KOLIG E 19-7 'From tribesman to iitizet Lbange and continuity nt idilitities among south Kimberley

Aborigines'. In lest Berndt ( ed1, Aborigines and Change: Australia in thr '70s. Australian Institute of

Aboriginal Studies, Canberra pp. 33 53.

KOORDA CL1 'B. 19" Notes on the Community SO)* ii ii for the Camam ni Reserve. Ms.

MYERS F. 19140a The cultural basis of Pintupi life. Mankind 12. pp. Pr 21 t.

1980b A broken code: Pintupi rho iry and contemporary Si üi Ilk' Mankind 12, pp 311
326.

Rt'DI)OCK P.M. et. al. 1985 Aboriginal Education: Report of the House of Representatives Standing
Committee on Aboriginal Affairs, Australian Government Printing Service, Canberra.

SACKETT L 19714 Clinging to the law: leadership at Wiluna. Iii MC Howard ( ed "Whiteklla Business":

Aborigines in Australian Polkics. Institute for the Study of Human Issues. Philadelphia. pp. 3- 48.

STANNER WEIT 1979 The Dreaming. In White Man Got No Dreaming, Essays 1938-1973. Australian National

niversity Press, Canberra. pp. 23 40

TONKINSON R. 19-79 Aboriginal dream spirit beliefs in a contact situation Jigalong, Western Australia. In
RM Berndt ed I, Australian Aboriginal Anthropology t7niversity of Western Australia Press. Nedlands.

pp 279 91.

*1974 Tbejigalong Moh: Aboriginal Victors of the Desert Crusade. Cummings. Memo Park

258



19-8 Alx o immunity autonomy myth arid reahty In 'i( Ili iward ed ''Whiteklla Busincv,"
Aborigines in Australian Politics, Institute fin. the study (if Hurnan Issues, Philadelphia, pp 93 103

1982 Outskle the pt iwer of the Dreaming: paternalism and pemussiveness in an Aboriginal sett len lent.
In MC Howard ed 1 Aboriginal Power in Australian Society. l'imersity tit. Queensland Press. St tut-6.
pp. IIS 30.

BEST COPY AVAILABLE

) 59



APPENDIX

PRESENTER S WORKSHOPS PAPERS MONDAY SEPTEMBER 19th
12-1pm

1. NICK THIEBERGER language programmes for tradition or for today?

2. PAI 'I. H SCHENHOFEN The Development of the Traditional Aboriginal Teacher
Education Program at Noonkanbah. A discumion on the
development, purpose, siructurc and features of the TATE
program.

3. 1X)REEN BEDFORD The Drover's Daughter. A life story from life in the outback to
tertiary graduate.

.4. LYN RILEY MI "MANE Policies and Practices of Aboriginal Particpation in Higher
Education.

5. BARBARA SAYERS Teaching Reading to Thaditionally Oriented Aboriginal Adults.
Discusses the implications of research into the learning styles,
world view and cognitive development of traditionally oriented
Aboriginal people for the teaching of reading to learn.

6. CliERI YAVI KAMA
PAT DI DGEON
JENNIFER SABBIONI

Empowerment Through Learning.

ROBYN WILLIAMS Sexuality and Reproductive Health for Aboriginal Health
GREGORIANA PARKER Workers. Teaching strategies/content used and developed in a

workshop for senior women (A.H.W. in the E. Arnhem Region ).

s. ERIC HAYWARD A Practical Lemon Adult Aboriginal Students, Hedland WA.
A lecturer's change in teaching method and strategy to a more
practical approach becaUse of unsuccessful lessons.

9. MAY CI IAIXER
WENDY BROVN

Aboriginal Student's Success or Failure: Factors Affecting
Adjustment to Tertiary Studies and Academic Achievement.
Based on preliminary research by the authors, this paper wi l
address the issues ot the -nanny syndrome- versus self
respc insibility; posit ive and negative self concepts and academic.
achievement.

10 .11DITH KFARINs Psychological Testing for Intelligence and for Employment.
intelligence- tests, unfair to many cultural groups. are now
used little in the CR iss cultural context. Testing for empliiyment
suitability lus important differences, and may include necessary
assessment for some jobs.

11. soNNY FLYNN Grass Roots Learning.
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PRESENTER S WORKSHOPS PAPER, MONDAY SEPTEMBER 19th

2-3pm

1. BARBARA SAYERS Aboriginal People Learning to Translate.

2. ANNE.MARIE SMITH Learning Our Way. Two senior students will discuss their
THELMA CARLISLE approach to learning and as a group will try and draw
BARBARA McGILLVRAY conclusions for future learning.

3. HENRY HARPER The ALPA Co-operative and Family Operated Small Business.
The structure of the Amhemland Progrem Association: training
philosophies and programs: family businms training and
Operation.

.4. ISAAC BROWN The Way Nyoongah Peopk View Knowledge CA-inflicts with the
Manner in which Wetiala Systems Present Knowledge, and this
is compounded by the internalized victim status of Nyoongah
experience.

5. JOYCE NI TODING Learning Our Way.
COONANA ABORIGINAL
WOMEN'S GROI. TP

ORIEL MI 'WAY

7. ISABELLE PROCTER

liedland Colkgr Supporting Enclavc.

Adult Aboriginal Literacy Skills and competencies depend on
The Social Context.

8. CORAL LAUGHTON
MARILYN DAVIES

AH CHEF

literacy Program. A video production, teaching materials. and
I.A.D. publications showing some aspects of the literacy course,
will he included in the presentation.

9. FRAN CRAWFORD Aboriginal Knowledge: Does it Count? A presentation and
discussion of the difficulties of incorporating Aboriginal
knowledge into Social Work curricula under Aboriginal control,
with implications for tertiary studies generally.

10. SIIERRY SAGGERS
DENNIS GRAY

Whose Ideology? Adult Aboriginal Attitudes to Education on the
Carnarvon Aboriginal Reserve. The paper examines the
ct ing ideohigies of the Aboriginal and min-Ahiriginal
people who attempted to establish an independent scht x >1 on
the Carnarvon Aboriginal Reserve.

JI 'DY BI 'TIERS (Ising the Skills in a Community to Promote Self Determination
and Community Development.

12. BARRY LENNAR1) Adult Education at Bayulu ( Kimberley. WA.).
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PRESENTER S WORKSHOPS PAPERS TUESDAY SEPTEMBER 20th
11 am- l pm ( NOTE: 2 hour or 1 hour sessions)

I. KATHY TRIMMER
ROSE WIIITEHERST
TONY CALGARET
SANDRA WOOITORIDN

Nyungar Language Happenings in South West/Perth.
A description of the Nyungar languages courses held in Bunbury
1986 and Perth 1988. A brief description of the current project to
produce a Nyungar language kit and our proposal for the
Nyungar language and history recording project.

2. BARRY THORNE New Strategies for Aboriginal Teaching Pioneered by the
Aboriginal Education Unit, TAF.E., NSW. (Video "Change on
Both Sides- documentary followed by a discussion session ).

3. MICHAEL BREEN Productive Teaching and Learning For all Concerned. Roles and
behaviours which are productive for teachers and learners where
Aboriginals and other are involved in a learning training
experience.

4 DAVID HIGGINS Alcohol Education for Aboriginal Offenders. Presentati( Hi of the
kit and a review of the methods involved in teaching Aboriginal
Adult offenders.

sAN II(nARD Working with Aboriginal managers in remote communities
learning communication skills. Com m u n icat ion competencies as
pan of management competencies identifying the skills and
developing ways of learning these. An interactive session with
examples.

6. KARRAYILI

AIM "1:1- EDI 'CATION
CENTRE

Communiry Based Adult Education in Fitzroy Crossing.
Discussion and outline of outstation movement an Rind him K
Crossing and the need fix- Adult Educatk

* DARCY 13(m:11 )7; A Special Research Project undertaken for the "Learning My
Way" Conference, Retention rates are good in Rockhampton.

* t.t. ROD BROADHIRST Social Control. Learning and the Struggle for Law. Explores
some of the issues and problems arising from the interaction of
Angl() Australian law and Aboriginal s()ciety. Issues include the
enlistment of Aboriginal people in law enforcement and the
effects of this.

' 9 ERNIE s'lltIN(..;1-1( Cross Cultural Curriculum Development. A Negotiated
Curriculum. This workshop describes a pn)cess for developing
educati( in and training pnigrammes which are relevant to the
needs (if Aboriginal po)ple.

* 10. STEVE HAMMOND Making use of Student Organizations. A k xlk at student rights
and avenues for student inv( olvement within College and Guild
structures.

* I I. I MERYL KICKETI Aboriginal Values and Development.

ti( )11- Them.. _ire ( ii it ii NO,S1( !11S
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PRESEvrER S WORKSHOPS PAPERS T1 'ESDAY SEVITMBER 20th
I lam- lpm

*12. 1.ISA BELLFAR University of Melbourne's Aboriginal Admimions Scheme and
the Aboriginal Recruitment and Career Development Strategy.

*13. JOYCE HIDSON
MONA CIR

Learning Chuguna's Way A video presentation. Mona tells two
stories for the children to teach them what life was like when
she was young.

*1.4. DEBRA BENNET The Aboriginal Participation Initiative at Griffith University.

1S. EILEEN C:1'MMINGS Another Step Forward. Aboriginal Education Needs. Aboriginal
learning and teaching skills in relation to conservation,
presemition and management of land. -Rangers- etc.

*16. ANNE KOGOLO
TONY McMAHON

naining for Community Self-Management. A GISC Study.
Aboriginal communities on Mx.wikanbah and Millijiddee stations
in the Kimberley have been self managing for many years. This
paper considers what that means and how it works within the
context of social and economic devekTment.

*1" PHIL HERAI I) Developing Maths/Science Bridging Programs for Kooris. A
discussi(wi of my experiences arising from co ordinating a
tertiary oriented maths, science bridging program.

JOHN SHERWOOD
KEITH TRINCOTT
TOM BABAN

"Working with Aborigines in Remote Areas" Presenting the new
edition of this hook.

19 SARAH Y1' Aboriginal Studies Curriculum Materials. Presenting a range
of newly developed, regionally oriented curriculum materials f(
Ah iriginal Studies, f( Mowed by discussi(
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PRESENTER S WORKSHOPS PAPERS Ti ESDAY SEPTEMBER 20th
3.30-4.30pm

I. LANGIAGE MEETING

2. KALIANI TAITKENA Fiji A Multi-racial Society A Pacific Identity Our Culture.

3. PAll. ANDERSON Developments in Aboriginal and Islander Electoral Education.
The Australian Electoral Commission has conducted an
Atmriginal (and recently Islander) dectt)ral education
programme for 9 years. The presentation covers developnwnt in
both delivery and educational materials during this period.

. ANTHEA TAYLOR off-Campus Teacher 'Raining A Wdy of Life. A description of
problematic learning and teaching areas and points of pressure
for Aboriginal tertiaty students.

S. SHIRLEY BENNELL Nyungar Women Returning to Education. This paper is based
up(41 the experiences of Nyungah wi)men in Bunhury. WA. who
have returned to formal education.

6. CIIRISTINE NiccoNIGI.n. The Family Our Greatest Untapped Resource. Ways to focus
on parents as suppi niers of and contributors to their diild's
educatiini.

R( .RRA) The Role of Tertiary Education for Aborigines. Ideas. views and
discussion about the present and fut ure roles. Our aco mot ahi I itv
t( family. (Immunity and empliiyers will be addressed.

8. N1 %Ain. Adaptations Made at ESC() TAFF.

9. I )FNN IS TAN.Lou
EMU 'IAYLOR

IYALL (ARLETT

Home and Away. Setting up and running a student housing
o rp Clt 11 )11 .

It) -FAS RH WORD Meeting Aboriginal Requirements in Designing Formal Courses
Western Ideas About Adult Learning of Any l'se?

I
I

pAT 1)1,DGF(

DARLENE >NEN! lAM
Another Perspective on Aboriginal Identity
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PRESENTER S WORKSHOPS PAPERS WEDNESDAY SEPTEMBER 21st
1 lam-12pm

1. ROBERT CAPP Even Desert Kids Need Heroes.

2. GWEN BI7CKNAII. AboriOnal Adult Learning: Meeting a Diversity of Needs.
Informal diSCUMI( HI following presenution of ideas.

4. PETER McGLEW Anoriginal Ranger 71-aining in National Parks. History,
philosophy and outcomes of training kical Ahoriginal people in
National Park Management,

5. DAVID TREAGUST
PETER TAYWR
JOHN MALONE;

Bridging Aborigines into Tertiary Maths and Science Relation
Courses: A Curriculum Project. ( includes a display of S,M.E.C.
materials.)

6. YARRIE STE 'DENT
GROI P. HEIMAN!)
COILECE WA.

Aboriginal Education Difficulties in the Pilhara

'a. BARBARA SAYERS

"h. C1ARE MANN

Learning Procemes Observed at an Aboriginal Songwriters
Workshop. (verbal presentation supported hy audio cassette,
booklet and video clips. )

Aboriginal Men Produce their Own literature in Prisons. A
book publishing proiect.

8. AWMEGINAL STUDIES
PROJECT TEAM,
MINISTRY OF
ELM 'CATION. WA

9

Aboriginal Studies: Learning to live Together a Study
Programme for all Australians,

I X )1 'G HI 'BBLE
NORMA MORRISON
BARBARA I EARM

Pre-Tertiary Studies for Aborigines in an External Mode. Historv.
curriculum and organisation of the WA.C.A.E. programme.

GAVAN H.R:K Tranhy Aboriginal College.

1 RAIP11 FOLDS Adult Education at the Cross Roads. Reproducing the Present or
Choosing the Future. This paper examines the relationship
between community development in the third world and

ci immunities and midels of education and training

12. PAT DUI )GEON Self Esteem, Aboriginal Students.
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PRESENTER S WORKSHOPS PAPERS AF.DNESDAY SEPTEMBER 21st

12am-ipm

IANGI 'AGE PAPER

2. MERLE'. ODONNH.I.
BRAD SIMPSON

3. BARRARA SAYERS Left or Right Brain: Is There a Neurological Relationship to
Aboriginal Learning Styles? An anecdoul presentation which
shows the relationship of the incidents cited to what is usually
described as the activity of the right brain.

PRISON El )1 VNEION
GROI 'P. DErr oh'
CORRECTIVE
SFR\ 'ICES. WA.

Learning in WA. Prisons: Education Programmes and Problems.
A rep( wt on programmes fin- Aborigines. Infi wmation sharing
from other states.

S. I)OT HENRY Needs of Children in lastitutions.

6. ACCESS r(
ABORIGINAL
COMMI NICATION
Si1'l)U A.A.0 S
GROI
GERAII gON, WA.

Thr Dynamics of Aboriginal Group Learning: Group learning in
a Sp( )ntaneous situatit ill - the security of learning in i small
fam4 unit with the suppirt it provides,

\X'ILELAM VINCENT

8 DELORES ROI'

9 .iRYN ROIWRTS

Aboriginal Education Workers and Aboriginal Liaison Officers
Accem to Education and Training in WA.

A pilot pnigramme that enables A.FWs and A Las tc Wi irk

towards a Diploma if Teaching Ii Ic remaining in the
o MIMUnItV and stiu ds.

Teaching Styles for Aboriginal Adults.

10 MAR N1001)1'0
I WA! 'El ORKERS

.....

Aborigines in Business. A VOrkshi ip session iii give you an ide,i
ot hi Ay to get int() your iiwn business and be iur i iwn hi iss.

Health Education - A Way of life.
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