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Introduction

Outline of Master-Apprentice Program
The Master-Apprentice Program (MAP) is a world-leading method of Indigenous language
revival that was developed by Indigenous communities in California and has since been taken
up by First Nations peoples globally. The methodology is outlined in Hinton, L. (2002). How to
keep language alive: a commonsense approach to one-on-one language learning. The MAP
model is a best-practice method for rapidly growing fluent new speakers, through intensive oral
immersion sessions with elder speakers (the master) and adult learners (apprentices). (Hinton,
2002) describes the methodology as emulating how infants first acquire language naturally from
their family and home environment.  Master-apprentice programs were developed to address
the missing adult generation of language speakers (Hinton, et al., 2018).

MAPs see a return to old ways of learning and knowing, where Elder knowledge is privileged
above all else. The MAP model foregrounds self-determination and Indigenous epistemologies,
as no western specialised knowledge systems are required because English translations,
literacy and grammatical study are strongly discouraged (Hinton, et al., 2018). (Grounds 2016)
argues that immersion is essential to leave English and western study of our language behind,
because our languages do not exist as a mere translation of English, and the colonial overtones
and worldviews still reside within the dominant language that have no place in our language
revival. (Grounds, 2016) maintains that when we go back to our old, pre-invasion pedagogies of
listening, talking and gaining understanding as learners from our Elders, we transmit the full-life
of our languages directly from our Elders, which we cannot receive from western “experts”, a
dictionary or an app.

“The face-to-face approach that we use in revitalizing our language also recognizes
what is at risk of being lost: the heart of our cultures, the life-breath of our
communities, our spiritual traditions, our original instructions, and our innate sense of
who we are. None of those things can be put in a dictionary or transferred through a
long-distance learning module. These are the gifts our Elders bring to our youth”
(Grounds 2016).

After undergoing training from Native American MAP experts in New York, the Central
Australian endangered language community, Pertame, has been running the only active MAP in
Australia since the beginning of 2020.

MAPs are recommended in AIATSIS’s 2020 National Indigenous Language Survey (NILS) as
showing “notable success” internationally for languages with few elderly speakers where
intergenerational transmission has ceased (AIATSIS 2020). There are 78 Indigenous Australian
languages in this position (AIATSIS 2020); however, there is only one active MAP in Australia, in
the Pertame Southern Arrernte language community in Alice Springs.



10 Points of Language Learning in a Master-Apprentice Program

1. Leave English Behind – Learn your language through “immersion sets”
2. Make yourself understood with nonverbal communication – Understand and be

understood through pictures, actions, gestures, and activities
3. Teach in full sentences – Get away from word lists
4. Aim for real communication in your language – Learn language you can use every day in

real life
5. Language is also culture – Learn and do traditional activities
6. Focus on listening and speaking – You are learning conversation, not reading
7. Learn and teach the language through activities – Cook together, eat together, clean

house, do your daily lives together in the language
8. Use audio and video recording – Document your time together, and use the recordings

to practice your language
9. Be an active learner – Apprentice can take charge of his/her own learning – learn to ask

for language, IN the language
10. Be sensitive to each other’s needs; be patient and proud of each other and yourselves!
11. Have fun

(Hinton 2002)

The 2020 Pertame MAP

The Pertame 2020 Master-Apprentice Program sought to create new fluent Pertame speakers
within the younger generations of our family. The project put out applications for three Pertame
people who were dedicated and passionate about becoming fluent in their language. KD, JS
and ShA went through an application process with Pertame elders, and were accepted into the
program in January 2020. These young people committed 10 hours per week of full immersion
in Pertame language with elder Christobel Swan. Pertame adult Elder assistants were also
contracted to join lessons, learn with the apprentices and give guidance during the sessions to
build up the next generation of Elders in the community. The formal Pertame MAP ran from
February-December 2020.  Pertame young person, Vanessa Farrelly, is employed by the
Batchelor Institute’s Centre for Australian Languages
and Linguistics (CALL) to project manage the program,
and acted as an apprentice as well. Most of the
language immersion took place in Alice Springs, on
Central Arrernte country, where the majority of Pertame
people currently reside. Once a month during the
colder times, the master, apprentices and immediate
family travelled out to the Pertame homelands to spend
1-2 days immersed in language on-country. As the



apprentices were learning, they planned and ran language classes for Pertame children in Alice
Springs. This allowed them to share what they are learning with the wider family and improve
their skills through teaching.

Apprentices became scholarship trainees at the Batchelor Institute. They were paid an
apprentice wage of $20 per hour to acknowledge the time and effort they are putting into saving
the Pertame language. This scholarship helped offset the expenses from the time learning
language will take away from other life priorities.

Two of the original apprentices did not complete the program, and one of the adult helpers, the
daughter of the Elder speaker, came on board as an apprentice. Another Pertame adult joined
the MAP as an apprentice in October after helping organise a school holiday program.

The Pertame 2020 MAP Anticipated Goals:

1. After 12 months, our apprentices are fluent in Pertame language

2. the kinship relationship between young people and old people are strengthened again

3. Intergenerational learning and teaching takes place. As the apprentices learn, they teach
the children and eventually the adults to engage the entire family in the project.

4. The apprentices inspire the rest of the family as they become fluent

5. Raise the profile of Pertame language and people in Central Australia. Pertame people
exist, we still have language and culture, and we are proud people.

6. Bring the Pertame family groups together over a common goal: save our language.

7. Elders and apprentices have the opportunity to visit country more often, to care for
country through language.

8. Breathing life into our language again will heal our people, providing for our spiritual
well-being and giving our young people strong Pertame identities.

9. The four apprentices within the program are provided with an income to support their
commitment to the program, and gain valuable work experience in the areas of teaching,
linguistics, using technology and project management.



Project activities for the 2020 MAP

● Town based immersion sessions with the master and apprentices for 5-10 hours per
week, increasing to 10-20 hours per week after the first 5 months

● Monthly country visits to learn language over the weekend on Pertame homelands with
the master and apprentices

● Monthly children’s language lessons run by apprentices with the assistance of elders

● Apprentices to keep diaries of each lesson, and track their language learning progress

● Weekly visits to other Pertame elder speakers to expose apprentices to fluent Pertame
conversations

● Periodic meetings with the Pertame Project
reference group to make any relevant
decisions, track spending and progress of
the master-apprentice program

● Record each master-apprentice session to
be archived with Batchelor Institute for
future generations

● Apprentices are assigned home-work to
review recording sessions and study the
language outside face-to-face sessions.

Pertame apprentices with Master Elder on country

2021 Pertame MAP

After a comprehensive evaluation of the 2021 Pertame MAP, the Pertame MAP team embarked
on the second year of a MAP in our journey to create fluent speakers. Three apprentices from
the previous year continued on, ShA, AS and LS. Another apprentice, SaA, joined in June after
showing consistent dedication to the Adult classes and assisting with the holiday programs.

Apprentice’s hourly rate was raised to $30/hr to account for the real work of organising, running
and teaching Pertame community classes. The immersion hours were also increased to 15-20
hours per week. MAP sessions were held at the Batchelor Institute 4 days a week, for 4 hours in
the morning. This was then increased to 5 days a week, for 3.5 hours with 30 mins study time



each weekday.  The Pertame Project Manager’s hours increased to full-time employment at the
Batchelor Institute to manage the Pertame MAP.

Additionally, in 2020 we struggled to find other Pertame Elders to consistently assist our Master
Elder during the MAP sessions. In 2021, we are now inviting a fluent Western Arrarnta and
another fluent Eastern Arrernte speaker to be guest Elders. Although they speak a different
dialect to Pertame, they are able to elicit fluent speech from our Pertame Elder to create more
conversation.

Projected goals and activities for the Pertame 2021 MAP

Goals Activities

1. Our 4 apprentices are
completely fluent in Pertame
within 12 months

● Immerse our 4 apprentices in Pertame for 15-20
hours a week through master-apprentice immersion
sessions with our elder speaker and allocated home
study

2. The program provides
intergenerational learning and
knowledge transfer between
the five generations of the
Pertame community

● Offer a Pertame class at a local primary school for
Pertame children, organised and led by the
apprentices with elder assistance

● Offer a weekly adult evening Pertame class
teaching “children’s survival language” to the
Pertame community to assist parents to build
Pertame immersion within their home environments
for their children. Apprentices will organise and lead
these classes.

3. The Pertame community is
brought together over a
common goal to grow in
strength and cohesion

● Apprentices lead three school holiday programs for
Pertame teenagers, infants, children and their
families to learn language through interactive
games, excursions and kinship connections.

4. Apprentices became
community leaders and role
models within their teaching
positions, growing the next
generation of fluent elders
and leaders

● Apprentices provide weekly report backs to the
Pertame community, sharing their progress and
achievements at the adults evening classes to
share information and gain feedback.

5. Language revival supports
Pertame people to build

● Conduct 6 on-country apprentice immersion camps
during the winter season at Boomerang Bore and
Perta Munta homelands.



strong identities to increase
self-esteem and cultural pride

6. The Pertame MAP engages
in the fabric of the local Alice
Springs community to raise
awareness of our project’s
work

● Apprentices will produce online language learning
videos monthly, available to the public and wider
Pertame community

● Launch a public social media presence on
Facebook, Instagram and build our own webpage,
as well as grow our audience on Youtube to
showcase our work and language resources.

● Pertame apprentices and children host information
stalls and language performances at Parrtjima, Alice
Springs Writers Festival and NAIDOC family day

7. Apprentices gain work
experience, skill development
and new qualifications within
education, language work,
linguistics and use of
technology.

● Employ one full-time Pertame Project officer, three
part-time apprentices and one Elder at the Batchelor
Institute, providing income, experience and
professional development

● Support three apprentices to undertake a VET
qualification as students through the Batchelor
Institute in:

○ Cert III in Education Support
○ Cert I in Aboriginal and Torres Strait Islander

Language and Knowledge Work

Apprentices in the Pertame MAP learning language through activities like cooking and playing
games



Resources developed

Resource
developed

Contents Purpose Link to access

Pertame Project
Youtube Channel

49 videos sharing
Pertame
language, photos,
songs, stories and
events.

Create audio learning
resources that allow
images/cartoons/videos to
demonstrate the meaning of
Pertame language, rather
than English translations.

https://www.youtube.com/ch
annel/UCr_LYVBzh1cxUYtw
ZU5Rpmw

Pertame
SoundCloud
Channel

180 Pertame
audio tracks of
everyday Pertame
phrases

Allow community and
apprentices to listen to
small clips of survival
phrases and communicative
language

https://soundcloud.com/van
essa-farrelly

Pertame teaching
resources website

48 language
learning resources
produced during
Pertame teaching
activities,
including songs,
games, stories,
history and
dictionaries.

Give public access to all
learning resources
produced in the program for
primary school classes and
holiday programs, which
can be accompanied by
Youtube or SoundCloud
clips to provide oral
reference to written
resources

https://callprojects.org.au/la
nguage-resources/pertame

Pertame
Master-Apprentice
Program website

Communicates
the program’s
strategy, values,
goals and
activities

Communicates who we are,
what we do and where we
are going for our supporters
and funders.

https://callprojects.org.au/pr
ojects/pertame

Pertame Family
Language Plan

Booklet of
everyday
household
language that can
be said in
Pertame

For apprentices and family
that wish to introduce
Pertame into their
household life by swapping
English household talk for
Pertame

https://callprojects.org.au/m
edia/pages/language-resour
ces/pertame/71d1f01302-16
27870499/pertame-family-la
nguage-plan-reduced.pdf

Pertame MAP
image slideshows

Slideshows with
images relating to
different language
situations that
communicate key
verbs, nouns,
adjectives

Visual prompts to help
Elders structure their
teaching of language and
give apprentices
comprehensible input as to
what the Elders are saying
without English translations

https://drive.google.com/driv
e/folders/1Io57ZTyW5MRN4
d5ztUDSciBc89juuqhs?usp
=sharing

https://www.youtube.com/channel/UCr_LYVBzh1cxUYtwZU5Rpmw
https://www.youtube.com/channel/UCr_LYVBzh1cxUYtwZU5Rpmw
https://www.youtube.com/channel/UCr_LYVBzh1cxUYtwZU5Rpmw
https://soundcloud.com/vanessa-farrelly
https://soundcloud.com/vanessa-farrelly
https://callprojects.org.au/language-resources/pertame
https://callprojects.org.au/language-resources/pertame
https://callprojects.org.au/projects/pertame
https://callprojects.org.au/projects/pertame
https://callprojects.org.au/media/pages/language-resources/pertame/71d1f01302-1627870499/pertame-family-language-plan-reduced.pdf
https://callprojects.org.au/media/pages/language-resources/pertame/71d1f01302-1627870499/pertame-family-language-plan-reduced.pdf
https://callprojects.org.au/media/pages/language-resources/pertame/71d1f01302-1627870499/pertame-family-language-plan-reduced.pdf
https://callprojects.org.au/media/pages/language-resources/pertame/71d1f01302-1627870499/pertame-family-language-plan-reduced.pdf
https://callprojects.org.au/media/pages/language-resources/pertame/71d1f01302-1627870499/pertame-family-language-plan-reduced.pdf
https://drive.google.com/drive/folders/1Io57ZTyW5MRN4d5ztUDSciBc89juuqhs?usp=sharing
https://drive.google.com/drive/folders/1Io57ZTyW5MRN4d5ztUDSciBc89juuqhs?usp=sharing
https://drive.google.com/drive/folders/1Io57ZTyW5MRN4d5ztUDSciBc89juuqhs?usp=sharing
https://drive.google.com/drive/folders/1Io57ZTyW5MRN4d5ztUDSciBc89juuqhs?usp=sharing


Kahootz Quizzes 11 Kahootz
interactive quizzes
on pronouns,
tools, times,
verbs, family
names, animals,
survival phrases,
body, feelings and
people

Kahootz is an online quiz
that allows you to match the
audio from a Youtube video
with a picture, and create a
quiz game for apprentices
to learn without the need for
English translations or
literacy in Pertame.

https://create.kahoot.it/profil
es/ece1383c-4681-4e2f-afb
8-37bf0ce7f8af

Results

Data on Apprentice Language Learning

Apprentices were tested on their language learning ability through an oral in-language
questionnaire written and spoken by Pertame Master Elder. The Elder would ask the questions
in Pertame, and apprentices have to reply with as much Pertame as they can to show they
understand the language and can reply in Pertame. A point was given for each new word they
could correctly respond to in Pertame.

Questions used in 2020:
Werta, unta marra? Hello, how are you?
Wenha Rritna ngwanga, What is your name
Nthakenha unta nhanha werna petyeka? How did you come here?
Altya ngkwanga nweka apmilaye! Tell me about your family
Wenha unta mpareka ngwenpa? What did you do yesterday
Wenha unta mparema pmerreka? What are you doing tomorrow
Describe the picture

Questions used in 2021:
Werta, unta marra? Hello, how are you
Nthakenha unta welhema? How are you feeling?
Nthana unta-rinya? Where do you come from?
Ngwenha lila unta petyeka nhanha-werna? Who did you come here with?
Wenha unta merna rlkweka lyarta? What did you eat today?
Ilengara unta petyeka nhanha-werna? When did you come here?
Wenhaka unta antyerrima Pertama kaltya-irretyeka? Why do you want to learn Pertame?
Talk about this photo

Apprentice oral test results from Feb 2020 to July 2021:

https://create.kahoot.it/profiles/ece1383c-4681-4e2f-afb8-37bf0ce7f8af
https://create.kahoot.it/profiles/ece1383c-4681-4e2f-afb8-37bf0ce7f8af
https://create.kahoot.it/profiles/ece1383c-4681-4e2f-afb8-37bf0ce7f8af


Date Apprentice Average Score on the oral question test

Feb-20* 2.7

Mar-20 14.5

Nov-20 30.5

Feb-21** 13.6

Jul-21 18

*the very start of the program when apprentices had no Pertame immersion time through the
MAP
** a new set of more difficult questions were used for the 2021 test, accounting for the drop in
apprentice average score.

Apprentice Time spent in Language Learning

Pertame Apprentices Hours in MAP sessions in 2020

Apprentice: KD JS ShA AS LS

Period of
involvement

Feb-July 2020 Feb-May
2020

Feb-Dec Feb-Dec Oct-current

Hours spent
learning

97.5 55 285.5 224.5 110

Average hours
per month of
involvement

11hrs/month 5hrs/month 26hrs/month 20hrs/month 37hrs/month

Pertame Apprentices Hours in MAP sessions in 2021- January to June

Apprentice: ShA AS LS SaA

Period of
involvement

Jan-June
(cont)

(Jan-June) Jan-Mar,
June-cont

May-June
(cont)

Hours spent learning 208.5 224.5 92 32



Average hours per
month of
involvement

34.75hrs/mont
h

37.4hrs/month 23hrs/month 16hrs/month

Feedback from Apprentices, Masters and Community Supporters
The following feedback is taken from interviews with apprentices, Elders and community
supporters in December 2020. Apprentices and Elders designed interview questions, took turns
conducting interviews and consented to their interviews being recorded, transcribed and used
for the purposes of reports about the Pertame MAP program.

Pertame MAP team conducting interviews for the 2020 evaluation report

All apprentices note that their language ability and connection has developed significantly,
taking Pertame home and sharing their learning with their families instinctually.

“Yeah I speak Pertame at home, especially to my nieces and nephews
because they want to learn more. We sing songs and I teach them words in
Pertame. I teach my dad too. He can understand it but he can’t speak it. At
the start of the year I didn’t really know that much Pertame, but now I know a
lot. I can speak better. I started off doing Eastern Arrernte with school. The
two languages are a little bit similar. I could catch onto it easily because I
already learnt the Arrernte in school” - SA, apprentice

“I understand it more and when I don’t remember it, I’ll ask Nana what it is when
she’s at home and then tell the kids and the kids repeat.... I understand it more
now I’ve learnt the words. I ask how things are pronounced properly. I feel more
engaged in the language then I did before - KD, apprentice



“We can understand it, but we are just learning now how to talk. I have learnt a
lot from mum being in this program. Before I just knew only the swearing
words, but now I know more sitting down with you” - AS, apprentice

“I’m like you, I believe that this is the way we are going to succeed in keeping
our language. Since I started I have been using Pertame around my kids
everyday, telling them to close the door and go outside in Pertame. I also sit
with my older sisters and we read words off. My language knowledge has
changed significantly. I mean for me to be able to read the language, write it
how I want to see it and practise it with you guys, I’m coming leaps and
bounds”. - LS, Apprentice

Elders and apprentices note other positive outcomes through the MAP, including
feelings of increased connection and belonging with eachout and the wider Pertame
community.

“Yeah I feel closer to [the Master speaker]. I didn’t know her before this
program very well, and now I see her 3 times a week. It’s been good to know
and get close to more family”  - SA, apprentice

“Yes of course I do feel closer to the apprentices. I think they feel the same to
me too. Sitting down talking Pertame. They look after me too as we’re doing
it. I feel proud of them, coming to learn. I feel wonderful. I’m not sitting at
home alone, I’m with my family for most of the week. It’s good for me in my
heart to teach you people for Pertama ngetyeka. Speaking Pertame” - CS,
elder

“It’s like three days a week I’m with my mum too because of this program.
Even though she comes home half of the sessions with me back to my
house. It would be good if I could talk proper Pertame like mum [the Master
speaker], I’d take over from her. ” - AS, apprentice

“I always thought I was close to [the Master speaker]. But now we are spending
more time together. She was always there for me when I was growing up”. - LS,
apprentice

The participants feel the Pertame MAP program is at its strongest when the entire Pertame
community is engaged in learning and teaching, led by the apprentices and master Elder.
In-school classes have been a highlight, allowing apprentices to focus on language learning and
teaching with a consistent cohort of Pertame children.

"What makes you proud is that there are 5 generations in our family, and you are
teaching the whole 5. It’s a really good thing for our family. It’s growing and
growing. That’s why it’s important to have you there doing it. It’s just amazing that
all these generations have come, learning my father’s language" - GS,
community supporter

The best part is learning and teaching. I love seeing those kids faces at
Bradshaw School. They are really getting into it. And if we can stick to a core
group like that, and take them right through high school, they will be



speakers. They will be fluent speakers. And having regular learning.
Hopefully we can get back into the classroom next year. - LS, apprentice

“We learn more when you are teaching other people, like when we did those
kids’ programs. I guess when you learn it then you teach it, I guess you learn
more” - KD, apprentice

The apprentices are constantly taking on leadership roles within the Pertame community as a
part of the Pertame MAP. They are organising community events, public speaking, leading
children in learning activities, representing Pertame in the media and liaising with family about
the work of the program. All apprentices report other family members telling them they are proud
of them for their involvement in the program.

“My family say that they are proud that I’m learning my language, especially my
dad. They want me to teach them too. Mum Granny feels real proud too. My
siblings are really proud too” - SA, apprentice

“A lot of people are saying to me it’s good. They see me at Pertame classes or
they see me with my Pertame t-shirt on, they say “it’s good you are learning with
your mum”” - AS, apprentice

“If the apprentices can stand up and be strong and really take on board learning
the language, who cares what other people think. As long as you are standing
up there and shining with your language and keeping it strong. Some of them
[the family] are already taking notice. When I go back to Alice Springs I have
had comments from different members of the family “ \this person is doing this
now, she got up there and spoke”. Yes they are taking notice. That’s why it’s
really important for you LS, AS and SA, to be strong Pertame women - KB,
Pertame Elder and program advisor.

The continuous work of the Pertame Project since 2018, and the MAP program this year, has
significantly increased the Alice Springs community’s awareness about Pertame. The
apprentices report feeling more recognised as Pertame people by the local community.

I know there’s a lot more people referring to us as Pertame people. When I
was growing up I heard tell that someone in particular did not believe
Pertame was a language group of our own. I know now because people are
referring to us as Pertame people, we are getting acknowledged as
Pertame people, who we are - LS, apprentice

"And just from the other Aboriginal side of this, other language groups
themselves are recognising that we are a strong language group, like
Eastern Arrernte mob and Ntaria mob, Western Arrernte mob. It’s good to
have them recognise who we are. That we are not a little group, we are
actually a big group" - GS, community supporter

“Yeah when we share things on Facebook, a lot of people comment and
like and ask about things. I few people that I know, they ask about it” - KD,
apprentice



Participants note the project’s role in building a strong, supportive and connected
Pertame community bonded by our shared language and culture.

The Pertame program has impacted very well and very heavily. When we first
started this program off, I was really really happy to see all the family getting
involved. My brother’s kids, my sister’s kids, and my [cousin] brother’s children
are going out there and showing a real interest to revive our language. It was a
big impact for family to get together and work together as a family. We are so
broken up these days, so it’s good to see people getting back together to learn
our language - KB, Elder

We share meals and we share each other's kids. When I see one of them kids
doing wrong, I have every right to tell them what they are doing wrong. We look
out for each other. It’s a really good thing for our family. It’s growing and growing -
GS, community supporter

They know their kinship ties and their skin names. They know which skin groups
they go into, and this is all because of Pertame school - GS, community
supporter

When my family comes to Pertame school, they are getting to know who’s who
and how they are related to the other kids there - SA, apprentice

While the majority of Pertame learning and teaching has taken place in Alice Springs on
Central Arrernte country within the Pertame MAP, participants reiterate the importance of
country visits as a part of the program.

“Yeah, I’m just learning more and going out with the Pertame apprentices and
Nana and learning a bit more and learning stories. It’s more peaceful and it's
easier. You feel like you connect more with the land when you’re out there and
Nana’s out there and you’re talking. Like when we went out a couple weeks ago,
and went for a walk where that woman’s dreaming is and those kids were really
got involved and interested. We can do more things on land, they did more
involved” - KD, apprentice

“Yeah, I feel more connected to the country. When we go back to the homeland I
feel real good sitting down there. Yeah that’s good going out bush for Pertame
classes. It would be good if you could go out more times too” - AS, apprentice

Participants all confirm that the Pertame MAP is fostering a sense of pride, identity and purpose
within the apprentices and Elder, as well as the broader Pertame community.

“Yep, we have become more stronger. Just to give you an example, Eastern
Arrernte mob, they support each other and they’ll dance together, they’ll do
things together. They know their story lines and things like that. We are just
learning stuff. But in the old days it wasn’t like that. We knew our stuff. It’s just
when everybody started going into town it broke away. Because of different
issues, and school and stuff. We all had to go away for school or board in
town while our parents were still out bush working. It’s those things that sort
of split that up. But slowly we are getting the old people that are left now to
come and talk to us and get us all back in the swing of things” - GS
community supporter



“It’s impacted hugely on our family and language. When we don’t have our
language we don’t know who we are. People gotta realise we have to learn
our language, we have to know who we are. We have to think about the old
people who tried really hard to keep our language alive. We have to keep
their memories strong by keeping our language strong, because they fought
very hard to keep our language alive. Back in those days we told not to speak
our language, and people were scared to teach their immediate family
English because they said “You mob gotta learn English now”. Because these
other mob are telling us our language is rubbish. That’s how it fell apart back
in those days. But for the memory and love of our old people who tried to
keep our language strong, for our families, for my father, mother, brothers and
sisters, and for SA’s family too” - KB, Elder

The MAP program is building the self-worth and self-esteem of the participants, who all report
feeling stronger as Pertame people through learning and teaching their language.

"I have seen a change in AS from the first time you started coming here to the
classes. I can see how far you have come. You’ve even gotten up in front of the
public and accepted awards. Before, I know you, you would have said, “nah
shame job, you do it, you do it”. You are doing what your mother used to do
years ago. You’re taking on that role. I really think you have really come a long
way. Your self esteem, and I’ll tell you you did have a bit of a low self esteem
before. But now!" - GS, community supporter

“Absolutely I feel like I'm fulfilling my role as a Pertame Elder. It’s good for me in
my heart to teach you people for Pertama ngetyeka. Speaking Pertame” - CS,
Master Elder

“When I first got back from New York, I was really inspired to go out bush with Nana
[Master Elder] and just try to talk and learn as much Pertame as I could with her. We
went out with some of the kids, and when I would ask Nana questions like “how do
you say this in Pertame?” or try and talk language, the kids would laugh, talk
gibberish and make fun of the language or be shocked that I would want to talk
language. It was clear that talking language had a negative connotation in the
childrens’ minds, that it was something to be ashamed of and hidden for them.
However, now I have seen a big change in the childrens’ attitude. They are the ones
asking questions “how do you say this in Pertame?” and when they remember a
Pertame word they are proud. I hear them singing the Pertame songs they learnt at
the holiday program or classes while they are playing together. I think what changed
was that the children saw the adults they looked up to, the apprentices, trying to
learn Pertame, valuing Pertame and teaching them Pertame, and they took notice” -
VF, Program coordinator

It was found that the Pertame MAP sessions focussed on more than just teaching language; it
focussed on providing the apprentices with the skills to be well-rounded community language
workers, learners and teachers. The MAP sessions often included practical language worker
skills by involving the apprentices in planning, designing and running the children’s classes,
holiday programs, on-country trips and digital resources. The apprentices were involved in



curriculum development, logistics, catering, recruiting family members to events, building
funding relationships and conducting media interviews. Participants note an increase in their
desired career related skills, including language worker skills, confidence and communication
skills.

“I like to sit down and teach the little kids Pertame. Like what we are doing at the
Bradshaw School. I’m already teaching at the schools. Yeah that’s good. And
even when I get confidence I can sit down in a big group and talk and speak it” -
AS, apprentice

“Like teaching is boosting my confidence. Speaking in Pertame too. It has helped
me in my year 12 Arrernte course. I want to be a Linguist and language teacher” -
SA, apprentice

“Yeah, every work I have had has involved working with Aboriginal people. I’ve
been a youth worker, I’ve worked in libraries in Yeperenye Primary School and
IAD. I’m currently working with Luthern Play Group and Aboriginal families
parenting program. Having language skills, even if you just drop a few
language words here and there to make them feel confident would helped me
a lot” - LS, apprentice

“I’d like to see some more high school kids come in because they are the next
leaders. They are already talking about good jobs. And one of them said to me
“We want to go to the hospital and work, what’s that called Nana?” I said
“That’s an interpreter” and they said “they we want to be one of them”. And I tell
them “Well you have to start learning your language, and you will do it”. Not
only that, what if you want to be a tour group leader, you want to get on a
tourist bus and say this is my country and take them out and show them the
country. There’s already family doing that. There’s endless the possibilities with
language” - GS, community supporter

In the interviews, several apprentices pointed out the need for MAP sessions to utilise activities
in a multitude of learning styles to ensure sessions do not get repetitive.

“Yeah, like just bringing in ideas. More games. It was good to hear the words
being repeated with the pass the teddy around” - KD, apprentice

Successful apprentices felt motivated, in control of their lives, hungry to learn and to overcome
the obstacles in their path to learning. As Indigenous people, there are many life challenges that
can stop an apprentice learning their language. Most apprentices balanced family
responsibilities, lost loved ones, funerals, work, school and sports commitments and health
issues everyday to allow themselves to commit to our Pertame sessions. Successful
apprentices were attentive and motivated during the sessions, and did not lose sight of the
ultimate purpose of the program.

“When I heard the other two apprentices dropped out, and I got involved in the
planning for the school holiday program, that’s when I asked if I could join as an
apprentice. I’m an adult now. When I was a kid, we grew up having to speak
English. Now I said to myself, it’s partly my fault. I’m 50 years old, I should have
learnt as an adult, as an 18 year old or 20 year old. My parents didn't have that
much say that I wasn’t able to. So it’s my fault that I’m sitting here just English



speaking. And it’s my time to change it” - LS, apprentice

“Just being passionate about learning the language. If you do the program, just
stick to it. I just wanted to learn Pertame” - SA, apprentice

“I remember for me I was so hungry to learn and would actively look for ways to
learn Pertame when I could find it in very few places. I just had to chase around
Nana [Master Elder] and ask her as many questions as I could. The apprentices
are so lucky to have Pertame language gifted to them everyday through this
program from our Elder speaker” - VF

Summary of Apprentice-led language teaching

School Holiday Programs, excursions and classes 2020-2021

Date Purpose of program Focus topics Teaching
Hours

Number of
students in
attendance

Ages and
language
level

March
2020

First apprentice-run
Pertame class

Introducing
yourself in
Pertame

5hrs 26 1-13 years
old,
beginner

Aug 2020 Pertame happy
birthday class

Teach kids to
sing happy
birthday in
language

1hr 12 4-11 years
old
beginner

July 2020 Desert Park
excursion

Pertame
animals and
plants

3hrs 6 4-10 years
old
beginner

Oct 2020 School Holiday
Program Day 1

Stories,
songs, body
parts

6hrs 16 preschool
ers

Oct 2020 School Holiday
Program Day 2

Games,
stories,
introductions,
animals

6hrs 18 primary
schoolers

Oct 2020 School holiday
program day 3

Introductions,
asking
questions

6hrs 16 high
schoolers

Oct 2020 School holiday
program day 4

Songs,
games,
graduation

6hrs 31 1-16 years
old



Dec 2020 NITV Children's
Class

Introductions,
songs, games

2hrs 17 Primary
School
aged

Dec 2020 Community
Christmas gathering

Songs,
kinship, body
parts

3hrs 36 0-17

Jan 2021 High Schoolers
holiday program - 3
days

Asking
questions,
bush tucker,
action words,
games,
teaching
younger kids

15hrs 20 12-17

April 2021 Excursion to Reptile
Centre

Pertame
reptile names

8 hours 13 kids Primary
school
aged

June 2021 Beanie Festival song
performance

Children
performed 8
Pertame
songs in front
of festival
audience

3 hours 15 kids Primary
school
aged

July 2021 Cinema excursion Learn about
stories

2 hours 18 kids Primary
school
aged

Pertame community at the October School Holiday Program, 2020



Pertame excursion to the Reptile Centre
(April 2021)

Bradshaw Primary Classes

Date Focus topics Teaching
Hours

Number of
students in
attendance

Ages and
language
level

Nov-Dec
2020

Pertame introductions, body parts,
commands, kinship terms, questions

6 classes 16 kids 4-11 YO

Feb-Aug
2021

Pertame introductions, songs,
animals, bush tucker, stories

14 classes
14 hours

20 kids 4-11 YO

Apprentices teaching Pertame children at the Bradshaw Primary classes

Adult Evening Classes

Date Focus topics Teaching
Hours

Number of
adults in

Ages and language level



attendance

2nd March
2021

Everyday
things you say
to your kids

1.5 hours 13 Adults, over 18
Beginner, intermediate and silent
speakers

9th March Commands 1 hour 10 Beginner, intermediate and silent
speakers

16th
March
2021

Children’s
Morning
routine

1 hour 15 Beginner, intermediate and silent
speakers

22nd
March
2021

Learning the
Pertame
Prayer

1 hour 8 Beginner, intermediate and silent
speakers

30th
March
2021

Children’s
night time
routine

1 hour 10 Beginner, intermediate and silent
speakers

13th April Morning and
night routines

1 hour 5 Beginner, intermediate and silent
speakers

20th April Everyday
questions

1 hour 8 Beginner, intermediate and silent
speakers

Pertame adults at the community evening classes, March 2021

On-country language camps

Date Focus topics Teaching Number of community Ages and language level



Hours members in
attendance

June 2020 Bush tucker
and plants,
place names
on country

2 days 10 4 apprentices
1 Elder
5 kids

August
2020

Stories from
Elders

2 days 11 3 apprentices
5 kids
3 Elders

April 2021 Country,
fishing, stories
from the old
days, church
songs in
language

3 days 57 25 children
27 adults
4 apprentices
1 Elder

July 2021 Native seed
jewellery
making, art

3 days 37 16 children
15 adults
5 donor guests
1 Elder

P1: Pertame children on country at Melenga waterhole at the April On-country camp 2021
P2: Apprentice reading a story to Pertame kids on country (May 2021)

Program cost and expenditure

Pertame Master-Apprentice Expenditure over 2020

Expense Total Expenditure in 2020 ($)



Transport and Food 2,830.8
Learning Resources 2,341.15
Payments: Elder, apprentices and guest
Elders 33,203
Batchelor admin (15 %) 15,075
Project Managers Salary 0.6 ACA-3
(including on costs) 62,953.15
Total 116,402.6

Pertame Master-Apprentice Projected Budget for 2021

Description Amount ($)

Full-time employment of Pertame project officer (including on costs)

Master-Apprentice Program Sessions (MAP)
- Master Elder payment
- Guest Elder payment
- Employment of three apprentices ($30/hr x 14hrs/week x 40 weeks)
- MAP Learning resources

School holiday programs, children’s classes and adult classes*
- Learning resources
- Transport and food
- Apprentice payment ($30/hr x 144 hrs x 3 apprentices)
- Adult helper honorarium

On-country apprentice immersion camps
- Transport and food ($600 per camp x 6 camps)
- Apprentice payment (16hrs x $30 x 3 apprentices x 6 camps)

Qualifications and training for apprentices
- Cert III in Education Support x 1
- Cert I in Aboriginal and Torres Strait Islander Language and

Knowledge Work x2

Batchelor Administration Fee (15%)

$104,922

$64,872
11,472
2,000
50,400
1,000

$19,546
1,586
3,000
12,960
2,000

$12,240
3,600
8,640

$2,420
1,738
682

$36,000

TOTAL $240,000



Discussion

Key Findings From the 2020 MAP Evaluation of Project Goals

Project Goal 1: After 12 months, our apprentices are fluent in Pertame language

● While no apprentice reached full fluency in the first year of the Pertame MAP, all
apprentices deepened their language knowledge and engagement significantly

● All apprentices are bringing Pertame home and sharing their learning with the children
in their households

● 2020 has built a strong and dedicated MAP team to reach fluency by 2021

Project Goal 2: The kinship relationships between young people and old people are
strengthened again

● Apprentices and elders feel closer and stronger as a family unit through the MAP
sessions

● The Pertame MAP has helped Pertame elders feel valued and cared for

Project Goal 3: Intergenerational learning and teaching takes place. As the apprentices learn,
they teach the children and eventually the adults to engage the entire community in the project.

● A total of 7 Pertame apprentices, 4 elders, 55 children and 30 adults have been engaged
and directly benefited from the Pertame MAP (Figure 3)

● In 2020, the Pertame MAP ran 71 Pertame master-apprentice immersion sessions, 5
children’s classes, 6 school-based lessons, a 4-day school holiday program and 2
on-country immersion camps.

● 25 Pertame online language learning videos and quizzes were created, which have
received 2433 engagements from the Pertame community on Youtube, Kahootz and
Facebook platforms (Figure 4a)

● Pertame Peppa Pig Cartoon Voice over was a hugh success at raising awareness about
the Pertame project and engaging the entire community in online language immersion

● 5 generations of Pertame family are engaged the MAP
● Apprentices site the most fulfilling and effective element of the MAP is teaching the

children as they are learning
● Over 80% of community participants in the Pertame MAP were female

Project Goal 4: The apprentices inspire the rest of the family as they become fluent

● All apprentices report other family members telling them they are proud of them for their
involvement in the program.



● One apprentice has been acknowledged for her leadership in the Pertame project
through receiving an “Aspiring Role Model” award from The Girls Academy and NT
Board of Studies Karmi Sceney Aboriginal Excellence and leadership Award.

Project Goal 5: Raise the profile of Pertame language and people in Central Australia. Pertame
people exist, we still have language and culture, and we are proud people.

● The Pertame community feels more recognised and validated in their identity as
Pertame people from the Alice Springs community

● The story of the Pertame MAP has been published through national and local traditional
media on SBS, NITV, NT news and ABC radio, as well as social media such as
Facebook, Youtube and Wikipedia.

Project Goal 6: Bring the Pertame family groups together over a common goal: save our
language

● The Pertame community feels an increase in cohesion and connection through the
Pertame MAP community-wide activities

● Through the involvement of an apprentice from another Pertame family group, the MAP
is slowly bringing together diverse Pertame family groups

Project Goal 7: Elders and apprentices have the opportunity to visit country more often, to care
for country through language.

● Travel restrictions due to COVID-19 significantly set back the frequency of on country
visits in 2020

● Pertame elders and apprentices deeply value learning language on country
● Learning language through the MAP has increased the apprentices feelings of

connection to country

Project Goal 8: Breathing life into our language again will heal our people, providing for our
spiritual well-being and giving our young people strong Pertame identities.

● Apprentices feel stronger as Pertame people through learning their language due to
increased connection to language, family and culture

● The MAP gave Elders the opportunity to fulfill their responsibility for intergenerational
knowledge transfer



● Pertame children have an increased engagement, curiosity and pride in Pertame
language as a result of the apprentices’ leadership

Project Goal 9: The four apprentices within the program are provided with an income to support
their commitment to the program, and gain valuable work experience in the areas of teaching,
linguistics, using technology and project management.

● Apprentices note an increase in their desired career related skills, including language
worker skills, confidence and communication skills.

Critical Factors for Success in the Pertame MAP:

1. A committed, purposeful and passionate apprentice team is essential to achieve the
goals of the MAP. Some apprentices did not have the capacity in their lives for the level
of commitment the MAP requires, leading them to cease involvement. They have
continued to be involved with the program during key events with less responsibility.

2. Finding the right apprentices was best done by running the program and watching which
adults engaged the most with all the events, online resources and stayed back to help,
then inviting them to step up as an apprentice. Apprentice interviews were not able to
accurately gauge who had the dedication for the program, as this is best shown through
repeated action, rather than interview questions.

3. Well prepared MAP sessions with a variety of activities, games and lessons that meet all
the different learning styles to keep apprentices and Elders engaged and enjoying the
process.

4. It is essential that apprentices are active learners, who actively seek out language
learning opportunities and are constantly asking Elders for language.

5. Providing payment for the apprentices’ time is important. For apprentices to reliably
commit 10-20 hours a week to MAP sessions, they are not able to hold down a full-time
job. All our apprentices and Elders do not have any other employment, making the MAP
payments essential so they are able to feed their families.

6. A focus on everyday communication language in Pertame is more successful at
engaging apprentices and applying it to their everyday life. Focussing MAP sessions on
“language situations” (e.g. language for cooking, language for gossiping) over a focus on
“word categories” (e.g. emotions, verbs, foods) was more useful.

7. Support from the Yuchi Language Program team and the Global Indigenous Language
Caucus to provide guidance, training and advice on the MAP method



8. Support of the Batchelor Institute to manage our finances, provide charity status, offer
in-kind classroom and office space, and access to vehicle hire such as the 18-seater bus
and the 4WDs

9. A Project manager from within the community that is able to hold oversight of the
program, provide transport for Elders, manage apprentice hours, facilitate Elder teaching
during sessions and liaise between Batchelor Institute and the Pertame community

10. On-going support from our generous donors and partners, who provide the financial
support to run the program

Conclusion
The Pertame Master-Apprentice program has been an incredible journey for the Pertame
community. We would highly recommend this method to any Indigenous Australian language
group that has few fluent speakers left contained within the older generations. An investment in
the creation of new fluent speakers within the adult generation is an investment in community
leadership, self-determination, and the next generation of Elders. By supporting and growing
adult leadership, we have empowered them to support and grow the entire community from
children to their adult peers. However, it is a heavy investment, requiring huge time
commitments, resources, and funding. Fluency in an endangered Indigenous is not an easy
task; however, our community decided we cannot afford to continue with business as usual, and
let our language fall asleep with our old people. Since the MAP began in 2020, we have lost 4
Pertame Elders. Right now, Pertame language, and most Indigenous Australian languages are
under urgent threat. Creating new fluent speakers, and reviving intergenerational transmission
needs to be the sole focus of severely and critically endangered language groups. All the
evidence from First Nations peoples overseas shows that immersion is the most effective way to
do this, it is also the way our old people have been passing on our oral languages since time
immemorial. Australia’s Indigenous language revival movement would benefit deeply from
shifting its focus from literacy and English dictation rooted in Western education methodology, to
immersion methods that centre our Elders as the ultimate knowledge holders.
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Recently we had a loss, and we have to keep our language
strong, because she enjoyed coming and working with us. And
it’s really good to know in her last days she was probably really

happy to be with family, talking our language because she was a
really strong Pertame speaker like Christobel. So it’s very

important for us to keep our language alive and strong, and it’s
up to you apprentices to keep it going for our old people.

- Kathleen Bradshaw2
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Werta rrirtna nweka Christobel Swan-nha. Yenga nyenta-wara Pertame

ngetya. Karta nweka pa meya nweka Pertame ngetya. Nwerna thank you

nguma arrangerra nwernanha apmilheka Pertame ngetyeka yenga

anyairrema ketyeya mapa kaltya-nthetyeka. Ngetya itya yerretyeka.

Nwerna antyairrema tnyenatyeka Pertame ngetya. Nwerna kangkema

tangentya ngkwanga neka kaltya-ntheka ketyeya mapa

ntarnetarelhatyeka arrangerra.

Hello, my name is Christobel Swan. I am one of the
last Pertame speakers. Pertame is my mother and
father's language. We say thank you for supporting

our dream to teach our children Pertame. Our
language will not die out now. We are making our
language stronger everyday. We are so happy for
your help to teach the children to look after our

language. 
4



This Pertame Master-apprentice Program has impacted hugely on our family and language. When we
don’t have our language, we don’t know who we are. People gotta realise we have to learn our
language, we have to know who we are. We have to think about the old people who tried really hard to
keep our language alive. We have to keep their memories strong by keeping our language strong,
because they fought very hard to keep our language alive. Back in those days we were told not to speak
our language, and people were scared to teach their immediate family Pertame because they said “You
mob gotta learn English now”. Because these other mob are telling us our language is rubbish. That’s
how it fell apart back in those days. But for the memory and love of our old people who tried to keep
our language strong, for our families, for my father, mother, brothers and sisters.

 
It was really important for me and Vanessa to go to America. For me I found 
out that not only was language taken away from us Aboriginal people
 here in Australia, it happened to Indigenous people right across the 
world, and there’s a push right across the world for Indigenous 
peoples to revive their home languages. The most important thing 
that I learnt was learning language through listening to people talking,
 not learning to read the words. It’s ok to read the words, but the most 
important thing is our languages are oral languages that have been 
passed down from generation to generation. 

5



Pertame or Southern Arrernte is a Central Australian language
that belongs to the country around the Finke and Hugh Rivers,

110km South of Alice Springs. Pertame country starts at
Running Waters (Irpmangkera) and follows the Finke River

(Lhera Pinta) down to the community of Finke. Pertame
belongs to the Arandic language family, alongside Western

Arrarnta, Eastern Arrernte, Central Arrernte, Lower Arrernte,
Anmatyerr, Alyawarr and Katyetye. There are around 4000

fluent speakers of the different varieties of Arrernte, however,
there are much less Pertame speakers.

 
 
 
 

Pertame people have been living on Pertame land and speaking Pertame language since time
immemorial. Pertame is a severely endangered language. There are 10-20 people in the older

generation who are fluent speakers of the language. Pertame fluency has been slipping away through
the generations, as time on country listening to old people is replaced by English-only schooling and

life in town.
 

After over 100 years of Government-sanctioned attacks on the Pertame language, the Pertame
community embarked on a journey to record and save the language for future generations. This
started at the Institute of Aboriginal Development (IAD) in the 1980-1990s. In 2015, The Pertame

Language Revival Program began running again through Batchelor Institute’s Centre for Australian
Languages and Linguistics (CALL), led by elder Christobel Swan. The language project worked to

further document and record Pertame. In 2017, the Project received philanthropic funding to start
the Pertame School, an initiative to teach the language to the next generations of Pertame people. 

"I remember when I was about ten, we used to come in from the station, and we'd be

walking along the street, and people would say " Don't talk that language". Even at

school they used to give us a hiding in the playground. And I often used to think why

should I speak English? That's not my language!" - Pertame elder, Christobel Swan

6



Ngketya
Language

Pmera
Country

NGKETYA NWERNA NEMA
NWERNAKENHA

Nparnintya
Kinship

Unta
Ngwenha

Identity

Relha
Kngerra

Pata Mapa
Old People

OUR LANGUAGE IS WHO WE ARE

Nthepa
Dance

Pinta-lhema
Art

Merna bush-
rinya

Bush foods

ilhelhema
Song

Altya mapa
Family

Arretha
Bush medicine
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The Master-Apprentice Program (MAP) is a world-leading method of Indigenous language revival
that was developed by Indigenous communities in California and has since been taken up by First
Nations peoples globally. The MAP model is a best-practice method for rapidly growing fluent new

speakers, through intensive oral immersion sessions with elder speakers (the master) and adult
learners (apprentices). MAP models centre self-determination and Indigenous epistemologies, as
no western specialised knowledge systems are required as translations and literacy are strongly
discouraged. MAPs see a return to old ways of learning and knowing, where Elder knowledge is

privileged above all else. MAPs teach not through explicit instruction but through immersion and
experience.  We learn deeper concepts in an easier way when we go back to our old, pre-invasion
pedagogies of listening, talking and gaining understanding as learners from our Elders. MAPs are

recommended in AIATSIS’s 2020 National Indigenous Language Survery (NILS) as showing “notable
success” internationally for languages with few elderly speakers where intergenerational

transmission has ceased. There are 78 Indigenous Australian languages in this position (AIATSIS
2020); however, there is only one active MAP in Australia, in the Pertame Southern Arrernte

language community in Alice Springs.

Pertame representatives, Vanessa Farrelly and Kathleen Bradshaw in New York with the Global Indigenous Language Caucus

In May 2019, Pertame representatives Vanessa Farrelly and Elder Kathleen Bradshaw were invited
to attend a Master-Apprentice Language Revival Workshop in New York as a part of the United

Nations Permanent Forum on Indigenous issues. Through this workshop the Pertame Project made
International connections with Indigenous people around the world, and received world-class

training on how to create new fluent language speakers to through master-apprentice programs.
The workshop was hosted by the Yuchi Language Project (yuchilanguage.org/), a Language

immersion program that has created 16 young second language speakers of Yuchi to bring the
language into the next generation. The trip to New York has inspired the Pertame Program to trial a

MAP within their language community.  In 2020, the Pertame community has embarked on a
master-apprentice program to create fluent speakers of Pertame within the younger generations
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After 12 months, our apprentices are fluent in Pertame language
the kinship relationship between young people and old people are strengthened again
Intergenerational learning and teaching takes place. 
As the apprentices learn, they teach the children and eventually the adults to engage the
entire family in the project.
The apprentices inspire the rest of the family as they become fluent
Raise the profile of Pertame language and people in Central Australia. Pertame people exist,
we still have language and culture, and we are proud people.
Bring the Pertame family groups together over a common goal: save our language.
Elders and apprentices have the opportunity to visit country more often, to care for country
through language.
Breathing life into our language again will heal our people, providing for our spiritual
wellbeing and giving our young people strong Pertame identities.
The four apprentices within the program are provided with an income to support their
commitment to the program, and gain valuable work experience in the areas of teaching,
linguistics, using technology and project management.

The Pertame Master Apprentice Program seeks to create new fluent Pertame speakers within the
younger and middle generations of the Pertame community. The project put out applications for

Pertame people who are dedicated and passionate about becoming fluent in their language.
These Pertame people committed to 10-20 hours per week in full immersion in Pertame language
with fluent elder Christobel Swan. The apprentices also ran children’s language lessons  with the

assistance of elders to learn by teaching and involve the entire Pertame community in the
program and committed to on-country weekend Pertame intensives. 

Our Goals for 2020:
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The 2020 MAP has built a strong and dedicated team of 4

semi-fluent apprentices ready to reach fluency by 2021 

The Pertame MAP has helped Pertame elders feel valued

and cared for, and increased family connection and

community cohesion.  

In 2020, the Pertame MAP ran 71 Pertame master-

apprentice immersion sessions, 5 children’s classes, 6 school-
based lessons, a 4-day school holiday program and 2 on-

country immersion camps. 

A total of 7 Pertame apprentices, 4 elders, 55 children and

30 adults have been engaged in teaching and learning

Pertame through the 2020 MAP

25 Pertame online language learning videos and quizzes were

created, which have received 2433 engagements from the

Pertame community on Youtube, Kahootz and Facebook

platforms

The story of the Pertame MAP has been published through

national and local traditional media on SBS, NITV, NT news

and ABC radio, as well as social media such as Facebook,

Youtube and Wikipedia. 

A Pertame apprentice, Shania Armstrong, received an

“Aspiring Role Model” award from The Girls Academy and

the NT Board of Studies Karmi Sceney Aboriginal Excellence

and Leadership Award.

Apprentices have developed their career related skills and

experience, including language worker skills, technology

literacy, confidence and communication skills through

employment at the Batchelor Institute10



Master-Apprentice Sessions

71 master-

apprentice sessions

have been held over

2020 for a total of

263 hours

The Pertame master-apprentice program held
regular sessions with our elder and apprentices
with the aim of creating a Pertame immersion
environment to exposure the Apprentices to

Pertame for 10-20 hours per week. These
sessions used pictures, games, activities, art,

craft, audio & video recordings and
conversations between the fluent elder and the

apprentices. The sessions focussed on oral
language acquisition, rather than reading and
writing words. During the height of COVID-19

within Australia, our MAP sessions moved onto to
Zoom conference calls for 2 months.  
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Apprentice-run Children's Class

Desert Animal Park Excursion 

On-country Learning Camps
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Ketyeya kweka mapaka arlta - Pre-Schoolers Day 

Ketyeya mapaka arlta - Primary Schooler's Day

Wenka pa ilpmarreka mapaka arlta-  High Schooler's Day

All Ketyeya mapa ingkerreka - All the kids together
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6 Trial classes for

an hour per week

 16 Pertame

children in

attendance 

A part of the apprentices' requirements within the Pertame MAP was to
teach regular children's classes to learn by teaching and share their

language knowledge with the younger generations. Due to COVID-19,
many children's classes were cancelled in the beginning of the year. In

October, the apprentices identified one school in Alice Springs that had
a large group of Pertame kids. The apprentice team met with Bradshaw

School and organised a trial 6-week Pertame language enrichment
class for Pertame children attending Bradshaw. We identified 12 kids

and now we have 16 Pertame children that regularly attend each class. 
 The apprentices have taught the children Pertame body parts, kinship,

family terms, introductions, doing words, and instruction/command

Bradshaw Primary Classes
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Christmas Celebration: Bradshaw
Students' and Apprentices' Graduation
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Pertame Project Youtube Channel

Kahoot! Online Quizzes

"I did those quizzes with those kids. They actually really enjoyed those quizzes. They’d sit there
for hours and have competitions with each other."

- Kayla Dashwood, Apprentice

25 Pertame

language videos

produced with a

total of 760 views,

likes and shares  

We are trialing using Kahoot interative quizzes as a way to revise and test the learning of the
apprentices. Kahoot allows apprentices to play online learning games matching Pertame

sound recordings with images it describes, to keep the focus on listening and hearing
language, rather than reading and writing. Kahoot allows apprentices to compete with each

other in quizzes in real time, then create and share their own quizzes. 

https://www.youtube.com/channel/UCr_LYVBzh1cxUYtwZU5Rpmw

Pertame Peppa Pig
Pertame elder and apprentices created a Pertame voice
over of a Peppa Pig episode, that went viral throughout
Alice Springs. It quickly gained 400 videos on Youtube,

and has been shown at most of the Primary Schools and
other language organisations in Alice Springs 
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Werta rrirtna nweka Shania Armstrong-nha. Yenga Christobel Swan-ka Pebe

nema. Yenga year nhanhanha kaltya-irreka Pertame ngetyeka. Yenga kngerra

kaltya-irreka Pertame ngetyeka pa wetyeka. Support ngwanga tangetya nema

arrpenha mapa kaltya-irretyeka ngetyeka yenga ngirra. Yenga antyirrema

urkapetyeka ngetya nwernaka kaltya-irreka.

Hello, my name is Shania Armstrong. I am Christobel Swan's great grand daughter. I just started
learning my language Pertame this year. I have learnt so much about speaking and understanding
Pertame already. Your support has helped other Pertame young people to learn the language like

me. My dream is to work as a Pertame language teacher when I finish high school. 

Shania Armstrong

Auriel Swan

Werta rrirtna nweka Auriel Swan-nha. Christobel Swan-nha meya nweka

nema. Yenge antyirrema arrangerranha thank you-lhetyeka nwernaka

tangentya nekala ngetyeka nwernaka ilkerta netyeka. Yenga antyirrema

ngetyeka meya nweka neka ngetya pa kaltha-nthetyeka Pertame arrpenha

mapa. Ngetyeka nwernaka marra nthurra nweka netyeka. 

 

Hello, my name is Auriel Swan. I am Christobel Swan's daughter. I would like to thank you for helping
us to keep our language strong. It is my dream to take after my mother's language and teach other

Pertame people. Having our language is very important to me. 
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Hello, my name is Kayla Dashwod. I am a Pertame learner. Christobel Swan is my nana. I want to thank
you mob for supporting our family to keep our language going strong. My nana is the last Pertame

speaker in our family. Your support is helping her fulfil her dream.

Werta rrirtna nweka Kayla Dashwood-nha. Yenga nema Pertame kaltya-

irrena.  Yenga Christobel Swan-ka lyurra nema. Yenga antyairrema thank you-

netyeka arragerra-werna support-ka altya mapa nwernaka ngetyeka

nwernaka marra netyeka. Nwerna yarta tnyenema lyurra nwernaka wara

ira nyenta ntema nema nwerna-lila. Support ngkwanga tangentya nema kwera

tnengerra tnyema. 

 

Kayla Dashwood

Leeanne Swan

Werta rrirtna nweka Leeanne Kemarra Swan-nha. Yenga nema Pertame

kaltya-irrena.  Christobel-nha wentyenga nweka. Yenga arrakenha nthurra

nema kaltya-irretyeka pa kaltya-nthetyeka Pertame Ngetya master-

apprentice-nga wentyenga Chrissy-lila. Yenga antyirrema tangentya

netyeka wentyenga Chrissy tnyenatyeka Pertama altya mapa marra

ngetya Pertama. 

Hello, my name is Leeanne Kemarra Swan. Christobel is my aunty. I am very happy to be involved
in teaching and learning Pertame in the master-apprentice program with aunty Chrissy. I would
like to help aunty Chrissy achieve her dream of having all her family members speak Pertame

language fluently.
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Our Pertame master-apprentice program began immersion sessions with three apprentices in
Febuary 2020 and elder speaker Christobel Swan. Jaye Swan (age 26), Kayla Dashwood (Age 25) and
Shania Armstrong (age 17) were chosen by a panel of elders to be the apprentices, along with the
program co-ordinator Vanessa Farrelly (age 24).  Over the course of the year, Kayla and Jaye had

competing priorities that caused them to leave the program. Auriel Swan (Christobel's daguhter) and
Leeanne Swan also joined the program as middle aged apprentices throughout the year to take their
place. Auriel and Leeanne have shown dedication and commitment to becoming fluent speakers, and
wish to continue the program in 2021. Geraldine Stewart also joined in on several sessions as an elder

assistant and project advisor.
 

Shania Armstrong has shown the greatest results on her journey towards fluency, as she has stuck
with the program for 10 months and completed 273.5hrs of Pertame immersion. Shania is a year 12
student, and has been completing a VET Applied Languages Certificate II and III in Arrernte through

her High School. Arrernte is within the Pertame language family group, and the similarities in the
languages has allowed Shania to increase her immersion beyond the Pertame sessions. 

At the start of the year I didn’t really know that much Pertame, but now I know
a lot. I can speak more better. I started off doing Eastern Arrernte with school.
The two languages are a little bit similar. I could catch onto it easily because I

already learnt the Arrernte in school. Yeah I speak Pertame at home, especially
to my nieces and nephews because they want to learn more. We sing songs and I
teach them words in Pertame. I teach my dad too. He can understand it but he

can’t speak it.
- Shania Armstrong 

Goal 1: After 12 months, our apprentices are fluent in Pertame
language

Table of Apprentice hours in-language and monthly average since Febuary 2020
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Yes of course I do feel closer to

the apprentices. I think they feel

to same to me two. Sitting down

talking Pertame. They look after

me too as we’re doing it. I feel
proud of them, coming to learn. I

feel wonderful. I’m not sitting at

home alone, I’m with my family for

most of the week.

It’s good for me in my heart to

teach you people for Pertama

ngetyeka. Speaking Pertame.

- Christobel Swan, elder

Goal 2: The kinship relationship between young people and old
people are strengthened again

"I feel closer to pebe Christobel. I didn’t know
her before this program very well, and now I see

her 3 times a week. It’s good. It’s been good to
know and get close to more family"

- Shania Armstrong, Apprentice 

"We only got two elders left in our

immediate family, so we got to look

after them"

- Geraldine Stewart, Program advisor

"I always thought I was close to aunty Chrissy.

But now we are spending more time together. She

was always there for me when I was growing

up"

- Leeanne Swan, Apprentice
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Who has been 

involved?

4 Elder speakers

7 Apprentices

55 Children taught

30 Adult helpers

 

Goal 3: As the apprentices learn, they teach the children and
eventually the adults to engage the entire family in the project.

"What makes you proud is that there are 5 generations in our

family, and you are teaching the whole 5. It’s a really good thing
for our family. It’s growing and growing. That’s why it’s important

to have you there doing it. It’s just amazing that all these

generations have come, learning my father’s language"
- Geraldine Stewart
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Goal 4: The apprentices inspire the rest of the family as they
become fluent

"A lot of people are saying to be me it’s good. They see me at

Pertame classes or they see me with my Pertame t-shirt on,

they say “it’s good you are learning with your mum”"
- Auriel Swan, Apprentice

"My family say that they are proud that I’m learning my

language, especially my dad. They want me to teach them too.

Mum Granny feels real proud too. My siblings are really proud

too. I feel pretty proud of myself"

- Shania Armstrong, Apprentice

"I’m really really proud of you ladies, all you Pertame women.

You are strong Pertame women and you are going to keep our

language alive. And when we keep our language alive we know

who we are, we know our identity. And when we know that, we

become healthy people in our everyday living because family is

really important" 

- Kathleen Bradshaw, elder

My family are very encouraging. They know what type of

person I am, I like to have things planned, organised. So they

know that me being involved, I will put my all into it.  

 - Leeanne Swan, Apprentice

Our apprentice Shania has been recognised for her leadership by receiving the “Aspiring Role Model” award
from Girls Academy and the NT Board of Studies Karmi Sceney Aboriginal Excellence and leadership Award

this year for her work teaching Pertame. 
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Goal 5: Raise the profile of Pertame language and people in
Central Australia.

Pertame Program

Media hits: 

1 article in NT News

ABC NAIDOC Voice-

Over

NITV feature Story

"And just from the other Aboriginal side of this, other language groups themselves are recognising that

we are a strong language group, like Eastern Arrernte mob and Ntaria mob, Western Arrernte mob.  It’s
good to have them recognise who we are. That we are not a little group, we are actually a big group"

- Geraldine Stewart  

"I know there’s a lot more people referring to us as

Pertame people. When I was growing up I heard tell that

someone in particular did not believe Pertame was a

language group of our own. I know now because people are

referring to us as Pertame people, we are getting

acknowledged as Pertame people, who we are"

 - Leeanne Swan, apprentice

Apprentice Shania Recording a NAIDOC Voice over for ABC

Watch our NITV feature story here:

https://www.facebook.com/NITVAustralia/vi

deos/517830979176557

5
23



 It was a big impact for family to get together and work together as a family.

We are so broken up these days, so it’s good to see people getting back on
country to learn our language. I see this language bringing our family together.

And it is really vital that we keep our family and language strong and intact

 - Kathleen Bradshaw, elder

Goal 6: Bring the Pertame family groups together over a common
goal: save our language.

"We do that at Pertame school. We share meals and

we share each others kids. When I see one of them

kids doing wrong, I have every right to tell them

what they are doing wrong. We look out for each

other. It always brings the family together, every

time we have a school. On the school holidays, BBQs,

little meetings to say what’s next with the Pertame

School or grants, we all have input. We always have

a core group of at least 15 core people who come to

those meetings and share ideas so everyone is in the

loop about Pertame school"

- Geraldine Stewart, program advisor Recording Pertame elders N.

Forrester/Armstrong and Christobel

Swan
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Goal 7: Elders and apprentices have the opportunity to visit
country more often, to care for country through language.

"Yeah, I’m just learning more and going out
with the Pertame apprentices and nana and
learning a bit more and learning stories. It’s
More peaceful and it's easier out bush. You

feel like you connect more with the land
when you’re out there and nana’s out there
and you’re talking Pertame. Like when we

went out a couple weeks ago, and went for
a walk where that woman’s dreaming is and

those kids were really got involved and
interested. We can do more things on land,

they get more involved"
- Kayla Dashwood, Apprentice

" I feel more connected to the country.
When we go back to the homeland I feel

real good sitting down there"
- Auriel Swan, Apprentice

"Just speaking language on
the country makes me feel

more connected to country.
And whenever we go to

country for Pertame
apprentice program pepe
Christobel welcomes us to
country in language. That

makes me feel connected" 
- Shania Armstrong,

Apprentice25



"I have seen a change in Auriel from the first time you started coming here to the classes.
First it was just us doing it, and you came here to help your mum for her peace of mind. I

can see how far you have come. You’ve even gotten up in front of the public and
accepted awards. Before, I know you, you would have said, “nah shame job, you do it, you
do it”. You are doing what your mother used to do years ago. You’re taking on that role. I

really think you have really come along way. Your self esteem, and I’ll tell you you did
have a bit of a low self esteem before. But now!"

- Geraldine Stewart, advisor

"We have become more stronger. Just to give you an example, Eastern Arrernte mob, they support
each other and they’ll dance together, they’ll do things together. They know their story lines and

things like that. We are just learning stuff. But in the old days it wasn’t like that. We knew our stuff.
It’s just when everybody started going into town it broke away. Because of different issues, and

school and stuff. We all had to go away for school or board in town while our parents were still out
bush working. It’s those things that sort of split that up. But slowly we are getting the old people

that are left now to come and talk to us and get us all back in the swing of things"
- Geraldine Stewart, advisor

Goal 8: Breathing life into our language again will heal our
people, providing for our spiritual wellbeing and giving our young

people strong Pertame identities.

 "And being proud of who you are and keeping the language. That’s our identity. Without
our language we don’t really know who we are. We have to keep our language strong.

That’s our identity and who we are" 
- Kathleen Bradshaw
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Goal 9: The four apprentices within the program are provided
with an income to support their commitment to the program, and

gain valuable work experience in the areas of teaching,
linguistics, using technology and project management.

"I got an award for my mother’s NAIDOC award. I got an award for her and I went to the Desert
Park and done a bit of singing with her about body parts. I like to sit down and teach the little kids

Pertame. Like what we are doing at the Bradshaw School. I’m already teaching at the schools". 
 - Auriel Swan, Apprentice

"Like teaching is boosting my confidence. Speaking in Pertame too. It has helped me in my
year 12 Arrernte course. I want to be a Linguist and language teacher after school"

- Shania Armstrong, Apprentice

"With Auriel I have found that she has really come out of her shell. Her self confidence is
growing. She was one that never got into the work force, just a stay-at-home mum all that time.
But now you can’t keep her at home. She’s out and about doing things. Whatever comes up with

Pertame School, she is there. I’m really happy with you Auriel, I can see it, I can see it all"
- Geraldine Stewart, Advisor

"Yeah, every work I have had has involved working with Aboriginal people. I’ve been a youth
worker, I’ve worked in libraries in Yeperenye Primary School and IAD. I’m currently working with
Lutheran Play Group and Aboriginal families parenting program. Having language skills, even if

you just drop a few language words here and there to make them feel confident has helped me a
lot" 

- Leeanne Swan, Apprentice
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Project Officer Wage
57.8%

Payments: elders and apprentices
37.3%

Learning resources
2.6%

In 2020, our project has spent $68,559.76 on running the Pertame master-apprentice program. Here
is a break down of where the funds went: 

The Batchelor Institute of Indigenous Tertiary Education sits uniquely in the Australian
educational landscape as the only Aboriginal and Torres Strait Islander dual sector
Tertiary Education provider.  The Centre for Australian Languages and Linguistics (CALL) is
a language centre based in the Division of Higher Education and Research at Batchelor
Institute. The Pertame Master-Apprentice Program partners with the Batchelor Institute’s
CALL. BI manages the project’s finances and provides classrooms, office space and
vehicles. However, CALL does not receive financial support from Batchelor Institute, and
all language projects are required to self-fund in order to operate through grants and
philanthropic donations. Pertame young person, Vanessa Farrelly, is employed by CALL to
project manage the program, and act as an apprentice as well. Using grants and
donations, apprentices and Elders are paid as language consultants through Batchelor
Institute’s finance department.

Transport and food 
5.4%
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Jackson Mpetyana Khealin Kngwarreye Hailey Kemarra Mia Peltharra

Kiannah Mpetyana +
Ally Peltharra

Margaret Orr M. Armstrong Christobel Swan N Forrester/Armstrong

Bonnie-May

Mariah Peltharra Abby-lee KngwarreyeViolet NgalaKhalil Pengarta

Helania Kemarra Nathan Peltharra

Ketyeya mapa - kids!

Ingweya relha mapa - Elders
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Destinee Mpetyana

Dwayne + Tyrone
Mpetyana

Shakira Kngwerreye Shanicka Kngwerreye

Richie Mpetyana

Shanita Kngwerreye Malachi Peltharra Leroy Kngwerreye Jodie Peltharra

Tiani Pengarta Samaya Mpetyana Rohda Kemarra

Harper + Hailey
Peltharra

Brittany Ngala +
Justyce Mpetyana

Peyton + Alira
Penangka

Ketyeya mapa - kids!

Shakayla Ngala
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Isaac Dickson Kamiah Mpetyana Madison Kngwerreye Max Pengarta

Jack Mpetyana

RJ Kngwerreye Kelvin Pengarta LaSharni Pengarta Aaliarna Pengarta

Jayda Peltharra Emmerson Peltharra Shontae Perrurla

Suruiya NgalaHunter Peltharra Jacob Ngala Avani Mpetyana

Ketyeya mapa - kids!
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Relha mapa - Adults

Sasha Coull Jaye Swan Chanara Swan Auriel Swan

Lorraine Swan Geraldine Stewart Elsa Swan Marlene Coombes

Diandra Armstrong Sharlene Swan Kayla Dashwood Shania Armstrong

Leeane Swan Crystal Rose Furber-Swan Lynette + Judy Swan Kamilah Satour
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Partners:
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Appendix 2. 

First Nations Master-Apprentice Language Training – Alice Springs 
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SUHVHQW�JOREDO�FULVLV�IRU�,QGLJHQRXV�ODQJXDJHV���([SHULHQFHG�WUDLQHUV�ZLOO�WHDFK�WKH�EDFNJURXQG�
IRU�WKH�PHWKRG�LQFOXGLQJ�WKH�LPSRUWDQFH�RI�LPPHUVLRQ�OHDUQLQJ��H[SODLQ�WKH�0DVWHU�$SSUHQWLFH�
SURFHVV�DQG�JLYH�SDUWLFLSDQWV�GLUHFW�SUDFWLFH�LQ�XVLQJ�WKH�PHWKRG���7KHUH�ZLOO�EH�IRFXVHG�
VHVVLRQV�IRU�(OGHU�VSHDNHUV�DQG�IRU�QHZ�$SSUHQWLFH�OHDUQHUV���:RUNVKRS�SDUWLFLSDQWV�ZLOO�EH�
JLYHQ�JXLGHG�SUDFWLFH�WKURXJK�WKH�YDULRXV�SKDVHV�RI�LPSOHPHQWDWLRQ���7KH�ZRUNVKRS�ZLOO�DOVR�
SURYLGH�GLUHFW�WUDLQLQJ�LQ�XVLQJ�WHFKQRORJ\�IRU�GRFXPHQWDWLRQ�LQ�YLGHR�DQG�DXGLR�DQG�DV�DQ�
DSSURSULDWH�OHDUQLQJ�DLG��
�
7KH�*OREDO�,QGLJHQRXV�/DQJXDJHV�&DXFXV�LV�SURYLGLQJ�WUDLQLQJ�ZLWKLQ�WKLV�ZRUNVKRS�DQG�
VXSSRUWV�JUDVVURRWV�ODQJXDJH�UHYLWDOL]DWLRQ�SURMHFWV�WKDW�VKRZ�WKH�SURPLVH�RI�JURZLQJ�QHZ�
\RXQJ�ODQJXDJH�VSHDNHUV�WKURXJK�EUHDWK�WR�EUHDWK�LPPHUVLRQ�PHWKRGRORJ\�ZLWK�(OGHU�
VSHDNHUV��



7KH�$GYRFDWHV�IRU�,QGLJHQRXV�&DOLIRUQLD�/DQJXDJH�6XUYLYDO�ZRUNV�RQ�WKH�PDLQ�JRDO�RI�
GHYHORSLQJ�QHZ�VSHDNHUV�DQG�EHOLHYHV�WKDW�RXU�VSRNHQ�ODQJXDJHV�KDYH�D�SURIRXQG�KHDOLQJ�
HIIHFW�RQ�WKH�LQGLYLGXDO��WKH�IDPLO\�DQG�FRPPXQLW\��
�
:KR��
1DWLYH�$PHULFDQ�/DQJXDJH�5HYLYDO�([SHUWV�UXQQLQJ�WKH�WUDLQLQJ���

5LFKDUG�$��*URXQGV��3K�'���<XFKL�6HPLQROH���&KDLUSHUVRQ�*,/&�
-XOLDQ�/DQJ��.DUXN���$GYRFDWHV�IRU�,QGLJHQRXV�&DOLIRUQLD�/DQJXDJH�6XUYLYDO��$,&/6��
+DOD\�7XUQLQJ�+HDUW��<XFKL�6HPLQROH���<XFKL�/DQJXDJH�3URMHFW��2NODKRPD��86$�
-LOHV�7XUQLQJ�+HDUW��/DNRWD���9LGHRJUDSK\�$XGLR�,QWHUQHW�UHVRXUFHV�

� %REELH�&KHZ�%LJE\��&KHURNHH���6HFRQG�/DQJXDJH�$FTXLVLWLRQ�
�
7KLV�WUDLQLQJ�LV�RSHQ�WR�DQ\�,QGLJHQRXV�$XVWUDOLDQ�ODQJXDJH�JURXSV�ZKR�DUH�VHHNLQJ�WR�FUHDWH�
QHZ�IOXHQW�VSHDNHUV�LQ�WKHLU�ODQJXDJH��:H�DUH�ORRNLQJ�IRU�D�PDVWHU�DSSUHQWLFH�WHDP�WR�DWWHQG�
WKH�ZRUNVKRS���WKDW�LV�RQH�RU�PRUH�ODQJXDJH�VSHDNHU�V�DQG�RQH�RU�PRUH�DSSUHQWLFHV�ZKR�DUH�
FRPPLWWHG�WR�EHFRPLQJ�VSHDNHUV�� �
�
7KLV�ZRUNVKRS�ZLOO�KDYH�D�OLPLW�RI����DWWHQGHHV��:H�ZLOO�SULRULWLVH�HQGDQJHUHG�ODQJXDJH�JURXSV�
WKDW�KDYH�IHZ�IOXHQW�VSHDNHUV�OHIW�DQG�VWURQJ�HOGHU�OHDUQHU�WHDPV���
�
:KHQ���
7KLV�WUDLQLQJ�ZLOO�WDNH�SODFH�IURP�7XHVGD\�WKH���WK�RI�$SULO�WR�)ULGD\�WKH��VW�RI�0D\��7KH�WUDLQLQJ�
ZLOO�VWDUW�DW��DP�DQG�ILQLVK�DW��SP�RYHU�WKH���GD\V��2Q�6DWXUGD\�WKH��QG�RI�0D\��WKH�3HUWDPH�
KRVW�FRPPXQLW\�ZLOO�WDNH�WKH�1DWLYH�$PHULFDQ�WUDLQHUV�RQ�D�WRXU�RI�3HUWDPH�FRXQWU\�WR�IDFLOLWDWH�
LQWHUQDWLRQDO�H[FKDQJH�RI�H[SHULHQFHV��NQRZOHGJH�DQG�VWRULHV��7KH�*,/&�WUDLQHUV�ZLOO�FDPS�DW�
%RRPHUDQJ�%RUH�2XWVWDWLRQ��RQ�3HUWDPH�KRPHODQGV����NP�VRXWK�RI�$OLFH�6SULQJV�RQ�6DWXUGD\�
QLJKW���
�
:KHUH���
$OLFH�6SULQJV��1RUWKHUQ�7HUULWRU\���
+RVWHG�E\�WKH�%DWFKHORU�,QVWLWXWH�RI�,QGLJHQRXV�7HUWLDU\�(GXFDWLRQ�DW�WKH�'HVHUW�3HRSOHV�&HQWUH�
&DPSXV���
�
%HQHILWV�DQG�2XWFRPHV��

� 1DWLYH�$PHULFDQ�ODQJXDJH�UHYLYDO�H[SHUWV�VKDUH�WKHLU�NQRZOHGJH��H[SHULHQFH�DQG�EXLOG�
FRQQHFWLRQV�ZLWK�,QGLJHQRXV�$XVWUDOLDQV���$V�,QGLJQHRXV�SHRSOHV�RI�FRORQLVHG�QDWLRQV��
SDUWLFLSDQWV�FDQ�ILQG�FRPPRQ�JURXQG�DQG�VKDUHG�H[SHULHQFHV�LQ�WKH�VWUXJJOH�WR�UHYLYH�
,QGLJHQRXV�ODQJXDJHV���

� $XVWUDOLD�KDV�RQH�RI�WKH�IDVWHVW�UDWHV�RI�,QGLJHQRXV�ODQJXDJH�H[WLQFWLRQ�LQ�WKH�ZRUOG�����
,QGLJHQRXV�$XVWUDOLDQV�ZLOO�EHQHILW�IURP�UHFHLYLQJ�SURIHVVLRQDO�GHYHORSPHQW�WUDLQLQJ�IURP�
,QWHUQDWLRQDO�)LUVW�1DWLRQV�H[SHUWV���

� 0DVWHU�DSSUHQWLFH�SURJUDPV�KDYH�SURYHQ�WR�EH�WKH�PRVW�HIIHFWLYH�PHWKRG�WR�UHYLYH�
HQGDQJHUHG�ODQJXDJHV�ZLWK�IHZ�UHVRXUFHV��ZLWK�ORWV�RI�UHVHDUFK�GHPRQVWUDWLQJ�LWV�



VXFFHVV��0DQ\�,QGLJHQRXV�ODQJXDJH�JURXSV�LQ�$XVWUDOLD�DUH�RSHUDWLQJ�RQ�VPDOO�EXGJHWV�
DQG�IHZ�UHVRXUFHV���

� 7KH�PDWWHU�RI�ODQJXDJH�UHYLYDO�LV�XUJHQW��DV�PDQ\�ODQJXDJH�VSHDNHUV�DUH�ZLWKLQ�WKH�
JUDQGSDUHQW�JHQHUDWLRQ�DQG�LQWHUJHQHUDWLRQDO�WUDQVPLVVLRQ�KDV�FHDVHG��
0DVWHU�DSSUHQWLFH�SURJUDPV�IRFXV�RQ�WUDQVIHUULQJ�ODQJXDJH�NQRZOHGJH�IURP�HOGHUV��WKH�
PDVWHUV��WR�\RXQJ�SHRSOH��DSSUHQWLFHV��TXLFNO\�WKURXJK�LPPHUVLRQ�PHWKRGV��6SHDNHUV�
FDQ�EHFRPH�IOXHQW�ZLWKLQ�D�\HDU�RI�WKH�SURJUDP���

� 0DVWHU�DSSUHQWLFH�SURJUDPV�VWUHQJWKHQ�WKH�ERQG�EHWZHHQ�,QGLJHQRXV�HOGHUV�DQG�\RXWK��
,QGLJHQRXV�SHRSOH�UHYLYLQJ�WKHLU�VSRNHQ�ODQJXDJHV�KDYH�SURIRXQG�KHDOLQJ�HIIHFWV�RQ�WKH�
LQGLYLGXDO��WKH�IDPLO\�DQG�FRPPXQLW\���

� (OGHUV�IXOILOO�WKHLU�FXOWXUDO�UHVSRQVLELOLW\�WR�SDVV�RQ�WKHLU�XQLTXH�NQRZOHGJH�WR�WKH�QH[W�
JHQHUDWLRQ�

� 7KH�ZRUNVKRS�ZLOO�DOVR�SURYLGH�GLUHFW�WUDLQLQJ�LQ�XVLQJ�WHFKQRORJ\�IRU�GRFXPHQWDWLRQ�LQ�
YLGHR�DQG�DXGLR�DQG�DV�D�OHDUQLQJ�DLG�WR�LQFUHDVH�GLJLWDO�OLWHUDF\��

�
3HUWDPH�7RXU�RI�&RXQWU\�
7KLV�WUDLQLQJ�FRQFHSW�ZDV�GHYHORSHG�ZKHQ�D�3HUWDPH�HOGHU�DQG�\RXQJ�SHUVRQ�IURP�$OLFH�
6SULQJV�ZDV�LQYLWHG�WR�DWWHQG�D�PDVWHU�DSSUHQWLFH�WUDLQLQJ�LQ�1HZ�<RUN�E\�WKH�*OREDO�,QGLJHQRXV�
/DQJXDJH�&DXFXV�LQ�0D\�������.DWKOHHQ�6ZDQ�%UDGVKDZ�DQG�9DQHVVD�)DUUHOO\�EXLOW�D�VWURQJ�
FRQQHFWLRQ�ZLWK�WKH�<XFKL�1DWLYH�$PHULFDQ�KRVWV�DQG�WRRN�WKH�NQRZOHGJH�IURP�WKH�WUDLQLQJ�EDFN�
WR�$OLFH�6SULQJV�WR�VWDUW�RXU�RZQ�PDVWHU�DSSUHQWLFH�SURJUDP�ZLWK�IRXU�3HUWDPH�\RXQJ�SHRSOH�DV�
DSSUHQWLFHV��DQG�WZR�IOXHQW�3HUWDPH�HOGHUV�DV�PDVWHUV��9DQHVVD�DQG�.DWKOHHQ�KDYH�VLQFH�
LQYLWHG�WKH�*OREDO�,QGLJHQRXV�/DQJXDJH�&DXFXV�WR�$OLFH�6SULQJV�WR�UXQ�D�VLPLODU�WUDLQLQJ�IRU�
,QGLJHQRXV�ODQJXDJH�JURXSV�ZLWKLQ�$XVWUDOLD���
�

�
9DQHVVD�)DUUHOO\�	�.DWKOHHQ�%UDGVKDZ�ZLWK�<XFKL�ODQJXDJH�WHDP�WKDW�LQYLWHG�WKHP�WR�1HZ�<RUN�
�
$V�WKH�3HUWDPH��6RXWKHUQ�$UUHUQWH��KRVWV�RI�RXU�LQWHUQDWLRQDO�JXHVWV��ZH�ZLOO�EH�WDNLQJ�RXU�
WUDLQHUV�RQ�D�WRXU�RI�3HUWDPH�FRXQWU\�RQ�6DWXUGD\�WKH��QG�RI�0D\�����NP�VRXWK�RI�$OLFH�6SULQJV�
DQG�FDPSLQJ�RXW�DW�WKH�6ZDQ�IDPLO\�KRPHODQGV��%RRPHUDQJ�%RUH��7KH�3HUWDPH�FRPPXQLW\�LV�
NHHQ�WR�VKDUH�RXU�FRXQWU\��FXOWXUH�DQG�KLVWRU\�RI�ODQJXDJH�VXSSUHVVLRQ�ZLWK�RXU�$PHULFDQ�)LUVW�
1DWLRQV�JXHVWV��7KH�3HUWDPH�FRPPXQLW\�ZRXOG�OLNH�WR�KRVW�D�IDPLO\�%%4�DW�WKH�)LQNH�5LYHU�



&URVVLQJ�IRU�WKH�1DWLYH�$PHULFDQ�WUDLQHUV�WR�EULQJ�WKH�FRPPXQLW\�WRJHWKHU��WKHQ�WDNH�WKH�WUDLQHUV�
RQ�D�WRXU�RI�RWKHU�LPSRUWDQW�FXOWXUH�RU�KLVWRULFDO�3HUWDPH�VLWHV�� �
�
%XGJHW�IRU�0DVWHU�$SSUHQWLFH�7UDLQLQJ�DQG�3HUWDPH�&RXQWU\�7RXU�IRU�7UDLQHUV��
2XU�1DWLYH�$PHULFDQ�WUDLQHUV�KDYH�HQRXJK�IXQGV�WR�FRYHU�IRU�WKHLU�RZQ�WUDYHO��DFFRPRGDWLRQ�
DQG�RIIHU�WKLV�ZRUNVKRS�IUHH�RI�FKDUJH���:H�DUH�NHHQ�WR�RSHQ�WKH�WUDLQLQJ�XS�WR����,QGLJHQRXV�
SHRSOH�ZKR�ZDQW�WR�LQFOXGH�WKHLU�ODQJXDJH�JURXS��7KLV�WUDLQLQJ�LV�XQIXQGHG��VR�ZH�DUH�DVNLQJ�
DQ\�DWWHQGLQJ�ODQJXDJH�JURXSV�WR�SURYLGH�WKHLU�RZQ�WUDYHO��DFFRPRGDWLRQ�DQG�VDODULHV�IRU�WKHLU�
UHSUHVHQWDWLYHV�IURP�WKHLU�RZQ�ODQJXDJH�SURJUDPV��:H�DUH�FXUUHQWO\�VHDUFKLQJ�IRU�IXQGLQJ�IRU�
FDWHULQJ��ZHOFRPH�WR�FRXQWU\�DQG�VXSSRUW�IRU�WKH�3HUWDPH�FRPPXQLW\�KRVWV�WR�DWWHQG�WKH�
WUDLQLQJ�DQG�UXQ�D�WRXU�RQ�RXU�FRXQWU\�IRU�WKH�1DWLYH�$PHULFDQ�WUDLQHUV���
�
�
%XGJHW�IRU�0�$�ZRUNVKRS� �

LWHP� FRVW�

3URMHFW�PDQDJHPHQW���9DQHVVD���<XFKL�SURJUDP� LQ�NLQG�

IXHO� ����

URRP�KLUH� LQ�NLQG�

IRRG�IRU�ZRUNVKRS� �������

%DWFKHORU�SLFN�XS�EXV� LQ�NLQG�

:HOFRPH�WR�FRXQWU\���VPRNLQJ� �����

727$/� �����

�
�
),567�1$7,21�75$,1(5�%,26���
��
5LFKDUG�$��*URXQGV��<XFKL��6HPLQROH���3K�'���&KDLU��*OREDO�,QGLJHQRXV�/DQJXDJHV�
&DXFXV�
+HDG�2UJDQL]HU��*OREDO�,QGLJHQRXV�/DQJXDJHV�)XQG�7UDLQLQJ�
5LFKDUG�JURXQGV#XWXOVD�HGX��ZZZ�\XFKLODQJXDJH�RUJ�
5LFKDUG�LV�RI�<XFKL�DQG�6HPLQROH�KHULWDJH�DQG�([HFXWLYH�'LUHFWRU�RI�WKH�<XFKL�/DQJXDJH�
3URMHFW�EDVHG�LQ�6DSXOSD��2NODKRPD��ZRUNLQJ�ZLWK�<XFKL�(OGHUV�LQ�FUHDWLQJ�QHZ�IOXHQW�VSHDNHUV�
XVLQJ�LPPHUVLRQ�ODQJXDJH�PHWKRGV���$IWHU�FRPSOHWLQJ�KLV�3K�'��LQ�WKH�+LVWRU\�RI�5HOLJLRQV�DW�
3ULQFHWRQ�7KHRORJLFDO�6HPLQDU\��KH�WDXJKW�DW�6W��2ODI�&ROOHJH�DQG�LQ�WKH�$QWKURSRORJ\�
'HSDUWPHQW�DW�WKH�8QLYHUVLW\�RI�7XOVD���+H�VHUYHG�DV�WKH�([SHUW�IRU�WKH�1RUWK�$PHULFDQ�5HJLRQ�
DW�WKH�([SHUW�0HHWLQJ�RQ�,QGLJHQRXV�/DQJXDJHV�KHOG�E\�WKH�8QLWHG�1DWLRQV�3HUPDQHQW�)RUXP�
RQ�,QGLJHQRXV�,VVXHV�LQ�������'U��*URXQGV�ZDV�WKH�FRQVLVWHQW�YRLFH�FDOOLQJ�IRU�DQ�,QWHUQDWLRQDO�
<HDU�RI�,QGLJHQRXV�/DQJXDJHV�VLQFH�WKH�EHJLQQLQJ�RI�WKH�3HUPDQHQW�)RUXP�RQ�,QGLJHQRXV�
,VVXHV�LQ������ZKLFK�KDV�QRZ�EHHQ�GHFODUHG�E\�WKH�8�1��*HQHUDO�$VVHPEO\�IRU�������



'U��*URXQGV�UHFHLYHG�WKH�+XPDQLWLHV�LQ�(GXFDWLRQ�$ZDUG�IURP�WKH�2NODKRPD�+XPDQLWLHV�
&RXQFLO�IRU������DQG�LV�DFWLYH�LQ�3LFNHWW�&KDSHO��WKH�ORFDO�<XFKL�0HWKRGLVW�FKXUFK��DQG�DW�
3ROHFDW�<XFKL�&HUHPRQLDO�*URXQG��+LV�:HE�SDSHU�RQ���,QGLJHQRXV�3HUVSHFWLYHV�DQG�/DQJXDJH�
+DELWDWV���IRU�WKH�8QLWHG�1DWLRQV��3HUPDQHQW�)RUXP�RQ�,QGLJHQRXV�,VVXHV���������FDQ�EH�IRXQG�
DW�WKH�8�1��ZHEVLWH��
KWWSV���ZZZ�XQ�RUJ�GHYHORSPHQW�GHVD�LQGLJHQRXVSHRSOHV�PHHWLQJV�DQG�ZRUNVKRSV��������KWPO�
+H�KDV�FR�ZULWWHQ�ZLWK�GDXJKWHU��K#O$��³<XFKL��)DPLO\�/DQJXDJH�ZLWKRXW�$�/DQJXDJH�)DPLO\�´�
LQ��%ULQJLQJ�2XU�/DQJXDJHV�+RPH���HG��%\�/HDQQH�+LQWRQ����������+H�KDV�SXEOLVKHG�RQ�1DWLYH�
ODQJXDJH�LVVXHV�LQ�WKH��(QF\FORSHGLD�RI�5HOLJLRQ�DQG�1DWXUH���������DV�ZHOO�DV��&XOWXUDO�6XUYLYDO�
4XDUWHUO\����������������������������DQG�FR�HGLWHG��DORQJ�ZLWK���*HRUJH�7LQNHU���2VDJH��DQG�
'DYLG�:LONLQV���/XPEHH����1DWLYH�9RLFHV��$PHULFDQ�,QGLDQ�,GHQWLW\�	�5HVLVWDQFH���8QLYHUVLW\�RI�
.DQVDV�3UHVV���������
��
��
-XOLDQ�/DQJ���.DUXN�WULEDO�PHPEHU��:L\RW�DQG�6KDVWD�WULEDO�GHVFHQGDQF\���
&RQWDFW�,QIR���LUDKLY#KRWPDLO�FRP!��)DFHERRN��7ZLWWHU��,QVWDJUDP��6N\SH�
/DQJXDJH�6WDWHPHQW��,�DP�FRPPLWWHG�WR�GHYHORSLQJ�VSHDNHUV�RI�WKH�.DUXN�ODQJXDJH�DQG�WR�
LQIRUPLQJ�QRQ�VSHDNHUV�WR�WKH�GDQJHUV�RI�LJQRULQJ�WKH�YLWDO�LPSRUWDQFH�ODQJXDJH�KROGV�IRU�RXU�
FROOHFWLYH�IXWXUH��
� -XOLDQ�/DQJ�ZDV�UDLVHG�LQ�H[WHQGHG�IDPLO\�KRXVHKROGV�ZKHUH�KLV�DQFHVWUDO�ODQJXDJH�ZDV�
XVHG�UHJXODUO\��7KLV�H[SRVXUH�WR�KLV�ODQJXDJH�KDV�UHVXOWHG�LQ�D�OLIH�ORQJ�H[SORUDWLRQ�RI�WKH�.DUXN�
ODQJXDJH��LQ�KLV�WHDFKLQJ�RI�WKH�ODQJXDJH�LQ�VRPH�IRUP�VLQFH�WKH�HDUO\�����V��DQG�PRVW�UHFHQWO\�
LQ�D�VXVWDLQHG�WHDFKLQJ�VFKHGXOH�WKDW�KDV�UHVXOWHG�LQ�PDQ\�QHZ�FRQYHUVDQWV��+H�IRXQGHG�WKH�
,QVWLWXWH�RI�1DWLYH�.QRZOHGJH�LQ�WKH�HDUO\�����V��DQ�LQIRUPDO�RUJDQL]DWLRQ��GHYRWHG�WR�FRPELQLQJ�
WUDGLWLRQDO�DQG�FRQWHPSRUDU\�DUWV�ZLWK�FXOWXUDO�NQRZOHGJH�WR�EH�VKDUHG�YLD�DUWV�EDVHG�IRUPV��
WKHDWHU��OLYH�SHUIRUPDQFHV��PXVLF��DQG�PXOWLPHGLD�GLJLWDO�DUWV��+H�WUDQVFULEHG�����V�RI�SDJHV�RI�
KDQGZULWWHQ�ILHOGQRWHV�IURP�OLQJXLVWV�DQG�DQWKURSRORJLVWV��WUDQVODWHG�PDQ\�WUDGLWLRQDO�FUHDWLRQ�
VWRULHV��DQG�HVWDEOLVKHG�DQ�DG�GDWDEDVH�WKDW�LV�FXUUHQWO\�EHLQJ�XVHG�WR�KHOS�GHYHORS�WKH�ILUVW�
\HDU�ORQJ�.DUXN�ODQJXDJH�FXUULFXOXP�WR�EH�XVHG�LQ�WKH�ORFDO�SXEOLF�VFKRROV��
� /DQJ�LV�D�ERDUG�PHPEHU�RI�WKH�$GYRFDWHV�IRU�,QGLJHQRXV�&DOLIRUQLD�/DQJXDJHV��WKH�
SUH�HPLQHQW�RUJDQL]DWLRQ�GHYRWHG�WR�PDVWHU�$SSUHQWLFH�WUDLQLQJ�IRU�LQGLJHQRXV�ODQJXDJHV��+H�
ZDV�UHFHQWO\�HOHFWHG�DV�WKH�FKDLUSHUVRQ�IRU�WKH�.DUXN�/DQJXDJH�&RPPLWWHH�DQG�KDV�GHYHORSHG�
D�YLEUDQW�DQG�PXFK�YLVLWHG�RQOLQH�ODQJXDJH�SUHVHQFH�XWLOL]LQJ�YDULRXV�DSSOLFDWLRQV�WKDW�FDQ�EH�
IRXQG�IRU�IUHH�RQ�WKH�LQWHUQHW��
� +H�OLYHV�LQ�0F.LQOH\YLOOH��&DOLIRUQLD�ZLWK�KLV�ZLIH��DUWLVW�DQG�.DUXN�ODQJXDJH�VWXGHQW��/\Q�
5LVOLQJ��+LV�KRPHODQG�LV�WKH�FRQIOXHQFH�RI�WKH�.ODPDWK�DQG�6DOPRQ�5LYHUV�LQ�QRUWKZHVWHUQ�
&DOLIRUQLD��7KH�.DUXN�DUH�D�SHRSOH�ZKR�GR�QRW�KDYH�FKLHIV�DQG�EHOLHYH�LQ�)L[LQJ�WKH�(DUWK��
��
��
+DOD\�7XUQLQJ�+HDUW���<XFKL��6HPLQROH��
�K#O$�KDV�D�OLQJXLVWLFV�GHJUHH�IURP�'DUWPRXWK�&ROOHJH�DQG�KDV�VWXGLHG�DW�&KDUOHV�8QLYHUVLW\�
�3UDJXH��DQG�8QLYHUVLW\�RI�$XFNODQG�LQ�1HZ�=HDODQG��6KH�KDV�EHHQ�DFWLYHO\�OHDUQLQJ�WKH�<XFKL�
ODQJXDJH�VLQFH�FKLOGKRRG�E\�ZRUNLQJ�ZLWK�(OGHUV���6KH�LV�QRZ�UDLVLQJ�KHU�\RXQJ�FKLOGUHQ�VROHO\�

https://www.un.org/development/desa/indigenouspeoples/meetings-and-workshops/8109-2.html
https://www.un.org/development/desa/indigenouspeoples/meetings-and-workshops/8109-2.html
http://www.sourcewatch.org/index.php?title=George_Tinker
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http://www.sourcewatch.org/index.php?title=David_Wilkins&action=edit&redlink=1
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LQ�WKH�<XFKL�ODQJXDJH�ZKLFK�LV�WKH�ILUVW�WLPH�WKLV�KDV�KDSSHQHG�LQ�QHDUO\����\HDUV���6KH�LV�WKH�
3URMHFW�$GPLQLVWUDWRU�DW�WKH�<XFKL�/DQJXDJH�3URMHFW�LQ�6DSXOSD��2NODKRPD���K#O$�ZDV�D�/LYLQJ�
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Walalangga Yawuru Ngan-ga Program 2016 to 2018 

The Walalangga Yawuru Ngan-ga program is a successful two-year adult Yawuru language 

learning program developed and delivered by the Mabu Yawuru Ngan-ga Language Centre. 

Over two years, nine students became proficient in 48 to 56 domains or contexts and were 

able to have one-hour-long conversations using complex sentence structures in Yawuru. 

Background 

Yawuru is the language of the Yawuru people, the Traditional Owners of the lands around 

Broome in northern Western Australia. The impact of colonisation drove Yawuru language 

into a steep decline, with few fluent speakers remaining. Today, Yawuru is taught in local 

schools and is used in public more and more; however, there is a shortage of teachers 

resulting in no significant increase in the number of fluent speakers in recent years. 

Program description and 

teaching approach 

Walalangga Yawuru Ngan-ga 

aimed to help create a pool of 

20 speakers by 2020 using 

available language learning 

resources including audio 

recordings, a dictionary and a 

phrase book. The program was 

run by Nyamba Buru Yawuru 

Ltd and funded by the Federal 

Government’s Indigenous 

Language and Arts (ILA) 

program which provided 

$200,000 each year for three 

years. The program also had 

generous philanthropic 

support. 

KEY PROGRAM DETAILS 

• 2-YEAR COURSE, 5 DAYS A WEEK, 3 HOURS A
DAY; MINIMUM 90 % ATTENDANCE
REQUIRED

• STUDENTS WERE PAID TO ATTEND

• COURSE INVOLVED CLASSROOM LESSONS,
ON-COUNTRY EXCURSIONS, TALKS WITH
ELDERS

• COURSE TARGETS FOR STUDENTS
INCLUDED: ACHIEVING PROFICIENCY IN 50
DIFFERENT DOMAINS; BUILDING INDIVIDUAL
LANGUAGE NESTS; CONDUCTING A 60-
MINUTE CONVERSATION IN LANGUAGE

• COURSE INVOLVED OUT OF HOURS
ACTIVITIES

• STUDENTS LEARNT TO DEVELOP STRATEGIES
TO OVERCOME SHAME AND OTHER
BARRIERS
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The program involved adult 

students spending three hours a 

day, five days a week learning, 

listening and speaking Yawuru 

language. Students were paid to 

attend as Nyambu Buru Yawuru 

employees. This was done to show 

that the Yawuru community values 

language skills. 

The program content was designed 

and taught by two qualified and 

experienced Yawuru language

teachers. It focused on maximising

the use of Yawuru, using language 

without translation and doing so in 

a positive learning environment. 

The teaching approach was holistic and used oral activities, daily life content, formal 

grammar sessions, on-Country trips and community engagement. Students were supported 

to lead their own learning and to become language hunters. Scripted conversations, 

increasing over time in length and capacity, were used to build confidence and scaffold 

learning. Throughout the course, there was ongoing reflection on the content and delivery 

of the program and some elements were redesigned to respond to student capacity and 

needs. 

Student performance 

Student performance was outstanding. In the first year, ten students became proficient in at 

least 20 domains of five sentences each, could participate in 15-minute conversations and 

were using Yawuru for at least one hour a day. At completion, students achieved between 

48 to 56 domains, were able to participate in one-hour conversations and to converse using 

complex sentence structures. Most students stayed after class to hunt language, and also 

shared their new language skills with family, Elders and the general community. Students 

attended multiple on-Country trips and cultural activities. 

KEY ACHIEVEMENTS 

• 15 STUDENTS ENROLLED, 9 COMPLETED
THE COURSE

• YEAR 1: 10 STUDENTS ACHIEVED 20
DOMAINS AND 15-MINUTE
CONVERSATIONS IN LANGUAGE; 13
ACHIEVED ONE HOUR A DAY OF
LANGUAGE USE

• YEAR 2: MAJORITY OF STUDENTS
ACHIEVED 60-MINUTE-CONVERSATIONS
IN LANGUAGE, INCLUDING USE OF 
COMPLEX SENTENCES 

§ 1 ACHIEVED 56 DOMAINS

§ 1 ACHIEVED 51 DOMAINS

§ 3 ACHIEVED 50 DOMAINS

§ 1 ACHIEVED 49 DOMAINS

§ 3 ACHIEVED 48 DOMAINS
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Many students had significant external factors that impeded their ability to attend classes 

and six students dropped out. However, the overall attendance was 78%. The journal and 

video blog ideas were discussed but not achieved due to lack of technical know-how and 

time. A language nest was successfully created within the language centre consisting of a 

breakout area where only Yawuru was spoken. For individual student nests, the idea was 

refined away from their nest being only a physical location to include activities using 

language. The result of this adaptation was that all students were successful in creating their 

own nest. 

Some things we learnt 

The large age range of 19 to 75 meant there were different styles of learning and 

expectations within the group, and lesson plans were modified to allow for this. However, 

the mix of ages also had benefits that flowed between age groups: young people shared 

their technology know-how and older people shared their traditional knowledge. 

Teaching adults can be challenging as all adults behave differently. The program facilitators 

had to learn how to manage working with family and elders. The varying literacy levels of 

students meant that more time than expected was spent teaching literacy skills. There was a 

lot of administrative work involved and some learning time was lost to students who had 

employee obligations. The facilitators delivering the program felt that in future, more 

resources should be provided to support these varying factors, including assistance and/or 

materials to help with students’ literacy improvement. 

Students becoming teachers 

One of the graduates went on to complete the WA Education Department’s Aboriginal 

Teachers Traineeship course and now works as a Yawuru teacher in a local primary school, 

teaching grades 1 to 6. Another graduate became a Home Interaction Program for Parents 

and Youngsters (HIPPY) tutor and has been working to increase the Yawuru language 

content in the HIPPY program, which works with local families with children aged 4 and 5. 

Other graduates continue to work at Mabu Yawuru Ngan-ga Language Centre. 

Resources developed 

An initial curriculum was drafted for the course, however it soon became clear that the 

course needed to be simplified. The importance of learning all about the students, 
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preferably before the course starts, became apparent early on. It would have been 

beneficial to know students’ literacy levels and previous learning experiences beforehand to 

help shape the course and to better cater to the learning requirements of the students. 

Because of the broad range of literacy levels, the teachers found they needed to rely on 

their general teaching skills to a greater degree and spend more time than expected in 

supporting the students to build study skills. 

As a consequence, new materials were developed based around school teaching, with each 

lesson having three key main elements: oral conversational practise, teaching focus and 

personalised learning time. Below are some examples of these resources. 

 

Above: A weekly planner showing daily lessons with routine learning sessions. 
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Above: A Welcome Circle was used to create and foster a safe and welcoming learning 

environment. 

 

Above: A hands-on interactive Yawuru Seasons board. The background landscape was 

drawn by a local artist and seasonal phrases with matching images were added. The use of 

this board was demonstrated by the facilitators and then maintained by the students. 

Program funding, costs and expenditures 

The Walalangga Yawuru Ngan-ga program was funded by a combination of an Indigenous 

Languages and Arts (AIL) program grant and philanthropic donations. 
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Mabu Yawuru Ngan-ga Language Centre secured multi-year funding from 2016 to 2019 from 

ILA, receiving $600,000 over the period. The amount of philanthropic donation is unknown 

but is understood to be significant. The Walalangga Yawuru Ngan-ga program could not 

have existed without receiving both sources of funding. 

Funds were allocated for: the salary of two qualified Yawuru language teachers to facilitate 

the immersion program; the services of a language specialist; two Elders as language and 

cultural consultants; the services of a Yawuru artist to design culturally safe art to promote 

the immersion program within the local community; the students’ salary based on lesson 

attendance (capped at 15 students); travel and accommodation costs for on-Country 

excursions and cultural events and forums; administration costs, including a monthly order 

of office stationery to create own teaching and learning resource materials; and professional 

learning, including areas of Aboriginal languages and linguistics, how to make quality audio 

recordings and the Master-Apprentice learning strategy. Some funds were also allocated for 

incidental costs such as payment for Working with Children Checks for students to enable 

them to later engage professionally with the public. 
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Kalaw Kawaw Ya Immersion Classes 

Leonora Adidi is a Torres Strait Islander from the Suy-Baydham Clan of Saibai Island and 

Bamaga, North Queensland. She is fluent in Kalaw Kawaw Ya and Yumplatok (Torres Strait 

Creole) and is passionate about preserving and revitalising Aboriginal and Torres Strait 

Islander language, culture and heritage. She is an interpreter, translator and an examiner for 

National Accreditation Authority for Translators and Interpreters and is the current Chair of 

the National Indigenous Interpreters Advisory Committee. She is also a singer/songwriter 

and Managing Director of Naygayiw Gigi Indigenous Corporation and Dance Troupe, as well 

as a member of the Queensland Indigenous Languages Advisory Committee. 

As a linguist, Leonora consults on and facilitates a variety of language activities and is 

Linguist & Cultural Consultant for Ngalpan Communications, the organisation through which 

she has run language classes for the community since 2012. Leonora also provides 

language mentorship to Kalaw Kawaw Ya community members working in the arts industry. 

This professional mentorship generally focuses on a particular task, activity or outcome the 

mentee requires assistance with, such as songwriting or preparing for a performance. 

Outline of the immersion program 

Leonora has recently been offering personalised online immersion classes to close family 

and other Kawaw Kalaw Ya community members through a ten-week pilot project that began 

in August 2021. The project came into being when Leonora was contacted by her Cairns-

based niece with a request for language classes to support her Year 10 studies in Drama 

and Aboriginal Studies. Leonora agreed and made a plan to provide her niece with one-hour 

immersion classes twice a week via video chat. 

When the classes were mentioned publicly on social media, Leonora received further 

requests and decided to offer the classes to four groups of people who meet online for the 

lesson. The four groups consist of: 

- Leonora’s teenage niece and her three younger siblings who are based in 

Cairns 

- a speaker in WA who has been away for some time and wants support 

with grammar and language extension 

- two adult Bamaga residents with whom Leonora does in-person classes 

- two adult learners currently living in Sydney. 
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The classes are offered at a time negotiated between Leonora and the students. The 

students generally need the classes to be after hours or on the weekends as the classes are 

in addition to their normal work or school life, which limits the time they have available. 

First Languages Australia has been able to offer seed funding to support the pilot delivery of 

this program. 

In this tailored immersion program, the students are allowed and encouraged to design each 

session. All students have requested the classes and are therefore motivated learners. In 

class, they are supported to learn in their own way. The individuals within each group need 

to be at the same level so they can progress together, so each person is offered 

personalised guidance in their learning. 

Each lesson is conducted entirely in language, with a very brief introduction in English and 

time allowed for questions in English at the end. The focus is on conversation – this is to 

build speaking and listening language skills without the use of text or writing. While Leonora 

expects to introduce the orthography of Kalaw Kawaw Ya at some stage, this will not be until 

the students have built their oral and aural language skills.  

Leonora has also made an offer to increase the sessions to twice a week to the four groups, 

but only the cluster of children can fit in two sessions a week. The rest continue to do one 

hour per week. 

The first four weeks have focused on building basic language use. Once students have 

these foundational language skills, Leonora then asks them to come up a with a theme to 

work with, or construct what they would like to focus on through the session. 

Through these sessions, Leonora is testing the content and mode of delivery to students at 

different levels. The aim of this pilot is to establish a strong methodology for the delivery of a 

home-based program before extending the testing to see how it might be delivered in other 

learning environments. The Bamaga group of two adults is taught in person to ascertain how 

delivery differs between video chat and face-to-face sessions. 

At this stage, each class requires a different level of preparation – some only a few minutes, 

others up to an hour depending on what additional resources are needed for each group. 

Duration 

Leonora has established that one hour is the maximum time that attention can be maintained 

on a video call. This is both for the teacher and the students. If she was employed to do this 

work full-time, Leonora anticipates that she could do three calls a day spread across the 

morning, afternoon and evening. She suggests that if she had another teacher to work with 
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her on the classes they could possibly do more, but perhaps only one additional class could 

be added as working in this medium with a little screen is exhausting (the classes are done 

via devices such as phones and tablets). 

… we're using a device and you can only concentrate for a short time on the 

little screen. In this medium you don’t have breaks or go walking or do other 

things. So it's much more intense, it's much more packed. In person, we move 

around in the environment, so it is different; we might go for two or three hours 

with short breaks. So for instance the other day it was sunset so we walked 

down to the beach and held the class there, and the learning was about that 

context focused on the sky and the shore. 

Obligations of the students and the teacher 

Both the teacher and students in this immersion program aim for effective language 

development. For this to happen, they each need to show a level of commitment to their 

tasks. 

Students are obliged to: 

- be active and engaged learners

- speak language everyday using the things they have learnt

- prepare for each session, including working out themes and what they

want to learn so they can build on their skills

- do the homework that is occasionally assigned, such as reviewing online

resources and watching the videos or listening to the audio suggested

- not write during the lessons and to listen, speak and learn instead (in

future, writing may be introduced as homework).

The teacher is obliged to: 

- be responsive to the needs of students to help them grow their own

learning

- be well prepared for the classes.

Throughout the first four weeks of delivery, Leonora has noticed a significant difference in 

the learning between the adult and child students. While the classes offered to two of the 

adult groups and the children began in the same way, the children have progressed more 
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rapidly, show a greater retention of the learning, and use what they have learnt in a more 

flexible way. Adult students need more time to solidify their skills. 

Leonora encourages the use of greetings, words and phrases in conversation with family, 

particularly older family who may be able to respond and participate. However, she 

encourages students to involve the whole family, not only Elders, as it is good for students to 

share their language learning with everyone. 

For people who are isolated from other speakers, Leonora has suggested that they use 

phone calls to other speakers as an opportunity for talking in language 

Future work 

While the pilot will establish the infrastructure and the program content, there is a need to 

develop resources to support student learning. At this stage, Leonora has very few language 

resources available. If the program is to continue, resource production will need to be a 

focus as this program would benefit from the development of additional teaching aids. 

Leonora is currently developing a vision for the pool of resources that will be required to 

support the learning into the future. 

The overarching plan for these classes is to grow the community’s pool of Kalaw Kawaw Ya 

speakers. Leonora would like to use this model to train others as teachers so that other 

community members can deliver the program within their families and extended families. 

Throughout the first four weeks of the pilot, many additional requests for participation have 

been received. Five additional clusters are on a waiting list for when mutually convenient 

times are available. Some of these groups have particular needs; for example, there are 

people from other Torres Strait language groups but would like to learn language to 

communicate at work. Others have specific types or modes of language they would like to 

focus on rather than learning the whole language. However, with the flexible, tailored 

approach of this personalised learning program, it should be possible to cater to the varying 

needs of those who wish to learn language. DR
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SUMMARY OF PROFESSSIONAL DEVELOPMENT FOR ABORIGINAL LANGUAGE TEACHERS 

IN SOUTH AUSTRALIA 

Mary-Anne Gale, September 2021 

OVERVIEW 

South Australia has offered formal training in Aboriginal languages to adults since the 1960s 

when Pitjantjatjara was first offered in the adult education sector at the University of 

Adelaide (see Gale et al 2020). However, it wasn’t until the 1990s that training was offered 

to Aboriginal people wanting to revive their own languages. Formal education opportunities 

for adults wanting to learn their own Aboriginal language began at Tauondi Aboriginal 

Community College as part of other certificate courses on offer in the 1990s. Around 1995, 

the trainer Mike Gray wrote a single unit that introduced adult learners to basic greetings 

and phrases in an Aboriginal language. At that time, it was offered within the popular 

Cultural Tourism course taught at Tauondi College by the Narungga man and cultural trainer 

Uncle Dookie O’Loughlin. 

This early introductory unit on Aboriginal languages was resurrected in 2007 when adult 

Ngarrindjeri students in Murray Bridge requested formal training beyond the informal 

language classes offered since 2004 by linguist Mary-Anne Gale alongside Elders. In 2007, 

the unit was offered within the Introduction to Vocational Education Certificate (IVEC) 

Certificate I to 17 adult Ngarrindjeri students, with commonwealth funding via the 

University of Adelaide. The IVEC course was accredited with TAFE SA. The course was taught 

by Gale and her University of Adelaide colleague Peter Mickan with the support of two 

Ngarrindjeri Elders, Aunty Eileen McHughes and Aunty Julia Yandell. (For a review of this 

2007 course see Gale & Mickan, 2008.) 

As soon as the first 17 adult students graduated with their IVEC Certificate I, they were keen 

for more. This directly inspired Gale to apply for a grant through the commonwealth 

Department of Communications, Information Technology and the Arts (DCITA) program to 

enable her to write higher-level certificate courses for adults wanting to learn their own 

Aboriginal language. The grant was successful, with Gale being employed by the SA 

Department of Further Education, Employment, Science and Technology (DFEEST) to write a 
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new Certificate III in Learning an Endangered Aboriginal Language and Certificate IV in 

Teaching an Endangered Aboriginal Language. 

The new courses gained accreditation on 1 January 2011. Following this, and with further 

commonwealth funding, Gale immediately began offering formal classes in Ngarrindjeri, 

again in Murray Bridge, with the support of Elders McHughes and Yandell. Part of this 

funding also went to linguist Paul Monaghan to enable him to offer the Certificate III for 

Wirangu to adult students in Ceduna, with the support of the late Elder Aunty Gladys Miller. 

On 1 January 2016, these two courses were reaccredited under the auspices of TAFE SA. 

As a result of the creation of these two courses, South Australia has, to date, produced 75 

graduates of the Certificate III in six different languages1, and 12 graduates of the Certificate 

IV in five languages. In addition, 17 Ngarrindjeri students completed a Skill Set towards their 

Certificate III (these students’ studies were, unfortunately, interrupted by the onset of 

COVID-19). 

These courses expired on 31 December 2020. Because TAFE SA chose not to reaccredit the 

two courses, Tauondi College has since developed three new certificate courses that were 

approved by ASQA in October 2020. They are the Certificate II and III in Learning an 

Australian First Nation’s Language, and Certificate IV in Teaching an Australian First Nation’s 

Language. However, despite drafts of the teaching materials having been written, these 

courses are yet to commence. 

It is worth noting that without the financial support of the Commonwealth Government 

over the years, this training would likely not have occurred.2 The SA Education Department 

offers partnerships with a few Aboriginal language communities (of up to $30,000 per year), 

but this support is generally financial in nature; any training and/or support for languages is 

left to individual communities. It could be said that the language training successes in SA are 

primarily due to the determination of the Aboriginal people who requested additional 

training and who found non-Aboriginal linguists to support them in making things happen. 

 
1 These languages included Ngarrindjeri, Kaurna, Wirangu, Narungga, Adnyamathanha and Pitjantjatjara. 
2 Tauondi College lost all of its core funding from the SA government in 2020 and could not continue its 
language training without outside funding. 
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When informal adult language classes in Ngarrindjeri started in Murray Bridge back in 2004, 

it was the late Elder Aunty Eileen McHughes who said she wanted to learn to give welcome 

speeches in full Ngarrindjeri without any English words, just like the neighbouring Kaurna 

people. Their Kaurna cousins had started giving Welcome speeches in full Kaurna in the 

early 1990s, so gradually some Ngarrindjeri women began to feel their code-mixed speech 

of English, peppered with remembered Ngarrindjeri words, was not enough. Aunty Eileen 

wanted more than just words, she wanted whole sentences in full Ngarrindjeri. To do that 

she felt she needed to learn some grammar. Some grammar was offered in the 2007 IVEC 

course, but it was Aunty Eileen who requested more formal training, and more grammar in a 

higher-level certificate course. The 2012 (AIATSIS) Australian Aboriginal Studies journal Issue 

2 includes reviews of those early days of language revival in the words of Aunty Eileen and 

other women pioneers (see Gale et.al, 2012). 

When grammar became a bigger part of formal training, with a unit of its own in the new 

Certificate III course accredited in 2011, it was not uniformly welcomed within the TAFE 

sector (see Grammar Rules, OK? by Gale, 2012). However, Gale, as the course’s facilitator, 

found that there were (and are) exceptional Aboriginal adult learners (usually younger) in 

classes who do enjoy the grammar lessons and ask for its complexities to be explained in 

more detail. For these students, this understanding of their language can be empowering; 

these students are the current and future teachers and trainers of adults. 

Formal training began in the Kaurna language as early as 1994, when linguist Robert Amery 

worked with Kaurna language pioneers Uncle Nelson Varcoe and Aunty Cherie Watkins to 

offer the newly developed Senior Secondary Aboriginal language subject. Varcoe taught it to 

Aboriginal and non-Aboriginal adults at Elizabeth West Adult Campus (soon to be renamed 

‘Para West Adult Campus’), and Watkins taught it to adolescents at Elizabeth City High 

School. In this subject, adults learnt to give acknowledgement or Welcome to Country 

speeches, and to speak basic phrases in Kaurna. The only adult course on offer at the time 

was the single unit written by Mike Gray, which Varcoe and Watkins offered at Tauondi 

College around 1995. 

In 1997, teachers at Kaurna Plains School attended the newly established Kaurna course at 

the University of Adelaide in after-school hours. In subsequent years, some teachers were 

supported by the Department of Education’s Mother-Tongue Retraining program to attend 
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the university course. However, it wasn’t until 2012 that Amery and Gale were able to offer 

the new Certificate III to Kaurna adults. By this stage, the giving of Welcome speeches in 

Kaurna was well entrenched and it was this growing fluency in Kaurna that had made Aunty 

Eileen envious; it seems a little bit of ‘tribal jealously’ has proved to be a great motivator to 

kick things along among the different language groups in SA. 

To date, there are 27 graduates with their Certificate III in Learning an Endangered 

Aboriginal Language in Kaurna, with the latest cohort of 12 students graduating at Tauondi 

College on 31 May 2021. For Ngarrindjeri, the Certificate III was offered to various cohorts 

from 2011; since April 2013, it has been offered regularly to adults in Victor Harbor and/or 

nearby Goolwa; and from 2018, it was offered in Adelaide at Tauondi Aboriginal College. By 

the end of 2020, 31 students had graduated with their Certificate III in Learning an 

Endangered Aboriginal Language for Ngarrindjeri, with a further 17 with a Skill Set of five 

units. 

The Certificate IV in Teaching an Endangered Aboriginal Language is designed to train 

language teachers and was undertaken by selected Certificate III graduates in 2013. Two 

Ngarrindjeri, two Kaurna, one Adnyamathanha and one Narungga adult student have 

completed their Certificate IV. In addition, nine Ngarrindjeri adults went on to complete 

their Certificate IV in Training and Assessment (TAE) in May 2021, as well as six adults from 

the Kaurna language classes. 3 (Note that the TAE is a general training course for all adult 

trainers. The course structure does not cover specific skills for the teaching of Aboriginal 

languages.) The TAE graduates with Ngarrindjeri are now teaching their language, and those 

with Kaurna are planning to teach their language to other adults in the near future at 

various training sites. However, there is increasing demand for Kaurna language classes, 

more than what the existing trainee teachers are able to manage. This signifies a strong 

need for additional language teachers trained in teaching language. 

In addition to the adult training in the language revival sector, training has also been offered 

to Pitjantjatjara tutors/teachers, who speak their language fluently from the remote north-

west of the state. Six Pitjantjatjara adults completed their Certificate IV with on-the-job 

 
3 See ABC news story celebrating this achievement: https://www.abc.net.au/news/2021-07-11/aboriginal-
languages-boosted-by-new-dictionaries-and-education/100275646 
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training while teaching the intensive Pitjantjatjara summer school offered annually by the 

University of South Australia (see Gale et. al. 2020 for a summary of this program). 

The table below summarises the number of graduates of language training courses in 

various languages offered since 2011 in SA. 

SSABSA (now the SACE BOARD) and ABORIGINAL LANGUAGES 

The South Australian Certificate of Education (SACE) Board is the independent education 

board that oversees the senior secondary curriculum and examinations in SA. In 1994, when 

the Board was known as ‘SSABSA’, they led the field in Australia by being the first to develop 

the Australian Indigenous Languages Framework for the introduction of accredited Year 11 

and 12 subjects in Aboriginal languages. Linguist Robert Amery was the first project officer. 

At the same time, the manager Antonio Mercurio realised the biggest challenge would be 

finding teachers to teach the subject, so successfully applied for commonwealth funding to 

offer a series of Professional Development for Teachers of Aboriginal Languages (PDTAL) 

workshops for Aboriginal language teachers. There was great enthusiasm for this ground-

breaking project. Workshops were run across the country and resulted in untrained 

Aboriginal teachers with skills in the Kaurna language being given formal recognition for 

their skills in the form of ‘provisional registration’ to teach Kaurna. 

ABORIGINAL LANGUAGES FRAMEWORK 

The barrier to furthering the training of Aboriginal language teachers in SA is likely due to 

the lack of formal recognition of graduate’s skills by the SA Department for Education, the 

South Australian 
LANGUAGE 

Certificate III 
Learning an 
Endangered Aboriginal 
Language 

Skill Set (5 units) 
Certificate III 
Learning an 
Endangered 
Aboriginal Language 

Certificate IV 
Teaching an Endangered 
Aboriginal Language 
 

TAE Certificate IV 
Training & Assessment 
(by those who also hold 
Certificate III in an 
Aboriginal language) 

Ngarrindjeri 31 17 2 10 
Kaurna 27 - 2 9 
Wirangu 4 - - - 
Adnyamathanha 1 - 1 - 
Narungga 1 - 1 - 
Pitjantjatjara 11 - 6 - 
TOTAL 75 17 12 19 
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Teachers Registration Board and the Teachers Union. Currently, the SA Department for 

Education has asked the major revival groups (Ngarrindjeri, Kaurna, Adnyamathanha & 

Narungga) to populate the Australian Languages Framework (R-10) with language examples 

throughout. The partnership funding each of these groups is given annually is tied to 

fulfilling this outcome. This populating task is required to be undertaken only by trained 

teachers (which is not necessarily where language skills lie for some groups). 

In 2021, the Department funded two trained teachers for six months to develop further 

resource materials for the Framework in the form of language examples in a ‘Scope and 

Sequence’ curriculum document for the Kaurna language. This is a trial, with the possibility 

of doing the Scope and Sequence for other languages in the future. The fear of the 

Aboriginal language graduates of the certificate courses discussed in this document is that 

the Department will eventually employ trained (non-Aboriginal) teachers to teach their 

languages from the Framework, and their own skills will remain unrecognised. This has 

caused ongoing concern among these graduates, who hope that they will not be left without 

the jobs and language careers they have trained for.4  

RESOURCES 

Overall, there are three major resources that are necessary for training adults in an 

Aboriginal language: a quality dictionary, in both electronic and printed formats; a learner’s 

guide that explains the language’s grammar; plus a formal training course with coursework 

materials that address each element of the training course. (See Gale (2017) for more 

details on language revival requirements.) 

For dictionary creation, there is a range of options of appropriate software. The creators of 

the Ngarrindjeri language dictionary have gone through a number of software applications 

for the three editions of their dictionary. It is important to use free software where possible, 

preferably available from the web; however, Miromaa dictionary software, from the 

Miromaa Aboriginal Language and Technology Centre in NSW, is also popular. The 

 
4 The SA Education Department was once a leader in the field of Aboriginal Studies and there was a large 
curriculum and resource unit that supported this work. In the past, the Department had provided professional 
development in Aboriginal languages in the form of annual professional development days. These are missed by 
Aboriginal people working in SA schools today, as is the support offered for many years by the Aboriginal 
Languages Standing Committee. This committee, disbanded fifteen years ago, oversaw issues relating to 
Aboriginal language being taught in schools in SA. 
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Ngarrindjeri language dictionary was started with Microsoft Word, then progressed to 

FileMaker Pro, then Toolbox. Eventually FLEx was used for a research project that required 

analysing texts, as FLEx is the more thorough program for that task. After that project, the 

dictionary database was reverted back to Toolbox to print the two new dictionary editions: 

the concise 2nd edition and the complete 3rd edition. (See the link to the AIATSIS 

newsletter about the launch of the 2nd edition in the references list at the end of this 

document). 

While some groups find FLEx a useful tool, the Ngarrindjeri have found Toolbox easier to 

use. All Ngarrindjeri graduates now have this program and the dictionary database on their 

laptops. Toolbox also makes it easy to share the database with others, and it is relatively 

simple to export the database to Word for printing. The Ngarrindjeri Dictionary Edition: third 

(complete) edition (A4 size) is a ‘complete’ edition, with a long introduction and extra fields 

of example sentences, etymology, synonyms and notes. Like many dictionary projects, it 

was funded by AIATSIS. (See the ABC News story link included in the references list at the 

end of this document.) 

Learner’s guides need to be written in a style that is understandable to the lay person, and 

include lots of example phrases and sentences that explain the various points of grammar. 

In a language revival context, adults need to learn about the grammar of the language. Even 

with stronger languages, such as Pitjantjatjara, the grammar is still taught explicitly in the 

summer school, alongside conversational Pitjantjatjara. Kulurdu Marni Ngathaitya!: Sounds 

good to me – A Kaurna learner’s guide (Amery & Simpson, 2013) engages community 

members through the inclusion of personal profiles in the first section and includes chapters 

devoted to talking with Elders, friends, babies and young children. Football and fishing are 

also included as important domains for the introduction of Kaurna language. 

A popular additional resource in SA is Ngarrindjeri for Smarties: some useful words and 

phrases to speak Ngarrindjeri in everyday situations, which was produced collaboratively by 

Mary-Anne Gale and Phyllis Williams with the Kainggi Thunggari Prap (Rainbow Language 

Class) during adult language classes. It is a phrase book and much more. The Kaurna group 

have also produced a Kaurna for Smarties which is very popular. They call it their ‘cheat’ 

book. For more details on training, resources and issues relating to language revival, see the 

list of references at the end of this document. 
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FINAL REMARKS 

The success of teaching Aboriginal languages in SA is dependent on those who take the 

steps to make things happen, both in the government of the day and language communities. 

In the past, South Australia has been a national leader in this regard. The State continues to 

have many willing potential students and teachers of language who could thrive and further 

the cause of Aboriginal languages in schools with adequate support. This support must 

include teacher registration, financial backing, the development and continual evolution of 

teaching strategies, and the ongoing development and maintenance of language courses 

designed and delivered in close collaboration with trained (and recognised) Aboriginal 

language teachers and their communities. Greater recognition of the skills of language 

custodians within the language community will assist in increasing the pool of language 

knowledge, teachers and resources for those who wish to learn and teach. 
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1  Introduction

This chapter will review and re!ect on the teaching of Aboriginal languages through 
the Technical and Further Education (TAFE) sector in South Australia (SA) over the 
last decade. It will outline the content of the “Accredited Courses” offered, the aims 
of the courses, the students and languages involved, the methodology used, and the 
expectations of the graduates. It will also summarize the history of the development 
of the courses being offered, the community demand for such courses and the nature 
of the host institutions that offer the quali#cations. Firstly, however, it should be 
explained that offering other courses through the TAFE sector in SA is more typi-
cally done in partnership with industry, and offered through “training packages” 
(rather than accredited courses).1 Hence students are often already working as 
apprentices in their respective industries and their TAFE training component is ide-
ally suited to a competency or performance-based model of assessment. So our 
accredited courses in languages have to adapt to this assumed model, and the expec-
tation of “work” outside the classroom, despite there being no formally recognized 
jobs in SA, nor career paths in Aboriginal languages for our graduate students, 
hence the feeling of this course being a “square peg in a round hole”.

2  Background History

South Australia has historically been a pioneer state in offering Aboriginal Studies 
and Aboriginal languages to students in the school sector, both at the primary school 
level (see SA Department for Education and Children’s Services (DECS) and 
Department for Education and Child Development (DECD) annual reports on 
Aboriginal Languages) and at the senior secondary level (Mercurio and Amery 
1996). But one ongoing impediment to offering these languages in schools has been 
#nding the teachers with the adequate knowledge, skills and con#dence to teach 
Aboriginal languages. When state funding was more accessible to schools wanting 
to offer Aboriginal language programs in SA (in the early 2000s), there were ten 
Aboriginal languages taught, ranging from the only strong language in SA 
(Pitjantjatjara) to languages being completely revived from archival sources with no 
#rst language speakers (such as Kaurna). These ten languages, and the types of 
language program they offered in schools, are summarized in Fig." 1 (DECD 
Report 2013).2

1 Accredited courses are typically created outside of industry, while training packages are created 
by industry, and other invested groups, and are approved under government frameworks. Accredited 
courses often comprise “modules” (in addition to “units”) which have “learning outcomes” and 
understandings. By contrast, training packages typically comprise “units” and are assessed accord-
ing to “performance criteria”.
2 The code used for this table is: LR (Revitalization) offering a language still spoken by some; LR 
(Renewal) offering a language with some words still known; LR (Reclamation) offering a lan-
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In the heyday of adequate state departmental support,3 there were over 4000 
school students learning one of the ten Aboriginal languages offered:

In 2013, [...] 42 schools offered [...] 48 Aboriginal language programs to a reported total of 
4,200 learners. This involved 117 teaching team members (51 Aboriginal, 66 non- 
Aboriginal). 6% of South Australian state schools offer Aboriginal languages programs. 
(DECD Report 2013; my emphasis)

Unfortunately government support, and the availability of teachers to teach these 
school programs, has dwindled over the years, despite the increase in the number 
and quality of Aboriginal language resources now available for teaching in schools 
(made possible through Commonwealth funding programs).4 Yet the demand from 
schools wishing to introduce Aboriginal language programs appears to be strong, 
with many schools actively seeking teachers of Aboriginal languages. The 2017 SA 
annual departmental report fails to list any student #gures, while the number of 
Aboriginal languages being taught in schools has been reduced to seven (see"SA 
Department for Education Aboriginal languages summary, Department for 
Education 2017). This gradual decline in practical and #nancial support from the 
SA government5 is one of the key factors that stimulated the development and intro-
duction of the TAFE Aboriginal language training programs for adults, which is the 
very subject of this paper.

Informal and haphazard training for Aboriginal language teachers has been 
ongoing since the introduction of Aboriginal languages into SA schools in the mid 

guage being reclaimed largely from archival written sources; L1 offering a language maintenance 
program in a language still spoken as a #rst language; L2 offering a stronger language still spoken 
by communities as a second language to students, and LA (Awareness) offering a program about a 
language rather than teaching the language itself.
3 This period of state departmental support and funding for Aboriginal Studies and then Aboriginal 
languages in schools began in the mid 1980s, but has been in decline since the turn of the century.
4 The name and department running these Commonwealth Aboriginal language support programs 
have had many forms over the years, including DCITA (Department of Communication, 
Information Technology and the Arts) and now the Indigenous Languages and the Arts (ILA) pro-
gram, through the Department of Communications and the Arts.
5 The reasons for this decline in state support for languages are economic and political, but can also 
derive from changes of personnel in management positions, and the shift to a national curriculum 
from a state-based curriculum.

Antikirinya
LR (Revitalisation); L1

Adnyamathanha
LR (Revitalisation)

Barngarla
LR (Reclamation)

Dieri
LR (Revitalisation)

Kaurna
LR (Reclamation)
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Fig. 1 Aboriginal language programs offered in SA schools in 2013
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1980s. However, since the interest and enthusiasm has swelled amongst Aboriginal 
people and their communities for learning their own Aboriginal languages, particu-
larly over the last couple of decades, the demand for more formal language training 
has increased. Aboriginal people have also realized that there is a potential employ-
ment opportunity for them in schools and other institutions, if they develop an abil-
ity to speak and teach their own languages to others. Unfortunately, one of the 
ongoing and frustrating aspects of the TAFE training we currently offer in SA is that 
there is no formal or recognized career path in the Department for Education schools 
for our language graduates, despite community lobbying for the last two decades. 
This critical issue will be discussed later in this chapter.

3  Development of!Language Training Courses

The TAFE sector has offered foundational Certi#cate I level literacy and numeracy 
courses to adults for many years in SA."The old IVEC I (Introduction to Vocational 
Education Certi#cate I), offered until about a decade ago, had the option of offering 
elective units in addition to the core literacy and numeracy units. Mike Gray, of 
Tauondi Aboriginal Community College,6 wrote an elective unit on developing 
basic communication skills in an Aboriginal Language (in the 1990s), which has 
now long expired.7 This elective unit was a popular unit for Aboriginal students 
studying at Tauondi College well over a decade ago, particularly for those studying 
the three Nunga languages8 that Aboriginal people most identify with in the Adelaide 
region: Kaurna, Ngarrindjeri and Narungga. It was this elective unit (as part of 
IVEC I training) that was offered to a group of 17 Ngarrindjeri students who 
demanded more formal training in their language in 2007. This training was offered 
through a language teaching research project based at the University of Adelaide 
(Gale 2008), and gave the Ngarrindjeri adult student trainees a taste of what was 
possible. They soon demanded more formal training, which inspired the author to 
apply for Commonwealth funding to develop more advanced certi#cate courses in 
Aboriginal language training.

After much community consultation, and with the advice of a professional steer-
ing committee, two new Aboriginal language courses gained national accreditation 
in January 2011, and were released on the of#cial Australian Government training 

6 Tauondi Aboriginal Community College is an adult training college in SA for Aboriginal people 
only, and is located in Port Adelaide, but offers courses off-site in regional areas as well as in 
the city.
7 Note that accredited TAFE courses (or any training package) only have a #ve-year lifetime, and 
must go through a re-accreditation process to continue for another #ve"years. If this process is not 
initiated by a host institution, the course expires for good, and is no longer available to any 
Registered Training Organization (RTO).
8 “Nunga” is the term of identity used by Aboriginal people from southern SA, including 
Ngarrindjeri, Narungga, Kaurna and other southern regional groups.
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website (www.training.gov.au). They included: the Certi#cate III in “Learning an 
Endangered Aboriginal Language”, which aims to give students an understanding 
of their own Aboriginal language (that is, their “target Aboriginal language”) and 
some degree of communicative competence; plus the Certi#cate IV in “Teaching an 
Endangered Aboriginal Language”, which aims to train students to be teachers of 
their own Aboriginal language. The Certi#cate III is a prerequisite for the Certi#cate 
IV, and the same course outline is used for any chosen “target Aboriginal language”, 
whether it is a strong language or a language being revived. The courses were writ-
ten by the author, with funding and ownership being auspiced by the SA Department 
of Further Education, Employment, Science and Technology (see"DFEEST 2011). 
The courses gained formal accreditation and national recognition until December 
2015. However, before they could be offered to any students, the Registered Training 
Organization (RTO), TAFE SA, had to go through the formal and lengthy process of 
getting the courses “on their scope”. This involved preparing all the necessary 
course materials and proving to the independent auditors with TAFE SA that as an 
RTO they had the professional and administrative ability to offer the courses suc-
cessfully to potential trainees.9

Of course no language courses could be developed and taught without adequate 
language resources being made available to trainers in the respective target 
Aboriginal languages being offered. Fortunately, the Commonwealth was already 
funding various revival and revitalization programs in SA, so gradually Aboriginal 
language resources were becoming available (such as alphabet books, learners 
guides and dictionaries). But other generic training course documents also had to be 
produced to get these language courses successfully “on scope” with TAFE SA."An 
example of such document types that the author had to produce before either course 
could be offered were the RPL (Recognized Prior Learning) tools required for every 
single unit of each course.

It is important to explain at this point one of the major differences between the 
philosophy and training methods espoused by the TAFE sector and those of the 
university sector. As mentioned in the Introduction, TAFE is typically a job-training 
institution that prepares its graduate students for particular trades or workplaces on 
graduation. As such, TAFE is very much a “competency-based” training institution 
and units of courses must be written in a style that allows them to be assessed (often 
in the workplace) through “demonstration” or “performance”. An example from the 
Certi#cate III language unit is called “Demonstrate basic communicative compe-
tence in the target Aboriginal language”. An example from an “Element” of this 
same unit in the re-accredited version of the Certi#cate III in “Learning an 
Endangered Aboriginal Language” is “Performance Criteria 2.3” which requires 

9 This scoping process demanded the development and writing of many generic course materials 
including student workbooks, assessment tools, RPL tools, trainer guides, plus the language 
resources for the target Aboriginal language to be taught, which was initially Ngarrindjeri.
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students to: “Speak sentences in target language that can be used in the community 
and in the workplace.”10

Because of the emphasis on “performance”, and demonstrating “competency” in 
the TAFE sector, all courses offered must provide potential students the opportunity 
to demonstrate to the trainer that they may already have competency for the particu-
lar skills or “Performance Criteria” being offered. So through a Recognized Prior 
Learning (RPL) process, they can be given instant credit for a unit. But students 
must prove or demonstrate their competencies to their assessor by going through a 
RPL process, and the catch cry is “Don’t tell me what you can do, show me with 
evidence”. This process requires detailed RPL tools that list all the required compe-
tencies or “Performance Criteria” in the respective units. This RPL process is one of 
the many things that makes studying in the TAFE sector different from the univer-
sity sector. A student cannot pass a course in French, for example, at the University 
of Adelaide by turning up on the #rst day of lectures and demonstrating to the lec-
turer that they are completely !uent in French. Theoretically, this is possible at 
TAFE, through the RPL process, and can be a very real advantage for students who 
are already !uent speakers of their language.

This RPL process was, in fact, implemented for one of our largest student cohorts 
wanting to undertake the Certi#cate IV in “Teaching an Endangered Aboriginal 
Language”. This cohort was that of the Pitjantjatjara students, who were already 
!uent and competent speakers of their own #rst language. These students were 
training to become language teachers for the annual Pitjantjatjara Summer School 
offered by the University of South Australia. The majority underwent the RPL pro-
cess for the (pre-requisite) Certi#cate III in “Learning an Endangered Aboriginal 
Language”, before they undertook their training in the Certi#cate IV, which aims to 
train speakers to teach their own language to others.

3.1  Trialling the!New Language Courses

Once the Certi#cate III and Certi#cate IV language courses gained accreditation in 
January 2011, the author applied for and won a Commonwealth grant to trial the 
courses with a range of SA languages. The money was granted, and then auspiced 
through TAFE SA." The tedious process of getting the Certi#cate III course “on 

10 The original version of this unit on “Communicative Competence”, written by the author, had 
seven Performance Elements, but these were reduced to two by the compliance of#cers in the re-
writing of the re-accredited version in 2015. It was explained that this much reduced and simpli#ed 
version of “Elements” and “Performance Criteria” made assessing the unit less dif#cult. Examples 
of the original Performance Criteria are: “6.3 Practise together the types of dialogues and sen-
tences in the target language that can be used in the wider community such as greetings, seeking 
information, sharing news, etc.” and “6.4 Practise together with others the types of dialogues in the 
target language that can be used in the work situation, such as coffee-break talk, enquiring about 
the weekend, etc.” Arguably, the detail provided by the author in the earlier version was a helpful 
guide for TAFE lecturers, and students, so it was frustrating for the author to see this detail lost.
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scope”, with TAFE SA as the RTO, was #nalized, and the Certi#cate III was eventu-
ally offered through the TAFE Aboriginal Education unit later in 2011. It was 
offered free to two trial groups: a group of #ve Wirangu students in Ceduna, taught 
by Paul Monaghan (of the Mobile Language Team from the University of Adelaide), 
alongside the Elder Gladys Miller; and a group of eight Ngarrindjeri students, 
taught by the author at Murray Bridge alongside two Ngarrindjeri Elders, Eileen 
McHughes and Julia Yandell. It is important to note that to train and assess students 
in the TAFE sector, all lecturers must have successfully completed the nationally 
accredited Certi#cate IV in “Training and Assessment” (TAE). The author had 
already completed this quali#cation, but Monaghan had to work alongside a certi-
#ed TAFE lecturer to do his formal student assessments. Furthermore, the Aboriginal 
communities concerned made their own demands on the teaching teams. They 
insisted that an Aboriginal Elder always be involved in the teaching team, and that 
the Elders were to be paid at the same rate as the non-Aboriginal linguists or trainers 
employed to teach the certi#cate courses. This was seen as an important part of 
community protocols, and TAFE did adhere to this demand, but this was only pos-
sible because of the Commonwealth funding received by the author to trial the new 
courses. Without this Commonwealth funding TAFE would not have complied. 
TAFE also conceded in allowing Elders to teach without their Certi#cate IV TAE, 
but they had to work in a team with a quali#ed trainer, and were not allowed to 
conduct any formal assessments.

The trialling of the course with the two groups was a much valued opportunity to 
see whether the course content met the needs and expectations of the students, as 
well as the aims and requirements of the course. Feedback from the lecturer teach-
ing Wirangu, and from some Aboriginal Education Unit staff at TAFE, with no 
expertise in Aboriginal languages, complained that the course was “too academic”. 
Some students also asked for more practice within the course content for speaking 
the language, an issue which was recti#ed in the re-accredited version of the 
Certi#cate III course, available since January 2016. Another change involved the 
unit, “Develop basic communicative competence in the target Aboriginal language”, 
which was made a core unit, rather than an elective unit. Furthermore, the most 
recent intake of Ngarrindjeri students attended a Language Camp for the teaching of 
aspects of this unit, with the sole aim of getting rid of pens and paper for the dura-
tion, and practising speaking Ngarrindjeri in a spontaneous and more natural con-
versational manner. The camp, held at Tauondi College for two days and an evening 
in July 2018, was a great success; so much so, that the 30 students who attended 
demanded another similar language camp before the end of their course studies.

The initial trial also provided the opportunity to test different modes and timing 
arrangements in presenting the training course, but still offering the required nomi-
nal hours of training. The Wirangu group in Ceduna was taught the course in several 
whole-week blocks over the period of a year, with the lecturer having to travel a 
long distance from Adelaide for each block (at considerable expense, which was 
covered by the Commonwealth grant). The Ngarrindjeri classes were taught two 
days a week initially, and then one day a week (on a Friday) for a full year and a 
quarter. This was logistically possible because the classes were held at Murray 
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Bridge, which is just a one-hour drive from Adelaide, where the lecturer (the author) 
was based. Most of the students lived in Murray Bridge, as well as the Elders, but 
several of the students had to also travel over an hour from Meningie. Again travel 
costs were covered by the Commonwealth grant. After the successful completion of 
the Certi#cate III by these two trial groups, the Aboriginal Education Unit at TAFE 
SA approved funding to offer the same course to other language groups, particularly 
to a group of adult Kaurna students.

3.2  Kaurna Language Training

The Kaurna language of the Adelaide Plains has achieved national and international 
recognition for doing the almost impossible of “awakening” an Aboriginal language 
entirely from written archival sources (Amery 2016). There is now much demand 
for teachers to teach the Kaurna language across schools in the Adelaide metropoli-
tan region. But one of the issues for the Kaurna language movement is a severe lack 
of numbers of Kaurna people, or any Aboriginal people, who have suf#cient com-
municative skills in speaking the Kaurna language. So offering the Certi#cate III in 
“Learning an Endangered Aboriginal Language” to a group of Kaurna adults was 
the obvious next step by TAFE SA.

The Certi#cate III was offered from 2012 to 2013 to a group of 11 Kaurna peo-
ple, with the group including several respected Kaurna Elders. This course was 
offered over #ve one-week blocks in Adelaide, being the land of the Kaurna people, 
over a period of just over a full year. It was offered only in the school holidays, as a 
number of participants were already engaged in teaching in schools. This time 
TAFE SA provided the funding, but this was not suf#cient to cover costs, so the 
course was run in partnership with Kaurna Warra Pintyanthi (KWP), which had its 
own Commonwealth and state funding for Kaurna language activities.11 One of the 
extra costs was to #nd a venue and to pay for local Elders or community instructors 
to teach the course, as TAFE SA will strictly only pay people to teach who have the 
required TAE Certi#cate IV."Another cost was the provision of a free shared lunch 
for all students, which TAFE will de#nitely not fund. The reason argued (by the 
course trainers) for providing this free lunch is that it gives the class an opportunity 
to spend time together using the target language in a communicative way over lunch 
in a relaxed environment with fellow language learners.

This Kaurna training course was particularly successful, for several reasons, par-
ticularly because it was taught and run by a team of people (including the author, 
alongside a young Kaurna man Jack Buckskin, plus the linguist Rob Amery who 
has been involved in the revival of Kaurna for many years). There were also several 
sources of KWP funding, which took the pressure off the author to organize 

11 Kaurna Warra Pintyanthi (KWP) is a Kaurna language support group, based at the University of 
Adelaide, which accesses funding for promoting and developing resources in the Kaurna language.
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everything on a limited budget. It was also a gift to have so many respected Elders 
participating in the class, particularly for the units which usually spark much enthu-
siastic conversation, such as “De#ne the target Aboriginal language”.

We learnt from the previous two trials, and from the Kaurna classes, that if the 
course is to be offered in one-week blocks, these need to be run in the school holi-
days, otherwise trainees employed in schools are unable to attend—unless of course 
they have extremely amenable and sympathetic school principals. Alternatively, if 
the courses are offered on a regular basis one day a week, sympathetic employers 
seem willing to allow the students a full year of attendance, but no longer. They also 
expect that their employees have an outcome of a formal certi#cate by the end of 
that year, plus language skills that enhance their job performance.12

3.3  Certi"cate III Course Content

Figure 2 taken from the of#cial 2011 TAFE curriculum document, outlines the 
course content, the name of each unit and the expected nominal hours of study for 
the Certi#cate III in “Learning an Endangered Aboriginal Language”. It shows how 
the course content, and hourly requirements were, before the course was re- 
accredited in January 2016. However, the main aim of the course remains the same, 
that is, for students to learn their own language, particularly how to read, write and 
speak their language. There were eight “Core units”, which are the compulsory 
units, that must be undertaken by all students. As mentioned, the unit on “commu-
nicative competence” is now a core unit rather than an “Elective unit”, so now there 
are nine core units in the re-accredited course.

The core units initially required 215 nominal hours of study, but this increased to 
265"hours of core units with the new re-accredited course.13 In addition, students 
must study “Elective units”, #ve of which were written by the author speci#cally for 
the language course. Students could theoretically opt to study alternative elective 
units, as long as they are related to language learning, and are taken from other rel-
evant accredited courses or training packages. The total number of nominal hours 
that students had to study in the original Certi#cate III course was 345 nominal 
hours (including a minimum of three elective units). These expectations and hours 
were achievable for all the groups that undertook this course in their chosen time-
frame of study. This included an extra group of Ngarrindjeri students who were 
taught, from April 2013, by the author and an Elder, Phyllis Williams, who had 
graduated from the #rst intake of Certi#cate III Ngarrindjeri students. It was taught 

12 These are only casual teaching jobs, paid with hourly paid instruction (HPI) funding, and they 
offer neither career paths nor job security for Aboriginal employees.
13 “Nominal” hours of study means the possible number of hours that could be spent on that unit of 
study, but not necessarily the number of face-to-face hours with the lecturer. That is, they refer to 
the maximum contact hours of study for each unit.
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Fig. 2 Outline of the 2011 version of the TAFE SA course Certi#cate III in “Learning an 
Endangered Aboriginal Language”

M.-A. Gale



465

alternately at Victor Harbor and Goolwa for one day every week, on a Friday, for 
over a year. It had four Ngarrindjeri graduates.

The Certi#cate III course outline in Fig."2 displays the units studied by the two 
successive Ngarrindjeri cohorts and the Kaurna cohort plus the Wirangu cohort of 
adult students up until the end of 2015. It also outlines the nominal hours studied for 
each unit.

The re-accredited version of the same course, available for study since January 
2016, requires many more hours, making the course less achievable in the desired 
18-month timeframe. See in Fig." 3 the outline of the current Certi#cate III 
“Supervised” and “Unsupervised” required hours" (TAFE SA 2016a). This huge 
increase in hours, imposed by TAFE SA without community consultation, is largely 
because of a crackdown conducted by the quality control group, Australian Skills 
Quality Authority (ASQA), in order to exclude low quality courses that are not 
meeting industry requirements and expectations.14 Meeting the newly introduced 
“Unsupervised (structured)” and the “Unsupervised (community/family)” hours is 
now problematic for course providers. It is hard to log and assess. It is also discour-
aging schools from taking the Certi#cate III language course on board as a possible 
subject for the senior secondary students, as they simply cannot meet the hourly 
requirements.

The re-accredited course was undertaken, and continues to be undertaken, by 
new cohorts of Ngarrindjeri and Kaurna students respectively. They are both study-
ing the course through Tauondi Aboriginal Community College, located at Port 
Adelaide, which now has the Certi#cate III on scope. The current cohorts are being 
taught in several groups and venues, including Murray Bridge, Victor Harbor and 
Goolwa, Old Reynella, and Tauondi College itself, in Port Adelaide. They are taught 
where the majority of the student clientele live, as is Tauondi’s policy. TAFE SA has 
not offered the Certi#cate III or the Certi#cate IV since the author, who was also the 
course lecturer, moved to work with Tauondi College in 2017.

14 “The Australian Skills Quality Authority (ASQA) is the national regulator for Australia’s voca-
tional education and training sector. ASQA regulates courses and training providers to ensure 
nationally approved quality standards are met.” See https://www.asqa.gov.au/about

Fig. 3 Required “Supervised” and “Unsupervised” hours in Certi#cate III TAFE courses
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3.4  Certi"cate IV Teacher Training Course

The Certi#cate IV in “Teaching an Endangered Aboriginal Language” aims to train 
speakers of an Aboriginal language to teach their language to others. The Certi#cate 
III is a compulsory pre-requisite to the Certi#cate IV."This Certi#cate IV was offered 
to several groups between 2012 and 2015, all by the author, and again with funding 
from the Commonwealth government.15 The funding was granted to the University 
of Adelaide, as a trial, but the course was offered through TAFE SA, which had the 
course “on scope”. The course has since been re-worked for re-accreditation by 
TAFE SA and is now valid from January 2016"(TAFE SA 2016b). Unfortunately 
this course is not yet “on scope” with any RTO, but Tauondi College hopes to have 
the Certi#cate IV on their scope.

Figure 4 outlines the original Certi#cate IV unit names and the nominal (or nom-
inal) hours requirements:

3.5  Pitjantjatjara Teacher Training

Most importantly, the Certi#cate IV has been offered to the Pitjantjatjara language 
tutors who travel from their remote communities in the North West of SA to teach 
at the Pitjantjatjara Summer School run annually by the University of South 
Australia (see Gale et"al., this volume). The Summer School is offered to anyone 
wanting to learn to speak Pitjantjatjara, which is the only strong Aboriginal lan-
guage in the state. The Summer School was the work placement component of the 
Pitjantjatjara tutors’ Certi#cate IV studies, speci#cally the Unit “HPPR Undertake 
work placement”. The Summer School also enabled other units of the Certi#cate IV 
to be taught on the job. Such units were: “HPPS Plan and prepare lessons in the 
target Aboriginal language”; “HPPT Present a series of lessons in the target 
Aboriginal language”; “HPPW Assess and evaluate lessons in the target Aboriginal 
language”.

Because the Certi#cate III is a pre-requisite for the Certi#cate IV, the Pitjantjatjara 
students still had to complete the Certi#cate III, even though they were already !u-
ent speakers of their own language. They undertook the Certi#cate III largely 
through an RPL process. This was done in a week-long workshop in Adelaide, but 
some of the Certi#cate III units were formally taught, giving the students a chance 
to “catch up” on some of their language skills. One such unit was Unit 4 “Demonstrate 
an understanding of the Sound and Spelling system of the target Aboriginal lan-
guage”. Offering this unit gave the Pitjantjatjara students the opportunity to consoli-
date their literacy skills in Pitjantjatjara. Similarly, doing the Unit 5 “Demonstrate 
use of the Grammatical features of the target Aboriginal language” gave the 

15 All courses discussed are offered free to Aboriginal students, whether they be offered through 
Tauondi College or TAFE SA."This is a major incentive for students to undertake their studies.
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Fig. 4 Outline of the 2011 version of the TAFE SA course Certi#cate IV in “Teaching an 
Endangered Aboriginal Language”
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students an explicit understanding of some aspects of the grammar of their #rst 
language, despite them knowing the grammar intuitively (Gale 2012). This unit 
gave them the con#dence to explain some of the features of the grammar to the non- 
Aboriginal students they tutored in the Summer School.

By formally undertaking some units of the Certi#cate III the Pitjantjatjara stu-
dents gained a better understanding “about” their language and how it works, par-
ticularly its sound system and grammar, relative to English, which is their second 
language. It is interesting to note that in past Summer Schools the Pitjantjatjara 
tutors had complained that their students asked too many “annoying grammar ques-
tions” which they found almost impossible to answer. These students who under-
take the Summer School each year are generally professional people working with 
Pitjantjatjara people in their workplace. They notoriously ask lots of questions of 
their tutors about Pitjantjatjara, which can be dif#cult to answer without some train-
ing. So the Certi#cate III, along with the Certi#cate IV, gave the Pitjantjatjara tutors 
much more con#dence as language teachers to answer such questions.

The Certi#cate IV has now been offered to a number of Pitjantjatjara students 
over the last decade, alongside the Pitjantjatjara Summer School. Eleven Pitjantjatjara 
students completed the Certi#cate III in 2013 and 2014, while six Pitjantjatjara 
students successfully completed the Certi#cate IV in 2014 and 2015. The author 
was responsible for offering this training, alongside the Summer School coordinator 
and teacher Paul Eckert (who himself is a !uent speaker of Pitjantjatjara). The 
author and Eckert both observed that the Pitjantjatjara tutors have proved them-
selves to be much more professional, competent and con#dent as language teachers 
as a direct result of studying the Certi#cate III and the Certi#cate IV.

3.6  Teacher Training in!the!Language Revival Field

In addition to offering training to the Pitjantjatjara cohort of students, the author has 
also offered the Certi#cate IV as a trial to a cohort of teacher trainees whose lan-
guages are being revived in SA."Again this was undertaken with funding from the 
Commonwealth government, even though the course was offered through TAFE 
SA, and they would normally fund their own courses. But the Commonwealth was 
willing to fund this initial “trial” of a new nationally recognized course, as there 
were demands for such a language training course. Students had to be invited to 
participate in this initial trial, with the major prerequisite being that the prospective 
student had a work placement organized for their 40-hour teaching practicum. Four 
languages were represented in the chosen group of nine adults: #ve Kaurna, two 
Ngarrindjeri, one Adnyamathanha and one Narungga. The latter two had to go 
through an RPL process to obtain their pre-requisite Certi#cate III."The other seven 
already had their Certi#cate III through formal training. This Certi#cate IV training 
course was the #rst time the author had run any of the courses with a mixed group 
of students representing different language groups. It proved to be a challenging but 
uplifting experience for the students. They really enjoyed getting to know each 
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other, and especially appreciated being able to share the common frustrations they 
faced in their teaching experiences, as well as their successes. They also used the 
opportunity to share their knowledge and understandings of their own languages.

This course was taught in #ve one-week blocks, by bringing all of the students 
together (usually in Adelaide) over a period of 18"months. Their work placements 
were done either in schools, or with adults doing their Certi#cate III."The Ngarrindjeri 
Elder Phyllis Williams, for example, had already completed her Certi#cate III in 
Murray Bridge in 2012, so, for her Certi#cate IV teaching placement, she taught, 
alongside the author, our second cohort of Victor Harbor students doing their 
Certi#cate III, every Friday, during the period 2013–2014.

Phyllis went on to teach our third cohort of students at Victor Harbor. These stu-
dents were doing the newly accredited version of the Certi#cate III: 10190NAT 
Certi#cate III in “Learning an Endangered Aboriginal Language”.16 This time it was 
offered through Tauondi Aboriginal College, but funding was again supplemented 
by the Commonwealth. In addition, Phyllis and the author initiated classes for fur-
ther Certi#cate III students, with a class at Murray Bridge, another class at Tauondi 
College itself in Adelaide, and for a short time also at Old Reynella. These classes 
were all taught fortnightly, and there were 34 adult students enrolled. These were 
the same students who happily attended a language camp held at Tauondi College 
in July 2018. The con#dence in these students grew day by day as they enthusiasti-
cally embraced the opportunity to re-learn their language, which they feel is their 
birthright. So too did the con#dence and skills of their teacher Phyllis. The goal was 
for these same Ngarrindjeri students to complete their Certi#cate III by mid 2019. 
Twenty students did succeed, and many of these graduates wish to go on to study the 
Certi#cate IV, to train as language teachers, and complete their course through 
Tauondi College (once it is on scope) before it expires.

4  Conclusion

A square peg in a round hole? This paper has outlined the history and passage of 
developing courses for the teaching of Aboriginal languages in the TAFE sector. It 
has discussed some of the shortcomings of the “competency-based” methodology 
demanded for training people in the TAFE sector, and the excessive number of nom-
inal hours of training expected. With the newly accredited Certi#cate III in “Learning 
an Endangered Aboriginal Language”, for example, the required nominal hours of 
supervised instruction are 305–445"hours (compared to the original requirements of 
345"hours). There are also now 500 additional hours required for outside-the-class-
room language activity, with 100"hours of these under supervision. We are still not 
quite sure how some of our students will meet these requirements before graduating.

16 Note that the newly accredited Certi#cate IV is: 10191NAT Certi#cate IV in “Teaching an 
Endangered Aboriginal Language”.
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I have also discussed the successes, particularly in the number of graduates we 
have seen from a range of language groups. The concern is that these successes were 
only possible with considerable extra funding from the Commonwealth to supple-
ment the state funding through the Department for Education and TAFE SA."The 
course currently being offered through Tauondi Aboriginal College also requires 
supplementary funding, especially for the payment of Elders in the class, petrol 
money for the considerable travel required by teachers, and for meals during work-
shops. The Aboriginal communities demand that Elders be employed to co-teach 
classes, but their lack of formal quali#cations, which are required to assess students, 
means that they are unemployable by RTOs. But despite these dif#culties, we have 
proven by the enthusiastic presence of students at the 2018 Ngarrindjeri language 
camp, and the ongoing presence of students at our regular classes, that the Certi#cate 
III course is in demand and here to stay—at least for the time being.

That said, the newly re-accredited Certi#cate IV in “Teaching an Endangered 
Aboriginal Language” is yet to be put “on scope” at any RTO."Tauondi Aboriginal 
College was fortunate in late 2018 to have received a Commonwealth Aboriginal 
language grant to help fund the process of putting the Certi#cate IV onto their 
scope. This is a long and tedious process, but once all the course materials and other 
required documents have been written and prepared, the course can be offered at 
Tauondi. Of course, our next big challenge is to obtain formal recognition for our 
Certi#cate IV graduates from the SA Department for Education. The hope is for 
them to enter the workforce with a recognized quali#cation, and to enter a struc-
tured career path with steps for every year of experience that they teach their own 
languages, along with the holiday pay that any other permanent (or even casual) 
employee deserves. Sometimes our students really do feel like “square pegs” that 
just do not #t. It seems it is not only the TAFE sector that is the “round hole”, but 
also the SA Department for Education and the Teachers Registration Board. We 
trust this situation will be remedied as our growing number of graduates lobby 
louder and continue to demand equity.
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Project overview 
Please note that this report covers the 2015 Gathang course only in brief. Background 

information and further details on this earlier course appear in the Gathang 2020 report. 

As a registered training organisation (RTO), Muurrbay was able to license the Certificate III 

in Learning an Endangered Language (40635SA) from TAFE South Australia and has since 

delivered it for Gathang in 2015 and 2020. This course was chosen as it had the right 

combination of spoken language, linguistic and other components to meet the Gathang 

community's needs of basic communication; naming; creating speeches, songs and 

translations; as well as building on Certificate I and II and online classes in Gathang. 

Detailed outline of the program 

Target audience 

The Certificate III had no prerequisites and was open to anyone who identified as Gathang 

and was accepted by the community as Gathang. The target audience for the Certificate III 

was Gathang people who wanted to increase their knowledge and ability to use Gathang, 

as well as those who were already teaching, or aspired to teach, Gathang in 

community/educational settings or use Gathang in their workplace/profession. 

Taree was selected as a venue as it is central to Biripi, Worimi and Guringay groups. The 

student cohort required after-work hours for them to be able to attend, so Muurrbay 

decided on the class time of 4 pm to 8 pm, with classes held each Wednesday. The course 

began in July 2015 and continued for a period of 60 weeks over 18 months. This period 

was required in order to give students enough time to complete the volume of learning. 

The choice of location necessitated a 200 km drive each way for the trainer. For safety, 

rather than driving a long distance home late at night, the trainer stayed in Taree 

overnight on the days they were teaching. 

Course structure 

The structure for delivery was as follows: 

Tuesday: The trainer worked on lesson planning, activities, worksheets, marking, etc. 

Relevant class documents were then given to the trainer’s administration support, who 
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prepared everything required for the class by 12 noon on Wednesday in readiness for the 

trip. 

Wednesday: The trainer left at midday, usually arriving at Taree by 2.30 pm (although 

occasionally arrival time varied as there was much highway work throughout the time of 

course). Once in Taree, the trainer was available for individual catchups with students 

from 2.30 pm to 4.00 pm when class started. 

The Muurrbay administration officer provided essential administrative support 

throughout the duration of the course. They developed the student filing system, kept all 

necessary paperwork for compliance and kept Australian Vocational Education and 

Training Management Information Statistical Standard (AVETMISS) data entry up to date. 

They also prepared all the necessary paperwork for each class and monitored attendance. 

Their filing system has been used by all subsequent courses. 

Attendee information 

The 2015 course started with 20 students. Five withdrew within the first term, then five 

more after the Christmas break due to family commitments or health reasons such as 

pregnancy, arrival of new babies and sickness. Of these ten students, two very promising 

and keen 17-year-old young men were put off by the assessment tasks and one student, 

who was an outstanding language learner/speaker, found the written work overly 

challenging. Ten students continued on to finish the course. 

Students included a primary school teacher, a high school Aboriginal Engagement Officer 

and a part-time teacher at TAFE (not in language). No students who were working were 

granted leave to study during working hours, a key reason for Muurrbay to run the course 

in the evening. The Elder who attended was retired. 

Students by age and gender 

 <20 21-30 31-40 41-50 51-60 61-70 

2015 0 1 female 2 females, 

1 male 

1 male 2 females 3 females 
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Language levels 

There was a variety of language levels in the class. Among the students, eight had 

previously completed Certificate I in an Aboriginal Language and two had no previous 

experience studying language but had various other qualifications including teaching, art, 

etc. 

Course outcomes 

Ten students completed the course. These students joined the course for a range of 

personal and professional reasons. 

• Four students (aged 35, 42, 52 and 67) said they wanted to learn extra skills for 

their jobs. 

• Six out of ten students did the course for personal interest and/or self-

development. 

When looking at these outcomes, study pathways can clearly be identified with several 

students progressing through Certificate I (and sometimes II) to Certificate III, which is this 

report’s focus. Two students completed the Master of Indigenous Languages Education 

(MILE) course before the Certificate III, while one student has since gone on to further 

study, including participation in professional development workshops run by Muurrbay 

and the Resource Network for Linguistic Diversity (RNLD, now Living Languages) and the 

gaining of a Diploma of Indigenous Language Work from Charles Darwin University 

through the Batchelor Institute. Another student’s pathway was a Certificate I in 

Aboriginal Languages followed by a Certificate III in Learning an Endangered Language, a 

MILE and a PhD at the University of Western Sydney in Language Education, while another 

did Certificates I and III and is now enrolled in a PhD at the University of Newcastle. 

A common reason for students to enrol in the Certificate I course is personal interest – to 

‘grow in my language and culture’, as several students have put it. However, by Certificate 

III, most students’ interest is more about increasing understanding of published grammars 

and linguistic rules. One student wrote that ‘this [the Cert III] and the MILE course 

complemented each other’. Some students recognised the value of learning languages 

other than their own. 
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One student said they wanted to: 

… learn my heritage language/s and participate in revival of Wanarruwa language. 

There were no HRLM [Hunter River Lake Macquarie] courses [in Wanarruwa] 

available after the Cert I Singleton TAFE class and my objective was to gain insight 

into Lissarrague’s HRLM Salvage Grammar. Decided that learning more about 

Gathang (Gringai) might help me unravel the info in the Salvage Grammar.1 

Learning more of their language was profoundly meaningful to many students. A common 

response is that people felt like they were re-establishing connections with ancestors. In 

one student’s words, ‘It meant a deepening of connection to Country, and an intimacy 

with my own existence as a Birpai woman in connection with all my kin’. In another’s, ‘It 

means that language is returning to the land, being spoken and sung again, community 

pride’. Other students focused on their increased confidence in explaining grammar and 

incorporating culture into their language as well as the good feelings that came from 

being a part of language revitalisation. 

How it was coordinated 

Teacher-linguist Julie Long, now Muurrbay’s Regional Coordinator Linguist, coordinated 

the 2015 course. 

Partnerships involved 

The Certificate III course was licensed from TAFE SA. The venue was negotiated with TAFE 

Taree who offered the use of their Aboriginal classroom. This ensured TAFE Taree had 

access to trained language teachers for future course delivery. 

How the course was delivered 

Three short units were delivered and assessed in one module and delivery was completed 

face-to-face. Grammar and communicative competence (speaking) were year-long units. 

The remaining six units were delivered two units per term. In effect, students were 

working with four separate units each week. 

 
1 This student is referring to A salvage grammar and wordlist of the language from the Hunter River and Lake 
Macquarie by Amanda Lissarrague, published in 2006 by Muurrbay Aboriginal Language and Culture 
Cooperative. 
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Details of success 

The student cohort covered the breadth of the Gathang language footprint from north 

(Port Macquarie) to south (Port Stephens) and also out to the west (Stroud). At that time, 

much signage in Gathang began to be implemented in schools and in public places. This 

included the Williamtown Airforce Base where there is now dual signage. The base also 

uses a Gathang word as their international call sign. After the 2015 course, many schools 

started engaging culture and language teachers from the Certificate III cohort under the 

umbrella of Local Aboriginal Land Councils (LALCs). 

For more information, see the following videos listed below. Quotes about each from the 

relevant site are included here for reference. 

• ‘Gathang language revitalisation’ by NITV, facebook, 2019. This post shows how 

the ‘Birpai mob breathe life into the Gathang language through community spirit’. 

https://www.facebook.com/NITVAustralia/posts/10156602316427005 

• ‘Certificate III in Learning an Endangered Language – Gathang graduation 

ceremony’ by 2tlp Indigenous Film Media, YouTube, 2017. 

On Wednesday the 15th of March 2017, the 2tlp Radio & Media Crew 

attended the graduation ceremony for all those who completed their 

Certificate III in Gathang Language. We're so pleased to see that such 

an important part of this nation's history has not only been 

immortalized in book form, but that people are willing to go out of 

their way to learn such a diverse and beautiful language. 

Congratulations to all those who graduated! 

https://www.youtube.com/watch?v=WLQBMc2ypZc 

• ‘The process of using the Gathang Language’ by the MidCoast Council, YouTube, 

2020 

Aboriginal Gathang Language holder Jay Davis talks to MidCoast 

Council about the process of using the language in a modern context 

and the significance of using the once lost language. 
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https://www.youtube.com/watch?v=XZ-UPLd9SGQ 

• ‘Gathang Language Lessons Live @ Pluto’ by Pluto Entertainment, YouTube, 2020. 

Join Jay and Ben as they take you through the language of our First 

Nations people. Learn just how deep language can be and why Gathang 

is a sacred and near lost element of the Indigenous culture. 

https://www.youtube.com/watch?v=jtQwTSWrN2U&t=2770s 

• ‘Your Guide to Gathang – This place’ by ABC Indigenous and featuring Aunty 

Rhonda Radley, YouTube, 2019. 

Did you know the local Aboriginal language in Port Macquarie is 

Gathang? Here’s how to name a few of our local animals and trees in 

the language of the local Birpai people. 

https://www.youtube.com/watch?v=JyzyhJPj2gA 

• ‘My Language Gathering’ by ABC Indigenous and featuring Jeremy Saunders, 

YouTube, 2019. 

Wherever we live, it's important to learn the local language to feel like 

you belong, and that is what is missing in many people's lives. Jeremy 

Saunders talks about the importance of revitalising endangered 

languages, and a little on how he's been going about it. 

https://www.youtube.com/watch?v=5j0EPewNkCA 

• ‘GATHANG the Language of the Biripi Nation’ by Matt Zarb, YouTube, 2019. 

Gathang language is being reborn into our community by being 

officially taught to all year seven students both Indigenous and non-

Indigenous at Taree High School in Taree. The Biripi are our local 

Indigenous people who have a wonderful culture of stories, music 

dance and of course a language of their own that was nearly 

completely lost until this fantastic initiative by principle [sic] Allison 
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Alliston in making it an official part of learning in the school 

community. At the helm, teacher of “Aboriginal Studies” Benn 

Saunders with the huge support of the much-loved Biripi Elder Uncle 

Russell Saunders the program is absolutely flying and the language is 

being spoken again. 

https://www.youtube.com/watch?v=pjZhccsA1fg 

Challenges faced in delivery 

The trainer faced several challenges when delivering the course. These included the long 

distance they needed to travel; the hours required to prepare for and deliver classes solo; 

and not having anyone else to bounce ideas off of regarding teaching as the Regional 

Coordinator was on long service leave at the time. While it was easier and more fun to 

engage the group in language games and activities when the group was larger, at least 

three of the students (all older) were less willing to take a risk with language activities in 

the presence of others. 

Resources 

The Muurrbay trainer developed some good games and activities throughout this course. 

These activities and the class workbooks were used again, with some adaptions, in the 

2020 course. A projected full pronoun set and verb chart, developed by Dr Jim Wafer2, 

was also presented to the class as a practical demonstration of reconstructing language. 

Data on participant language learning 

Level of improvement 

By the end of the course, those students who had no previous language learning were 

able to conduct basic conversations, write simple sentences and understand the 

underlying rules of the language. They developed many of the building blocks of the 

language that they will be able to consolidate over time. 

 
2 Dr Jim Wafer is an anthropologist, lecturer and member of the Endangered Languages Documentation, 
Theory and Application group at the University of Newcastle. Dr Wafer has supported Muurrbay’s work for 15 
years. 
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Several students had previously studied Language at a Certificate I and II level, and even 

repeated the Certificate I and II courses because there were no other courses available to 

them at the time. When they started the Certificate III, they could use language, 

understand the basic language rules and had spent some time in speaking language. By 

the course’s end, they could conduct more complex conversations, construct more 

complex sentences and texts, and were able to explain the underlying rules of the 

language. 

On completion of the course, it is likely that some students’ ability in using Gathang sits 

between these two levels. 

Time spent in the program 

Students: 

Muurrbay originally budgeted for four hours of supervised class time and two hours 

unsupervised time each week, along with intensives during holidays, to make up the 

volume of learning. As some people used language in their schools, that time was also 

considered to be unsupervised hours. 

Class time: 4 hrs/week x 60 weeks     240 hrs 

Unsupervised time: 2 hrs/week x 60 weeks    120 hrs 

TOTAL:  360 hrs 

Intensives: The trainer gave one-on-one sessions during holidays to a few students who 

were behind. This involved spending an additional day in Taree and one in Port Macquarie 

to give face-to-face support, while some students came to Muurrbay for more help. 

Trainer: 

Preparing teaching and learning materials: 

7 hrs/week x 60 weeks      420 hrs 

Class time: 4 hrs/week x 60 weeks     240 hrs 

Travel time: 4 hrs/week x 60 weeks     240 hrs 

TOTAL:  900 hrs 

DR
AF
T



 

 
11 

Feedback from participants 

The students were satisfied with the course and trainer. Their comments include: 

• ‘100 % satisfied! Language is one of four pillars of culture, it has helped in so 

many ways. Jules Long was key for me, her “way” of teaching, her humility not to 

mention her skills set is second to none. Well done, sister!’ 

• ‘Very, it has been an amazing opportunity, and the support along the way has 

been great.’ 

• ‘I was very satisfied with the course, loved it all, the interaction with other 

students, the facilitator’s style. It was an Aboriginal cohort, very interactive, 

informative, everyone able to bring their own story into the space. It also helped 

us develop language resources.’ 

• ‘Very satisfied, the teacher was very skilful with the language and I felt as though 

much of what I already knew had been consolidated but learned much more, very 

easy to communicate with teacher.’ 

The 2021 Muurrbay survey on the course asked whether students felt that they had been 

in a safe cultural space while learning: 

• ‘Yes, it was a shared learning experience, there was mutual respect and I felt the 

non-Aboriginal teachers knew how to teach without appropriating any cultural 

knowledge.’ 

• ‘I felt comfortable and culturally safe, and I knew that if I wasn’t feeling 

comfortable, I could say so.’ 

• ‘The atmosphere inside the classroom was both friendly and inclusive, we were 

felt to be travelling along a shared path.’ 

The survey also asked each student to outline their favourite experience or moment of the 

course. Their answers included the following comments: 

• ‘The interactions between the students and teachers.’ 
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• ‘The fact that it was face-to-face enabled bouncing off others in the room. 

Learning with others that were striving towards the same goal.’ 

• ‘Not having to translate to English, it was a profound moment for me, listening to 

the language and knowing. Writing a song in Gathang and the first time I sang it … 

wow.’ 

• ‘When I heard my teacher speak for the first time was profound. I loved the fun 

games, and connecting with Country (outside of the classroom).’ 

Summary of participant school-based or early childhood language 
teaching work 
Of the student cohort, there were two students already teaching language before 

enrolling in the Certificate III course – one in school and community and one at TAFE. 

After the course, a total of five students were teaching – two in schools and to community 

members; two at TAFE; and one in various contexts, including at TAFE, the NSW National 

Parks and Wildlife Service and in the community. 

Following are some responses from the students when asked about teaching. 

Male student, aged 39 years: 

Yes, primary and secondary schools mainly. I was teaching during and post-

completion of course. I still work on language projects for community and 

currently teach in a small group of adults each week. Hours spent teaching: When 

working for Worimi LALC, 5 hrs during term time. 50 students, 7-17 age group, 

early learners to quite high levels, good Gathang talk. 

Some Certificate III students who had a Certificate I were already teaching language and 

have since been employed by a language centre to develop language resources, including 

one student who became a cultural educator working casually with TAFE, universities and 

the NSW National Parks and Wildlife Service. 

Following are more detailed responses from two students who, through work and study, 

are thoroughly involved in language research and the teaching and revitalisation of their 

languages. 
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One female student aged 52 describes how she was a stay-at-home mum until she had 

completed the Certificate III course. She then:  

… started working as a casual with [Land Council] in late 2016 as a Cultural Officer 

(Language) – I taught Gathang to Worimi community members (3 hours/week), in 

addition to visiting schools within LALC boundary to teach Gathang language to 

Aboriginal students … approximately 20 hrs per week. The school groups 

numbered anywhere from 10–20 for up to 2 hrs at a time and ages ranged from 

pre-schoolers to yr 10. Approx. 200–300 students in total were introduced to 

language over the two and a half years working with Murrook. Most schools 

weekly, some fortnightly over that period for approx. 6 months with some schools 

being attended weekly for the 2.5 years. Also during this time I was working via 

contract with Muurrbay to write a learners guide. Have also worked with Living 

Languages (previously RNLD) as trainer for community language workers – 

Muurrbay linked me with LL circa 2016, I completed their Professional 

Development training (stages 1–3) and commenced working with them as a ‘guest’ 

trainer for their PDs in 2019. Currently working with Muurrbay (2019–present). 

Currently teaching approx. 5–6 hrs fortnightly. 

Another female student, aged 56, describes her language journey as follows:  

When doing the Cert I, I was teaching part-time at TAFE [not in Languages]. After 

that I started teaching the Cert I in Gathang language at two different TAFEs, for six 

years, and then later the Cert II. I also taught in schools (around 2–3 hours per 

week) and community groups. We established … a Women’s group that visits 

schools, we do various activities including singing in language and then unpacking 

the language content. This supports and facilitates the upskilling of other women 

to teach language [and] present at various events. I’ve taught language to all ages 

from pre-school to university with a student group, and in the community from 

babies to old people. I taught Gathang Certificate I, that was delivered 3 hours per 

week while studying certificate III … the class had 15 students, with ages as young 

as 16 going up to 65. The language levels were basic. 
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Since the course, several students have gone further into language work and/or research. 

Below is an outline from those students of what they do. 

• ‘Part time with Muurrbay as Language consultant. Wanarruwa Learners Guide 

completed in 2019 and now working on HRLM dictionary with Albert Burgman3 

and Jim Wafer. Also teaching Wanarruwa community class – commenced in 

November 2020 with end date November 2021. Mindaribba LALC have made a 

building available to use as a language centre and once it is ready for use, I will 

work from there so Wanarruwa community have [a] place to come for “language 

immersion” sessions. Still working as trainer with Living Languages when they run 

their PD workshops.’ 

• ‘PhD. Teaching language at school, preschool, whole programs not one-off 

lessons.’ 

• ‘Working for Department of Defence, Air Force. Still teaching Gathang class to 

adults, new learners.’ 

• ‘Am studying a PhD with University of Newcastle, Gathang language is a theme of 

this study, in relation to Country.’ 

• ‘Settling into the new home on a lake/badu marri/loch planning new exhibition 

featuring shared cultural aspects between Aboriginal and Scots cultures in 

collaboration with my Scottish cousin. Language … Gaelic and Dharug and 

Gathang will be incorporated within the body of the artworks.’ 

Many students stated that the Certificate III benefitted them in their work: 

• ‘Yes, to both LALC work and to Defence [work]. My general understanding of 

language has risen and given me opportunity to work with Defence’s School of 

Languages.’ 

• ‘Yes, in that I can give examples to help explain cultural concepts. It has been 

valuable in both personal and professional development.’ 

 
3 Linguist Albert Burgman has worked as a consultant and trainer with Muurrbay on various projects. 
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• ‘The course helped me in my work by building up my language skills and 

confidence to deliver.’ 

Many describe that the positive experience at Certificate III level encouraged them to take 

on more advanced study, including a Diploma of Indigenous Language Work at Charles 

Darwin University (via the Batchelor Institute), a Master of Indigenous Languages 

Education or a PhD, in which two students are currently enrolled. In the words of one 

student: 

The Cert I and III were very useful. I wouldn’t be where I am today (studying Ph. D.) 

if not for the course. They also gave me wider reach in connecting with other 

Gathang learners, connection to Country and ancestors, this was very profound on 

a personal level. 

Others say of the Certificate III that ‘It’s made a massive impact with me personally, my 

family and community’ and ‘I have been able to use language in ways to decolonise place 

names and also in my work to make things more alive with a living language’. 

A summary of the program funding 

Costs incurred 2015 to 2016 

Delivery over a period of 18 months meant Muurrbay incurred additional costs including 

licensing the course for two years at $5000 per year. 

License for the course: $5000/year x 2 years      $10,000 

Wages – teaching: 4 hrs/week @ $62/hr x 60 weeks    $14,880 

Wages – planning, preparation and assessment: 

7 hrs/week @ $41/hr x 60 weeks       $17,220 

Wages – travel time: 4 hrs/week @ $41/hr x 60 weeks    $  9,840 

Wages – clerical support: 2 hrs/week @ $27 x 60 weeks    $  3,240 

Travel allowance and accommodation $200/week x 60 weeks   $12,000 

Petrol costs: $60/week x 60 weeks       $  3,600 

         SUBTOTAL: $70,780 
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The following incoming funds from sponsorships and fees were deducted: 

4 students sponsored by their employers @ $750 each   minus $  3,000 

6 students paid an administration fee of $150 each ($50 per semester) minus $     900 

         TOTAL:  $66,880 

Language learning pathways 
The Gathang language learning pathway for 2015 graduates has so far included: 

• Certificate I, II and III (although the Certificate III has no prerequisites) 

• Diploma or Bachelor in Aboriginal Languages at the Batchelor Institute, Charles 

Darwin University 

• Masters in Indigenous Languages Education at University of Sydney (for those 

already with a teaching degree) 

• PhD study (2 students). 

Sustainability of the program for future delivery 

Muurrbay’s 2020 survey on the course asked: What could we improve on? The student’s 

answers reveal a need for both face-to-face and online learning: 

• ‘To grow, Gathang needs an App, Gathang anytime, anywhere.’ 

• ‘More “on Country” activities.’ 

• ‘Online support, could be useful, an opportunity to Zoom allows people [to] ask 

questions, get clarity.’ 

Students unanimously agreed that there is a need for more language teachers, resources 

and a language app: 

• ‘Female, 52: More of me – but much younger!! Am currently ‘skilling up’ 

community members with the objective of having them step into the space that I 

was in when working with [LALC] (but out of our own language centre with 
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Wanarruwa language being the focus). From there I am sincerely hoping that a 

couple of them will take on formal studies i.e: Cert I/II/III with Muurrbay (or 

TAFE) … Diploma at CDU or even a B.A. one day. We need more language 

‘teachers/sharers’ in order that we can participate in the revival of our language. 

Need to create resources to support would be teachers. Would also like at least 

one of Muurrbay’s workshops on using language games to engage younger 

learners etc.’ 

• ‘Worimi teachers, app for kids.’ 

• ‘Teaching in schools and resources to support this.’ 

• ‘Our community needs more language teachers, upskill community in Gathang 

language and teaching.’ 

Since Muurrbay’s last delivery of the Certificate III in Gathang in 2020, the course has been 

reviewed and reaccredited. Muurrbay will now need to review the new content to ensure 

it still meets the language needs of Gathang communities. 

Muurrbay would consider running the course again if there was demand in the 

community. A call for expressions of interest should gauge if or when there is a sufficient 

number of prospective students who wish to do the course. 

Using the lessons learnt from delivering this course twice already, Muurrbay would 

implement a mixed mode delivery comprised of: 

•  several five-day face-to-face teaching blocks delivered on-Country in the initial 

stages of the course so that students can build relationships and gain an 

understanding of complex concepts early on 

• work-from-home time with self-paced learning using existing and additional 

learning materials 

• regular online workshops via Zoom to keep students connected, allow explicit 

teaching of concepts and provide opportunities to communicate in Gathang. 

This mixed-mode delivery would offer greater flexibility to students and teachers alike. 
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Project overview 
Muurrbay selected the Certificate III in Learning an Endangered Language (10190NAT) for 

the Gathang language as it was most appropriate for a language revitalisation context as 

compared with other available courses. The combination of linguistic components, spoken 

language and practical creative content, such as speeches and translations, met the needs 

of the Gathang communities that Muurrbay supported (and continues to support). As a 

registered training organisation (RTO), Muurrbay was able to license the course from TAFE 

South Australia and has delivered it twice for Gathang, once in 2015 and once in 2020. 

(Note that information on the 2015 delivery can be found in a separate report titled 

Gathang Certificate III 2015–16: Learning an Endangered Language – Gathang 40635SA). 

The Certificate III course was initially delivered in Taree from mid-2015 to 2016 and was 

coordinated and delivered by Muurrbay Teacher-linguist Julie Long. Julie, with some 

advice from the course’s developer Mary-Anne Gale1, also developed all the teaching and 

learning materials required for the course. 

The Gathang language region is on the mid-north coast of NSW and includes the Birrbay 

nation in the north, the Warrimay nation in the south and the Guringay nation in the west. 

Following the first delivery on Birrbay country in Taree, the Warrimay and Birrbay nations 

requested another Certificate III course be delivered on Warrimay country. This 

necessitated some revision of the existing course materials to make them more relevant 

for delivery on Warrimay country. 

Context and timeline for Gathang courses 

• 2010: A Gathang dictionary and grammar2 was published, following several years 

of Muurrbay-initiated Gathang language/dictionary workshops. 

• 2010: In response to community demand, fortnightly community classes were held 

in Taree using the ASLA©™3 method, as well as simple expressions (greetings, 

farewells) and guidance on how to use the dictionary and grammar. 

 
1 Mary-Anne Gale is a linguist, author and research fellow at the University of South Australia. 
2 A Grammar and Dictionary of Gathang: The Language of the Birrbay, Guringay and Warrimay, Lissarrague, 
Amanda 2010, Muurrbay Aboriginal Language & Culture Co-operative, Nambucca Heads. 
3 ASLA©™ – Accelerated Second Language Acquisition developed by Dr Stephen Greymorning. 
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• 2011:  

o The fortnightly community classes grew into three TAFE-based Certificate I in 

Aboriginal Languages courses (10218NAT), team taught by Murrbay’s 

Teacher-linguist Julie Long in collaboration with three community teachers. 

The course was held in evenings and afternoons in Taree, and morning classes 

were held in Tuncurry. 

o The Certificate I was held in Port Macquarie and taught by Muurrbay team 

teacher Jeremy Saunders. 

• 2012 to 2015: 

o Certificate I courses were delivered in Port Macquarie, Williamtown, Taree 

and Tuncurry by community members with Certificate I and other 

qualifications/experience, such as the MILE course from the University of 

Sydney, being a school or TAFE teacher and attending Muurrbay’s 

professional development workshops. 

o Courses were not delivered every year. Take up of the course was strongest in 

Port Macquarie, with students often repeating the course to keep using 

language as there were no Certificate II or III courses available at that time. 

• 2015 to mid-2016: Certificate III: Learning an Endangered language – Gathang was 

delivered at Taree. 

o As an RTO, Murrbay was able to license the course from TAFE SA. Taree TAFE, 

with whom Muurrbay has a memorandum of understanding (MOU), provided 

the classroom. 

o The course was provided in response to community need for the next level of 

language proficiency. 

DR
AF
T



 

 

5 

o Trainer Julie Long delivered the Certificate III as an evening course over three 

semesters (18 months) to cater for students who were unable to attend 

during the day because they were working full-time. 

o There were ten graduates from the 2015 to 2016 course. 

• 2016 onwards: Port Macquarie TAFE continued to deliver both Certificates I 

(10218NAT) and II (10217NAT). Certificate I was occasionally delivered in Taree 

TAFE. 

• 2020: Certificate III: Learning an Endangered language – Gathang was delivered at 

Port Macquarie. This came about in response to growing community demand, 

meaning there was a strong cohort from both Port Macquarie and Forster. Port 

Macquarie was chosen as no overnight travel would be required by the trainers 

(the previous location of Taree necessitated travelling long distances with an 

overnight stay each week a class was held). 

During development and delivery of the course: 

o the Certificate III was licensed again from TAFE SA 

o experienced Muurrbay trainers delivered the course – both a teacher-linguist 

and a supporting junior linguist were employed 

o the course became mixed-mode following COVID-19, with majority online 

delivery and occasional face-to-face sessions; online classes required some 

adaption of teaching methods and resources by the trainers to suit the new 

mode of delivery 

o ran over two semesters (12 months) and produced 16 graduates. 

• 2021: Certificate I and II in Aboriginal Languages was successfully delivered at Port 

Macquarie by a 2020 Certificate III graduate. 

DR
AF
T



 

 

6 

Detailed outline of the program 

Target audience 

The Certificate III had no prerequisites and was open to anyone who identified as Gathang 

and was accepted by the community as Gathang. The target audience for the Certificate III 

was Gathang people who wanted to increase their knowledge and ability to use Gathang, 

as well as those who were already teaching, or aspired to teach Gathang in 

community/educational settings or use it in their workplace/profession. 

Attendee information 

The 2020 course had an enrolment of 25 students and there were 16 graduates. These 

included six students who worked within education and one other student, all of whom 

had been granted study leave from their school or workplace. The roles of graduates were 

varied and included: one Aboriginal Community Liaison Officer (ACLO), one TAFE 

Coordinator for Aboriginal Engagement, two Aboriginal Education Workers (AEW), one 

Learning Support Worker, one teacher on leave, one retired teacher and one Early 

Childhood Literacy Worker. The majority of other students were retired. Two pairs were 

mothers and sons, four adults were siblings. 

 

CEO Gary Williams proudly presented our graduating students’ Certificate III in Learning an Endangered 
Aboriginal Language (Gathang). Wubala Marrung – WELL DONE! Photo credit: Muurrbay Language and Culture 
Cooperative. 
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Students by age and gender 

Language levels 

Previous to doing the Certificate III, three students had completed Certificate I; two had 

completed Certificate II; one student had completed Certificate III and 10 students had no 

previous language study. 

Sixteen students completed the course. They joined the course for a range of personal and 

professional reasons: 

• Four students in their thirties said they wanted to learn extra skills for their jobs. 

• Of the two students in their twenties, one said they wanted to try for a different 

career and the other chose the course for personal interest/self-development. 

• Of the four women aged 60 plus, one chose the course so she could gain extra 

skills for their job, while three were doing it for personal interest or self-

development. 

• One student over 60 withdrew when the course was forced to go online. It has 

since been reported by one student that of those who withdrew, several were put 

off by the grammar component of the course. 

The majority of the students who were under 50 years old were doing the course because 

they wanted to teach language in their workplace (usually a school). Below are some of 

the students’ thoughts on why they chose to do the course: 

2020 <20 21-30 31-40 41-50 51-60 61-70 

Enrolments 1 male 1 male 2 females 1 male 3 females 3 females, 

2 males 

Number of 

students 

who 

withdrew 

  1 female 1 female 1 female 1 female 
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• ‘To actually learn [my language] from inside out, it’s hard learning from a 

dictionary itself. I did know a little bit of language … but I’d like to speak it fluently 

and teach it also … I’m working in a school at the moment and [I want] to get my 

mob more engaged in culture is language.’ 

• ‘Wanting to add more to my teaching toolkit with the students that I teach, and 

with the intention of sharing amongst the educational community to help include 

more Aboriginal perspectives in the classroom.’ 

• ‘Learning language in a structured training space (RTO) meant connecting 

culturally, a pathway to build on my limited knowledge of language, an 

opportunity to be in a culturally inspired space with other Aboriginal people, and a 

chance to share the language with my children and generate their interest and love 

of language.’ 

• ‘I had already done a lot of language work with Sharon Edgar-Jones4 and wanted 

to consolidate and build on that. I also wanted to attain a formal recognition of 

that learning.’ 

The over-50s cohort were more likely to be learning their language for personal reasons. 

For some, this included the desire to share language with family and for healing. 

• ‘[I am] interested in Gathang language, to teach grannies and community.’ 

• ‘[I want] to learn and speak my language. Connect with mob and share stories and 

knowledge.’ 

• ‘[I want] to be able to speak my grandmother’s language.’ 

• ‘[I want] to obtain a deeper knowledge of Gathang language. Connect with my 

culture and the local community after motor vehicle accident and physical 

disability. To refine language knowledge after completing MILE.’ 

 
4 Sharon Edgar-Jones is an Aboriginal language teacher and consultant at Muurrbay and a Cultural Education 
Officer at Murrook Culture Centre, Williamtown. 
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How it was coordinated 

Julie Long of Muurrbay coordinated both 2016 and 2020 courses – in 2016 as Muurrbay’s 

teacher-linguist, and in 2020 as Muurrbay’s Regional Coordinator Linguist. 

Partnerships involved 

The course was licensed from TAFE SA. The venue was negotiated with TAFE Port 

Macquarie and they offered Muurrbay use of a classroom. They understood that 

Muurrbay running the Certificate III would ensure they (TAFE Port Macquarie) would have 

trained language teachers for their own course deliveries. The NSW Department of 

Education supported their participating employees by releasing them for daytime 

professional development; this was facilitated by an ACLO who was studying the course. 

Catholic Schools also released an AEW. Unfortunately, with pressures due to COVID-19, 

some of these students were called back to work during their release time. 

How the course was delivered 

Port Macquarie was chosen as a suitable location to deliver the course as it is close 

enough to the Muurrbay base to allow day travel for trainers. In the past, the trainer had 

stayed away from home overnight in order to deliver in two locations, but this was no 

longer an option for them. It also needed to be a day rather than evening course to suit 

the needs of both the trainer and the students. 

The first six weeks were delivered face-to-face. Due to COVID-19 and the first lockdown, 

trainers then temporarily prepared study-at-home lessons for the last four weeks of Term 

1. This included videoed lectures, weekly language exercises and notes for further study 

using workbooks. Trainers and students alike hoped to return to face-to-face delivery as 

soon as possible but, unfortunately, at that time TAFE was not permitted to let outsiders 

use the facilities without thorough risk assessment and the Aboriginal community was 

considered vulnerable. 

Because of this, there was an urgent need for a long-term solution. The trainer had 

previously designed a timetable for the delivery of 11 units. Three short units were 

delivered and assessed in one module and delivery of these was completed face-to-face 

before lockdown. Grammar and communicative competence (speaking) were year-long 
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units. For the remaining six units they were delivered two units per term. In effect, they 

were working with four separate units each week. 

After COVID-19 hit, the weekly plan was adapted to be as follows: 

• Tuesday: Trainer and support linguist planned activities of all current units, and 

filmed videos (sometimes multiple) of the next concepts in the grammar unit. 

• Wednesday: Support linguist edited videos and created other worksheets when 

needed. She uploaded videos to Dropbox. She also created a workflow for a day’s 

work and sent an email to all students on Wednesday afternoons with instructions 

for the week, the suggested workflow, any documents needed and links to the 

videos in the class Dropbox. 

• Thursday: Morning Zoom session held from 10 am to 11.30 am concentrating on 

speaking and grammar concepts. Afternoon Zoom session held from 1.30 pm to 

3 pm focusing on working through assessments or catch-up sessions. During each 

Zoom session, the support linguist created a document of words and things that 

needed clarifying and this was sent out at the end of the day. This was particularly 

useful for those students who were unable to attend the session. These Zoom 

sessions were also filmed and were available on request. Both trainers were 

available all day for support and sometimes scheduled assessment activities 

one-on-one in Zoom. 

Once COVID-19 forced the course delivery to go online, seven students withdrew 

immediately for a variety of reasons, including poor internet connection; being new 

learners without support of others during lockdown; lack of technology and/or technology 

know-how, and not wanting to do the course ‘solo’. Following these withdrawals, two new 

off-Country students joined the group. Over the rest of the course another four students 

withdrew as they were unable to keep up with the demands of studying online. 

In face-to-face groups, the sense of community was very strong (see feedback outlined 

later in this document). However, the longer the course went without face-to-face 

contact, the more despondent some students became, prompting the trainers to strive 

harder to make face-to-face classes happen. 
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To achieve this, the trainers divided the class into two groups, southern and northern, and 

ran workshops in the school holidays – one at Port Macquarie LALC and one in Forster at 

the Department of Education offices. Unfortunately, after only a couple of workshops, 

Muurrbay were no longer able to use either of these venues. 

Following the loss of these locations, a Port Macquarie student opened their home to the 

group and the class met there a few times. In order to cater to the southern group, the 

trainers had no choice but to travel to Karuah, a 400 km round trip, and stay overnight. It 

is certain that without the trainer doing this, more students would have withdrawn from 

the course. 

Details of success 

Sixteen students graduated via online delivery, despite the odds being stacked against 

them. Some contributing factors to the success of the course are detailed below. 

One of the key factors was the initial six-week period of face-to-face teaching that the 

students experienced before COVID-19 hit. Muurrbay believes it’s important to timetable 

at least one of these face-to-face sessions at the very beginning of any course. For the 

2020 course, this vital contact was achieved in those initial six weeks and in regular day-

long intensives/catch-ups in school holidays (when COVID-19 restrictions allowed). This 

enabled students to: 

• establish connections and a strong group camaraderie, which helped them speak 

up/interact with the class when the course later went online 

• to start communicating in Gathang via greetings, activities and when using the 

ASLA©™ method 

• to begin the study of Gathang grammar in a supportive group 

• to show those who didn’t yet know the trainer that they had established a strong 

and friendly professional relationship with returning students. 

Once largely restricted to online delivery, trainers and students stayed connected by a 

variety of means, including: 

• Zoom classes 
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• email 

• Dropbox (for sharing files, videos, etc.) 

• Text messages and phone (For two students, this was their main form of 

communication in lessons. This one-on-one contact is time consuming but was 

required to keep them in the course. These students were not comfortable with 

using a computer.) 

• scheduled student support times 

• face-to-face catch ups in school holidays. 

A functional and flexible training team of qualified and experienced trainers was a big 

factor in successful delivery of the course. It would have been impossible for the course to 

succeed without the two dedicated trainers who had the support of their Regional 

Language Centre. These were: 

• A trainer who is a qualified linguist with Certificate IV in Training and Assessment 

and thirty years teaching experience. She had previously delivered the same 

course in 2015 to 2016 and developed workbooks and support materials at that 

time. This meant she was able to adapt these existing materials for use online. 

• A support linguist who is a qualified linguist with extensive IT experience. While 

she had been living in the region for only a short time, she quickly became a vital 

part of the course delivery in terms of IT support, and created a suite of teaching 

and learning resources for the online classes. Students appreciated her approach 

which was professional, approachable and reassuring, and involved always being 

available for follow up sessions via phone, email, etc. 

The Muurrbay trainer and support linguist learnt that they had to be very creative in order 

to engage students and to avoid the Zoom sessions becoming like a lecture in which the 

trainer did all the talking. They adapted several activities normally done face-to-face, 

including the ALSA©™ method and exercises such as ‘Who am I?’ and ‘Where are your 

keys?’. This often required an extra ‘How to’ video to guide students. 
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The Muurrbay trainers created a bank of valuable resources that: 

• students could access repeatedly to review concepts whenever they wished 

• future online deliveries can utilise 

• responded to needs of students. 

Details of challenges associated with online delivery 

Given the restrictive nature of online classes, the trainers faced a number of challenges 

during the delivery of the course: 

• The trainer and support linguist found they spent more time than usual: 

o developing and adapting unit resources 

o checking in with students via email, text message and phone 

o supporting students to ‘get over the line’, especially as time went on and the 

course remained online rather than returning to face-to-face sessions. 

• Not everyone could attend all Zoom classes because: 

o despite having approved leave, the students were often required by their 

schools and had to miss class 

o it was then very difficult for students to catch up on their own 

o it was difficult for trainers to keep track of attendance and how much time 

students were putting into the coursework. 

• Issues with information technology, including lack of accessible and/or appropriate 

resources and inadequate skills or experience, made an impact that resulted in:  

o some students without a computer or without good connection speeds 

and/or coverage withdrawing when the course went online 

o two students without IT skills really struggling. While they did remain in the 

course, they required extra support throughout. Trainers wished they had 
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discovered this sooner and suggest that when the course runs again, students 

be asked about their experience in IT and what resources they have available. 

Note: There was, however, one unexpected positive of going online: two off-

Country students were able to join the course. 

• The many resources, assessments, etc. involved in course delivery required extra 

effort and creativity to manage when the course went online. 

o Trainer’s found colour coding the workbooks to assist students was useful: 

calling EALUSS306: Sounds and spelling in the target language the ‘blue book’, 

for example, made things easier. 

o Due to sudden lockdowns and an ever-changing situation, trainers were often 

forced to send out support documents the night before a Zoom class, when 

they would have rather done this the weekend before. 

Challenges associated with a wide range of students 

The students in the class had various reasons for studying language and different skill 

levels, which meant that some of the course content was not always relevant all. 

• Students with no previous language study found it hard to keep up at times. For 

example, when more advanced students questioned on points of grammar those 

with less knowledge found these queries difficult to follow. 

• Students with previous language study found time given to basic concepts a bit 

repetitive. In a face-to-face class, the more experienced students may have been 

able to assist the less experienced, but this was not possible online – although one 

older student had re-enrolled for just this sort of revision. 

• With such a wide range of skill levels, students were studying language for varying 

reasons, personal and professional. Students with personal reasons for study 

probably didn’t need the level of assessment activities the course included. Some 

students wanted to improve their conversational skills, others wanted to teach in 

schools or provide translations. With this in mind, it is likely that only the latter 
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group needed to be able to analyse grammar via linguistic meta-language. Those 

who became interested in further study are another group again. 

• Students studying to make a career out of teaching have different priorities. 

Examples of resources 

Various resources were created and adapted for online Zoom classes and distance self-

paced study. These included workbooks, videos, PowerPoint presentations, games, 

vocabulary lists and flashcards. These resources are outlined below. 

Grammar unit 

 Nominal morphology        22 videos 

 Verbal morphology       5 videos 

 Other (sounds, ASLA©™, how-to videos, etc.)   30 videos 

 PowerPoint presentations      approx. 25 

 Worksheets        approx. 100 

 Charts5 – pronouns, verbs, nominal morphology   6  

Kahoot!6 quizzes       10  

Speaking unit 

• ASLA©™ methods of teaching. These included flashcards, teaching notes, 

handouts, videos. 

• ‘Guess who’ game: body parts. This included vocabulary lists, descriptions, game 

resources, instructions for online play. 

• ‘Celebrity heads’ game. This included a large set of people cards, a set of potential 

questions and a descriptions template for each celebrity, all developed by the 

class. 

 
5 These included: full, by-person and by-number pronoun charts, a verb chart, an inflectional suffix chart and a 
derivational suffix chart. 
6  These included quizzes on different aspects of grammar including pronouns, locative tag, semblative tag, etc. 
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• Songs. These included a document with lyrics, spoken audio files and sung audio 

files. 

• ‘Where are your keys?’ game. This included a techniques list, Gathang ‘speed 

curriculum’. 

• Vocabulary builders. These included: PowerPoints and charts for 

adjective/opposites, family terms, greetings and locations. 

• Muurrbay’s Mayalambala – Let’s Move It resource, consisting of a set of three 

posters and many cut out images that students could manipulate and use with the 

posters. 

Other resources 

The course also used the following essential resources: 

• a PDF of the Gathang grammar and dictionary 

• a PowerPoint on how to use the dictionary and the class workbooks 

• workbooks for individual units, as well as worksheets that were specifically 

developed for weekly classes by the trainers. 

Data on participant language learning 

Level of improvement 

By the end of the course, those students who had no previous language learning were 

able to conduct basic conversations, write simple sentences and understand the 

underlying rules of the language. They developed many of the building blocks of the 

language that they will be able to consolidate over time. 

Several students had previously studied language at a Certificate I and II level, and even 

repeated the Certificate I and II courses because there were no other courses available to 

them at the time. When they started the Certificate III, they could use language, 

understand the basic language rules and had spent some time in speaking language. By 

the course’s end, they could conduct more complex conversations, construct more 

complex sentences and texts and were able to explain the underlying rules of the 
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language. On completion of the course, it is likely that some students’ ability in using 

Gathang sits between these two levels. 

Time spent in the program 

Students: 

Muurrbay originally budgeted for six hours of supervised class time and two hours of 

unsupervised time each week, along with intensives during holidays, to make up the 

volume of learning. As some people used language in their schools, that time was also 

considered to be unsupervised hours. 

However, with COVID-19, the course was forced to go online after the first six weeks.  

Sessions were as follows: 

• 6 hrs/week of face-to-face sessions for six weeks at the beginning of the course 

• 3 hrs/week of online sessions on Zoom thereafter for 34 weeks 

Ideally, the students were expected to spend another four hours on set work and two 

hours on revision and assessment work each week for 34 weeks in order to complete the 

work. 

Total hours over the course were made up of a combination of various face-to-face 

sessions, online hours and unsupervised study time: 

• 36 hrs face-to-face as a whole class (6 hr/week for 6 weeks) 

• 24 hrs of set work done at home (6 hr/week set work x 4 weeks).  

Note that this and the 8 hrs of unsupervised study listed below were carried out 

during the four weeks when everything was up in the air in the early days of 

COVID-19. 

• 8 hrs of unsupervised study (2 hr/week x 4 weeks)  

• 30 hours of other face-to-face sessions were held with the Port Macquarie group in 

two locations (5 days at 6 hrs each, total 30 hours) 
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• 36 hours of other face-to-face sessions were held with the Southern mob (6 days 

at 6 hrs each, total 36 hours) 

• 90 hours of Zoom sessions (3 hr/week x 30 weeks) 

• 120 hours of set work (4 hrs/week x 30 weeks) 

• 60 hours of unsupervised study (2 hrs/week x 30 weeks) 

In summary: 

Face-to-face averaged at:        69 hrs 

(36 + 30 = 66 for Port Macquarie group, 36 + 36 = 72 for Southern mob) 

Zoom           90 hrs 

Set work done at home (24 + 120)      144 hrs 

Unsupervised revision/assessment  (8 + 60)     68 hrs 

Total:  371 hrs 

Trainers believe some students put this amount of time in during the course and more, 

but other students likely put in much less. 

Trainers: 

Main Trainer 

The hours for the teacher-linguist came to 540 hours: 240 hours delivery, 280 hours 

planning and 20 hours compliance, including maintaining AVETMISS records, copies for 

student records, filing, chasing signatures, etc. 

Support Trainer 

The support trainer’s hours came to 980 hours: 240 hours delivery, 560 hours planning 

and preparation, 160 hours student support and 20 hours compliance. 

Feedback from participants including students, trainers and support 
staff 
The following table is a summary of the 2020 mid-course feedback sheets that were filled 

out by twelve of the students. 
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 Very 

good 

Good Average Not 

great 

Bad 

1.How are you feeling about the 

course so far? 

7 

58.3% 

4 

33.3% 

1   

91.6%  

Comments: 

‘There is a lot of variety, which helps gain content.’ 

‘Great resources, very skilled teachers.’ 

‘My understanding of words and phrases is becoming so much more clearer.’ 

‘Great course but I am getting behind. I’m slow at retaining information.’ 

2. Do you think there are enough 

learning materials each week? 

9 

75% 

3 

25% 

   

100% 

Comments: 

‘It is recognised when it is a heavy week, and the following week is adjusted to prevent 

overload.’ 

‘More than enough/Love it.’ 

‘Yes, especially the videos.’ 

‘It has been difficult to keep up with all the given work, so yes, plenty of work. It has 

been wonderful.’ 

3. How do you find the quality and 

amount of feedback you receive 

about your work? 

8 

66.6% 

3 

25% 

 1*  

91.6% 

Comments: 

‘I appreciate the quality of feedback – depth and suggestions.’ 

‘Excellent.’ 

‘Have to finish work to get it marked. Very little feedback.’* 

(Note that this student probably got very little feedback because they didn’t submit 

assignments.) 

4. How are you finding accessing 

online materials each week? 

4 

33.3% 

5 

41% 

3   
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75% 

Comments: 

‘Not good at Dropbox.’ 

‘Easy through the Dropbox and emails.’ 

‘Get muddled up sometimes but in general all good.’ 

‘Good to have it recorded.’ 

5. How would you rate your 

engagement with the course? 

3 

25% 

8 

66.6% 

1   

91.6% 

Comments: 

‘The main problem is COVID-19 restrictions and limited face to face.’ 

‘Bit slow, but I am supported and encouraged all the time.’ 

6. How do you feel about learning 

Gathang in this course? 

10 

83.3% 

2 

16.7% 

   

100% 

Comments: 

‘Learning gives me more sense of pride and loving the sharing with my grannies.’ 

‘Always would like one on one.’ 

‘Under the present restriction, Julie and Bron are doing an excellent job.’ 

‘Difficult to improve.’ 

‘Very satisfying.’ 

‘A great deal to learn in limited time.’ 

‘More face to face or one on one, repeating over and over.’ 

7. What would you like to see more of in Terms 3 & 4? 

Comments: 

Five out of twelve students said ‘Face-to-face’. Other comments included: 

‘Kahoot!:)’ 

‘All good. Maybe media use/recording.’ 

‘Speaking Language.’ 

‘You’re doing a great job.’ 
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* This student also wrote: ‘Great course but I am getting behind. A great deal to learn in 

limited time’. 

A summary of participant school-based or early childhood language 
teaching work 
Of the student cohort, there were five students who were already teaching language after 

completing Certificate I and/or II. After completing the Certificate III, the number of 

students teaching language increased to nine. 

Following are some responses from these students when asked about the course and their 

teaching. 

One student said that during the course they were ‘in the primary school doing learning 

support work with Indigenous kids’, but after completing Certificate III, they were able to 

other work too: 

‘Anything I can revisit and have as a resource.’ 

8. What could you do to improve your learning in the second half of the year? 

Comments: 

Eleven out of twelve students (91.6%) said they would like to practice speaking 

language every day or over a few days rather than just having engagement on the day 

of the lesson. Other comments around improvement included: 

‘Organise myself more. Maybe just set a particular time each week.’ 

‘Try to keep on top of everything.’  

‘More study time at home.’ 

‘Speak language every day, more ASLA©™.’ 

‘Give more time to use Gathang in everyday communication.’ 

‘Practice more, more questioning and phrases. I need to spend more time learning 

outside of class.’ 

9. Is there any aspect of Term 1 & 2 that you would rather not see again in Term 3 & 4? 

No student felt there was anything they didn’t want to see again in the second half of 

the course. 
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I’m … covering the AEO position for one year, Primary School. There’s another 

person, a teacher who did Cert 3 in Language. She’s on a class, so every Thursday 

morning for about 30 mins we’re going to teach Gathang to all kids [Indigenous 

and non-Indigenous]. It’s a support unit [for those who have] learning difficulties, 

from Year 4- 6. 

The same student talked further about their teaching: 

Just to kick it off I did NAIDOC week last term, we did a little bit of language, I 

made up a book, we have 700 in the school, and with the book I took them across 

the road, because we’re so close to the ocean. There’s certain things I put in the 

book, a tree, a bird, the ocean, grass and rocks. Basically what we could visualise. 

Taught the whole school, about 730 students. Taught them on country, outdoor 

learning. We got a grant, we put these signs around the school, Girl’s toilets, boys 

toilets, front office, welcome. 

One student, an AEO in the Catholic school system who hadn’t taught language before the 

course, noted: 

Now I do teach language … weekly now, daily, little time slot each day, to teach 

certain kids, like a noun, and on Friday at assembly ... that student will get up and 

say acknowledgment [of Country] and another student will say word of the week, 

like dolphin or water. I’d start off with greetings and now I teach the Aboriginal 

students the nouns, and they stand up in Assembly and teach the whole school, 

what that word means. About an hour per week. Our Koorie group is Years 3-6. 

Another student, an ACLO with a Certificate I in language, wrote that during training they: 

… taught the basics of Gathang, nouns, counting and the Head Shoulders Knees 

and Toes song. The age varied from Kindergarten to senior High School. 

The student who is a retired Primary teacher reported: 
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I am a member of Djuyalgu Wakulda (to speak as one)7 which supports the 

Hastings and Camden Haven River area with Gathang Language. We support all 

schools (primary and secondary) with language translations (English to Gathang). I 

have supported: 

• Port Macquarie PS: development of a language wall. 2019 All 

Stage 2 classes (90 students) 

• Lake Cathie PS: Delivered language and cultural lessons 2021 YR 5 

and 6 (150 students), Year 3 and 4 (100 students) stage 3 and 4 

(100 students). 

One student, a primary school teacher who was on leave to take the Certificate III, wrote: 

I have now returned to my role as a teacher, two days a week. Working in an RFF 

[Release from Face to Face] Teacher role, I have implemented language in the 

classroom through greetings, topic-related vocabulary, and simple text study with 

accompanying written activities. Hours spent teaching: ½ hour per week. Years K – 

6 at primary school. Approximately 15 in the class at any one time. Language levels 

are at a beginner level. Currently I am working on writing simple language-based 

texts in Gathang. I teach a particular class a word a week, with the intention that at 

the end of the term, they will be able to read a simple text in language. 

Another student, who works in a lending library to encourage early literacy, said that after 

completing the Certificate III: 

[I] Did a term’s worth of pre-recorded lessons on video for a Primary School … 

when I’m more confident I can go in, really need someone else to come with me … 

Since the Cert III course, we’re [Karuah Language group] meeting up fortnightly 

then monthly. 

The student employed as an Aboriginal Education Officer by the NSW Department of 

Education said: 

 
7 Djuyalgu Wakulda (to speak as one) is local Gathang language group made up of language activists, teachers 
and learners. 
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I teach words in language e.g.: greetings, animals, nouns, colours. I do not have set 

teaching time each week. I weave language throughout lessons that I support in 

the classroom. Could be 1 hr a week or [every] second week. I work throughout 

the school from Kindergarten to Year 6. I have at present 157 Aboriginal students 

in my school. The level I teach is very basic nouns and greetings … I help with 

Acknowledgement for students in language, introduce language where I can. 

Pre-course, several students worked in tertiary education in an area other than teaching 

language but, since doing the Certificate III, they are now teaching language. A student 

who worked at a university supporting Aboriginal and Torres Strait Islander students to 

enter study has, since doing the Certificate III, hosted a language group that meets weekly 

where he shares language via the methods he learnt in the course. 

Another student was Aboriginal Community Liaison Officer at a Regional Department of 

Education office but since doing the Certificate III has begun teaching language at a 

Steiner school and is also running a cultural awareness program for a medical centre. 

One student aged over 50 was TAFE community support while studying the Certificate III. 

Prior to that they had taught the Certificate l in Gathang at TAFE NSW for three years 

where they taught students ranging in age from 16 to 60. They also had taught in pre-

schools and schools, teaching students aged from three to 15 (‘Songs, Greetings, Body 

parts and cultural signage’). The hours they had spent teaching numbered over 600 in that 

time. Since doing the Certificate III, they have engaged in other work and are continuing to 

learn Gathang. 

A summary of the program funding 

Costs incurred 2020 

License for the course         $  5,000 

ASQA fee for adding course to our Scope      $  1,650 

Wages – teaching: 6 hrs/week @ $51/hr x 40 weeks           $12,240.00 

Wages – teaching/technical support: 6 hrs/week @ $36/hr x 40 weeks  $  8,640 

Wages – planning, preparation, assessment (teacher) 
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7 hrs/week @ $51/hr x 40 weeks       $14,280 

Wages – planning, preparation, resource creation (junior linguist) 

14 hrs/week @ $36/hr x 40 weeks       $20,160 

Wages – student support (by Bron): 4 hrs/week @ $36/hr x 40 weeks  $  5,760 

Travel allowance, accommodation and petrol     $  2,500 

Set up and printing of essential student resources (including creating Zoom and Dropbox 

accounts, printing worksheets, etc.)       $  2,000 

         SUBTOTAL: $72,230 

The following incoming funds from student fees were deducted: 

16 students paid a $200 administration fee each     $ 3,200 

         TOTAL:  $69,030 

Overview of 2020 course delivery and outcomes 
In 2020, distance and online delivery were thrust upon the trainers due to COVID-19. In an 

ideal world, they would have had a much longer timeframe to adapt a course that was 

originally designed for face-to-face delivery to a course that was predominately online 

delivery. However, despite these hurdles, Muurrbay believes the trainers were successful 

in graduating 16 students due to the following factors: 

• There was an initial six weeks of face-to-face classes before the disruption cause by 

COVID-19 during which the cohort of students established a strong camaraderie. 

This helped them feel comfortable to speak up and interact with each other later 

online. 

• During the face-to-face classes, students were able to start communicating in 

Gathang via greetings, activities and the ASLA©™ method, as well as beginning the 

study of Gathang grammar in a supportive group. 

• Several students already knew the trainer and had established a strong 

professional and personal relationship with them. This helped other students do 

the same. 
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• While the support trainer had recently arrived in the region, they quickly became a 

vital part of the course delivery; students appreciated the support trainer’s 

approach, which they all felt was professional, approachable and reassuring. The 

support trainer was also always available for follow up via phone, email, etc., 

which the students valued a great deal. 

While this report focuses on training language teachers, the healing aspect of language 

learning for people who have gone through trauma and for those who wish to reconnect 

with their culture, heritage and people remain important and became apparent during the 

course.  

Following are comments from the students around this: 

• ‘It introduced me to who my ancestors were and how they lived their lives and 

followed their culture. It explained why most of my family members have an 

inherited genetic fear that they must overcome throughout their development. 

From where this inherited fear may have arose and the ability to face and 

understand our differences, endure the snide remarks I have experienced and still 

do in my life. Built personal confidence and gave me a place of belonging in my 

own country.’ 

• ‘I had endured a trauma … then elected to complete my local language to gain a 

deeper knowledge. Very difficult at the time because I was not really a 100% and 

suffering PTS disorder. But enjoyed it very much and I am still learning and loving 

language. So I was … struggling with a mental disorder.’ 

• ‘Learning your language is emotional on so many levels. I was brought up with 

Gathang words, but I couldn’t have a conversation in Gathang. Studying my 

language has enabled me to have simple conversations in Gathang, translate from 

English to Gathang and teach Gathang in schools and TAFE. Learning Gathang and 

the meanings of words makes me see country differently. My language is who I am 

as a Birrbay woman and it makes me feel proud and confident in myself.’ 

• ‘Learning language has connected me to my heritage in a way I have not felt 

before. It has been a deeply personal (and at times emotional) journey for me. But 
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to now be able to share it with others, means so much as this is what will keep the 

language growing (or being revitalised).’ 

• ‘It’s become a way of life for me … my language journey started 6 years ago and 

I’m still excited about more learning opportunities and to support the revitalisation 

of language.’ 

Family groups were an important part of the course. Two mother and son pairs and a 

group of four siblings were an integral part of the student group and reported the benefits 

of helping each other and using language outside of class times. 

• ‘Pretty special, being alongside my son, because I want to be able to pass on what I 

know to my family, people. It was good having him by my side, we’d bounce off 

each other and if I got stuck, I’d ask him questions.’ 

• ‘It made me feel more connected to my country. To be able to talk to my siblings in 

Gathang is very special.’ 

• ‘Me and mum did it so we could take it back home, so we had a lot of language 

indoors, not just learning it at the course, but bringing it back home as well to 

consistently practice our language. To bring it back to our jobs as well. If someone 

asked us a question, we knew it straight off my mind. Bounce off each other.’ 

One student reported that their favourite part of the course was: 

… being in the learning space with so many people who wanted to learn Gathang 

language. The class becomes a family group where it is safe place. 

Language learning pathways 
The Gathang language learning pathway has so far included: 

• Certificate I, II, III (although the Certificate III has no prerequisites) 

• Diploma in Aboriginal Languages at the Batchelor Institute/Charles Darwin 

University 
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• Masters in Indigenous Languages Education at the University of Sydney for those 

already with a teaching degree 

Note that after completing their Certificate III course in 2016, two students enrolled in a 

PhD which they are currently working on. 

Several students from the 2020 cohort have further study in mind: 

• ‘[I] hope to enrol in further study and undertake a Bachelor’s Degree in Aboriginal 

Languages and Linguistics.’ 

• ‘I’m investigating post-grad work on language, but I need to work out the most 

efficient way of accomplishing this. I’m not in a huge rush. At the moment I’d just 

like to maintain what I’ve currently learnt.’ 

• ‘I’d love to help develop more learning resources, I’d also like to participate in 

language workshops to continue to immerse in language and look at complex 

language translations.’ 

In describing what they wanted to do next, some, mainly older, students felt they could 

benefit from repeating the Certificate III. This may partially be a result of the course going 

online at short notice and the desire to do it face-to-face, but may also reflect that the 

volume of content, as it is at the upper limit for a Certificate III course. This may have 

meant that some students felt they needed more time to fully absorb what was taught in 

the course. Following are some comments around this: 

• ‘Have my book printed, do another cert 3 as I think it takes more than one go for 

all of it to sink in.’ 

• ‘I’d like to do the course again, and only talk Gathang in class or with other 

speakers. There’s a lack of speakers. Need a refresher of what we learnt, put that 

into a class to hone speaking skills.’ 

• ‘Continue to learn. Reinforce what I know and what I am not yet fully 

understanding yet. Work any way I can to extend my knowledge. Practise speaking 

my language.’ 
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Many students said they need ongoing involvement with a language learning group to 

maintain what they’ve learnt and, since doing the course, three localised language groups 

have been meeting regularly in Newcastle, Karuah and Port Macquarie. A language 

governance group, Djuyalgu Wakulda (to speak as one), was formed in partnership with 

Muurrbay to grow the Gathang language and has developed a Language Revitalisation 

Action Plan with activities focused in the greater Port Macquarie, Wauchope and 

Laurieton areas, as well as online. Members meet regularly to respond to translation 

requests from schools, government departments and others. Members devote a 

significant amount of time and energy to this work and liaise with Muurrbay linguists who 

provide feedback on the translations. 

In 2021, Djuyalgu Wakulda is sponsoring a language project called ‘Gathang Djukalmal 

Dhanbaan (growing language strong)’ to design and deliver two eight-week Gathang 

online community programs, with a pathway to further TAFE-based languages education. 

The project is auspiced by Muurrbay and funded by the Aboriginal Languages Trust, NSW. 

When asked for suggestions on improving the Certificate III course, student said: 

• they prefer face-to face, unless they have to travel long distances, in which case 

they prefer an online course 

• there’s a place for videos of language lessons, as students could watch these more 

than once 

•  they’d like more activities that keep them talking in language. 

When asked what type of delivery they preferred, eight out of ten students who answered 

said that they preferred face-to-face. Comments included: 

• ‘In a perfect world I would like face to face teaching so I can access the feedback 

straight away from the teachers. Also you learn from other people’s perspective 

when discussing things in class. Weekend intensive classes could back this up as 

well.’ 

• ‘The face-to-face offers so much more interaction between teacher to learner as 

well as Learner to Learner. Zoom has a place.’ 

DR
AF
T



 

 

30 

• ‘Face to face, closer to home.’ 

Some who were off-Country recognised the role of online learning: 

• ‘An online course with regular face to face days would allow more people to 

participate. Mixed mode worked better for me due to work and distance but I’m 

self-motivated, a pretty good learner and had done a lot of stuff already. I don’t 

think it would work well for everyone.’ 

• ‘The zoom classes are great as a top up or refresher class, but nothing beats face to 

face in language learning.’ 

• ‘I didn’t have a choice there. I could only do Zoom.’ 

Sustainability of the program for future delivery 
Gathang covers a large geographic region. However, it is beyond the capacity of Muurrbay 

to deliver courses in multiple towns. Muurrbay needs to focus on training and supporting 

Gathang people to become teachers in their own towns. This has already happened to 

some extent, but the attrition rate of teachers retiring or moving on to other areas – for 

example, into higher education – means that qualified and experienced teachers are 

always needed. 

Muurrbay is unusual as a language centre in that it is also a registered training 

organisation (RTO). While this adds another level of expense for Muurrbay, becoming an 

RTO was originally done to cater for local Gumbaynggirr people who were more 

comfortable engaging with Muurrbay as a Gumbyanggirr organisation rather than TAFE; 

also, Muurrbay is located in the Old Church at Bellwood on the old mission and within 

walking distance from the area where many Gumbaynggirr people live. 

Since that time, many TAFEs have become more inclusive of Aboriginal people by 

developing the North Coast TAFE Aboriginal Learning Circle and establishing Aboriginal 

study centres or rooms. These locations are where Muurrbay often delivers its courses 

when travelling to teach Gathang. 
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Muurrbay believes that being both a language centre and an RTO ensures that its courses 

meet the needs of Aboriginal communities revitalising their languages. Muurrbay provides 

the community access to: 

• teacher-linguists and linguists, who are also, increasingly, Indigenous 

• Elders and Aboriginal language researchers who guide course delivery and are 

often involved in classes as guest speakers, team teachers, singers, artists, etc. 

• ongoing research in the refining of grammar and language development such as 

new words and phrases 

• resources such as the Gathang dictionary and grammar, collected stories, and a 

range of teaching and learning resources developed over decades of language 

work. 

Julie Long, Muurrbay’s Regional Coordinator Linguist, believes it is a good thing for 

Muurrbay to retain this RTO status, but that licensing language courses from elsewhere 

makes good financial sense. Course development and accreditation is a notoriously 

challenging and time-consuming process and Muurrbay would rather focus their energies 

on developing top quality teaching and learning materials and course delivery. Finally, 

with regards to 10190NAT – Certificate III in Learning an Endangered Aboriginal Language, 

Muurrbay hopes that despite recent changes to the course, it is still relevant to a language 

revitalisation situation. 
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Course information provided to students 
 

Course Name: 10190NAT Certificate III in Learning an Endangered Language (Gathang) 
Port Macquarie TAFE – G BLOCK, Room GG25  
Widderson Street, Port Macquarie 
Thursdays 9.30am -3.30pm 
 

A beginner’s session will take place on the 6th February for those who have no prior learning in 
Gathang. This day will be an introduction to the language via the Accelerated Second Language 
Acquisition (ASLA) teaching method. Also, some simple everyday language to begin the language 
journey.  
 

If you have a Certificate 1 or 2 in Gathang there is no need to come to this day unless you would like 
a refresher in ASLA.  
 

Everyone else come on the 13th February 2020. The course work will begin on this day.  
 

Term Dates 
 

Term 1    6th February 2020  9th April 2020 
Term 2   30thth April 2020  2nd July 2020 
Term 3   23th July 2020   24th September 2020 
Term 4   15th October 2020  17th December 2020 
 

There may be workshop days during the school holiday breaks to make up some hours but these will 
be negotiated with students during the course of the first term. 
 

The last day of teaching will be the 10th December but we will accept assessment work up until 17th 
December. 
 

As the course finishes quite late in December we will hold a Graduation early in 2021. 
 

Cost to students 
 

There are no course fees for this course but there will be administration costs to help with the cost 
of producing materials for the course. 
 

$50 per term ($200) total for year and will be invoiced in week 3 of term 1 and can be paid in 
instalments throughout the year. 
 

This fee will include:  
 

All course workbooks and resources 
 

Plus each student will receive: 
 

1 x Gathang stories DVD   
1 x USB with all available recordings and texts and a variety of other resources 
 

In addition, Gathang Dictionaries will be available for purchase throughout the year at a special 
student price of $30. 
 

ABSTUDY incidentals allowance: a one time payment from ABSTUDY may be able to be acquired for 
this course.  More information in the new year on this. 
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Certificate III Gathang 2020 
 
Below is the ‘Volume of learning hours’ required for completion of this course and how it will be 
delivered. 
 
Total supervised hours   305 – 445 
Unsupervised (structured) 100 hours (roughly 2 hours per week) This is required revision and 

homework in your own time.  
Unsupervised (community/family) 400 hours  
 
Total Hours 805 -945 hours 
 
Core units  EALMDT301 Define the target language      10 
hours 
   EALMSV302 Understand strength and viability of target language  15 
hours 
   EALUSS303 Understand the sound and spelling system of target language 40 
hours 
   EALUIR304 Identify resources in target language    20 
hours 
   EALUCT305 Compose texts in the target language    30 
hours 
   EALUGF306 Understand the grammatical features of the target language 60 
hours 
   EALUTT307 Translate texts from English into the target language  30 
hours 
   EALUUR308 Use electronic and other resources in target language  20 
hours 
   EALUBC309 Develop basic communicative competence in target language 40 
hours 
 

Elective units  EALUNE310 Explore natural environment in the target language  20 
hours 
   EALUCS312 Compose and deliver a speech in target language   20 
hours 
   
NOTE: Units EALMDT301 and EALMSV302 and EALUIR304 will be co-delivered as a single module and 
will be called Module 1. The assessments for these units will be combined. 
 
4 x 10-week terms  
9.30am – 3.30pm = 6 hour day (x 38 weeks) =  252 hours 
Shortfall = 53 hours. 
 
School holidays Easter – 2 day workshop = 12 hours. 
School holidays July – 2 day workshop = 12 hours 
School holidays October – 2 day workshop = 12 hours 
 
          36 hours 
 
Shortfall 17 hours (this can be made up at home or in the workplace).  
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Daily breakdown – draft plan 

4 sessions per day  

9.30 – 9.45   housekeeping 

9.45 -11.00 grammar 

11 11.15 short break 

11.15 – 12.45 speaking 

12.45  1.15 lunch 

1.15 – 2.15 sounds / writing / translation (group work and class work) 

2.15 – 3.30  project units / research units / catch up / assistance 
(some can be done in own time) 

Term 1 

Session 1 EALUGF306  Structure of language 
Session 2 EALUBC309  Speaking  
Session 3 EALUSS303   Sounds 
Session 4 Module 1 – about the language, country and people 

(some can be done in own time) 

Term 2 

Session 1 EALUGF306  Structure of language 
Session 2 EALUBC309  Speaking  
Session 3 EALUSS303   Sounds 
Session 4 EALUUR308  Use electronic resources 

(some can be done in own time) 
Term 3 

Session 1 EALUGF306  Structure of language 
Session 2 EALUBC309  Speaking  
Session 3 EALUTT307  Translation 
Session 4 EALUNE310  Natural environment; EALUCS312 speeches 

(some can be done in own time) 

Term 4 

Session 1 EALUGF306  Structure of language 
Session 2 EALUBC309  Speaking  
Session 3 EALUCT305  compose new texts 
Session 4 EALUNE310  Natural environment; EALUCS312 speeches 

(some can be done in own time) 

DR
AF
T



DRAFT Report on the Development of Resources to Promote Best-practice Implementation of the Framework. 
Prepared by First Languages Australia for the Department of Education, Skills and Employment. 
September 2021 

 

96 

 

Appendix 7a. 

Gumbaynggirr Certificate III 2017–2018: 

Gumbaynggirr Language and Culture Maintenance 10115NAT 

  



1 

14 Bellwood Road, Nambucca Heads NSW 2448 
Phone: 02 6569 4294 Email: julie.long@muurrbay.org.au  WEB: www.muurrbay.org.au 

Gumbaynggirr Certificate III 
2017–2018 

Gumbaynggirr Language and Culture Maintenance 
10115NAT 

Report prepared by Anna Ash for 
Muurrbay Aboriginal Language and Culture Co-operative 

August 2021 DR
AF
T



 

 2 
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Project overview 
This report will focus on the delivery of 10115NAT – Certificate III in Gumbaynggirr 

Language and Culture Maintenance which was developed by Muurrbay and accredited by 

the Australian Skills Quality Authority (ASQA) for the period between 2015 and 2020. 

In 2015, Muurrbay decided to develop their own course as they believed that the 

alternatives at the time did not meet students’ needs or recognise the centrality of culture 

for Aboriginal language courses. The purpose of this course was for participants to learn 

the Gumbaynggirr language, come to an understanding of Gumbaynggirr culture and to 

enable them to educate others with the language and culture elements acquired through 

doing the course. 

The course was designed to give participants a foundation in language, culture, linguistics 

and teaching methodology and was aimed at Gumbaynggirr people who work in pre-

schools, schools, TAFEs and associated industries such as the arts, tourism and Indigenous 

small businesses.1 

It was conducted part-time over two years from 2017 to 2018. Sixteen students achieved 

the standard required to qualify for this certificate. The first nine units were language 

units of competency, the next three were cultural units, and the final three were 

educational units of competency. 

 
1 https://training.gov.au/Training/Details/10115NAT 

Unit title 

Recognise and reproduce basic spoken Gumbaynggirr 

Respond physically to spoken Gumbaynggirr directives and dramatise stories 

Interpret and construct Gumbaynggirr written text 

Apply knowledge of Gumbaynggirr language in cultural contexts 

Recognise and reproduce Gumbaynggirr sounds 

Use Gumbaynggirr–English dictionary to translate text 
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Context and timeline for Gumbaynggirr courses 

Organisational/educational: 

• 1986: The Gumbaynggirr Language and Culture Group was formed by a group of 

Elders and Brother Steve Morelli. They began language research and community-

based language learning. This developed into Muurrbay Aboriginal Language and 

Culture Co-operative which still services Aboriginal languages between Broken Bay 

and Queensland today. 

• 1996–2013: Muurrbay could see a need to deliver certified training programs that 

would support language learners’ career pathways. Muurrbay qualified as a 

registered training organisation (RTO) through the NSW Vocational Education and 

Training Accreditation Board (VETAB) and developed and delivered two courses: 

o Certificate II in Gumbaynggirr Language and Culture Maintenance — 

91257NSW 

Apply linguistic knowledge to describe Australian Aboriginal Languages 

Apply knowledge of grammar to Gumbaynggirr texts 

Interpret Gumbaynggirr audio recordings 

Explore aspects of Gumbaynggirr culture 

Analyse Gumbaynggirr Dreaming Stories 

Analyse and create Gumbaynggirr songs 

Develop and present a Gumbaynggirr language education resource 

Develop and present a Gumbaynggirr culture education resource 

Plan and deliver lesson in Gumbaynggirr language using language immersion methods 
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o Certificate IV in Gumbaynggirr Language and Culture Maintenance — 

91258NSW 

• At the same time, they presented community language courses over several years 

through TAFE NSW Coffs Harbour Education Campus, and also presented 

non-certificate community courses. 

• 2011: Muurrbay started a pilot program aimed at Gooris (Aboriginal people) 

working in the education arena: pre-schools, schools, TAFE, and other institutions 

and organisations. An initiative from principals of several schools in the Nambucca 

Valley and surrounding areas made this viable; eligible employees were encouraged 

to attend the unaccredited course, which ran three hours per week, as part of their 

work in school. 

• 2014: The State Government’s Ochre Plan2 saw Gumbaynggirr included as one of 

five NSW language nests. Michael Jarrett was appointed Muurrbay’s head teacher. 

Language Publications: 

Muurrbay has published the following works to support language learning:  

• 2001: A Gumbaynggir [sic] Language Dictionary (produced by Muurrbay but 

published by AIATSIS) 

• 2006: Dulaybam Dunggiirr: Grey-faced Wallaby and Koala – A Gumbaynggirr 

Dreaming Story by Phillip Shannon 

• 2007: Barriyala: Let’s Work – Gumbaynggirr Language Student Workbooks 1, 2 and 

3 by Julie Long 

• 2008 and 2015 (2nd edition): Gumbaynggirr Dictionary and Learner’s Grammar: 

Gumbaynggirr Bijaarr Jandaygam, Ngaawa gugaarrigam by Steve Morelli. 

• 2016: Gumbaynggirr Yuludarla Jandaygam: Gumbaynggirr Dreaming Story 

Collection, edited by Steve Morelli, Gary Williams and Dallas Walker. 

 
2 https://www.aboriginalaffairs.nsw.gov.au/our-agency/staying-accountable/ochre/the-ochre-

plan/AA_OCHRE_final.pdf 
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• A comparative linguistic analysis of Gumbaynggirr dreaming stories in three 

dialects: Nymboidan, Northern and Southern by Gary Williams, Steve Morelli and 

Dallas Walker (as yet unpublished and is forthcoming). 

 
Gary Williams, Dallas Walker and Brother Steve Morelli pictured with some of the Muurrbay 

publications. Photo credit: Muurrbary Aboriginal Language and Culture Cooperative 

Detailed outline of the program 

Target audience 

The Certificate III had no prerequisites and was open in the first instance to Gumbaynggirr 

community members – that is, anyone who identified as Gumbaynggirr and was accepted 

by the community as Gumbaynggirr. Following applications from several 

non-Gumbaynggirr Aboriginal people living and working in schools on Gumbaynggirr 

Country, the Muurrbay Board of Directors approved their inclusion. 
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Attendee information 

Sixteen students completed the course. Unfortunately, those who worked in schools were 

not given release to study, so the course had to run during after-school hours. This, 

together with the volume of learning requirements, meant it had to run over two years. 

Students by age and gender: 

Age: 21–30 31–40 41–50 51–60 

Gender: 2 males 2 females, 

3 males 

2 females, 

1 male 

5 females  

 

 

Gumbaynggirr graduates 2019. Photo credit: Hewysurf: Ocean and surf photography by Chris 

Hewgill. 

Education and language levels 

Prior to doing the course, a number of students had completed a Certificate I, two 

students had completed a Certificate II and seven students had completed a Certificate III. 

(Note that these were not necessarily in language.) Four students had done a bachelor’s 

degree/Master in Indigenous Language Education (MILE) and one student had done no 

previous language study. 
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Four of the students were non-Gumbaynggirr, but all four lived on Gumbaynggirr country 

and worked in education. Accepting these students into the course reflects an inclusive 

philosophy among the Muurrbay Board of Directors, the governing body for all Muurrbay 

activities. It underlines that even with a program that has been running for many years, 

there remains a strong need for more teachers, and Gumbaynggirr people accept that 

there are advantages in allowing non-Gumbaynggirr Aboriginal people to study and 

potentially teach the Gumbaynggirr language. It may also suggest a certain level of 

confidence, while also reflecting the common socio-linguistic feature of multilingualism, 

across speakers of Aboriginal Australian languages. 

How it was coordinated 

Teacher-linguist Brother Steve Morelli is the main trainer/head teacher for all Muurrbay-

delivered Gumbaynggirr courses. He was the main teacher for the Certificate III, often 

team teaching with other Gumbaynggirr trainers and speakers including Michael Jarrett, 

Virginia Jarrett, Dallas Walker and Gary Williams. Brother Steve also worked with 

Muurrbay teacher-linguist Julie Long to deliver the course. 

For the 2017 to 18 course, teacher-linguist Julie Long: 

• taught the three education units 

• acted as course coordinator, fulfilling all RTO requirements. 

The administration officer set up all student files and AVETMISS3 data but, due to staffing 

changes, Julie covered all administrative aspects of course. 

Partnerships involved 

Unfortunately, the schools of the full-time teachers participating in the course did not 

release them for professional development or paid study leave. This was a key factor in 

the decision to hold evening classes. 

How the course was delivered 

The course delivery was made up of: 

 
3 Australian Vocational Education and Training Management Information Statistical Standard. 
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• one face-to-face, four-hour session per week (4 pm to 8 pm) 

• several weekend intensives 

• several excursions. 

Details of success 

Sixteen graduates completed the Certificate III. For further detail these students’ success 

can be found under ‘A summary of participant school-based or early childhood language 

teaching work’. 

Resources 

The following resources, some of which were developed my Muurrbay, were used in the 

delivery of the course: 

• the ASLA©™4 method, which included the use of flashcards, teaching notes and 

handouts 

• PowerPoints and charts on adjective/opposites, family terms, greetings and 

locations created by the teachers 

• Muurrbay’s Mayalambala (Let’s Move It) resource, consisting of a set of three 

posters and many cut out images that students could manipulate and use with the 

posters 

• Muurrbay’s Gumbaynggirr Dictionary and Learner’s Grammar, from which a list of 

‘new’ words and ‘education’ words were made for the students 

• Muurrbay’s Gumbaynggirr Dreaming Story Collection, song book and children’s 

story books 

• Muurbay’s three Barriyala: Let’s Work student workbooks. 

 
4 ASLA©™ – Accelerated Second Language Acquisition. 
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Data on participant language learning 

Level of improvement 

By the end of the course, those students who had no previous language learning were 

able to conduct basic conversations, write simple sentences and understand the 

underlying rules of the language. They developed many of the building blocks of the 

language that they will be able to consolidate over time. 

Several students had previously studied language at a Certificate II level. When they 

started the Certificate III, they could use language, understand the basic language rules 

and had some time in speaking language. By the course’s end, they could conduct more 

complex conversations, construct more complex sentences and texts and were able to 

explain the underlying rules of the language. On completion of the course, it is likely that 

some students’ ability in using Gumbaynggirr sits between these two levels. 

Time spent in the program 

During term time, students spent four hours per week in class. Sessions ran for 80 weeks 

over a period of two years. There were also additional holiday intensives – one particular 

unit on speech sounds, which taught the use of the Audacity program5, was done as a 

workshop outside of class time. There were also several group excursions. 

Feedback from participants including students, trainers and support staff 

Feedback from students 

Eight out of 16 students completed a recently conducted survey (July 2021) about the 

course. Generally, students reported that they were satisfied with the content and 

delivery of the classes. One student, a qualified teacher, said the course was: 

Very intensive and thorough, the course was an extensive step up from the 

Certificate I and II courses completed through TAFE previously in Gumbaynggirr 

language. 

 
5 Audacity is a free open-source digital audio editing and recording program. 
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Students confirmed that they felt they were in a comfortable and culturally safe 

environment, with one student stating: 

Being an off-Country woman I was very aware of this, however at no time did I feel 

unsafe or unwanted. The lectures and group made me feel as if I belonged. 

Another said: 

Working with Aboriginal people, together to learn and develop skills was a 

culturally appropriate and safe experience, the setting of the Muurrbay building 

was generally a well serviced learning environment, relatively easily accessible to 

all wanting to engage in the course and well established for learning activities and 

group work. 

Feedback from students recorded in the 2021 survey 

Below are some of the questions and answers from the survey. 

Has the course contributed to/benefitted you in your work? 

• ‘Yes, as I’ve been able to talk to schools about the benefits of having the language 

program in their schools and at times support the educators around professional 

learning.’ 

• ‘Yes, the course has been very useful as I have been able to translate Gumbaynggirr 

language for use in projects/programs that I have been working [on] such as: 

Wellbeing Festival for Nambucca Heads and a Mindfulness Project with Elders in 

Coffs Harbour.’ 

• ‘Increased my knowledge and given me teaching techniques.’ 

• ‘Absolutely, although [since the course finished] I do feel isolated and lacking in 

practice opportunities to advance my use of Gumbaynggirr language. I also feel 

lacking in cultural activities and would like to engage in further Gumbaynggirr 

cultural activities.’ 

• ‘Yes, it has in that I can teach students [to] do a “Welcome to Country” in Language 

for all assemblies and other meetings.’ 

DR
AF
T



 

 12 

• ‘Yes, the course gave me the materials and skills to be confident to teach.’ 

What was your favourite experience or moment of the course? 

• ‘Going on Country was always special, I think how Gugs had us sing a lot so we 

would remember the words.’ 

• ‘Speaking in Gumbaynggirr only, to everybody.’ 

• ‘Being able to do the course with my son, we both enjoyed it.’ 

• ‘Meeting with Elders; visiting local sites.’ 

• ‘Spending time and [sharing] knowledge together. It was a learning and social 

evening.’ 

• ‘Having the opportunity to give back to Community through singing in language at 

the sorry business, returning language to significant ceremony. As a class delivering 

and sharing lessons along the way for material being covered to strengthen each 

other’s teaching of vocabulary and structures.’ 

• ‘I think learning to sing the songs and use the whole language. Also, being able to 

talk about our stories and remembering, from my childhood, what our Elders taught 

us.’ 

• ‘Just speaking the Gumbaynggirr language with others.’ 

The survey also asked for feedback on the various teaching techniques employed in the 

course. 

Group activities, including games, songs, etc. 

Seven out of eight students rated these as ‘very good/ excellent’ and one rated these as 

‘good’.  

Comments:  

• ‘It was absolutely beautiful singing in Gumbaynggirr.’ 

• ‘These were great tools to use in my teaching.’ 
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• ‘Excellent opportunity for practice and use of language and fun.’ 

Creative projects, including writing a Welcome to Country and other speeches, creating 

resources, etc. 

Five out of eight students rated these as ‘very good/ excellent’ and three rated these as 

‘good’. 

Comments: 

• ‘Important to have support in getting personal script for these occasions.’  

• ‘These activities were well done but need to know a bit more about writing 

sentences to create a sentence.’ 

Muurrbay’s use of the ASLA©™ teaching method 

ASLA©™ was created by Dr Stephen Grey Morning. This method involved using pictures 

and Gumbaynggirr language only when teaching with no English translation. Four out of 

eight students rated this method as ‘very good/ excellent’, three rated it ‘good’ and one 

‘okay’. 

Comments: 

• ‘This is my chosen teaching method.’ 

• ‘A useful technique for developing vocabulary, but not for developing language 

use.’ 

• ‘This way of teaching was well set out and very much helped all levels of learners.” 

Student workbook and written exercises 

One out of eight students rated these as ‘very good/ excellent’, five rated it ‘good’ and 

two ‘okay. 

Comments: 

• ‘There was many booklets.’ 
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• ‘Always good to have a written record of learning, however, some repetition of 

material covered in different units.’ 

• ‘They were easy to follow and complete.’ 

Note that the survey didn’t ask students about the following teaching techniques that 

were also used in the course: Total Physical Response (TPR), which involves learning 

through physical response to signals, and ‘Table talk’, which are guided spoken 

interactions. As a result, this report doesn’t include student feedback on these techniques. 

Other questions in the survey and the students’ responses are shown below. 

Which method did you prefer most and why? Which method did you like least?  

Some students said that all methods offered something, while others responded with the 

following comments: 

• ‘Even though I would jeer up Brother Steve when we started sing I think this was a 

great experience and a good way to learn.’ 

• ‘ASLA and Songs – fun to do.’ 

• ‘Method preferred most: ASLA. Method like least: Book work.’ 

• ‘I prefer the ALSA teaching method, because it was easy to follow and learn. There 

was nothing that I did not like in the way the course was taught.’ 

• ‘Group activities [was my most liked] and my least are the rest.’ 

Did the course meet your expectations? In what way? 

All students answered ‘Yes’ to this question. Comments included 

• ‘Yes, because I learned to understand a lot of Gumbaynggirr Language throughout 

the course.’ 

• ‘The course at Muurrbay was an extension to the courses that I had undertaken at 

TAFE and added valuable community information.’ 
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• ‘Was more rigorous academically than expected, but excellent for developing 

language knowledge and skills. I still struggle and would like to have more 

opportunity to advance skills, but feel fortunate to have undertaken the course with 

the teachers I had.’ 

• ‘Yes, the course has made me look closer at pushing to get out languages into 

schools more.’ 

• ‘Yes, gave me confidence to empower our children.’ 

Do you have any suggestions for how we can improve the course? 

• ‘Higher qualification for this amount of work.’ 

• ‘More online learning.’ 

• ‘Shorter classes. Perhaps more daytime and online classes.’ 

• ‘I am a very visual learner, and although Zoom does give you the opportunity to see 

the language speaker, it does not always sound the way it should.’ 

• ‘Less book work more speaking language.’ 

• ‘I would try and have people that speak language attend the class, so that the 

students could hear them speak language, if possible.’ 

• ‘More weekend excursions.’ 

• ‘I was not always a fan of the weekend gatherings – although we were given notice, 

it wasn’t always convenient with family situations.’ 

• ‘Incorporate more on-Country and cultural experiences and the related language, 

for example the trip to the Bandicoot and Eagle men story, visiting the area of the 

story and seeing the story on Country was excellent, would like more information 

on ochre, painting, dance, weaving, plants, and stories.’ 
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• ‘I think that the thing that needs to be improved is that not everyone is at the same 

level of learning. Some people pick up language easier than others.’ 

• ‘Maybe another cert 4 course.’ 

Feedback from the main trainer 

Positive aspects: 

• ‘The face-to-face learning in class and excursion activities enabled oral interaction 

and language learning.’ 

• ‘Embedding language in culture – story, song, sociology – enabled Goori learners to 

integrate their own cultural reality and make this course more meaningful.’ 

• ‘The use of diverse teaching strategies (e.g. TPR: learning through physical response 

to signals; learning through Graded Pictures; and ‘Table talk’: guided spoken 

interaction) enabled each student to find their best learning strategy and to find 

ways of using such strategies in teaching.’ 

Challenging aspects: 

• ‘The course was too demanding for some beginners.’ 

• ‘The number of units of competency (for there were no electives) and their 

complexity was too large and of a Certificate IV, or even Diploma, standard.’ 

• ‘There was not enough emphasis on oral interaction in language.’ 

• ‘The nine workbooks used in assessment were too demanding, not only on the 

student, but also on the instructors and assessors, especially as there were only two 

full-time and two part-time instructors/assessors.’ 

Feedback from the support staff 

Changes in administration staffing mid-course made it very difficult to manage the 

extensive documentation required to run a course, including reporting, maintaining 

AVETMISS data and RTO compliance. This change meant that the second teacher-linguist 

was required to take this on. 
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A summary of participant school-based or early childhood language 
teaching work 
In 2021, several graduates from the 2017 to 2018 course work in schools in a range of 

positions. Below are their stories 

A qualified teacher says: 

I was and am teaching Gumbaynggirr language at Toormina High School. Full-time 

employment ... Stage 4 Language Other Than English subject for whole cohort (100 

hours mandatory course) and Stage 5 elective Aboriginal Language – 

Gumbaynggirr. Students are predominantly beginner language learners, even if 

they had some exposure in community and primary school. Students in Stage 4 are 

both Aboriginal and/or Torres Strait Islander and non-Aboriginal in descent. 

Aboriginal students are both on-Country and off-Country learning Gumbaynggirr as 

the language of the Country living on. Gumbaynggirr is the second language of the 

school with signage in Gumbaynggirr developed through Muurrbay ... Stage 5 

students are currently undertaking a pilot program to obtain a Certificate I in 

Aboriginal Language – Gumbaynggirr. 

A casual education worker says: 

[I’m] in the position of Indigenous Education Worker/Teacher, but I did not do 

language, as they have a Gumbaynggirr teacher. I have been teaching some 

language in the school where I work. Not as much as I would like to teach. I am not 

teaching Language at the moment as I am at a new school, that does not have 

Aboriginal language, only Japanese (LOTE). We are working on having 

Gumbaynggirr language taught instead at the school. Hours spent teaching: 1 

hour/per week. 

A full-time Aboriginal support teacher says: 

I teach language at Woopi [Woolgoolga] High to AC Classroom. I teach in 

community and preschools. 10 hours a week. 1-5, 12-18, 2-80 [years old]. 
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An AEO at a local high school says that while working: 

[I was] also studying my teaching degree. I am currently working as a teacher at a 

local high school. I have had the opportunity to deliver language to the students at 

the school as part of the LOTE subject, when the permanent teacher was on sick 

leave (two terms). Additionally, as part of my MILE course I was able to deliver to 

the year 7 LOTE students, a ten-week programme as part of my research project. 

[In 2021] I am teaching, but unfortunately not language. I do however, speak/sing 

to my grandbabies in Gumbaynggirr language. I am in the position that I am able to 

join the LOTE classes in my free periods and listen to language with the class. 

A student who worked during the course says:  

[I work as a] DET Aboriginal Education and Wellbeing Officer: Aboriginal History 

and culture from Stewarts’ Point to Iluka. [2021] I’m still working with Department 

of Education in a higher position still supporting school around Aboriginal 

education and culture in 341 schools. 

A School Learning Support Officer says: 

I was working in a public school as a SLSO and still working today as one. Yes, on 

completion I started teaching years 5 and 6 students for 2 hours a week. Hours 

spent teaching: 2 hours a week, student ages range between 11-13 and student 

numbers I’ve been teaching is 54-60 students within the 2 hours. 

And another student says: 

At the time I was studying the course I was working at the local Aboriginal Health 

Clinic – Darrimba Maarra as a Mental Health Worker. Yes, the course has been very 

useful as I have been able to translate Gumbaynggirr language for use in 

projects/programs that I have been working [in] such as: Wellbeing Festival for 

Nambucca Heads and a Mindfulness Project with Elders in Coffs Harbour. 

Gumbaynggirr is one of the NSW languages supported as a Language Nest by the 

Department of Aboriginal Affairs (DAA) and administered by the NSW Aboriginal 
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Education Consultative Group (AECG). Two of the graduates from the 2017–18 course are 

currently working in schools and are supported by the Language Nest. 

• One is teaching eight hours per week across two high schools (Years 7 and 10) and 

one primary school, and carries out five hours of lesson preparation each week. 

Their work is DAA funded. 

• Another is teaching 16 hours across five primary schools per week, with six hours 

lesson preparation each week. Their work is DAA funded and they teach K through 

to Year 6. 

Another six people are currently teaching in schools and are supported by the Language 

Nest for lesson and resource preparation. All, or almost all, of these teachers are 

graduates of previous Gumbaynggirr courses (one withdrew from the recent Certificate III 

but has a Certificate I). Below is some data on these students’ work. 

Type of work Hours  Years taught 

Teaching at 5 primary schools 

Lesson preparation 

15 

6 

N/A 

Teaching at 5 primary schools 

Lesson preparation 

Teaching at Anglican Schools 

15 

4 

Unknown 

N/A 

 

Year 7 

Teaching at 1 primary school, 1 high school 

Lesson preparation 

AECG office 

10 

3 

7 

N/A 

Teaching at 4 primary schools, 1 high school 

Lesson preparation 

12 

4 

K through to Year 6 

Teaching at 1 primary schools 

Lesson preparation 

4 

1 

N/A 

Teaching at 1 primary schools 

Lesson preparation 

3 

1 

N/A 
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There are also an increasing number of community-based classes in the region. While 

these do not exclusively target Gumbaynggirr language teachers, they provide a forum for 

them to practice and revise language: 

• At Valla Beach and Bellingen there is a class for prospective park rangers (through 

the online group Gumbaynggirr For All), and four new community classes are 

expected to start when COVID-19 permits. These will be held in the South Grafton, 

Sawtell/Toormina, Dorrigo/Armidale and Nambucca Heads regions. 

• Muurrbay has run an informal Zoom class since 2019 led by a team of 

Gumbaynggirr speakers. This has introduced around 50 people to Gumbaynggirr 

language, story, song and culture. Because it is by nature non-intensive, it is not 

likely that this will by itself produce a pool of people sufficiently proficient in 

language to be teachers in educational institutions. 

• In mid-2021, another graduate of the 2017 to 2018 Course began teaching a TAFE 

course. 

Bularri Muurlay Nyanggan Aboriginal Corporation (BMNAC) 
BMNAC is a Coffs Harbour-based Gumbaynggirr organisation. Executive Officer Clark 

Webb runs several community classes and also teaches in schools. Muurrbay is liaising 

with BMNAC on some future Language programs. Following is some information about 

BMNAC from their website: 

Bularri Muurlay Nyanggan translates to ‘two path strong’ in the Gumbaynggirr 

language which sets the tone for the goals and vision of our organisation. The 

programs that we deliver are designed to ensure that Aboriginal youth are strong 

in terms of both cultural identity and educational success. It is our goal that our 

children complete and achieve at school at the same rate as all Australian children 

in order to compete for real jobs whilst also being knowledgeable and proud of 

who they are as Aboriginal people. 

https://bmnac.org.au/ 
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At BMNAC we are very serious about the revitalisation of Gumbaynggirr language 

and its everyday use. To ensure this happens we are working intensely to establish 

a Gumbaynggirr Bilingual School to open by 2022. With this in mind we value the 

revitalisation of the Gumbaynggirr language as the most important aspect of the 

programs we deliver due to its role in reconnecting our community to culture and 

improving the collective self-esteem of Aboriginal people. 

We therefore deliver the following: 

• A weekly community class at Wongala Estate Aboriginal 

Reserve. Every Thursday morning 7.30-9am 

• School packages in order teach Gumbaynggirr to students in 

schools. Currently we teach at Kulai Aboriginal Preschool and 

Bishop Druitt College 

• Gumbaynggirr speaker recordings 

• Road Trips to significant cultural areas in order to learn 

language ‘on country’ 

• Upskilling of Gumbaynggirr teachers. 

https://bmnac.org.au/programs-services/gumbaynggirr-language-revitalisation/ 

A summary of the program funding, costs and expenditure 
At the time, it cost $10,000 to accredit a course with ASQA, which meant that Muurrbay 

couldn’t afford to develop a range of Certificates (II, III, IV). Muurrbay chose to develop 

the Certificate III as it was believed it included the minimum of knowledge and skill 

required for a graduate to teach at an introductory level. The volume of hours required by 

ASQA was very high and meant that the course was taught over two years, probably too 

long when compared to other Certificate III courses. In retrospect, Muurrbay realises they 

could have eased the pressure on students and trainers if the course had been designed 

with more unsupervised than supervised hours. 
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Costs incurred 

While below is a list of documented costs, it is impossible to put a monetary value on the 

many hours contributed to the course by volunteers, or on the time of waged staff paid in 

another capacity who supported the course as needed. 

• $10,000 ASQA fee to accredit the course 

• Wages/values of volunteers: 

o Course writers: two volunteers, three waged staff (an Aboriginal Consultant, 

the Muurrbay Regional Coordinator and a teacher-linguist) 

o Course delivery: two volunteers, three waged staff (Gumbaynggirr language 

researchers and teachers) 

o Administration: Muurrbay’s administration assistant and teacher-linguist 

worked together to coordinate the course and organise RTO compliance 

• Resources: Printing of materials; provision of dictionaries/stories etc; 

excursions/catering, etc. 

Due to various delays, Muurrbay was only able to deliver the course once before 

accreditation expired. 

Sustainably of the program for future delivery 
Muurbay has revised the existing Certificate III course and believe it no longer meets their 

current needs. Therefore, Muurrbay is planning to develop a Certificate III or IV course 

that caters more appropriately to the East Coast Aboriginal communities it serves. The 

new course will aim to prepare and support Aboriginal teachers to teach in a range of 

contexts. 

Future Certificate III courses will likely need to be conducted as part-distance (e.g. through 

Zoom) and part-face-to-face, meaning teaching strategies will need to be modified. The 

Gathang Certificate III course conducted in 2020 using this mixed mode of delivery has 

produced useful ideas for future Gumbaynggirr course delivery. 
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Students who have done the Certificate III have provided clear feedback on what they 

want: higher level courses, more teaching resources and more school support. One of the 

questions Muurrbay’s 2021 survey asked student was: ‘What does your 

community/Aboriginal language program need?’. When answering , students had the 

option of could referring to various areas, including language or teaching resources, 

Aboriginal teachers of Aboriginal languages, school support, etc. 

Some students responded that ‘all of the above’ were needed. Other responses included: 

• ‘More language teachers.’

• ‘It would be great if the whole community was working as one. I know that people

have different feelings with regard to who should be teaching language, etc. Having

the opportunity for speakers of the language to gain qualifications as part of RPL’s

[recognition of prior learning] so that they can teach, and not have to undertake a

language course, but give them the opportunity to give back to community.’

• ‘More teachers, community want to learn language but are scared of book work.’

• ‘I would like to see more support for teachers (I do not fit within the AECG Nest).’

• ‘I think that our community needs more teaching resources and stories written

down from our Gumbaynggirr nation, both in language and English. We also need

school resources to help promote our languages in schools.’

• ‘More school support and maybe have the ability to get duty of care.’

The last comment may indicate that the language teacher who wrote it is aspiring to 

become a qualified teacher. 

The survey also asked students to share any additional comments, thoughts and/or 

suggestions for future courses. The responses were as follows: 

• ‘I would like to see higher qualifications taught with Gumbaynggirr Language.’

• ‘I hope that language courses will continue, we need them, and it’s so important for

our future generations and keeping our culture strong.’
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• ‘Would love to see more courses offered. Different levels delivered in ways that 

more community get involved.’ 

• ‘More cultural excursions.’ 

Although there are currently more than 30 schools where some instruction is given in 

Gumbaynggirr, there is a large range in level of teaching competency of the instructors. It 

could be said that this is to be expected at this stage of Gumbaynggirr language teaching, 

where teachers have varying learning experiences and opportunities, with some having a 

Certificate I or II while others have a teaching degree, a Certificate III and a Masters in 

Indigenous Languages. Muurrbay aspires to a situation where all teachers have at least a 

Certificate III in Gumbaynggirr and are involved in ongoing professional development via 

online Zoom classes and face-to-face delivery when COVID-19 allows. 

When considering the sustainability of these courses, Muurrbay’s main trainer/teacher-

linguist for Gumbaynggirr comments that: 

… there is a pressing need for prospective teachers to be given a high level of 

teaching competency through accredited courses. The only institution with a track 

record in providing such courses is the Muurrbay Language Centre. Without 

support from Government and from schools accepting and encouraging their Goori 

staff to undertake such a course; the gains made in Gumbaynggirr language and 

culture will be lost. 
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Some Teaching Methods 

Notes prepared by Regional Coordinator Linguist Julie Long 

Muurrbay has utilised a wide range of teaching approaches, with individual trainers developing their own 

proven and preferred methods over the years. The language centre is aware that some teaching methods 

may be more suited to Aboriginal teaching and learning styles than others and has made good use of 

certain approaches such as learning on Country and in small and large groups. Learners tend to prefer the 

following approaches: songs, storytelling, modelling and using common expressions in real communication, 

Accelerated Second Language Acquisition ASLA©™, Total Physical Response (TPR), and Where are your 

keys (WAYK). Many learners are not so keen on written exercises but some appreciate having a completed 

workbook to refer back to, and the usefulness of translation exercises that develop speeches, songs and 

allow for the naming of places, buildings, etc in Aboriginal languages. We introduce several approaches 

below; for more information, the reader should follow up directly with the relevant developers. 

Accelerated Second Language Acquisition ASLA©™ is an immersion teaching method that uses pictures to 

acquire language to mimic the way first language is acquired. It was developed by Dr Steven Neyooxet 

Greymorning for the Arapaho language of North America. The learning sets of vocabulary and structures 

are scaffolded carefully so that the learner is building on already acquired language in very small 

steppingstones of learning. A simple example: learners may have already learnt dog and girl and then see 

and hear girl swimming and dog swimming. Thus, the learner is able to decode the word for swimming. The 

theory is that this uses a different part of the brain than memorising does. Acquiring the language in this 

way is said to aid retention as well as accelerate acquisition. Muurrbay has seen rapid progress in language 

learning through using this method. 

Dr Neyooxet Greymorning regularly runs workshops in Australia; Muurrbay Language Centre hosted two 

workshops and often uses a modified version of this method in our language courses. The beauty of 

teaching with this method is that it is easy to produce your own resources, it creates meaningful 

communication in language immediately (and this is always exciting) and learners are seeing a very simple 

teaching technique demonstrated. 

Total Physical Response (TPR) is a language teaching method developed by American psychologist James 

Asher in the 1970s. It is modelled on the stress-free way that children learn their first language and focuses 

on learners developing their comprehension skills, as seen in their physical response to commands, before 

they are expected to respond verbally. 
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Learners listen to the target language and respond with actions. Teachers know whether learners are 

comprehending by their actions. Instructions can be quite complex, and learners will take in a lot of 

language knowledge this way and will start speaking eventually. It is based on the theory that physical, or 

motor activity encourages right-brain learning and long-term storage, like learning to ride a bike. A simple 

example follows: In a classroom a teacher might start by saying the word jump or sit and demonstrating the 

action. Teacher then says the command and students perform the action. Eventually students will say the 

words as they do the actions. When confident, students may direct others with instructions. This is not 

intended as a stand-alone technique but to support language learning in a stress-free manner. Much 

information can be found on the internet about TPR and how to use it in the classroom. 

 

Muurrbay developed Mayalambala (let’s move it), a teaching resource that supports TPR learning in the 

classroom. It is made up of three background posters – In the Bush, At the Beach and At Home – and over 

200 pictures of people, animals and things that can be manipulated. A User’s Guide for Gumbaynggirr 

suggests a sequence that allows for a gradual increase in the vocabulary and grammatical features taught 

and may be adapted to other languages. Muurrbay will make this available on their updated website, under 

construction in 2021. 

 

Where are your keys (WAYK) is a collection of techniques for rapidly creating fluent speakers and teachers 

of endangered languages. Muurrbay has found that learners thoroughly enjoy WAYK and it is a method that 

learners quickly understand and are able to use in their own teaching. Over the past 15 years, WAYK has 

been developed by and for language educators, learners, and community leaders to provide practical 

solutions for language revitalisation. Evan Gardner developed this method, believing that using gesture or 

acting out new concepts is a visual and physical support for learners when overlaid with spoken language. 

(See: https://whereareyourkeys.org/) Muurrbay uses AUSLAN where possible for the signs and has been 

lucky to have proficient signers in our learning and teaching communities. 

 

WAYK uses elements of TPR with the gesturing as a support for the learning. They have developed many 

techniques which facilitate the learning experience. There are many videos available to watch on the WAYK 

website but this one is the core of the method: 

https://whereareyourkeys.org/video-library/?vimeography_gallery=2&vimeography_video=27057735 
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Binbi Wadyabay: 
Queensland Aboriginal 
and Torres Strait Islander 
Languages Forum, 
16th & 17th May 2018, 
Rockhampton

Binbi Wadyabay 



Queensland Indigenous Languages 
Advisory Committee together with 
Department of Aboriginal and Torres 
Strait Islander Partnerships (DATSIP) 
were pleased to coordinate Binbi 
Wadyabay: Queensland Aboriginal 
and Torres Strait Islander Languages 
Forum on the 16th and 17th of May 
2018 at the Dreamtime Cultural Centre, 
Rockhampton. 

The forum was hosted by Darumbal 
Enterprises in Rockhampton and 
supported by the Indigenous Languages 
and the Arts Program from the Dept. of 
Communications and the Arts and First 
Languages Australia. It was an inspiring, 
energetic and fun event attended by 
over a hundred people.

The forum opened with a beautiful 
welcome to country by local Darumbal 
Elder Nyah Nyoka Hatfield followed by 
a message from the Deputy Premier 
of Queensland the Hon. Jackie Trad. A 
highlight of the morning were traditional 
dances by the Warrior Descendants. 

Day one of the forum saw community 
members taking part in workshops 
and presentations that related to 
the successful delivery of language 
programs, with day two providing the 
opportunity for community members 
from across Queensland to have input 
into the discussions with DATSIP on 
developing a state language policy. 

There was an overwhelmingly positive 
response to the two day program and 
keen interest in continuing involvement. 
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Interpreting and translating 
2M Language Services 
Tamas Nyeste, Thomas Lespes-Munoz 

National Accreditation Authority for 
Translators and Interpreters (NAATI) 
Kathleen Oien 

2M Language Services and the National 
Accreditation Authority for Translators 
and Interpreters (NAATI) presented 
on the need for accredited language 
speakers for translating and interpreting. 
This is an essential service across many 
areas of the government, including 
justice, health and education. 

Pronunciation workshop

Yarrabah State School 
Nathan Schrieber

The pronunciation workshop gave 
participants a deeper understanding of 
the sounds that make up our languages. 
Participants examined where in the 
mouth the sounds are made and how 
to hold your tongue for each sound. 
The International Phonetic Alphabet 
was discussed as a useful tool for 
improving the pronunciation of our 
languages. Personal reflections from 
Yarrabah’s short five-year journey and 
ideas to learn/teach language sounds 
were shared to encourage attendees to 
continue their own important work.

Language research workshop

State Library of Queensland 
Desmond Crump, Rose Warsow

The State Library of Queensland 
holds rich resources for the research 
of Indigenous languages, including 
published vocabularies and original 
materials such as diaries, wordlists and 
other language data collected from 
historical sources. Useful research links: 
•  State Library of Queensland, http://

www.slq.qld.gov.au/
•  Austlang, https://collection.aiatsis.gov.

au/austlang/search
•  Mura, https://aiatsis.gov.au/collections/

using-collection/search-collection
•  State Library of NSW, https://

indigenous.sl.nsw.gov.au/
•   TROVE, https://trove.nla.gov.au/
•   blogs.slq.qld.gov.au/ilq/

“Cooking up” language immersion

Queensland Indigenous Languages 
Advisory Committee 
Leonora Adidi

This hands-on workshop was a 
fantastic hit; participants learnt to cook 
a traditional meal with a twist, the 
instructions were entirely in language. 
The presenter and participants had 
to use body language and facial 
expressions to communicate, with the 
session demonstrating the effectiveness 
of language immersion to learn a 
language.

DAY 1



DAY 1

Know your grammar

Queensland Indigenous Languages 
Advisory Committee 
Melinda Holden & Bridget Priman

This presentation described the different 
aspects of Aboriginal and Torres Strait 
Islander grammar in a simple and easy-
to-understand way. It looked at the 
origins of our first languages, the free 
word order, prefix and suffix, and sounds 
& symbols of Aboriginal and Torres Strait 
Islander languages. 

National projects

First Languages Australia 
Faith Baisden, Phillemon Mosby & 
Annalee Pope

First Languages Australia gave an 
overview of a selection of national 
projects, in particular Gambay: 
Interactive digital languages map, the 
Priority Languages Support Project, 
the National Indigenous Languages 
Collections Strategy, and Nintiringanyi: 
National Aboriginal and Torres Strait 
Islander Language Teaching and 
Employment Strategy.

Language worker training

Resource Network for Linguistic 
Diversity (RNLD) 
Megan Broome

RNLD operates across the country and 
offers a wide range of resources and 
training to support the documentation 
and revitalisation of Australia’s first 
languages. This session provided a 
summary of the organisation’s work, 
the training programs on offer and their 
plans for the future. 

Healing through Language and Art 

Queensland Indigenous Languages 
Advisory Committee, Joyce Bonner

This workshop held in the beautiful 
outdoor area of the Dreamtime cultural 
centre focused on healing through 
language and art. It was an uplifting 
experience for the audience. 

The digital classroom 
Tannum Sands High School 
Diedre Carey

The digital classroom is a pilot program 
run with Central Queensland Language 
Centre and Tannum Sands High School. 
The program is run via Adobe connect, 
with students using headsets with a 
speaker and microphone to join in. The 
lessons are based on the language of 
the land and touch on cultural aspects of 
the language.
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ABC partnership with First Languages 
Australia

ABC 
Inga Stunzner

First Languages Australia 
Faith Baisden 

Since 2013, the ABC and First 
Languages Australia have been working 
together to deliver national projects 
for language communities across 
Australia. The presentation showcased 
a number of these projects, including 
broadcasting station IDs in Indigenous 
languages, the Mother Tongue project, 
This Place, the national place names 
project, The Indigenous Languages Song 
Competition, Marrin Gamu, and the 
new Aboriginal language “through the 
window” segments for Play School. 

The collaboration also enabled the ABC 
to be available on both days of the 
conference to collect language stories 
for broadcast.

Young Champions
First Languages Australia 
Lameko Paiwan, Sarah Sandy, Karnelle 
Leone, Dachelle Sandy-Davis & Shaniah 
Thomason

First Languages Australia supported five 
young champions to attend and present 
at the forum. The young champions gave 
a short presentation on their connection 
to language, their language aspirations 
and what they feel is the importance 
of reviving their languages. The 
presentations were an inspiration to all. 

“Our Land Song” workshop
Queensland Indigenous Languages 
Advisory Committee 
QILAC committee 

Prior to the forum, fourteen people 
translated Our Land Song into their 
languages. For the workshop, attendees 
broke into five groups each learning 
the song in two or three languages. 
After the session the groups came back 
together to perform the songs to the 
larger group.

The Our Land Song workshop was a 
beautiful wrap up to the first day of 
the forum with all participants relaxed 
and enjoying the opportunity and 
challenge of learning to sing in another 
Queensland language. 

Fundraising for your language 
program
First Languages Australia 
Annalee Pope

The focus of this presentation was 
to promote the work of communities 
fundraising for their language projects. 
Annalee presented ideas and examples 
of the many different ways to fundraise 
and described the planning needed to 
successfully raise funds for language 
activities. 



DAY 2

State Library of Queensland 
Desmond Crump, Indigenous Languages 
Coordinator

An introduction to the State Library’s 
Aboriginal and Torres Strait Islander 
Languages Strategy.

The principal goals and directions under 
the strategy include:

•  Support capacity of the community to 
research & manage their language;

•  Increase access and discoverability 
of language materials within State 
Library collections to support the 
growth of local knowledge of groups;

•  Assist Indigenous languages 
workers in new media & emerging 
technologies to record & document 
their languages;

•  Facilitate networking opportunities 
to share ideas, best practices and 
concerns regarding the revival 
and maintenance of languages in 
Queensland; and

•  Raise broader community awareness 
& appreciation.

Department of Education
Andrea Hayes, Manager – Indigenous 
Language Perspectives

This presentation focused on schools 
implementing a traditional language 
program and advice on how the 
Department of Education can support 
teachers and school leaders to align 
their language programs to the 
Australian Curriculum.

The presentation included the following 
topics:

•  Benefits of developing language 
programs aligned to the ACARA 
Framework for Aboriginal Languages 
and Torres Strait Islander Languages 

•  Planning documents for assisting this 
process

•  Regional and Central Office support 
available for implementing traditional 
languages as the language element of 
the school’s curriculum

•  Discussion points to ask the forum:

•  What advice should we be giving 
to principals around community 
engagement? 

•  How can language centres and 
community organisations best engage 
with schools?

The second day of the program began with presentations and facilitated discussions around 
the key areas of government that are active in supporting Indigenous Languages.

Binbi Wadyabay: Queensland Aboriginal and Torres Strait Islander Languages Forum 2018



Languages and Health 
Barbara Hatfield, Department of Health 

This presentation looked at how 
languages are crucial to Aboriginal 
and Torres Strait Islander health and 
wellbeing and explored how they must 
be acknowledged and addressed to 
improve health outcomes for Indigenous 
Queenslanders.

Languages and Tourism
Rory O’Connor, Manager, Yugambeh 
Museum 

Ron Beezley, Lake Eyre Basin Indigenous 
land and Sea Ranger Program

A case study looking at examples of 
using language in tourism. 

Rory O’Connor from the Yugambeh 
Museum talked about working with 
major tourism partners, such as 
Dreamworld and the Commonwealth 
Games, to embed language in their 
major attractions.

Ron Beezley talked about the use 
of language in ranger activities and 
tourism endeavors across the Lake Eyre 
Basin Indigenous Land and Sea Ranger 
Program. 

Languages and Justice
Helena Wright, Deputy Director-General, 
DATSIP 

This facilitated group discussion 
examined how languages can play a role 
in the work of Queensland’s Department 
of Justice.



Working toward a Queensland 
Indigenous Language Policy

Following the presentations, DATSIP 
facilitated discussions towards a 
Queensland Indigenous Language Policy. 

Participants broke into five smaller 
groups with each group discussing key 
topics and issues, including:

•  What are the key Queensland 
language policy issues (defining the 
problem to be addressed by a policy)?

•  What should be the vision and guiding 
principles to drive policy development 
& outcomes?

•  What are we going to do (develop 
policy, strategies, initiatives, by 
partnering with community and all 
levels of government)?

•  How will we do it – policy 
development process, co-design and 
engagement, strategies, and actions 
(short, medium and long term)?

•  What will success look like for 
community and government? E.g. 
improved community wellbeing 
through strong connection to 
community and culture, languages 
are being preserved and maintained, 
improved public sector cultural 
capability and better service delivery, 
improved social and economic 
participation outcomes?

Each group then presented a summary 
of their discussions with key points 
identified. DATSIP will collate the results 
and draft a consultation paper to 
support community engagement and 
co-design steps. This will be distributed 
to conference participants for comment.

DAY 2

Media

During the event First Languages 
Australia and the ABC worked together 
to capture a range of language stories 
for broadcast into the future, including 
ABC Station ID’s, Language Legend 
videos, Word Up stories and interviews.

A number of stories were produced for 
local and national broadcast. You can 
view a selection on the First Languages 
Australia SoundCloud and Vimeo 
channels:

•  https://soundcloud.com/first-
languages-australia

•  https://vimeo.com/
firstlanguagesaustralia
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Aboriginal Languages Training in Victoria 

Context 
Marrung Aboriginal Education Plan 2016-2026 is the strategy underpinning Aboriginal education 
policies and programs across early childhood, schools, and higher education and training in Victoria. 
Marrung Action 2c set out a commitment to:  

Increasing the number of Koorie language programs in Victorian kindergartens and 
schools, by supporting community efforts at language learning through working with 
VAEAI and VACL, and providing assistance to support Koorie community members to 
undertake relevant language and teacher training courses. 

While there has been a reasonably stable number of Aboriginal language programs in Victorian schools 
for a number of years, feedback from principals indicated growth in the number of programs was 
inhibited, in part, by the scarcity of Victorian Aboriginal language teachers. To begin to address this 
shortage, the Department of Education and Training (the Department) and its partner, the Victorian 
Aboriginal Education Association Incorporated (VAEAI), committed to explore options to deliver two 
courses from Technical And Further Education, South Australia (TAFE SA), namely the Certificate III in 
Learning an Endangered Aboriginal Language (Cert III LEAL) and Certificate IV in Teaching an 
Endangered Aboriginal Language (Cert IV TEAL) for the first time in Victoria.    

Governance 
The Department and VAEAI established the Aboriginal Languages Education Steering Committee (the 
Steering Committee), including representatives from various areas of the Department, VAEAI, the 
Victorian Aboriginal Corporation for Languages (VACL) and the Victorian Curriculum and Assessment 
Authority (VCAA).  The Steering Committee advised on and agreed protocols for engaging with 
Traditional Owners around the new qualifications and the process for selecting a training provider. 
The Steering Committee continued to meet to provide strategic oversight of the development and 
delivery of the courses and remains in place to oversee the ongoing Aboriginal languages training 
initiative, as well as guide the Department’s responses to national and state commitments to 
promoting language preservation. 

Funding 
Through the 2017-18 Victorian State Budget, the Department fully funded the development (including 
contextualisation for Victoria) and delivery of both courses, including full scholarships for all students 
including travel, accommodation and meals during residentials, with the intent of removing all barriers 
to participation for potential students. Due to the small cohort size and specialised nature of the 
courses, delivery costs per student were significantly higher than for other more mainstream courses. 

Certificate III in Learning an Endangered Aboriginal Language 
Through a competitive tender process, the Victorian School of Languages (VSL) was selected to 
develop and deliver the Cert III LEAL. 

The Department funded two project officer positions, one each at VAEAI and VACL, for the duration 
of the Cert III LEAL. These officers provided expertise to support course development and delivery, as 
well as providing intensive student support. Existing resources developed by VACL for its community 
language courses were purchased and adapted to suit the requirements of the Cert III LEAL course and 
the final design and assessments were independently validated.    

As advised by the Steering Committee, Traditional Owner groups around Victoria were contacted in 
advance of the course being advertised to communicate its intent and to advise them of protocols in 
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place to ensure self-determination of language rights. Applications were opened to Aboriginal people 
to study a language associated with their own personal heritage. Students were selected via an 
expression of interest process which included a requirement to provide a letter of support from the 
relevant Traditional Owner organisation.     

Significantly, the course was delivered to a cohort studying over 10 different languages from around 
Victoria. Eighteen students commenced the Cert III LEAL in October 2018, with VACL curating and 
supplying language resource packs for each student in their language. The Cert III LEAL was the course 
Trainers first trainer role, with support to complete the Certificate IV in Training & Assessment, as well 
as ongoing mentoring, provided by the VSL.  

The course was delivered through weekly online sessions and five one-week residential blocks. 
Feedback from the trainer, students, and VAEAI and VACL project officers throughout the course, was 
that the demands on students were significant in terms of the high workload, large number of 
assessments and the high level of specialist knowledge to be developed. Students demonstrated 
extraordinary commitment and sacrifice in undertaking and completing the course, with the high level 
of individualised student support provided by the VAEAI and VACL project officers essential to its 
success. This feedback has informed Victoria’s input to the development of the new replacement 
certificate courses by Tauondi College, with the addition of the new Cert II anticipated to mitigate a 
number of these challenges in future Cert III delivery.    

Thirteen students graduated the Certificate III in February 2020, with difficulties in balancing the 
demands of the course with other work and family commitments the main cause for attrition.  

Certificate IV in Teaching an Endangered Aboriginal Language 
Prior to the delivery of the Cert IV TEAL, both Certificates were added to the Victorian Skills First 
Funded Course List, which provides a subsidy to eligible training providers for delivery of approved 
courses. As a smaller provider without an existing Skills First contract enabling them to receive a 
funding subsidy, the VSL was unable to continue with delivery of the Cert IV TEAL.  

Swinburne University of Technology was selected as the course provider. With the Cert IV TEAL’s focus 
on teaching methodology and school placements, VAEAI was engaged to provide support for course 
development and delivery, with VACL continuing to provide advice through the Steering Committee, 
as well as in-kind student support.  Again, the Cert IV TEAL Trainer was new to the role, with Swinburne 
providing support to complete the Certificate IV in Training & Assessment, as well as ongoing 
mentoring.       

Eleven of the 13 Cert III LEAL graduates transitioned to undertake the Cert IV TEAL which commenced 
in May 2020. The course was designed to be delivered in the same mixed format as the Cert III LEAL, 
incorporating both weekly online sessions and residential intensives. However, due to the Covid-19 
pandemic and associated restrictions, most of the course was delivered online.  

Nine students completed the course in August 2021, with attrition mostly due to changed 
circumstances arising from the pandemic. Several students are already working in language teaching 
roles in kindergartens and schools, with others having been approached by schools interested in 
establishing programs during the course.   

Professional Development 
During the delivery of the Cert III LEAL, the Department funded all students to attend the Puliima 
Indigenous Language and Technology Conference in Darwin in August 2019.  
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In 2020, VAEAI established the Victorian Aboriginal Language Teachers Association (VALTA). The 
VALTA includes current and former Victorian Aboriginal language teachers and Cert IV TEAL students. 
The VALTA meets monthly online. The opportunity to establish the VALTA as an independent funded 
Language Teachers Association under the Department’s existing funding program is currently being 
explored. 

Permission to Teach 
In parallel with the delivery of the training certificates, the Department and VAEAI worked with the 
Victorian Institute of Teaching (VIT) to explore options to recognise Aboriginal Language teachers 
under the Permission to Teach category, which would allow teachers to deliver classes without direct 
supervision by a registered teacher. The cost burden associated with providing an additional teacher 
to supervise language classes was a known barrier to schools commencing and continuing Aboriginal 
language programs.  

VIT has recently confirmed schools will now be able to apply for Permission to Teach for Aboriginal 
Language teachers that have completed the Cert IV TEAL, without teachers needing to demonstrate 
they are working towards a Bachelor level teaching qualification.    

Next Steps 
A contact list being maintained by VAEAI since the commencement of the Aboriginal languages 
training initiative indicates awareness and interest in the courses has increased significantly, with over 
70 Aboriginal community members now having registered their interest in participating in future 
course deliveries.  

The Department has been engaged with Tauondi College, South Australia, around the development 
of their new Certificate II, III and IV in Learning/Teaching an Australian First Nation’s Language courses. 
The 2020-21 Victorian State Budget committed $2.7 million over four years and $0.7 million ongoing 
to run the Cert II and Cert III courses. Interested providers will be invited to submit applications to 
access this funding, with the requirement that courses be offered to Aboriginal people only and in 
close partnership with the local Aboriginal community. It is anticipated the new funding may allow 
course delivery in several locations around Victoria to single language cohorts by local providers.   
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Appendix 10b. 

Report on the Victorian pilot delivery of Certificate III in Learning an 

Endangered Aboriginal Language 2019 and Certificate IV in 

Learning an Endangered Aboriginal Language 2020 
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1206-1207/401 Docklands Drive, Docklands 3008. Melbourne, VIC. Australia │www.vacl.org.au │ABN 86757997574 
│ICN 2255│GRM21│Sept.1 

Report on the Victorian pilot delivery of Certificate III in Learning an 
Endangered Aboriginal Language 2019 and Certificate IV in Learning an 

Endangered Aboriginal Language 2020 

Background  

This report has been prepared by the Victorian Aboriginal Corporation for Languages (VACL) 

for First Languages Australia (FLA) as a contribution to the documentation of professional 

development activities for the Yalbilinya: National First Languages Education Project. It covers 

the Victorian pilot delivery of the following two courses to a multilingual cohort of Aboriginal 

community members interested in teaching their languages in Victorian schools and early 

learning centres. 

The two courses are: 

• 10190 NAT – Certificate III in Learning an Endangered Aboriginal Language,

delivered in 2019

• 10191 NAT – Certificate IV in Teaching an Endangered Aboriginal Language,

delivered in 2020

Established in 1994, VACL is the peak body for Aboriginal languages revitalisation, resource 

development and research in the state of Victoria. They are leaders in their field and as such are 

involved in preserving and archiving material for the development of the Aboriginal Language 

Library, including the documentation of digital information on Aboriginal languages. While not a 

registered training organisation, VALC has historical experience in the delivery of Certificate III 

and IV level programs with Churchill TAFE. 

In late 2016, representatives of VALC, the Victorian Department of Education and Training 

(DET) and the Victorian Aboriginal Education Association Inc. (VAEAI) attended the National 

Indigenous Languages Teaching and Employment Forum hosted by FLA in Adelaide. At the 
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forum, Mary-Anne Gale gave a presentation on the Certificate III and IV courses that she had 

developed, and which were registered at the time with TAFE SA. 

For DET, the presentation sparked an interest in the courses which they went on to explore. They 

wished to see how such a program might be delivered in Victoria to support the building of an 

Aboriginal language teaching workforce. In June 2018, FLA brought departmental 

representatives from across the nation together in Melbourne to review and provide final input 

into Nintiringanyi: National Aboriginal and Torres Strait Islander language teaching and 

employment strategy (2018). By that point, the Department had identified partners and funding 

and was readying for a 2019 delivery of the Certificate III and a 2020 delivery of the Certificate 

IV before the courses’ accreditations were due to expire. While it seemed likely that the 

programs would be reaccredited, this timing was decided on as it was deemed that consistency 

for the students could not be ensured if the programs were in the process of review. 

The delivery of the courses was seen to be in line with Marrung, VAEAI’s state education policy 

strategy outlined in the document Marrung: Aboriginal Education Plan 2016 – 2026 (2016). On 

page 18 of that document, under the section titled ‘Creating a positive climate for learning and 

development’, a list of further actions includes the following point:  

2. We will support sectors to enhance learners’ understanding of Koorie culture 

and history by: …  

c. increasing the number of Koorie language programs in Victorian kindergartens 

and schools, by supporting community efforts at language learning through 

working with VAEAI and the Victorian Aboriginal Corporation for Languages, 

providing assistance to support Koorie community members to undertake relevant 

language and teacher training courses. 

It was with this in mind that DET chose to create and run the courses. 

Certificate III in Learning an Endangered Aboriginal Language, 2019 pilot delivery 

To assist with delivery of the Certificate III, a Steering Committee working group that included 

representatives of VAEAI, DET and VACL was established. In the early stages of the course’s 

planning, the working group undertook to secure the course and went through a tender process to 

source a suitable agency to deliver it. The Victorian School of Languages (VSL) was awarded the 
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role to deliver Certificate III and all expenses in the design and delivery of the course were 

covered by DET. 

However, the proposed deadline for development of the Certificate III left limited time for 

planning the delivery of the course. This had a significant impact on the course’s structure, 

trainer selection, student recruitment strategy and delivery. 

In those initial stages, the tight deadline meant there was an urgent need to identify and secure a 

suitable Aboriginal Language teacher. It is an Australian Skills Quality Authority (ASQA) 

requirement that whoever delivers and assesses Certificate courses must hold a 

TAE40116 Certificate IV in Training and Assessment. Two potential teachers were identified, 

however both had incomplete TAE40116 qualifications. Both were offered the opportunity of 

completing the TAE. Due to some miscommunication, only one of the teachers chose to take up 

the offer and complete their training before being appointed to deliver and assess the Certificate 

III to completion. While this was the trainer’s first time delivering vocational training, they were 

supported by the VACL through a linguist, administrative staff and the Education Officer, as well 

as VSL and VAEAI staff. 

As language centres are not otherwise funded to work in the education space, DET and VACL 

signed a grant agreement to enable VACL to work with the Department through the courses’ 

development and provide support to students through their studies. With this grant, which 

totalled $132,000, VACL employed an Education Officer to provide support to the students and 

implementation of the Certificate III. The Education Officer’s role was to prepare course 

materials for students’ home studies and residentials; support students in their learning; and assist 

the course teacher and VACL in the implementation of the course. A sister position was also 

established in the VAEAI in order to offer additional support to the course. 

Further funding of $39,000 was provided to VACL through the funding agreement between 

DET, VACL and VEAI. This was intended for use as support to students in the form of payments 

for attendance at the course’s residential intensive training sessions, of which there were four per 

year. This funding included payment of meals, incidentals, and petrol. 

However, on closer analysis, there were numerous other costs to take into account as well: 

student residential, administrative, resource production, Education Officer wages and expenses 

(including their travel and accommodation), meeting expenses, and payments to Elders for their 

support in both program delivery and in each of the students’ own language learning. When 
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taking all of these expenses into consideration, it is clear that at least double the total amount of 

funds would be required to see VACL’s collaboration sustainable into the future. 

It is expected that learnings from this pilot will enable the development of clear scopes of work 

for each of the organisations, Education Officers, Elders, language workers and students 

involved. VACL anticipates that clarity around the roles of all parties will support the future 

growth of the program and aid improvement in delivery. 

VACL linguist Dr Kris Travers Eira was contracted to write the course content. VACL 

authorised Dr Eira to use VACL resources to populate the course as required. The Certificate III 

course content was derived from VACL’s extensive training and education resources. The model 

for delivery and pace of the course needed considerable consideration but the timeline of the 

pilot’s delivery, including development and lead up to commencement, was extremely short 

which made it challenging to get all content in place in the appropriate way. 

During this time, the marketing and promotion of the pilot course was undertaken and branded by 

DET, who primarily targeted the DET and VAEAI networks. Had there been greater consultation 

with VACL, the targeted audience would have been broader; it later transpired that a number of 

established community language workers in the VACL network would have applied for the 

course, but by the time they had learnt of the proposed deliveries, applications had closed. While 

an unfortunate oversight, this does suggest there is a strong pool of potential applicants for the 

next delivery of the course. 

Twenty students applied and were accepted into the Certificate III cohort. The course was 

delivered through residential intensives that brought the students, who were from around the 

state, together for their training. As far as possible, the locations of these intensives were varied 

to prevent the same students from having to travel long distances for each block of training. 

The delivery of language courses to Indigenous students through residential intensives has been 

proven to be a successful model. VACL chose this model as it provides networking 

opportunities, fosters academic discourse and peer support, and is known to be a high-quality 

mode of training delivery. 

Feedback was positive for much of the Certificate III: 

• Students were keen, enthusiastic and experienced great satisfaction at being able 

to study and gain skills. Some were just starting their language learning and 
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teaching journey and others were adding these new skills to their existing 

knowledge to further develop the language work they were already doing. 

• Residentials allowed students to be collegiate, to network, share learnings and 

discuss issues. 

• There was excitement and a sense of anticipation in beginning a journey that 

would result in Traditional Custodian language workers having greater skills with 

which they could bring language back to their communities and to use when 

teaching in schools and kindergarten (where permitted). 

• There was praise from students for the level of involvement of VACL in 

supporting students and for VAEAI support. 

Students also provided feedback suggesting ways to improve future delivery. Their suggestions 

include: 

• providing clarity around what costs are covered by the various project partners 

and what each student needs to be prepared to cover 

• investigating alternative options for accommodation, and/or ensuring the students 

know what to expect 

• when/if course work or tutorials are online, providing options that enable students 

to fit the studies in and around their work and home lives* 

• better coordination and collaboration is needed between the individuals 

supporting the students; that is, students felt that the VACL and VAEAI 

Education Officers and the trainer needed to work together more effectively and 

with greater understanding of each other, the course and the students in order to 

provide consistent advice and support to the students 

• supporting the establishment of local childcare arrangements that might continue 

once the student moves into a workplace situation 

• the delivery of a Certificate II could also be worth exploring. 

* Throughout the pilot, the weekly webinars were delivered from 6 pm to 8 pm to accommodate 

the trainer’s availability. However, some students were consistently unable to attend at that time 
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due to childcare commitments and family responsibilities. Although the sessions were recorded 

to enable students to catch up later, for some, the class’s timing became an ongoing issue. 

Nine students out of the 20 completed the course. While this high attrition rate is not unexpected 

for the pilot delivery of a program of this type, several contributing factors to this outcome were 

identified. These include: 

• the lack of childcare during residential intensives 

• the residential aspect of the intensives did not suit some students who were 

parents of young children and/or were needed at home, neither did they suit 

people who could not travel due to health conditions 

• the level of the course content was extremely rigorous and several students found 

this challenging; some students with previous VET qualifications suggested it 

was at diploma rather than certificate level  

• the majority of students found they needed more time than anticipated, or was 

suggested by the course outline, to keep up with the learning and complete the 

assessments 

• there was no way to get accreditation for the higher-than-expected level of 

learning 

• some students required individual support that was not able to be provided though 

the program. 

There was also a sense that VSL’s limited experience with the delivery of Indigenous courses 

may have been an additional factor in some students’ decision to leave the course. VACL 

believes that further and independent investigation into why some students were unable to 

complete the course would be of benefit to the next delivery of the certificate. 

Aside from the above comments on the course structure and delivery, the issue of Intellectual 

Cultural and Intellectual Property (ICP) rights and copyright ownership, attribution and the 

conditions for use of materials by the VACL for the course content was also raised. The Steering 

Committee group will need to address this in written agreements. These agreements will need to 

note that, while VACL legally holds copyright to the material they use under copyright laws, 

ethically and morally VACL is only a custodian and protector of each Language Group’s 
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language and the inherent ICP remains with the Custodians of Origin – that is, the language 

group each individual language belongs to. This is also the case through cultural protocols – all, 

culturally appropriate permission and ‘ownership’ of language materials remains with the 

Custodians of Origin. Note that the notion of ‘ownership’ must be understood in a context of 

language reclamation. Ownership of language materials must, first and foremost, make space for 

language groups to research, study, learn and practice their languages. While many language 

groups would like to share language, not all language groups in Victoria are ready to do so. 

Currently, clarification around this issue is unresolved and remains a serious concern. It needs to 

be addressed between the collaborating stakeholders at the earliest opportunity. 

Certificate IV in Teaching an Endangered Aboriginal Language, 2020 pilot delivery 

The Certificate IV was fully funded by DET with Swinburne University winning the tender to 

deliver the program. It is worth noting here that VACL was not fully conversant with the 

processes and decisions that were made in awarding Swinburne University this program. 

The nine graduates of the Certificate III course were awarded scholarships to undertake the 

Certificate IV. All nine graduates accepted the scholarships and all nine students graduated in 

April 2021. However, the students reported that the Certificate IV program was not as well 

designed or delivered as the Certificate III program. 

When interviewed about the course by VACL, there were two core issues raised by the students. 

These are: 

• the students did not feel adequately supported, nurtured or guided by the training 

staff 

• the Certificate III was deemed by the students to be academically harder and at a 

higher level of learning than the Certificate IV. 

Because the students felt a lack of support, they set up their own regular tutorial study group in 

which they worked together to complete assignments and study units/modules. When providing 

feedback, the students were grateful to one particular student who was able and willing to lead 

the learning: 

… if it wasn’t for [student name withheld] setting up, organising, and doing the 

teaching each Thursday evening, we wouldn’t have made it; we wouldn’t have 

passed our course. 
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The course delivery was also severely impacted by the onset of COVID-19 and the resultant 

restrictions, which made in-person delivery impossible. While the course was moved online, this 

style of delivery does not suit all students or teachers, and some students in the course struggled 

with this more than others. Furthermore, the course included a teaching practicum planned for the 

end of 2020; however, this practical classroom time was delayed until restrictions were eased and 

schools reopened to visitors in early 2021. This extended the course and the time in which 

students had expected to graduate. 

Overall comments 

Both the students who completed the courses and the collaborating organisations should be 

congratulated on their ability to work through what have been a very unusual few years. Trainers 

and students faced many challenges during this time. The following hurdles are of particular 

significance: 

• Early in the delivery of the Certificate III program, VALC went through a change 

of management which unfortunately resulted in substantial organisational 

uncertainty coinciding with the delivery of the pilot. The significant impact of this 

instability was felt by each of the partners involved in the pilot programs and by 

many of the students. VACL is only just now working back to the position of 

strength it has previously been known to hold. 

• The impact of COVID-19 has necessarily limited the ability to run the program in 

residential intensives as planned. While the transition to online training has been 

relatively smooth, this mode of delivery does not suit all students and lacks the 

networking and peer support opportunities that are embodied in face-to-face 

delivery and in-person learning. 

VACL highlights the importance of fostering foundational skills and the holistic learning model 

that they continue to develop and shape. VACL’s CEO Rosales Martinez states: 

… our efforts for self-determination include, among others the view that 

Language revitalization is first and foremost a collective effort from First Peoples 

to decide how to learn, practice, expand and use it for everyday life. Sharing 

language is a skill we need to dream back, awaken our ability to nurture our sense 

of identity and belonging. It is not an institutional activity that added to a 

curriculum could sort the linguicide that was not of our own making. 
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We are grateful for the feedback and time for yarning with Elders, students who 

did Cert III and IV. VACL congratulates all and each of them for their 

commitment and effort. Also, we would like to have the opportunity working in 

areas for improvement and foremost, a call to respect towards a proposal to 

re-think how Indigenous ways of learning, thinking, and doing could solve some 

of the current challenges as addressed on this document. 

Following the lessons learnt through the delivery of these two pilot programs, VACL is looking 

to work with community members, DET, VAEAI and training partners to review and extend 

training offerings in line with their community policy and position on language revitalisation. 
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Re: Review of Student Traineeships at ASLC 

  



Wednesday, 22 April 2020 

RE: REVIEW OF STUDENT TRAINEESHIPS AT ASLC 

ASLC Vision 

To consistently provide high quality and engaging intercultural language learning programs that will enable our 

students to participate fully as local and global citizens. We aim to be a valued part of the schools and communities 

in which we teach, and to be recognised as a Centre of Excellence. 

Strategic Plan 

Engage: Increase the retention of students in Years 9 to 12 by developing employment pathways for language 

students. 

Overview of the current situation 

Sustainability of the ASLC Arrernte Language Program needs to be strengthened by increasing the number of 

Arrernte educators. The need for Arrernte educators is evident by the struggle to employ evening class teachers. In 

addition, when ASLC advertised for an Arrernte teacher in the past, there were no applicants. Hence, in 2019 ASLC 

began training an Arrernte Centralian Senior College student who was later employed in 2020 as the Centre’s 

Arrernte educator. In the future, more support is needed to train Arrernte students as language educators to enable 

continued teaching of Arrernte in schools. 

Demands of the Traineeship Program 

In 2019, the ST3 principal taught two days a week in the classroom alongside Ms Furber-Swan, the Arrernte trainee. 

This meant that the principal needed to complete their own job responsibilities after hours. Support for checking in 

with the progress of the trainee was given by the not-for-profit training organisation GTNT (Group Training Northern 

Territory). Ms Furber-Swan is now successfully employed full-time at ASLC. 

Evaluation of 2019 Trainee Program 

Following is feedback from Ms Furber-Swan, the 2019 ASLC trainee: 

This traineeship has given me a great experience. I’ve really enjoyed coming into the Language Centre 

and working with the children in schools. It has definitely helped me and developed my confidence to 

speak in front of large groups of students. It also prepared me for the future and a full-time job. It has 

given me more and more opportunities and I have gradually taken more leadership when I am 

teaching in the classroom. I now have a lot more strengths in teaching and have learnt new skills. I 

had a lot of support from the ASLC. I am happy in the way they have helped me and have supported 

me whenever I need help. 

DR
AF
T



 

 

The following questions were raised by the ASLC leadership team regarding training of Arrernte trainees: 

1. Is the training within the charter of the Alice Springs Language Centre? 

2. Whose role is it to train the Arrernte trainee? 

Ø GTNT will meet with the trainee to offer support for 30 minutes each month. 

Ø The principal will supervise the first two weeks of the training. This will involve induction in school 
protocols, SWPBS (School-Wide Positive Behaviour Support), roles and responsibilities. The 
principal will also check in with the trainee each day to support any needs the trainee may have. 

Ø There will be two weeks of training each term by Centralian Middle School Arrernte 
elder/educator Carol Turner (with a cost of $1900 each term to ASLC). Carol will ensure the 
validity of Cultural and Language knowledge. 

Ø Charles Darwin University will be responsible for the Certificate III in Education Support training 
by providing a tutor for two to three hours per week. This degree is recognised as part of the Year 
12 NTCET (Northern Territory Certificate of Education and Training) and is a nationally recognised 
prerequisite for a teaching degree. It will also be recognised for ‘Authorisation to Teach’ 
accreditation as a specialist Language teacher. 

3. What return does the ASLC get for this investment of time taken in mentoring the trainee? 

Security of having a potential night-class Arrernte teacher, future Arrernte educators, and Indigenous support 

in classrooms during personal leave of ASLC teacher Ms McCormack. 

4. What return does the trainee get for their investment? 

While there may not be an ASLC AO3 position offered at the end of the training, there will be night-class 

Arrernte educator work available. In the future, there may also be part-time work at ASLC and at other 

Private Schools such as St Joseph’s Catholic FLC and Yirara College. 

5. Why does the Northern Territory Department of Education give Aboriginal Languages such as Arrernte extra 

staffing support compared to other languages? 

Ø It is not possible to source Aboriginal Language teachers from interstate as can be done for other 
international languages. 

Ø It is very difficult to source Aboriginal Language materials from the internet. All resources need to 
be produced by ASLC. 

Ø All curriculum documents must be made in Alice Springs in consultation with Elders to ensure 
appropriateness and cultural safety. 

Ø 70% of students in Alice Springs schools are Aboriginal, with a high number of this group being 
Arrernte. Their families request they study Arrernte. 

Ø ASLC has the support of Lhere Atepe Aboriginal Corporation and other Arrernte Elders to 
continue to provide the Arrernte Language Program to improve respect between languages and 
cultures which reduces racial misunderstandings. 
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Ø The NT Department of Education policy document Keeping Indigenous Languages and Cultures 
Strong: A plan for the teaching and learning of Indigenous Languages and Cultures in Northern 
Territory schools states: 

[The Plan] provides a long term vision and goal for building the capacity of … 

school leaders and classroom educators to implement teaching and learning 

programs in Indigenous Languages … The teaching of Indigenous languages 

and cultures must be led by Indigenous Elders and community members who 

are the custodians of the languages and culture. (p.4) 

The policy goal outlined in the Plan is as follows: 

All Northern Territory students have access to education in Indigenous 

Languages and Cultures that reflects and respects their background and 

develops knowledge, skills and understandings. (p.6) 

Future Directions 

The ASLC trainee program could be extended to other languages but would require expert teachers to mentor the 

trainee, with mentorship being carried out in addition to the relevant teacher’s existing work. 

Susan Moore 
Principal 
Alice Springs Language Centre 

DR
AF
T



DRAFT Report on the Development of Resources to Promote Best-practice Implementation of the Framework. 
Prepared by First Languages Australia for the Department of Education, Skills and Employment. 
September 2021 

 

103 

 

Appendix 12. 

Attempts to establish an Initial Teacher Education (ITE) degree in 

Aboriginal language teaching 

  



Attempts to establish an Initial Teacher Education (ITE) degree in Aboriginal language teaching 1 

Attempts to establish an Initial Teacher Education (ITE) degree in Aboriginal 
language teaching 

In 2015, there was a renewed attempt to establish an Initial Teacher Education (ITE) degree 

at the University of Sydney with Aboriginal languages as a teaching method. The 2015 

attempt followed earlier efforts to establish an ITE program which failed due to several 

factors outlined in John Hobson’s 2011 paper Potholes in the road to an initial teacher 

training degree for Australian revival languages. These early efforts had, however, resulted 

in the successful development of the Master of Indigenous Languages Education (MILE) 

program, which remains to this day the only higher education qualification for people who 

wish to teach their languages in schools. 

The accreditation of the University of Sydney’s specialist Bachelor of Education (Secondary: 

Aboriginal) was due to expire in 2015. Those involved in the design and teaching of the 

course had identified that a substantial revision of the program was needed, due to both an 

oversupply of Aboriginal studies teachers across NSW and decreasing intakes to the program. 

Simultaneously, the NSW Department of Education had identified that it would be much 

more readily able to place teachers of both history and Aboriginal languages, the latter being 

a long-unsatisfied and growing demand. 

On that basis, program staff proposed the existing degree structure be replaced by one with a 

major in history with alternate/elective minors in Aboriginal studies and Aboriginal 

languages.1 It was felt this would allow candidates to be trained in a major teaching subject 

that would more readily afford the inclusion of Indigenous perspectives while maximising 

their employability. This would also allow those firmly attached to Aboriginal studies to 

 
1 In the NSW system and probably most others nationally, Aboriginal/Indigenous studies and languages are 
discrete content areas. And, consistent with the original population, both are explicitly identified in NSW as 
‘Aboriginal’, rather than as ‘Indigenous’. 
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Attempts to establish an Initial Teacher Education (ITE) degree in Aboriginal language teaching 2 

include that subject in their training. The two combined would then work together to create 

an opportunity for the rapidly developing field of Indigenous languages education to bloom. 

However, when this model was presented to faculty management, the window for re-

accreditation was interpreted by some as a potential opportunity to shed block delivery. 

Over the next two years, faculty management deferred making any decision about the future 

of the program, embarking instead on market research followed by a review of the program 

and its potential. The latter was headed by a senior Indigenous academic with a strong 

background in school and teacher education in NSW. The resulting review found that the 

existing new model proposed and advocated by program staff was the best possible option, 

and that a non-block program (an option also up for consideration) was highly unlikely to 

deliver results for Indigenous candidates or have the potential to attract applicants from 

across the nation.2 

The review also determined that it would not be possible for staff to attempt to reaccredit the 

existing program as an interim measure while simultaneously continuing to deliver it and 

developing a replacement degree. Thus, the last intake to the Bachelor of Education 

(Secondary: Aboriginal) was in 2014, with the final class delivery scheduled for 2017 and the 

last graduation in 2018. In this context, permission to propose the new degree to the 

University’s Academic Board was granted in 2015. 

The structure and organisation of all ITE degrees are controlled by state/territory 

accreditation authorities and, to a lesser extent, the Commonwealth. As such, the proposed 

structure of the new Bachelor of Education (Secondary: History-Aboriginal) had to both meet 

the demands of the NSW Education Standards Authority (NESA) and be aligned to the 

 
2 Although teacher accreditation in Australia is state/territory controlled, it is possible for graduate teachers to 

move between jurisdictions and, as an Indigenous enclave course, it was envisioned that this degree would 
attract a national cohort. 
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incoming Australian Professional Standards for Teachers, while seeking to offer a degree that 

would appeal to students. Translated into the University of Sydney’s own system of 

weighting academic delivery, this resulted in the following array of units phased over four 

years of full-time study (see table below). 

While all other ITE programs at Sydney at this time had been restructured as double degrees, 

in this case dispensation was granted to offer a four-year single degree to maximise its appeal 

to Indigenous students in competition with four-year, block ITE programs offered elsewhere. 

Subject Units 

Academic texts 1 

Education studies 5 

Curriculum and professional studies 8 

Major  

Modern history content 6 

Modern history method 3 

Minor (elective)  

Aboriginal languages/studies content 4 

Aboriginal languages/studies method 3 

Geography content3 2 

TOTAL: 32 

 

 
3 The inclusion of two units in Geography affords potential for graduates to teach that subject as well. 
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Concurrent with these efforts, with the view to further raise the standards of the teaching 

profession in NSW, NESA implemented revised entry standards for ITE degrees that would 

apply from 2016. 

To undertake an undergraduate teaching degree requires a minimum standard 

of three Band 5 HSC results,4 including one in English, or an approved 

comparable measure… [where]… Accredited undergraduate combined, double 

or integrated degrees may be approved as meeting the second option above. 

The courses need to show how students will meet a minimum academic 

standard, comparable to three Band 5s, early in the course. This may require 

passing one year of academic studies in the subjects you will teach, before you 

study how to teach.5 

This change in entry standards necessitated alteration to the model of the degree being 

developed. Students would be required to successfully complete 1.5 semesters (12 units) in 

content and education studies before they could commence any curriculum or professional 

studies. This, in turn, meant that students would commence teaching practicums with 

minimal teaching skills development having been provided – not an ideal scenario. The 

alteration of the course to include the additional prerequisites stated above was also highly 

likely to hinder the ability for some potential Indigenous applicants to enter the degree. 

In terms of the content of the new degree, the incorporation of a history major and Aboriginal 

studies minor, plus associated professional units, was not viewed as problematic in the 

program’s concept stage, given that these had already been delivered in the terminating 

 
4 Where Band 5 is the highest possible quintile. 
5 NESA (2021): Entry requirements for teaching degrees. 

https://educationstandards.nsw.edu.au/wps/portal/nesa/teacher-accreditation/teaching-qualifications/studying-
teaching 
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Attempts to establish an Initial Teacher Education (ITE) degree in Aboriginal language teaching 5 

Bachelor of Education (Secondary: Aboriginal), and other units in both fields had long been 

taught in Arts degrees. The perceived challenge was in the provision of a minor in Aboriginal 

languages, given that the University of Sydney was then only offering two units in 

Gamilaraay in the mainstream Bachelor of Arts degree, and only few universities in general 

were offering others. 

Faculty management and NESA staff made it clear that existing University of Sydney units 

must be offered in the degree wherever available, so both Speaking Gamilaraay 1 and 2 had 

to be included as principal options. But, to afford access to other languages that might be 

offered elsewhere, credit for one or both of those two would be allowed for comparable units 

in other Indigenous languages.6 In this way, students who had no available option in their 

preferred language could undertake studies in another of their choosing that would allow 

them to develop an understanding of the typical structure of a related language and the skills 

to deliver it, until such time as their preferred option became available. 

The introductory content unit for the minor would, with the agreement of NESA and 

modelled on the approach of the MILE, be a generic one in the linguistics of Indigenous 

languages, to afford students the analytical skills and understanding to better approach any 

language that they studied formally, or might themselves work on adapting for teaching in the 

future. 

In this way, a project learning unit was endorsed that would require students to negotiate and 

conduct an independent project to enhance their abilities in a language of their choosing. 

Given the limited state of teaching of Aboriginal languages to advanced levels nationally, this 

was considered an elegant and pragmatic solution to a difficult problem by all concerned. 

 
6 Such as Wiradjuri from Charles Sturt University in Orange, NSW; Pitjantjatjara from the University of South 

Australia in Adelaide, South Australia; Yolngu Matha or Arrernte from Charles Darwin University in Darwin, 
Northern Territory; or any language offered at an ‘advanced’ level through TAFE or community providers. 
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Attempts to establish an Initial Teacher Education (ITE) degree in Aboriginal language teaching 6 

Thus, the complete Aboriginal languages major with method units would be: 

Aboriginal Languages for Learners 

Speaking Gamilaraay 1 (or equivalent) 

Speaking Gamilaraay 2 (or equivalent) 

Aboriginal Language Learning Project 

Teaching Aboriginal Languages 1 

Teaching Aboriginal Languages 2 

Teaching Aboriginal Languages 3 

 

Up to this point, NESA and University authorities had been largely supportive of program 

staff’s plans for the new degree’s structure. However, it became apparent that the flexibility 

afforded to the Aboriginal languages minor would not extend as readily to the Aboriginal 

studies minor or history major. Although content for both minors could be taught by Faculty 

of Education and Social Work (former Koori Centre) staff, under the aegis of relevant 

departments of the Faculty of Arts, the Aboriginal studies units would need to be identical to 

those offered in the mainstream BA, as would all history units, which would also need to be 

delivered by Department of History staff. This had not been the case for the retiring Bachelor 

of Education (Secondary: Aboriginal), where most units had been specific to the degree and 

all taught by Koori Centre staff, but was in alignment with new NESA policies that required 

separation between content studies and the delivery of method and professional units. 

Given that much of the teaching of Aboriginal studies (and Gamilaraay) in Arts was already 

being performed by former Koori Centre staff, who had originally designed the relevant units 

and now taught them under secondment from the Faculty of Education and Social Work, their 

conversion to block delivery and re-accreditation was not seen as particularly problematic. 
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Attempts to establish an Initial Teacher Education (ITE) degree in Aboriginal language teaching 7 

The situation with the history content was quite different, however, given that all decisions 

would be solely at the discretion of the Department of History in the Faculty of Arts and 

Social Sciences. 

However, Department of History staff were already fully engaged in their own teaching. 

Undertaking re-accreditation of their units for block delivery7 for another faculty, or taking 

the time to deliver the required block teaching (even if assistance was provided with the re-

accreditation work), was considered by them to be unworkable. There was also strong 

resistance to the idea that History staff could, in effect, ‘license’ their content to be taught in 

block mode by others. 

The Department of History felt they could potentially carry out the work if enough 

enrolments in block-delivered units could be guaranteed to generate sufficient income to 

cover the cost of that delivery by casual History staff. However, this equated to two classes of 

30 students per unit for all six units of the major over four concurrent years – ultimately 120 

students per annum on a continuing basis – for it to be sustainable. 

Such numbers are unlikely to be derived from the Indigenous community, no matter how 

appealing the program. A suggested solution to this impasse was to allow mainstream 

students to join any block-mode classes in lieu of their normal attendance. But even if 

Indigenous students were comfortable in participating in classes with a majority non-

Indigenous cohort, NESA would not offer any of the concessional measures needed that 

would make a degree of this kind feasible for Indigenous candidates – because the degree 

was not offered exclusively to Indigenous students. 

While several meetings about this ensued at multiple levels, no resolution for progress 

beyond the apparent impasse could be agreed upon. When the Faculty of Education and 

 
7 The History staff’s reticence here was partially due to them not having familiarity with block delivery. 
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Attempts to establish an Initial Teacher Education (ITE) degree in Aboriginal language teaching 8 

Social Work began to openly acknowledge that they were unable to find a way forward, the 

Deputy Vice Chancellor for Indigenous Strategy & Service convened a senior working group 

to do so, but without substantial input from program staff. This group’s efforts were 

unsuccessful and the proposal for a new degree was eventually allowed to lapse. 

The proposed model for the new degree was, in retrospect, an effective one, given the 

constraints in operation at the time for accrediting an ITE degree in NSW and the needs and 

desires of Indigenous communities. It is unfortunate that financial sustainability of the 

program determined much of its viability; had the degree been implemented, there is no 

doubt it would be producing significant numbers of new Indigenous teachers and, most 

significantly, teachers of Indigenous languages to meet the current national demand. 
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Bridging the Gap in Indigenous Australian
Languages Teacher Education

John Hobson, Kymberley Oakley, Michael Jarrett, Melissa Jackson
and Natalie Wilcock

Introduction

The Master of Indigenous Languages Education (MILE) at the University of
Sydney has provided the only degree-based training for teachers of Indigenous
languages in Australia since 2006. It is an innovative professional development
program that responds directly to the disparate state of health of Australian lan-
guages by offering generic units of study in linguistics, languages pedagogy and
classroom-based research to Indigenous Australians with a teaching degree,
allowing them to add Aboriginal or Torres Strait Islander languages teaching to
their methods. Whilst the program was primarily designed to facilitate develop-
ment of the skills necessary for graduates to become effective language revivers
and teachers implementing culturally sustaining and revitalising pedagogies, it
has also succeeded in fostering the development of a signi!cant number of
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leaders in local language revival; and graduates have also gone on to become uni-
versity lecturers, consultants, administrators and activists, as well as presenting in
international fora and entering research higher degrees. This chapter begins by
setting out the historical context and structure of the program including some of
the systemic challenges that needed to be negotiated along the way and, in some
cases, still limit it to this day. It then offers an appraisal of the success of the
course based largely in an Indigenist dialogic research process of ‘yarning’
between lecturers and a group of graduates who now occupy an array of class-
room, community and government roles.

Background

Although ‘good news’ stories occasionally appear in the media and on conference
programs, the overall state of Australian languages is dire, and most are no longer
heard. Only a handful are still spoken by all generations and being learned as the
!rst languages of their children. Even for the healthiest languages the future is, at
best, uncertain (Hobson, 2004). In this environment Aboriginal and Torres Strait
Islander peoples in many locations are engaged in valiant struggles to revive their
languages (Amery & Gale, 2008). Although there is substantial variation in
approach across the continent, the majority currently relies on school education
as the principal strategy to increase their speaker population. Whilst this may be
potentially problematic in terms of broad and sustainable revival across commu-
nities in the longer term (Fishman, 1991; Hornberger, 2010), training language
teachers remains an area of substantial skills development need for those that
seek to have their own members as language teachers, as almost all do (Hobson,
2014).

In the time before contact, of course, Indigenous languages were the !rst lan-
guages of communities and therefore not ‘taught’ but rather naturally passed on
via everyday use. After the arrival of Europeans, and the brutal policies that effec-
tively destroyed everyday Indigenous language use in many places in Australia,
the only ‘teaching’ in Australian languages was almost exclusively constrained to
advancing missionary goals. It was not until recent decades that second language
programs for Australian languages began appearing in schools, colleges and uni-
versities (Amery, 2007; Gale, 2011), and bilingual schooling for native-speaking
children brie"y "ourished in the more remote northern regions (Harris & Devlin,
1997; Simpson, Caffery, & McConvell, 2009). Revival programs, however,
remained largely localised and without substantial recognition until early in the
new century when language-speci!c curriculum began appearing in South
Australia (Hercus & Wilson, 2004; Tunstill, 2004), and the watershed New South
Wales (NSW) Aboriginal languages K-10 syllabus was published (Board of
Studies New South Wales, 2003). Within a few years it was reported that 46
schools were teaching almost 5,000 students in 11 different languages in that state
alone, and the urgent need for co-ordinated language planning and teacher
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training was being recognised (Hobson, 2004; Rhydwen, Munro, Parolin, &
Poetsch, 2007).1

In response, the Koori Centre at the University of Sydney implemented a num-
ber of strategies including the incorporation of a languages methodology unit of
study in its existing initial teacher education course, and a survey to determine the
views of community revival agents in relation to languages education training,
and how these views might be balanced against relevant accreditation regimes
(Hobson, 2004). Responses to the survey identi!ed a number of expectations
about the prospective broad-scale delivery of languages curriculum in NSW
schools that were either largely impractical, in con"ict with regulatory require-
ments or, at best, unlikely to produce substantial educational outcomes. These
included that a very small and increasingly frail population of untrained elder
speakers, anticipated technological innovations, or the (then) largely untrained
staff of a few small community language programs would be able to take on the
task of languages education without the need for further substantial preparation
(Hobson, 2006). There was little enthusiasm for a 4-year initial teacher education
degree that would take at least 2 years to establish and a further four to produce
its !rst graduates. There was, however, clear interest from quali!ed Aboriginal
teachers already in the !eld to further develop languages-speci!c teaching skills.

Further discussion with stakeholders and a review of potential models overseas
led to the decision to establish a course for already quali!ed teachers as soon as
practicable. Although originally proposed as a graduate diploma it was ultimately
deemed of suf!cient rigour under prevailing quali!cations standards to be consid-
ered a professional development masters, and so MILE was implemented in 2005,
taking in its !rst cohort in 2006. In 2007 further development was undertaken to
incorporate an articulated graduate certi!cate and graduate diploma in the pro-
gram, at 0.5 and 0.75 equivalence to the full course, respectively (Hobson, 2008a,
2008b, 2011; Hobson & Poetsch, 2009).

Challenges

The development of the program faced many hurdles, some initially seeming
insurmountable. Greatest amongst these was the diversity of languages, learners,
educational contexts and their locations. Small, widely distributed populations and
revival programs in different stages of development dictated that an appropriate
course should be as accessible and "exible as possible if it was to have the greatest
bene!t. Prospective students had the potential to present from almost any part of

1Most recently the draft national Framework for Aboriginal Languages and Torres Strait
Islander Languages was released for consultation by the Australian, Assessment and Reporting
Authority and the Board of Studies, Teaching and Educational Standards NSW released the
Aboriginal Languages Stage 6 Content Endorsed Course Syllabus (Australian Curriculum
Assessment & Reporting Authority, 2015; Board of Studies, 2015).
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Australia hoping to teach any of a broad array of languages—currently over 40
nationally (Hobson, 2014). These languages were likely to be at signi!cantly dis-
parate levels of revival, have widely divergent histories of teaching, and to vary
internally on those indices from location to location. Similarly, whilst some stu-
dents might have extended histories of learning and speaking their languages,
others could just be embarking on their journey, including those intending to be
the !rst to formally teach theirs. For the University to attempt to deliver such an
array of languages to its students would be an impossible task. Selecting one or
two and excluding all others, as some suggested, would only privilege strong lan-
guages and be completely contrary to the goals of cultural revival motivating pro-
spective students.

These circumstances also often meant that little, if any, curriculum and
resources for particular languages would be readily available to prospective stu-
dents or the staff proposing to teach them, and there might be only limited docu-
mentation for them to access. Staff responded by recognising that both their task
and the program must necessarily be inherently developmental. In this they were,
albeit unknowingly, following the precepts of what has become known as cultu-
rally sustaining and revitalising pedagogy, that:

… attends directly to asymmetrical power relations and the goal of transforming legacies
of colonization, … recognizes the need to reclaim and revitalize what has been disrupted
and displaced by colonization [and,] … recognizes the need for community-based
accountability. (McCarty & Lee, 2014, p. 103)

That the course was proposed by, and to be developed and delivered by the
university’s Koori Centre was central to this stance. For over 20 years the autono-
mous, Indigenous-managed Centre had trained Indigenous education assistants,
delivered Indigenous Australian studies, supported the university’s Indigenous stu-
dent population, and been its principal contact for Indigenous communities
(Cleverley & Mooney, 2010). Decolonisation for, empowerment of and account-
ability to Indigenous communities were amongst its core values. Indeed, feedback
from students over the years has indicated that evident Indigenous ownership and
control were amongst the program’s most valued features. But, this was also the
cause for considerable internal angst. Professional development programs for tea-
chers had traditionally been the province of the Faculty of Education and Social
Work, some members of which felt that it held proprietary rights over courses
with education in the title, especially any Master of Education designations. They,
for the most part, had quite conservative views about how such a course should be
structured—it should include a minor in a speci!c language (three units of study
equivalent to 0.375 of a full-time year), as well as in relation to matters of owner-
ship and control—the Faculty should have both. Such a square peg as this was
bound to be an anathema to them, and it soon became apparent that the Koori
Centre would need to go it alone—a strategy that the Faculty attempted to block
at the highest level, but in which it ultimately failed.

The NSW Department of Education and Training (DET) took a similar stance
in relation to accreditation. They were insistent that, to be accredited by them for
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teaching purposes, candidates would need to complete a minor in a particular
Aboriginal language or, at worst, a combination of languages. That just a handful
of languages were currently being taught in their schools (none of them to senior
years) and only one or two in universities (only at beginner level) seemed to make
no difference. Given that Aboriginal languages teachers were already doing the
job across the state without languages accreditation, the decision of program staff
was simply to privilege Indigenous communities’ priorities and not apply for
accreditation.

A !nal, critical issue in obtaining the necessary assent to offer such a novel
program was its ‘sustainability’. In a !nancial model that values only monetary
bene!t and cost, a course catering to a minority interest within a minority popula-
tion in a sparsely populated continent was always going to be marginal. If second-
ary (but no less important) bene!ts, such as increased Indigenous participation
rates, consequent community pro!le, national and international prestige, were not
assigned some value the course would likely never achieve break-even point.
Fortunately the Koori Centre had the "exibility to respond pragmatically, and
cross-subsidise its teaching from other income streams (Hobson, 2014).

Structure

To respond to these and other issues a unique course structure was developed. The
MILE is a 1-year, professional development degree for Australian Aboriginal and
Torres Strait Islander graduate teachers. It has no language pro!ciency require-
ments for entry or exit and is delivered in a mixed mode combining intensive resi-
dential classes and distance methods, referred to locally as block release. An
embedded Graduate Certi!cate and Graduate Diploma provide exit points for
those who do not complete the Master’s.

The provision of an Indigenous enclave course responds directly to the voiced
concerns of prospective students. Whilst non-Indigenous teachers of Indigenous
Australian languages do exist, they are rare, and normally have a recognised long-
term commitment to a particular community and the revival of its language.
Otherwise local protocols normally preclude outsiders, including from other
Australian language groups, from being teachers of Australian languages (Hobson,
2014). Filling classes with non-Indigenous students, possibly even foreign fee-
paying ones would likely result in reduced participation by Indigenous candidates
for whom the course was originally developed.

Block delivery in three week-long blocks over two semesters allows students
from across the continent to attend the University campus whilst retaining employ-
ment and maintaining family and community obligations. Blocks are timed to
coincide with school holidays where possible to minimise the impact of candi-
dates’ absences. A Commonwealth funding scheme that meets the cost of stu-
dents’ travel, accommodation and meals for approved block release programs also
makes this possible.
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The application of imposed standards of linguistic performance, subject to arbi-
trary assessment by a university, was viewed as antagonistic to the goals of lan-
guage revival and the need to cater to groups at all stages of their journey, as well
as being completely impractical given the potential diversity of languages students
might present. Similarly, there was no possibility of program staff being able to
teach students their own re-awakening languages. It was determined instead that
the best strategy would be to respond directly to the revival process for each lan-
guage and provide students with: suf!cient linguistic skills to access whatever
documentation might exist for their language, and derive their own knowledge
from it on an ongoing basis; an understanding of the typology of related languages
to use as models for reclamation of their own, and; a foundation in languages edu-
cation adequate to sustain the development of their own language teaching materi-
als and skills.

The eight units of study that constitute the Master’s are thus organised sequen-
tially and thematically into the broader topics of linguistics, theory and praxis
(Table 1).

The three linguistics units of study respectively canvass issues of phonetics, pho-
nology and orthography development; morphology and semantics; and, syntax and
discourse. In each iteration lecturers are required to acquaint themselves with acces-
sible resources for each language expected in the class, and adapt the content of
their teaching accordingly. Wherever possible, generic concepts and typological
understanding are developed though students’ direct engagement with realistic data.

Table 1 MILE units of study

Linguistics for Australian
languages

Languages education theory Languages education praxis

Semester 1

Sounds & writing in
Indigenous languages

Words & meanings in
Indigenous languages

Sentences & text in
Indigenous languages

Theories & methods in
Language learning

Semester 2

Language curriculum
development

Technology & language
teaching

Research methods in
languages education

Research project in
languages education
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The theory units provide students with an understanding of !rst and second lan-
guage acquisition, and theories and methods of languages teaching; the skills to
structure engaging and varied developmental curriculum from available syllabi,
and; the capacity to productively apply a broad range of technologies to language
learning.

The !rst praxis unit provides students with an opportunity to develop a propo-
sal for a research project based in their own classroom teaching that is conducted
and reported on in the second unit, providing a capstone for the degree.
Classroom observation of each candidate by a visiting member of program staff
also provides a quality control mechanism.

Successes

From 2007 to 2016 the Indigenous Languages Education (ILE) program has grad-
uated 61 teachers, all but a handful with the Masters (Fig. 1). We assert this alone
is suf!cient to declare the program a resounding success. There have been very
few non-completions consistent not only with the developmental ethos and cultu-
rally sustaining and revitalising pedagogic stance of the program, but also com-
mensurate with the considerable abilities of our students.

There have also been several instances of graduates presenting in international
fora and some publications, often in collaboration with program staff, for example
Cameron (2014); Cameron and Poetsch (2013); Edwards and Hobson (2013);
Hobson and Laurie (2009); McNaboe and Poetsch (2010); Oakley and Hobson
(2011), and at least three graduates have subsequently been admitted to research

2The course was not offered in 2015, hence the absence of graduates in the current year.

0

2

4

6

8

10

12

07 08 09 10 11 12 13 14 15 16

Fig. 1 ILE graduations, 2007–16 (n = 61)2
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degree programs. However, success comes in many forms, not all of them aca-
demic, and staff have always been aware of other highly valuable outcomes such
as career advancement for graduates; enhanced community revival activity; and
signi!cant social, emotional and cultural transformation for individuals.

In order to collect some qualitative data on these less direct outcomes the
authors undertook collective, introspective research using the culturally grounded,
dialogic method of ‘yarning’ (Bessarab & Ng’andu, 2010; Geia, Hayes, & Usher,
2013). Whilst yarning would traditionally assume the synchronous presence of
all participants, the distribution of authors across three states and con"icting
schedules meant that meeting face-to-face was not feasible. Nor was there much
enthusiasm for attempting video conferencing between multiple locations that was
almost certain to be frustrated by technical failures. We thus decided to make use
of contemporary social media to permit authors to contribute individually and asyn-
chronously, but still readily engage in discussion—we set up a Facebook group.

It was assumed the reduction of our discussions to written text with participants
separated in space and time would signi!cantly shift the dynamics of yarning, in
that the conversation would be deprived of the nuances of stress and tone, and the
familiar paralinguistic elements of gesture, body language and eye contact. It also
raised concerns about individuals making enduring, semi-public comment on the
thoughts and feelings of others. However, given that social media is thoroughly
normalised for all authors, who are also all highly experienced, professional edu-
cators, it was felt that such potential disadvantages did not outweigh the clear
advantage of being able to collect the data, which could not reasonably be consid-
ered to be fatally compromised.

A series of stimulus questions were developed and put to group members over
time, allowing for comprehensive responses to each before proceeding, although
backtracking and cross-commenting were always possible. These questions can-
vassed personal and professional impacts, changes to teaching and other work prac-
tices, impacts on community revival activity and the ‘de!ning character’ of the
program. All were intended as points of departure, rather than bounding constraints.

The role of facilitator was assigned to the graduates’ former lecturer (Hobson),
as the team member most experienced in social research, although the process
remained collaborative and consultative at all times. Notwithstanding ongoing pro-
fessional relationships and, indeed, friendships between participants, the bias
inherent in teacher apparently interviewing former students must therefore be
acknowledged.

Graduates’ contributions were summarised and re"ected to them both as a relia-
bility measure, and as a means of identifying themes in the data. Cross-
commentary by other participants, and editing and elaboration of points by partici-
pants allowed for richer data to be developed. Ultimately, all participants, as
authors, were accorded editorial rights in their representation. All felt that the
course had had signi!cant personal impact on them as expressed below in partici-
pant’s comments:

Natalie suggested the greatest personal impact of MILE was that it gave her a
sense of belonging, and a clearer, stronger identity within her own community.
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She saw that as something she was seeking from the outset—her main motivation,
I felt lost, I had no idea why I felt lost. Attending MILE helped me gain a sense of
belonging in this big world.

Melissa said she attained, a greater appreciation of the complexities of
Australian languages generally and an understanding of how I was going to learn
my own language.

Michael noted that it had helped him come to a better understanding of his own
‘language journey’ and that the considerable pride that he feels in his language
and his imperative to share it were both celebrated and nourished by the course.

I enrolled not knowing what to expect, what I was getting myself into. During the course,
and !nding out about the linguistics of language, Gumbaynggirr really started to come
alive in me. Phonology, syntax, grammar, semantics were like a different language that
made me think about how mine worked, and I loved it. It has opened up many doors
across all facets of my life and has given me back my pride as an Aboriginal man. I am
passing on my knowledge and skills to other Aboriginal people so they can feel the way I
feel—more connected to my language, my homeland, my people, the spirits and, most of
all, to my ancestors.

Kym thought that the knowledge and skills she acquired through MILE
allowed her to develop much greater con!dence and pride in her own language
abilities, and that those gains had strengthened her identity and reduced the shame
she had previously felt.

As my knowledge and awareness of my language developed I felt a shift in my own iden-
tity as a Malgana person. I felt a greater sense of pride knowing that I was helping to revi-
talise my language and the shame factor disappeared. If you’re strengthening someone’s
knowledge of their language, you are strengthening their cultural identity, and I don’t
think you can separate culture and language—those two are intertwined.

Michael also felt the course degree gave him the opportunity to be employed as
a language worker not only for his own community but also for other language
groups around Australia.

The MILE course gave me the opportunity to understand linguistic terminology and the con-
!dence to work with specialists in the !eld of linguistics. It gave me the knowledge, self-
con!dence and the understanding about how languages work, particularly my own language.

For Natalie, the course was clearly a transformative experience, and not just for
herself.

MILE has had a huge impact on our community because I came home with higher self-
esteem and a strong determination to be involved in the language revival process. I !n-
ished MILE wanting to change the world, policies and the attitudes of some people.
While I haven’t changed the world I have certainly changed a few policies and attitudes
locally!

Melissa asserted increased recognition for herself as an outcome of completing
the course, as well as gaining a better perception of the !eld, I feel that I can
speak on a more con!dent level with my peers in the language revival world.
I also feel that now I have a greater understanding of the unfortunate politics
behind language revival.
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Kym saw the degree as an opportunity to move into working with a number of
languages, and felt it gave her the con!dence to apply for senior positions.

Getting this quali!cation meant I would have senior teacher status. If I knew the
mechanics of our languages it would help with the consultancy work that I hoped to take
on later, and people would respect what I had to say about Aboriginal languages and
Aboriginal education.

Completing MILE has also given me the opportunity to work in a university as a teacher
educator, mentoring other teachers. These days I am called upon to give lectures on
Aboriginal education, and to give pre-service teachers an overview on Aboriginal lan-
guages and Aboriginal English.

But, the presentation of my research in an international setting has de!nitely been the
highlight of my career!

Michael felt the course, … changed my whole outlook on teaching, it gave me
the opportunity to explore other teaching techniques and use them in the
classroom.

Similarly, Kym felt MILE, … unlocked how to teach language to others.

I have gained so much by doing the program and have developed greater con!dence in
my language teaching abilities. I already knew the content of my language but the pro-
gram elevated my understanding of the ways that second languages can be taught.

Natalie found her teaching practice changed dramatically, because she realised
that, … teaching language and culture is the key to engaging disengaged
Indigenous students. They gain a real sense of belonging and a want to learn more.

We saw a dramatic decrease in suspensions and less behaviour issues when language and cul-
ture were taught. When we looked at the data and interviewed the students about why they
thought their behaviour had changed they were shocked at !rst, then smiled and shrugged
their shoulders stating they were proud to learn about their culture and their language.

All repeatedly referred to the impact of the linguistics knowledge they have
acquired on their teaching. Kym went from not being able to answer ‘the why ques-
tions’ with more than, ‘That’s just the way we do it’, to being able to develop a far
more sophisticated understanding of her own language and having the conceptual
tools to explain it to a range of learners in her community, from children to adults.
I loved learning about the linguistics! It helped to break down the barrier that was
stopping me from fully understanding what was happening in my language.

Michael also saw many ancillary bene!ts from completing the course.

It gave me high standing in my community to work with our languages. People looked
for advice from me about the language. It also allowed me to talk to linguists and under-
stand what they were saying about languages. And it gave me the experience to present at
workshops around Australia.

Natalie identi!ed unforeseen positive outcomes "owing from her participation
in the course, like increasing interest in and knowledge of language and culture in
her community, and improved outcomes for her students. She felt that her under-
taking the degree has provided a stimulus to her community, and proven that
something positive can be done. Others might say she became a role model.
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While studying I took lots of opportunities to speak with elders and ask them about the
local language. At !rst no-one wanted to talk because they too were embarrassed about
not being able to answer questions about our culture and heritage. I could still sense the
hurt and pain. After I began to teach the language to a few students they actually wanted
to be a part of what was happening.

MILE has done so much for me, my community, and the future generations of our town-
ship. The elders can see that our kids are learning so much and are becoming more
respectful of and sensitive to our culture, heritage and language. Without MILE my com-
munity would not be heading in the direction it is now.

Working in a large research library, Melissa was hoping to disseminate
Australian language material that had recently been discovered in the collections.

MILE gave me a greater understanding of how manuscripts could be used in language
revival. Not happy with just sharing material I wanted to make it more accessible to
Aboriginal communities for language revival purposes by creating an educational website.
My MILE quali!cations were integral to me being able to develop that into a program
that was effectively aligned to identi!ed language education outcomes.

Asked about the de!ning character of the program, Michael said,

It is giving Aboriginal people the skills to work with and understand how they can help
revitalise their languages. People from many language groups have done the MILE course
and are now directly using their skills to work on their languages.

Natalie wanted every teacher, Indigenous and non-Indigenous to be part of
MILE so they can all gain a better understanding of culture and heritage through
language. We don’t need to learn just about colonisation, assimilation, etc., we
need to embed language in our schools and through it learn about our culture
and heritage.

The staff were the best feature of the program for Kym.

They actually understand the way that language is the main component of our culture.
Without this understanding it would be hard to develop respect between staff and student.
The fact that all of the staff have been working in Aboriginal communities for such a long
time means they have the right depth of experience to back up what they are teaching.
Anyone can teach but if the teachers don’t have rapport with their students they may
never learn.

But she also had some praise for program graduates.

MILE graduates tend to become mentors in the languages and cultures that they are work-
ing with themselves. They often guide other speakers and train them how to teach their
languages as well. They are often called on to showcase language and cultural practices.

For Natalie, becoming part of a community of learners and professional lan-
guages educators was a critical outcome.

Learning from each other and building a bond between each other to bounce ideas and
make re"ections was one of the best features of the program. MILE empowers Indigenous
people to work collaboratively to achieve better outcomes for our communities. It pro-
vides opportunities for likeminded souls to work together to learn in depth about our
language and in turn we learn more about other Indigenous languages and cultures.
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On a practical note, Melissa identi!ed some more structural advantages to the
program design.

It was short, sharp and sweet, which for me was fantastic because it kept my interest.
Block release was another winner for me. I’ve studied using that style before and it just
suits the way I learn. And the lecturers were inspirational.

She also felt that, Australian language revival at the point now where we really
need fully trained educators, and this is where MILE is extremely important.

Interestingly, not one of the respondents identi!ed a negative outcome from
having completed the degree!

There was ultimately also some signi!cant success in respect of accreditation
for the Master’s. Faced with an operating degree from which its staff were gradu-
ating and seeking recognition, in 2007 the NSW DET reluctantly advised:

The NSW Department of Education & Training acknowledges the availability of the
Master of Indigenous Languages Education offered at the University of Sydney and
accepts this program as providing appropriate training for quali!ed Aboriginal teachers
seeking additional approval to teach an Aboriginal language. Aboriginal teachers complet-
ing the Master of Indigenous Languages Education up to the end of 2010 will be eligible
for approval to teach Aboriginal languages. In 2009 the Department will reconsider the
Master of Indigenous Languages Education and any other available Aboriginal languages
programs in terms of the requirements for Aboriginal languages teachers after 2010 (per-
sonal communication, 2007).

When, in 2010, the matter was revisited and it was discovered that the degree
structure remained unchanged, the dated riders were deleted, and Master’s gradu-
ates are eligible for appointment to designated languages teacher positions in
NSW government secondary schools to this day. A departmental cadetship scheme
was also implemented to pay the fees of candidate staff and provide coverage to
facilitate their absences from school.

Conclusion

Whilst the Indigenous Languages Education program at the University of Sydney
has produced just over 60 graduates in the decade of its operation, those graduates
have, for the most part, gone on to signi!cantly enrich the revival and teaching of
Australian languages across the country and in their communities, as well as earn-
ing themselves substantial, and well-deserved prestige and recognition.
Nevertheless, the provision of such a program with consistently low enrolments
and high costs remains a tenuous proposition, especially in a climate of growing
economic rationalism, and its future is unlikely to ever be certain.

Most Indigenous Australians currently engaged in reviving their languages in
classrooms, are doing so without teaching quali!cations. A concerted attempt to
further develop the language teaching skills of those folk by developing an initial
teacher education degree at Sydney with Australian languages as a method has yet
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to succeed, largely through the confounding issues of cost and government-driven
‘standards’. The current program thus remains the only degree-based one nation-
ally offering a bridge across that gap.
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Indigenous Languages Education at the University of Sydney, Post 2016 

The following table and graph summarise graduations from the Indigenous Languages 
Education (ILE) program at the University of Sydney to 2020. These figures are drawn from 
the University’s planning office and, where there is variation from the figures reported in 
Hobson, et al. (2018), it is assumed to reflect the years in which students elected to formally 
graduate from the University, rather than those in which program staff recorded them 
qualifying to do so. 

Year ‘07 ‘08 ‘09 ‘10 ‘11 ‘12 ‘13 ‘14 ‘15 ‘16 ‘17 ‘18 ‘19 ‘20 ‘21 Total 
Graduations 10 5 9 4 9 10 7 6 0 7 4 7 3 6 4 91 

This gives a graduation rate across the 14 years in which the program has been offered ranging 
between three and ten, averaging seven. In the years since Hobson, et al. (2018) was authored 
(2016-21), a total of 31 graduates have been added to the total at a slightly lower average rate 
of 5.2 per annum. Overall the pattern indicates that the numerically best years for the program 
remain towards its beginning, while a stable range of 3-7 graduations has characterised recent 
ones. 

Although no formal figures are presented here it would be reasonable, based on staff 
experience, to identify an attrition rate of around 50% between the number of initial offers 
made and graduations across each intake. Because the entry conditions for the program are 
quite clear and fixed (a teaching degree, one year of classroom teaching experience, and 
Indigenous identity) it is rare that applications are unsuccessful. Across the sequence of 
accepting offers, enrolling, attending the first block, completing Semester 1, and completing 
Semester 2, however, there is normally steady incremental loss, although possibly not 
markedly different to comparable mainstream graduate programs. 1 

Of course, the numbers of applicants, hence graduates, is a function of issues particular to the 
field. The size of the Indigenous Australian population remains relatively small. The subset of 
those people who are trained and experienced classroom teachers is smaller still. And the 

1 It is also not remarkable for students to complete Semester 1, pause their candidature and return to complete in 
a later year. 
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Indigenous Languages Education at the University of Sydney, Post 2016 2 

fraction of those with the ambition to add teaching Aboriginal languages to their methods is 
smaller again. As a consequence, a program such as this is unlikely to ever have a high annual 
intake, even if it is national in scope. And this, in the prevailing economic rationalist model of 
higher education, constitutes a critical weakness –no ILE program will meet its costs in the 
foreseeable future, so long as it remains an enclave program with such a narrow focus. Over 
recent years this has led to substantial internal pressure being put on the program. 

During the life of the Koori Centre the issue of cost recovery was not viewed as critical, despite 
(or because) the Centre was already offering an undergraduate, block-release Bachelor of 
Education that ran at a loss, and for similar reasons. The semi-autonomous, Indigenous-led 
Koori Centre operated under an ethos that was unashamedly focussed on equity, with a clear 
assumption that such targetted programs could not reasonably be expected to pay their own 
way and, instead, needed to be offset against income from staff teaching in others (principally 
Indigenous education and Indigenous studies in mainstream degrees) or by direct subsidy from 
the central administration. Otherwise, they would just be mainstream programs themselves, 
which struggle to obtain significant Indigenous participation. 

Since the closure of the Koori Centre in 2013, and the transfer of the ILE program to the then 
Faculty of Education and Social Work, however, there has been a marked change. Staff are 
often reminded that the program is ‘unsustainable’ in its current form, and urged to find ways 
to make it pay its way. There has been encouragement to ‘rest’ the program every second year 
in the hope that demand would build and program staff have been explicitly alerted to, “how 
much it’s costing the Faulty”. Shifting from block mode to semesterised delivery has been 
repeatedly canvassed, as has opening the course up to non-Indigenous applicants. While 
mainstream programs at this level are offered annually without question,2 ILE staff operate 
under an implicit requirement that offering the degree must be reviewed and authorised each 
year, with consequent revisitation of these issues. Notwithstanding, School, Faculty and 
University management still refer to the ILE program as ‘the jewel in the crown’ of Indigenous 
education at Sydney, reflecting a level of institutional doublethink that has become quite 
debilitating for program staff. 

John Hobson 

2 And the wider University offers several degrees that operate at a loss, but are blessed as ‘flagship’ offerings. 
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Nyirrpi School
Bilingual Education and Indigenous Languages and 
Cultures Team

Department of EDUCATION

Jinta Jarrimi - Nyirrpi
Term 3 2021

Workshop report

Next Jinta Jarrimi is in week 6, term 4 at LAJAMANU.

On 16-18 November
Hope you can make it!



Jinta Jarrimi Nyirrpingka
We had a great Jinta Jarrimi workshop at Nyirrpi in term 3. We had a lovely welcome to the 
workshop from FM and Principal Ken. The theme for term 4 is a really good one, all about Kuuku, 
Kinki, Jaarnpa, the monsters! There was some brainstorming about the theme with teams writing 
about this in Warlpiri and English. Yapa-patu – please check the Warlpiri in this report to make 
sure the words and spelling are right. Sorry if there are mistakes.

We had a wonderful visit to Jukuljarra, the jukurrpa place for the two women who are part of the 
story about Kinki, who lives at Karrku. Thanks so much to FM and the owners of this country for 
hosting us there. 

We read quite a few books about the theme and planned for how to use them in teaching reading. 
It was great to see new editions of old books and some new books from the BRDU - thanks to 
Wendy, Ormay, Loren and everyone involved in producing these books.

It was great to see the return of reading night. It was a huge success, with lots of reading to be 
seen everywhere you looked. Great singing from Wendy and the kids too! Also wonderful to have 
Hilda, Shannon and Naomi from World Vision come along as part of the Unlock Literacy project. 
It’s great to see this work happening in the community, supporting young and old to connect with 
literacy in fun and creative ways. Thankyou to Shannon Holder for sharing photos from the 
workshop.It was also good to hear from Sally Axten and Andy Ross who came from town to talk to 
community about setting up a LeAD committee. This is a way for the community to have a voice at 
the school so follow up with Ken about that.

Nyirrpi school did a top job of organising the workshop. It was wonderful to meet with Ken and the 
other staff at the school. A special thanks to Courtney who pulled a lot of the workshop together 
and everyone who cooked for us! The food was yum.

Thanks also to Batchelor Institute for hosting us at the Nyirrpi learning centre, always a great place 
to work. I think we all agree it was a great workshop. Read the report for more!



Workshop program and attendance
Tuesday, 24th August Wednesday, 25th August Thursday, 26th August 

8:30 – 10:30 Welcome 

SHARING

Feedback and discussion

Warlpiri Theme Cycle planning: Kuku, 
Kinki and Jaarnpa.

Use new planning documents to create 
planners for upcoming theme. 

Reading analysis and planning

Nyirripi School to share phonics test for 
senior students. Analysis and planning 
for what occurs after the test.

11:00 –
12:50pm 

SHARING - Feedback and discussion

Strong Aboriginal Language Program 
Information Session
Marg Carew

11:00-12:00

Warlpiri Theme Cycle planning: Kuku, 
Kinki and Jaarnpa.

Singing with Wendy

Group reading – writing comprehension 
questions

1:45pm –
3:30pm 

BUSH TRIP- to Jukuljarra - FM to share 
story of Jukuljarra and Karrku.

Discussion about how bushtrips can be 
used in the Kuku, Kinki, Jaarnpa theme. 

Reading analysis and planning

Marg Carew

Preparing for the Reading 
Afternoon/Night

RETURN HOME

Nyirrpi _Verona Jurrah, Valerie Marshall, Courtney Lynch, Antonia Wilson, FM (Fiona Gibson),  Urich Wilson, Jeresha Morris, 
Susan Ryder
Yuendumu - Nancy Collins, Diana Edgar, Cynthia Wheeler, Wendy Baarda, Guillaume Puig, Ormay Gallagher
Willowra – Carol Napaljarri Kitson, Roseanne Walker, Mandy Doust
Department of Education – Marg Carew
World Vision – Unlock Literacy project – Shannon Holder, Naomi Van Boxtel



Sharing from Nyirrpi School
• Antonia, Urich, FM and Courtney talked about how Marlu class (seniors) work with their literacy packs every morning – in Warlpiri 

and English. This means students are reading Warlpiri everyday.
• These packs are different for each student, depending on where they are at. They differentiate the learning.
• Teachers use assessment data to make the literacy pack and to inform teaching
• Words in the literacy pack are linked to the theme cycle
• Teachers do the literacy assessment using sound cards, word cards and a book, tailored for each student.
• Nyirrpi school are building consistency across the school, using the Warlpiri phonics scope and sequence and levelled readers
• The assessments and levels for each student are divided into colours. This makes it easy for the teachers to see where each 

student is at.
• Other activities – learning a lot of theme words through playing bingo
• The senior class are enjoying their work skills program through the Arts Centre – learning about lots of different Jukurrpa.
• Cooking with Batchelor Institute. 
• The op shop has opened too, with Antonia in charge
• In Yunkaranyi class  (Juniors) – Valerie and Christine have been team teaching with Tracey. In term 1 there was no language in the 

classroom, in term 2, Wendy came and taught one day a week. In Term 3 there has been Warlpiri phonics most days, with a white
board full of language. Tracey has been learning some Warlpiri words to help guide the students with their letter formation –
kaninjarra (downwards), and kangkarlarra (upwards).

• In Yinarlingi class (Primary) VJ and Clare took the students on a watiya walk, ticking off plants they saw. They collected samples 
for class, made claybake models and did oral presentations about their learning. 

• In Yinarlingi they are starting to use the literacy packs and daily phonics, like in the senior class.



Sharing from Nyirrpi School
• Ken talked about the vision and values at Nyirrpi school. This has had a lot of input from Yapa staff and is drafted in Warlpiri and 

in English.



Willowra Senior Girls

• Carol, Roseanne and Mandy shared about the bush trip with the senior girls. 
• The class made a video about different trees that they saw. The Yapa staff 

supported the girls to speak in the video, modelling for the shy ones.
• Other activities included a class mural with leaves and keywords, making a 

bough shade and class writing.
• These samples of work are from the senior girls who did writing in Warlpiri 

in class after the bush trip. Some of the girls hadn’t been on the bush trip 
but still had a go.

• They also did recounts in English.



Yuendumu sharing
• Yuendumu staff showed a video – a 

sample of a student reading an unseen 
book. This was a year 8 student reading 
a level 3 reader. 

• The student did not have many sight 
words. We could tell this because they 
were sounding out most of the words. If 
students have more sight words and can 
recognize ‘chunks’ in words this will help 
them to be more fluent readers.

• NC and Guillaume showed photos and 
videos of the work that students are 
doing on jurnarrpa. For example, making 
cardboard cutout models of jurnarrpa.



Jukuljarra country visit
We all went to Jukuljarra. This is a Jukurrpa place where two ladies 
ended up. We saw them resting in the rocks at Jukuljarra. They are 
an important part of the Kinki story.

It was good to think about how ‘monsters’ and other spirit beings 
are connected to country through big stories. Kinki lives at Karrku, 
but Jukuljarra is part of his story because of these two women and 
what they did.

On this trip Shannon and Naomi talked about how the Unlock 
Literacy project are making books with kids and families when they 
are on bush trips. Books go on every bush trip. A book made on a 
bush trip becomes a part of the next trip to that place as well.



Warlpiri reading

In the last workshop we talked about 
Scarborough’s rope. Children need to learn many 
different skills for reading. The different skills are 
woven together like a rope. There are two main 
groups of skills:

Language Comprehension and Word Recognition.

In this workshop we did some activities 
that support teaching Language 
comprehension. These were – group 
reading, identifying key words and 
asking questions for different books for 
the Kuuku – Kinki – Jaarnpa theme.

We also did some activities that help to 
teach Word Recognition. These were –
Warlpiri phonics and looking at the 
endings on words in a few different 
Warlpiri books.



Warlpiri reading The BRDU has made some new books this term for the 
Watiya and Kuuku themes.

We read through each of the books as a group and did 
some different activities to support Language 
Comprehension and Word Recognition.

Activities:

• Teaching activities for different phases of learning
• Writing comprehension questions for a book
• Highlighting easy and difficult words in a book
• Highlighting the key words in the book
• Language games to do with key words
• Highlighting endings on words, making a list of endings 

that are in each story
• Building key words and endings into literacy packs



Unlock Literacy Project
• FM, Shannon, Hilda and Naomi presented about the Unlock 

Literacy Project. This project is a partnership between World 
Vision, WYDAC and Warlpiri communities – Nyirrpi, Lajamanu 
and Willowra.

• The project supports literacy through youth programs in town 
and also bush trips. They are making a literacy activities book 
for the Rec Hall with lots of literacy games to play.

• They have been making books using Canva, which is an online 
design tool.  

• At Willowra they made a board book pasting the story and 
pictures into a blank board book.

• The Unlock Literacy team go out with cameras and make their 
own content for books. 

• They showed a newsletter which showed all the great 
activities they have been doing – games, bush trips, doing 
artwork, making books. Literacy is a part of all these activities.

• Unlock Literacy launched a new book made at Nyirrpi at the 
Jinta Jarrimi reading night.



Endings on Warlpiri words

Warlpiri words have endings that give extra meaning to words. Here are some examples of Warlpiri words with 
endings (endings are in blue): 
yapa-patu | yatijarra-wardingki | watiya-jangka | ngaju-nyangu | karnta-kurlangu

We show long endings with a hyphen but when the ending is short we don’t, like in these words: ngapaku (ngapa+ku) | 
yani (ya+ni) | yanu (ya+nu) | ngurrangka (ngurra+ngka) | malikirli (maliki+rli)

Warlpiri words can have more than one ending: yanurna (ya+nu+rna) | yapa-kurlangurlu (yapa-kurlangu+rlu)

Warlpiri books are grouped into different levels. Lower level books are easier for students to read. Why are they 
easier? They have short words and short sentences. They only have a few endings. Higher level books are harder to 
read. Why are they harder? They have words that students don’t know, and longer sentences. Higher level books 
have longer words, and there are more endings on the words. These endings carry a lot of meaning in the story.

If we teach different endings to students they will start to see them in words over and over again. They will become 
easier to read as part of a word - a bit like a sight word. This means they won’t need to read endings sound by sound 
every time they see them in a story. This will help them to become better readers.



Endings on Warlpiri words
In groups, we read 3 readers at different levels.
Each group highlighted the endings on words.
We wrote these endings up on the board
We talked about what they mean and what they do in a sentence 

• The level 2 reader had a few endings.
• The level 3 reader had some of the same plus more endings. 
• The level 5 reader had a lot of words with more than one ending.

We saw that the endings are part of what the structure of sentences. Some 
endings are there in every text. Where there are a lot of endings, it makes a book 
more interesting and meaningful. It makes the language more complex and more 
like the strong Warlpiri spoken by old people.

It is important to teach endings to students, as well as sounds and words. They 
will learn to recognize endings by sight. 

The new Warlpiri dictionary will be 
published soon. It has a list of all the 
endings with their meanings and how 
they are used. This will be a good 
resource for teaching. Mary Laughren 
has sent a copy of this list, so contact 
Mary or Margaret if you would like a 
copy.



Endings on Warlpiri words

-purda
-mayi
-jarlu
-lku
-nyayirni
-npa
-jangka
-ngki
-rlu / -rli
-rna
-wangu
-ju
-rra
-jarra
-rla

Some of the same, 
as well as…

-rla / -ngka
-kurra / -kirri
-pardu
-warnu
-kari
-ku
-jangka+ju
-jangka_rlu
-jana
-rni
-lpa

Some of the same, 
as well as…

-wiyi
-lki (same as –lku)
-nyarra
-njarnu
-pala
-palangu
-wana
-juku
-nyangu
-waja
-kila / -kula

Here are the endings we noticed in these three 
books. Some of them were easy to notice 
because they are written with a hyphen. For 
example: jirrama-jangka. Short endings are not so 
easy to notice because they are written without 
a hyphen, for example: wirliyaju (wirliya-ju). Some 
words have more than one ending. One ending 
might have a hyphen, another one might not, for 
example: wiri-jarlurlu (wiri-jarlu-rlu).

For every book you read with students, look at 
the most common endings and teach them along 
with the key words from the book. Talk about 
what the endings mean and how they change or 
add to the meaning of a word.

For example, -wangu means ‘without’, and you 
can put it onto words to change their meaning. 
Like kulu-wangu (no trouble) kuyu-wangu (no 
meat)



Asking questions about a book

Nyiya…?
Nyiya-jangka…?
Nyiyalku…?
Nyiya-pala…?
Nyiya-manu…?
Ngana…?
Nganangku…?
-nyangurla…?
Ngana-wana…?
Ngana-wiyi…?
Nganalku…?
Nyarrpangku…?
Nyarrpa-kurra…?
Nyarrpa-jarrija…?
Nyarrpalku…?
Nyarrpa manu…?
Nyarrpararla…?
Nyarrpa wangkaja…?
Nyarrpalku wangkaja…?
…. mayi? …nya?

Some question starters

1. Ngana-wiyi nyinaja watiyarla?
2. Nganalku yanu nyampuju?
3. Nyiya-jangka ka kuurrkuurrpa yakarra nyinaja?
4. Kuurrkuurrparlu nyangu nyiya-nyangu nyampuju?
5. Kuurrkuurrparlu nyarrpa-manu wayipi?
6. Nyiya ngurlu palanyanu kulu jarrija?
7. Nyarrpa jarrijalku kuurrkuurrpaju?
8. Kuurrkurrpa kuja yanurnu pina? Nyiya-nyangu?

1. Nyiya-pala nyangu wirriya-jarraju?
2. Nyiya-manu rdaka wiringki?
3. Nyiya-pala nyangu walyangka?
4. Nyarrpa-manu wirliya wirriya-jarrarlu?
5. Nyarrpa-kurra palu puranja yanu?
6. Nyiya-pala palka-manu? Pangkarlangu mayi?

Asking questions about a book helps students with Language Comprehension. 
We worked in groups to think of questions to ask students about some of the 
books we read together.



Teaching from a book

T-2
Singing
Read the story as a group
Talk about the story
Flashcards with keywords 
– marlu, jurlpu, jukurrpa
Phonics
Cut pictures out and put 
them in order
role play
bingo game
Make a word wall
Handwriting practice with 
book words
words with missing sounds
Play duck duck goose with 
sounds and words
Draw own pictures

3-6
Singing
One on one reading
Group reading 
Whole class story writing and recording
Read more than once, chances to think 
and ask questions
Explore back ground knowledge
Q&A – what made them go the wrong 
way?
Talk about the feelings that they have
Talk about wind as a warning sign
painting pictures
make puppets
timeline with sentences
Bingo game – harder, students choose 
words to fill in their own bingo game
Word search
Sentences with missing words
List of verbs and nouns
Writing own version of the story with 
beginning middle and end

Everyone read this book and we brainstormed how to teach it.

Secondary
Students have their own copy of the 
book
Reading one on one, group reading
Reading to younger kids
Writing own story and recording
Talk about the lessons and the 
messages in the story
Cloze activity, missing words
Explain, discuss jukurrpa
explore more background knowledge
More vocabulary from the book
Oral presentation
video, so students can show their 
learning.



Reading night and Unlock Literacy Book launch



Warlpiri phonics
The Nyirrpi team and NC shared the Warlpiri 
phonics assessments that are part of the literacy 
pack teaching program for the Senior students.

• Can be used across the whole school
• There are a set of rules for teachers to use
• There are different levels and each level has a 

colour. If a student is getting most of red 
level wrong then we need to teach the red 
level sounds. 

• If a student gets most of red right but most of 
green wrong then we add the incorrect red 
ones to their literacy packs and teach green 
level.

• On the assessment sheet, highlighting what 
students get right means it’s easy to see if 
they improve between tests.

• The phonics resources are attached at the 
end of this report as PDFs. Courtney has sent 
out the word versions, which you can change 
if you need to.

• Everyone had a practice using the phonics 
assessment. It was easy to use.



Singing and song writing

Wajampa-wangu ‘Don’t be sad’
A D         A
Kurdu ka wajampa yulami, wiyarrpa
D E         A
Yayi-nyanu nyangu kulungka
A D
Ngati-nyanu wangkaja kurduku
D A           E       A
Wajampa-wangu nyinaya
D A
Yayi kapu ngurrju-jarrinjarla
E            A
yanirni pina.

Kurdu ka mimayi nyinamirra
Ngati-nyanurlu yungurla kurdukariki
Ngati-nyanurla wangkaja kurduku
Mimayi-wangu nyinaya
Ngaka kapurnangku yinyi nyuntukulku.



Kuuku Theme Planning
Lirrangka ka kanjani watiya.
Jarnpangku kalu-jana Yurdulpajini manu kalu-jana
wangkaru-mani, yilpinji kalu-jana yurnparni, manu
kalu-jana wirriji kajirni Pinkirrpa, Jingi, Jinjirla, 
waninja-warnu.
What do students need to learn?

Need to know what types of kuku, where they live 
Nyarrpararla ka jaarnpangku nyinami?

What they eat, what they look like. They wear a skirt made from 
string leaves, emu feathers
Different monsters for night and day

People talk to them – wirntaru wangkami ngurrararla
How to talk to them and who can talk to them
Signs, signals – goosebumps, ngarrarda, feelings and watching, 
Dangers, communication
Listening to birds – paku-paku, tiyi-tiyi, kuurrkuurrpa, nyirawu, 
jintirr-jintirrpa

Watiya ka rdilyki-pinyi kuja ja yanirni.
Warlpa ka wangkami kilji.
pakupaku ka wangkami yarli-nyarly parnka-karra.



Lots of brainstorming! Courtney 
has sent copies of all these out to 
schools and lots of the ideas are 
written up in this report.



Kuuku theme planning
Years T-2
Kuuku – wirnpirlimi ka, kuku-kujaku, lani-mani ka kurdu - nguru ka yunparni –
yarrawarnu-parnka – maju-mani ka ngalpa ngarrurda-jarri karlipa

Kinki – yapa-ngarnu

Jaarnpa – yarrkayi-jarri ka – pinyi ka yapa kuja pungu yapa-kari – yapa ka 
yunparni

Mirlalpa – yapa wurra-manja-warnu – yapa marlpa mardarni kalu manu nguru
warlaljaku – wirntaru wangkaya yunparni

Warnayarra – juju – warnarri kanunju mani mangkurdurla – warlpa wiri ka yilyami
rdilyki-pinyi ka winmil-wati – ngapa wiringka pirli wiringka wirnpa panti-nyanyi
kalu nyiya-kanti-kanti

Pangkarlangu – wiri-jarlu pinyi kalu yapa pirli ngawurrpa

Years 3-6
Juju wati mamu, kulu-parnta – kinyirr-parnka karlipa warungka-manu ka yapa yukanjarla
mingalpinji – muluwurru-wardingki – kala ka yapa kanunju kanyi muluwurrurla
Same as T-2 – wirnpirlirri - warlpa

Years 7-10
munga-munga – jurnta kanyi kalu jana yapa milpa-jitimi kalujana tarnnga
Kuuku – yankirri pirnkirrpa wirliya
Jarnpa – maparni ka nyanu – kutu-kari kalu jangkardi yanirni yapaku
Manparrpa – pirlirrpa-manu yapa-jangka
jintirr-jintirrpa – wurna, kurdiji, jilkaja
paku-paku – warnkiri mani kajana yapa jarnpa kujaku purlami ka pakpak parlarla yapa jana pakaka.
Nyirawu, kurrkurrpa



Kuuku – Kinki – Jaarnpa theme words

kuuku
pangkurlangu
munga-munga
jaarnpa
warnayarra
kinki
juju
milarlpa
mingalpinji
jurlpu
pakupaku
tiyi-tiyi
manparrpa
kurrkurrpa
jintirr-jintirrpa
nyirawu
warlpa
jurdu
wirnpa

kurrkurrpa

nyirawupakupaku

jintirr-jintirrpa

yarrkayi
ngangkayi
wirntaru
jarrara
jarrara mani
pilirrpa
ngarrurda
warungka
pinkirrpa
muluwurru

tiyi-tiyi



Strong Aboriginal Language Teachers
The Bilingual Education and Indigenous Languages and Culture 
Team in the Department of Education is piloting the Strong 
Aboriginal Language Teachers program in NT (SALT). 

The SALT program supports Aboriginal educators in NT schools to 
build their skills and confidence to teach their language in school 
and community. 

The trainer/assessors work with a school to support professional 
learning for a group of educators. In most cases these educators are 
assistant teachers who speak their own language. They have had 
little or no formal training in teaching their language in school. Some 
staff may have had training in the past and want to update their 
skills.

We are offering this program to Warlpiri schools and Yapa
educators who want to make a start on teaching Warlpiri in school.

For more information, talk to Margaret Carew or Ailsa Purdon.

bilingual-ed.doe@education.nt.gov.au
margaret.carew@education.nt.gov.au

mailto:bilingual-ed.doe@education.nt.gov.au
mailto:margaret.carew@education.nt.gov.au


Warlpiri resources

• Kirrkirr is a digital Warlpiri dictionary.
• It is a great resource for looking up words in 

Warlpiri and is full of cultural information as 
well.

• It has been compiled by Mary Laughren.
• Some of the teachers at Jinta Jarrimi had not 

seen Kirrkirr before so Marg copied it onto 
their computers.

• If you don’t have a copy, check in with Marg 
or Mary. 

KIRRKIRR

LIVING ARCHIVE OF ABORIGINAL 
LANGUAGES

Cathy Bow at Charles Darwin University is still adding new 
Warlpiri books to the Living Archive. There are now about 650 
Warlpiri books on there! Loren and Wendy have sent the new 
theme books through so they will be on there soon.

Check it out - https://livingarchive.cdu.edu.au/

https://livingarchive.cdu.edu.au/


NT ILC Curriculum

The NT Indigenous Languages and Culture Curriculum 
Resources are on eLearn.

For more information and support for your curriculum 
planning, contact: 

Margaret Carew, ILC Consultant, Department of 
Education
margaret.carew@education.nt.gov.au

Or via bilingual-ed.doe@education.nt.gov.au
https://elearn.ntschools.net/b
uilding-educator-
capability/curriculum/nt-
indigenous-languages-and-
cultures-curriculum

https://elearn.ntschools.net/

mailto:margaret.carew@education.nt.gov.au
mailto:bilingual-ed.doe@education.nt.gov.au
https://elearn.ntschools.net/building-educator-capability/curriculum/nt-indigenous-languages-and-cultures-curriculum
https://elearn.ntschools.net/


Workshop feedback

There were 13 completed responses. 

0

5

10

15

High Medium/High Neutral Medium/Low Low

Nyirrpi Jinta Jarrimi Term 3 Feedback 
responses

Planned for theme Practiced Warlpiri reading

Practiced Warlpiri writing Learned more about Warlpiri phonics

Learned more about analysing texts

What are two things you learned 
from the workshop?

• Good ways to deliver Warlpiri lessons to students; 
Warlpiri phonics; producing vowels in Warlpiri

• I learnt from the teachers ideas; I learnt through sharing
• About the theme; Warlpiri syllables
• Karrku story – Nampijinparlu yirri-puraja Jukaljarra-

parduna.
• Willowra sharing – kids’s writing – copy from book first
• Learnt more about Kuuku-pinki.
• Found it interesting about Warlpiri endings
• It was really good that we learned new ideas for ending 

words and about kuku themes.
• I like to learn about Warlpiri; I like doing writing.
• I learned about the progression of how to teach kids 

Warlpiri sounds; I learned a lot more about kuku, kinki and 
jaarnpa.

• Reading assessment more info re: reading Warlpiri
• Endings, planning for Warlpiri lesson, more theme words, 

sharing activities from each community
• I have learned about analysing texts, this was very good 

because it was new for me. I like it about reading books in 
groups and writing the question and answers. This gave 
me good ideas that I can use in the classroom.

• Reading the books; analysing texts; working together

• It was good with the other educators and ATs working together and 
sharing ideas for the next Jinta Jarrimi workshop. I learned good 
ideas about all the things we talked about in this workshop, mainly 
about reading – different names that we can use through theme 
cycle workshop.



Workshop feedback

• I really enjoyed sharing with other Warlpiri groups/communities, 
would like to do more of that.

• More content delivery brainstorming.
• Reading books; more learning
• More singing; more story telling
• Planning for next theme – Warlalja. Reading story and talking 

about meanings, teaching ideas (like for Jinji-warnu).
• Phonics – more closed syllables
• New song; bush trip; could see videos at night
• More learning about endings; more about reading/writing
• In next workshop we would like to learn more different or new 

things, and we like to see more new teachers.
• Keep on doing this - what we did in this workshop. Writing, 

reading etc.
• Maybe look at true story book, read them and look at hard words 

that kids don’t know.
• Maybe bring new people who are working at school, so they can 

learn too.
• I like going on bush trips and doing Warlpiri teaching.
• Sharing activities from all the communities was really good; learn 

more about supporting kids with their reading progress in 
Warlpiri.

What are two things you would like to do in 
the next Jinta Jarrimi workshop?

Do you have any other comments?

• Great food! X2
• Food was good; well organised
• More yapa teacher to come and attend the 

workshop.
• Food was good and workshops was really good 

because we learned from other teachers.
• The food was good, well prepared, on time.
• Thankyou for a really great Jinta Jarrimi.
• Great support to assist with planning and support 

Warlpiri teachers
• Food was nice -
• Food was good, working together as family.

• Attend - 2 not much different than Kinki workshop
• More planning; Warlpiri lesson; Sharing activities to get 

more ideas
• I would like to see more Nyirrpi ATs to attend the 

Warlpiri workshop and new staff – good that we had 
World Vision.

Thanks for coming everyone!
Big thanks to Courtney and the 
Nyirrpi team!



Thanks for coming everyone! 
See you next time in Lajamanu!
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Appendix 14b. 

Warlpiri Language and Culture in Schools – Country Visits and 

Elder Payments program and Bilingual Resource Development 

program 

Pp. 48–54 from Review, Assessment and Development of Future Options for the Walpiri Education 

and Training Trust (WETT) and its Programs (2017) 

  



Review, Assessment and Development of 
Future Options for the Warlpiri Education 
and Training Trust (WETT) and its Programs

Final report, May 2017

Report prepared by      
Ninti One Limited for WETT
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Warlpiri Language and Culture in Schools – Country Visits 
and Elder Payments program and Bilingual Resource 
Development program
Summary
Respondents in all four communities were unequivocal about the significance of Warlpiri 
language and teaching in the Warlpiri schools, which the school Country Visits and Elder 
Payments program and Bilingual Resource Development program seek to support. Indeed, 
Warlpiri language and cultural learning emerged as the most frequent theme in all survey 
interview comments. While schools have not always made use of the funds available for them, 
these programs have kept Warlpiri language and culture on the agenda, at times of profound 
opposition at the systemic and/or local principal level. 

In addition, funds are made available to support the Warlpiri Triangle and Jinta Jarrimi 
professional learning workshops, which operate through schools ($10,000 for the annual Warlpiri 
Triangle and $2,500 for the term-wise smaller meetings). The process for accessing the funds has 
at times been unclear to the NT DoE, and funds have remained unspent as a result. The process 
involves schools and/or the central office making payment for costs involved with the workshop 
(catering, charter flights, materials, consultants travel costs) and then claiming reimbursement 
from the CDU. To overcome the issue of changes to staff and a resultant loss of corporate 
knowledge at NT DoE, the CDU staff must maintain regular communication to ensure that the 
relevant NT DoE staff work with these arrangements. Finally, WETT purchased vehicles for use 
for language and culture activities and WETT-related business and has funded maintenance 
and repair of the vehicles.

Recommendation 11 proposes renaming the programs to Warlpiri Language and Culture 
in Schools to better demonstrate its commitment to Warlpiri language and culture and its 
contribution to schools. Strengthening this program is dependent on a stronger partnership with 
the NT DoE, as stated in Recommendation 3. In line with this, the review recommends two new 
resource development projects: alignment of the Warlpiri Theme Cycle (the longstanding Warlpiri 
curriculum document) to the revised Northern Territory Curriculum for languages, and informed 
by the Australian Curriculum Framework for Aboriginal and Torres Strait Islander Languages; and 
the development of e-resources in Warlpiri, for use in and outside schools (Recommendations 13 
and 25).
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Looking back
The programs have been operating since 2006 and represent a small financial commitment 
in comparison to other WETT-supported programs. However, supporting language and culture 
teaching and learning in schools through bilingual, bicultural and biliterate teaching and learning 
programs is clearly a central and enduring WETT policy (Minutjukur et al., 2014). 

The Country Visits and Elder Payments program is designed to reflect Warlpiri knowledge and 
pedagogy. Country visits are a central part of the teaching and learning in the Warlpiri Theme 
Cycle. It promotes intergenerational learning and applied and deeper cultural and ecological 
learning than is possible within classrooms. Country visits and the involvement of elders seek 
to break down barriers between schools and communities by bringing together community 
elders, families and non-local teaching staff in learning interactions. Under the program, schools 
currently have access to between $15,000 (two smaller schools) and $20,000 (two larger 
schools) each year. 

There has been a low level of uptake of these funds in recent years, with some schools not 
undertaking school country visits nor involving elders in the school program. Several factors 
may contribute to this. Since the introduction of the First Four Hours English policy in 2009 
(Department of Education and Training, 2008), there has been a further retreat from the 
Bilingual Education Program by the NT DoE then. Bush trips and country visits have been 
deemed less central to school programs. This top-down policy put pressure on principals, 
though local school policy and action can vary, which is both an opening and a source of 
vulnerability to the Country Visits and Elder Payments program. Recent policy, such as the 
publication of the ‘Keeping Indigenous Language and Culture Strong’ discussion paper (Northern 
Territory Department of Education, 2017) from the NT DoE is more supportive of language in 
schools, and this aligns with the strongest theme and aspiration that emerged from the WETT 
community and Advisory Committee consultations. On the ground, however, some principals 
and school staff are yet to be convinced of the worth of this program; this raises questions 
about who pays for what, who organises trips and where the money for resources and vehicles 
comes from. Another tension arises for school staff and bureaucrats who see country visits as 
eating into time that could otherwise be devoted to (English language) literacy and numeracy. 
The opportunities that flow out of the learning on country for meaningful ‘red dirt’ or two-way 
learning – potentially connecting in with rangers, environmental scientists and other specialists 
with expertise in supporting learning on-country activities – must be brought to the fore. As 
Yuendumu School is currently running a comprehensive Country Visits program, embedded in its 
curriculum, strong messages can be gleaned from this exemplar. 

A further vulnerability to the program is the fact that many of the qualified Warlpiri teachers 
have retired in recent years, in particular in Lajamanu, and with them have gone the leadership 
and advocacy they exercised. In some schools, such as Nyirrpi, there are times with very few 
Yapa staff. Thus, issues of program delivery intersect with issues such as secondary retention for 
a new cohort of teachers, workforce development and curriculum planning.

(previous page left) Lajamanu School Country Visit, 2010 (source Lajamanu school)  
(middle) Lajamanu School Country Visit, 2010 (source Lajamanu school)     
(right) Youth and Media Program, 2011 (source WYDAC)
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While monitoring reports (Kelly 2011; 2012; 2013; 2015) indicate positive responses to the 
program, as do Warlpiri education workshop reports (Jinta Jarrimi and Warlpiri Triangle 
reports), especially from Warlpiri educators and community members, there is relatively little 
documentation for this program for WETT. The documentation from schools would ideally 
show the link between the country visit with elders from, and back into, the school program 
based on the Warlpiri Theme Cycle. No additional evaluation or review of the program, its goals, 
effectiveness or potential has been undertaken. It was identified in the 2014 monitoring report as 
an area of focus (Kelly, 2015, p. 5), but data were not collected in time for the report (p. 14). 

Some schools have at times partnered with the CLC Rangers program and WYDAC for additional 
support for country visits (Kelly, 2011, p. 32 , with reference to Lajamanu; Roche & Ensor, 2014, 
p. 42 with reference to Willowra). With respect to the CLC Rangers, this sort of partnership is 
documented in Northern and Southern Tanami Indigenous Area Protection Agreements and 
offers an important opening for consolidating this program as a formal school learning area. The 
development of the online resource ‘Walyaku’ (Central Land Council, n.d.) provides a valuable 
classroom resource for this. Roche and Ensor (2014, p. 42) have raised concern that shifting 
responsibility and coordination of this learning to out-of-school programs in the has both 
risks and limitations, such as their becoming marginalised in school programs, but this can be 
addressed. Certainly, there is evidence in other locations of highly successful partnership and 
learning programs (Disbray, 2014; Fogarty, 2013; Webb et al., 2013). 

The NT DoE policy space for language and culture teaching and learning is somewhat unclear 
at present, as the Indigenous Education Review Strategy (Northern Territory Deparment of 
Education, 2015) does not recommend bilingual education. Yet in 2015, a manager of the 
Bilingual Education Program was appointed. In addition, several above-establishment positions 
have remained in the schools that had bilingual programs, throughout the various policy 
changes in recent decades. These include teacher-linguist positions at Willowra, Yuendumu and 
Lajamanu and the staff at the BRDU at Yuendumu. 

In the document A Share in the Future: Indigenous Education Strategy, 2015–2024, there 
was also no mention of support for language and culture programs, yet the associated 
Implementation Plan 2015–2017 (Northern Territory Government, 2015a; p. 1), has ‘develop 
and implement policy to guide the delivery of Aboriginal Languages and Culture programs 
in Northern Territory schools following national and NT policy’. Policy for Aboriginal language 
and culture programs is in development, and currently an NT customised version of the newly 
released Australian Curriculum Framework for Aboriginal and Torres Strait Islander Languages 
is underway (Purdon, 2016); a workshop will take place in June 2017. In April 2017, a discussion 
paper to provide a basis for policy language and culture teaching in schools was released 
(Northern Territory Department of Education, 2017), but there is no indication of when a policy 
will follow. Finally, the Alice Springs Languages Centre has developed and is developing 
and piloting Certificates II and III in Applied Language, currently with Arrernte students in 
Alice Springs and Alyawarre students at Alparra (S. Moore [Assistant Principal Alice Springs 
Languages Centre] 9. May 2017. Pers. comm). These courses may provide opportunity in the 
future for Warlpiri students to gain vocational education and training (VET) qualifications valid 
towards school completions.
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A draft Bilingual Education Policy has been circulated but its status remains unclear (K. 
McMahon [Manager Bilingual Education Programs, NT DoE] 1. Sept. 2016. Pers. comm). On the 
ground, schools such as Yirrkala and Shepherdson College have strengthened their bilingual 
programs in recent years, with a relaxation of the pressure imposed by the 2008 ‘First four 
hours English’ policy. Yuendumu School, under a proactive principal, has been consolidating 
its program since 2015; in 2017, the program is more comprehensive than it has been in 15 
years. However, the current level of human resourcing for the program may not be sustained 
in the longer term, as the school has two above-establishment senior roles, as opposed to one 
allocated to other schools. One is the allocated teacher-linguist position, the other the linguist 
position, previously dedicated to language and culture support for the Central Australian region.

Back when the models for education and training programs were being developed for WETT 
(Schwab, 2006), the Language and Culture program was not included in the original list of 
recommended programs. It warned that ‘government should not be encouraged to cost shift 
programs that it should provide’ (p. 14). This is an important consideration, in terms of both the 
cost shifting element and a realistic view of what different parties feel the government ‘should 
provide’. The program is not costly, has high community support and should be promoted to NT 
DoE as an illustration of WETT’s commitment and contribution to education in the region. 

Since 2007, WETT has contributed funds for the production and dissemination of books 
produced by the Bilingual Resource Development Unit (BRDU) at Yuendumu School (see Table 
6). 

Table 5. Funds provided for the Bilingual Resource Development Unit

Year 2007 2008 2009 2010 2011 2012 2013 2014 2015 2016

Amount 
($)

7,000 15,000

1,600*

15,000

1,600*

15,000

1,600*

15,000 15,000 15,000 16,000 10,000 10,000

* Provision of books to Yuendumu Childcare Centre and Mt Theo program

The total amount is $137,800, according to the five funding agreements cited. 

In the early years of this program (2007–2009), the funds supported the digitisation and 
reformatting of many of the original black and white line-drawn productions created in the 
1970s and 1980s. This rejuvenation work has slowed in recent years. However, the result is a 
digital collection of some 300 colourful, good production quality booklets. Having the collection 
digitally allows texts to be called up on computers and electronic whiteboards; in practice, 
however, this is limited by the lack of time dedicated to Warlpiri language teaching and learning 
and professional learning and support for Warlpiri educators to use technology in classrooms in 
most schools. No evaluation of this program has been undertaken, and it does not appear to be 
captured in monitoring reports. However, the BRDU has submitted reports for the program, with 
increasing detail and quality in 2016. 

The BRDU continues to create new books, resources and reprint copies for Yuendumu and the 
other schools. Each term, copies of the books pertinent to the theme scheduled in the Warlpiri 
Theme Cycle are reprinted and distributed at Jinta Jarrimi and Warlpiri Triangle workshops. In 
2016, the BRDU requested $2,000 per year in additional funding to broaden its scope to develop 
e-resources. This is a positive move, in line with community consultations. Future funding 



52 WETT Review

agreements should ensure that professional learning for use of e-resources for staff in all four 
communities is embedded in this work. A broader program of resource development, likely 
outside of the scope of the operations of the BRDU alone, is recommended     
(see Recommendation 25). 

Warlpiri Language and Culture in Schools consultation research and findings 
Teaching and learning Warlpiri language and culture in schools came through as a key priority 
in the community responses, across communities and in all age groups. Respondents rated the 
reasons they found this program important in similar proportions, across the four communities 
(see Figure 9). This program also attracted a high number of comments (61), with respondents 
keen to emphasise and reiterate the importance of cultural and intergenerational learning in 
school programs: 

When we take kids out bush they are learning as soon as we get there. They all find 
something and we teachers have to explain it to them: when, where, what. But we learn a 
lot from kids too when we are out; they teach us and [we] understand them. But we need to 
make sure we go with old people, learn a lot more from them, deeper. 

(Young educator from Yuendumu School) 

Learning from the old people, teaching, showing children rock art, water holes, bush food 
all important. Dance (ceremony). So young boys pass on knowledge as they grow older into 
men.

Dancing, little ones learn about things from elders, helps kids grow up telling stories.

Children learn jukurrpa.

Children learn about grandfather’s and father’s country. To learn jukurrpa, little boys and 
girls dance. 

(Survey interview responses from four Nyirrpi residents)

Willowra Bush Camp 2011 (source Willowra School)
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At Lajamanu, stronger support from the school and the potential for support from the CLC 
Rangers were raised. The support of schools, in particular school principals, was discussed as a 
major affordance or constraint affecting on-country visits and bush trips. This program is most 
effective when it is part of the broader school learning program. It has been a key and integrated 
component of the Warlpiri Theme Cycle. However, when there is no strong Warlpiri program, 
country visits, bush trips and the involvement of elders are unlikely to be a school priority, and 
there is little opportunity to maximise the learning that a one-off bush trip or country visit might 
provide. 

We should have country visits and bush trips as part of school. It’s really important. Yapa 
need to speak up to the Kardiya at school, they need to get more involved and work 
together more. It’s good to go camping on the weekend and at holidays, take old people 
to tell stories. We used to go out on Friday afternoons, take the different colour groups and 
show them their land, where the old people used to live out bush. Sometimes it makes 
them sad to think about how it was before. We all need to go and learn more about who the 
land belongs to so that it is straight.

School is not very good, not very responsive to the community and the community stay 
away. Yapa staff are not committed to their jobs there, there is no feeling of Two-Way, just 
one way. They don’t do country visits or bush trips. Was really strong before, we learned a 
lot. Even had purlapa and yawulyu in the school grounds, now nothing. Not really strong at 
all. Not strong for language and not much effort to bring elders in. They are just stepping 
over Yapa.

(Interview survey response from two Lajamanu residents) 

The individual school dynamics are varied. Yuendumu School currently has a supportive 
principal, a linguist and a teacher-linguist to support the Warlpiri program. It has a well-
resourced literacy production unit and is actively seeking to rebuild the bilingual program. 
Willowra, on the other hand, has an above-establishment teacher-linguist position assigned 
as it is recognised as operating a bilingual program, but this position is not used to support 
a bilingual program. The situation for Lajamanu is at times similar, and there is often little 
structured support for a Warlpiri program. In previous years, a productive relationship between 
the CLC Rangers and the school allowed a country visits program to take place in the secondary 
program, but the school leadership is no longer committed to this relationship. In recent years, 
there has been some collaboration with WYDAC and the CLC Rangers to support school country 
visits at Nyirrpi and Willowra, though this has been somewhat ad hoc. 

Nyirrpi school has no teacher-linguist role, and has never been assigned this above-
establishment position. It struggles to organise bush trips and country visits or deliver a 
sustained Warlpiri program. In the past, when a qualified Warlpiri teacher worked at the school, 
there was a stronger program. In 2016, Nyirrpi piggybacked on Yuendumu School’s country 
visits, evidence that collaboration between schools can be spread to support this program. The 
long-time principal at Nyirrpi school has shown commitment to Warlpiri learning and welcomes 
community involvement in the school but stresses the low level of resourcing for the school 
generally. 
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Discussion and recommendations
The effectiveness of the Country Visits and Elder Payments program has been restricted by 
the limited influence WETT has over schools. Recommendation 3 seeks to address this by 
establishing a stronger and more explicit partnership with NT DoE. With respect to current policy, 
there is scope to better embed this program within policy for languages. The Implementation 
Plan 2015–2017 seeks to ‘[e]ngage communities, families and students through all stages of 
learning to improve outcomes in student attendance, wellbeing and achievement, including a 
community engagement charter to set the expectations for the relationship between schools and 
the communities’ (Northern Territory Government, 2015a: 1). A Share in the Future: Indigenous 
Education Strategy, 2015–2024 has no mention of community engagement beyond issues 
associated with attendance; however, recent policy announcements by the NT Chief Minister 
emphasise both the importance of responsive government and Aboriginal language and culture 
(Gunner, 2017). 

As the BRDU is located at Yuendumu, which is well supported and staffed, it tends to service this 
school at a much higher level than the other schools. Evaluation of this WETT-funded program 
should ensure that there is equitable distribution of resources across the four schools. 

Two new project areas are proposed in this program area. These are the e-resources project 
and the curriculum development project for the Warlpiri Theme Cycle. The e-resources project 
should begin with identifying a partner. PAW Media would be most suited, and would be able to 
develop it as a youth media project. The partner will need to conduct consultation with learning 
programs in the four communities to establish the different learning needs and interests for 
Early Childhood, primary, secondary/youth and adult learning. The most suitable platform 
is probably Android, though there may be access to Apple devices in some settings. On the 
basis of consultations, the partner will need to seek out a talking book interface and creation 
of a collection, based on existing resources, a song app, a dictionary app (perhaps drawing on 
the existing Kirrkirr frame) with word learning and spelling tasks and apps with presentation/
interactive modes to deliver cultural learning. A summary of existing products, including 
‘clean’ products – those that offer a shell for local content, is shown at Appendix 2. It is not 
recommended that resources are custom-built before thorough and extensive review of existing 
products (see Appendix 2 for a full review).

A curriculum development project is proposed, in part to align the Warlpiri Theme Cycle to the NT 
DoE adaption of the Australian Curriculum and to collate existing materials as part of the layer 
2 (syllabus) for the Theme Cycle. This work should be carried out with extensive collaboration 
with Warlpiri educators and competent school staff, such as teacher-linguists, and in conjunction 
with the Indigenous Language and Culture support staff. However, given the existing workload 
of school staff and the specialist nature of curriculum mapping work, outside support may be 
required.

Finally, the Review found overall willingness from CLC Ranger programs to work with schools to 
support learning-on-country initiatives. While no recommendation is made, WETT, the CLC CDU 
and schools are encouraged to further pursue this potential. 
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Appendix 15. 

Wakka Wakka Cluster Workshops 

  



Wakka Wakka Cluster Workshops  

Provider: Eidsvold P-12 State School 

Eidsvold P-12 State School (Eidsvold SS) is working to support other schools in the Wakka Wakka 

region as they move toward delivering Indigenous language as their mandatory Languages 

curriculum offering. This collaboration is referred to as the ‘Wakka Wakka cluster’ and is led by 

Eidsvold SS Principal Preston Parter with support from the Queensland Department of Education and 

a project grant from Australian Schools Plus. 

As recommended in Queensland, the language program at Eidsvold SS is overseen by a community 

language advisory group that was established by the school to guide and make important decisions 

about the program. 

Eidsvold SS’s Wakka Wakka program aligns with the Australian Curriculum to meet each school's 

language mandatory offering. While Eidsvold SS is currently the only school offering Wakka Wakka 

across a full P-10 spectrum, it is keen to support other schools in establishing similar programs. 

The Wakka Wakka cluster collaboration aims to: 

• build the pool of available resources, teachers and language speakers in order

to support curriculum delivery

• extend the benefits students experience through the use of Wakka Wakka

language by embedding it into their school curriculum.

As this is a revival program, Wakka Wakka language learners are at a relatively even level of 

experience. At this stage, the advisory group has chosen to deliver similar teaching and learning 

resources to all students across all age levels. Eidsvold and its advisory group have invested in 

developing resource books to support the teaching, and these have been made available to the 

other schools in the cluster. 

An example of the resources developed for teaching is Wakka Wakka Greetings & Body Parts Book 

1. This workbook includes lesson and unit plans mapped to the Australian Curriculum with culturally

appropriate lesson content and language, as well as a pronunciation guide. The same content is

taught to students in Years 1 through to 9, with delivery adapted to the ages of the learners. The
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teaching resources in Book 1 support the teachers and learners with useful student pages that 

include a glossary, comic strips, conversation examples and suggested role-play ideas. 

 

Example pages from the teaching resource Wakka Wakka Greetings & Body Parts Book. 

As the program continues, students will require differentiation of language learning resources for 

them to move beyond the revitalisation stage. This will require ongoing programming and resource 

development. Eidsvold SS plans to produce a new workbook each term for the next ten years to 

support the delivery of the program. 

The most recent event in the Wakka Wakka cluster has been a three-day professional development 

workshop offered by Eidsvold SS that ran from 7 to 9 September 2021. The workshop targeted local 

principals, heads of curriculum, language teachers and community members from Eidsvold SS, 

Murgon State Primary and High Schools, Biggenden SS and Gin Gin SS. The gathering aimed to give 

participants access to, and time to consider the relevance of, the protocols, administrative and 

classroom tools developed by Eidsvold SS to support their delivery of a Wakka Wakka curriculum for 

Years 1 through to 9. 

The workshop followed a language meeting that Murgon SS hosted earlier in the year. That much 

larger event brought together school and community members to discuss working toward the 
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establishment of the necessary advisory groups and consultation processes that will underpin each 

school’s language program. 

The September 2021 workshop was the next stage in the conversation and targeted those who will 

be directly involved in classroom delivery. Together, the participants explored the curriculum 

developed at Eidsvold, reviewed the available resources and spent a day in the classroom watching 

the delivery of the program across year levels from Prep to Year 10. The workshop was an 

opportunity to learn about orthography, translation and pronunciation, as well as the resources 

(including why they were chosen) that Eidsvold SS and its language advisory group have developed. 

Eidsvold SS also demonstrated the use of the curriculum and teaching resources and provided copies 

of these to each workshop attendee. 

 

Wakka Wakka Cluster Professional Development Workshop attendees, September 2021. 

The professional development workshop was provided at no cost to the participating schools and 

teachers due to a generous grant Eidsvold received through the Australian Schools Plus grant 

program. Participants were hand-picked to include the school leaders and teaching teams who 

would be charged with classroom delivery. In most cases, the teaching teams included Wakka Wakka 

DR
AF
T



people from each school’s staff. However, decisions about who will teach have been left to the 

language advisory group established (or which will be established) by each school. 

Following is a summary of the workshop program: 

• Day one: review protocol and procedures, curriculum, orthography, key

language resources and administrative tools.

• Day two: observe classroom delivery across Years 1 to 9.

• Day three: workshop with Toby Adams from Leading with Strength1 to

identify each school’s and teaching team’s strengths, and to explore ways to

either progress toward delivery or how to extend their current program.

The daytime sessions were followed by evening walks and dinners that served to strengthen the 

collegial relationships between the network of schools. At these early stages in the cluster 

development, establishing strong personal relationships between staff at the collaborating schools is 

seen as highly important. The cluster aims to establish a strong foundation for the program at each 

school in order to secure these programs against future changes in leadership and/or staffing. 

The cost of the three-day workshop was approximately $10,000. This included meals, travel, 

accommodation and the release of staff. The Australian Schools Plus grant Eidsvold had been 

awarded was used to cover these costs. In addition to professional development activities, the grant 

will cover the costs of resource production and any additional costs incurred in the establishment 

and delivery of Eidsvold SS’s Wakka Wakka program. 

It is expected that future workshops may be made open to a broader group of participants to include 

interested school staff and community members. Given the commitment to teaching Wakka Wakka 

by the current school leaders in the cluster, it is anticipated that Eidsvold SS will be able to charge a 

fee for future professional development activities. 

1 Leading with Strength is an Indigenous organisation that delivers professional development programs around 
Australia. Toby Adams is one of the directors of the organisation. <https://leadingwithstrength.com.au/> 
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Appendix 16. 

Mabu Yawuru Ngan-ga Language Centre – Broome Indigenous 

Educational Staff Members Language Program 

  



1 

Mabu Yawuru Ngan-ga Language Centre – Broome Indigenous 

Educational Staff Members Language Program 

Program outline 

The Yawuru Language Program for Broome Indigenous Educational Staff Members was created to 

address the growing demand for Yawuru language support in local schools. There is a shortage of 

accredited Yawuru language teachers and, with the increase of Yawuru naming projects in schools 

and education commitments to cross-curricular links, Mabu Yawuru Ngan-ga Language Centre 

recognised the need to support education staff by offering additional language learning 

opportunities. 

The Mabu Yawuru Ngan-ga Language Centre is the support hub for aspiring Yawuru language 

teacher trainees. It currently runs Yawuru language programs for adults. The designs of the adult 

language program is based on specific language contexts. For example, Yawuru Rangers learn 

language to do with Yawuru seasons and country; hospitality workers learn language around 

customer service; and early-childhood tutors learn language to do with family, greetings and 

feelings. 

The program for Broome Indigenous educational staff members was designed to support language 

already being taught in Broome schools and for conversational use based on the school 

environment. 
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The program consists of five one-hour lessons spread across a five-week period. Lessons were 

conducted during after-school hours to allow staff members to attend without interruption to their 

duties. This program ran in the months of July and August 2020. 

Prior to the program starting, an expression of interest (EOI) form was sent directly to principals for 

them to disseminate to their Indigenous staff. Indigenous staff did not have to identify as being 

Yawuru to participate in the language program but they had to be a current employee at a local 

school. Indigenous people from other language groups were encouraged to apply. 

The expected outcomes of the program were for participants to be able to: 

• build oral and written language 

• build a shared understanding of Yawuru language and culture 

• strengthen individual Aboriginal sense of identity and cultural competence on Yawuru 

country 

• build and develop confidence using Yawuru language in the school context 

• build language capacity with the option of teaching Yawuru language in the future 

• build oral language proficiency to meet prerequisites for the WA Department of Education’s 

Aboriginal Languages Teacher Traineeship course. 
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Applicants were considered on merit. The program was designed to accommodate a maximum of 15 

participants; however, the final number came to 16. The Indigenous education staff in the program 

included representation from every local school, both government and non-government, from 

primary through to secondary levels. All schools except one had two or more staff members enrolled 

in the program. 

Every lesson ran for one hour and included the following: 

• an oral focus 

• a teaching focus 

• a language game or activity. 

The two facilitators were qualified Yawuru language teachers who had experience in teaching adult 

learners. They had previously designed and implemented the successful two-year adult immersion 

course Walalangga Yawuru Ngan-ga (2016-2018). 

Examples of resources developed 

A number of resources were developed for the course, including language sheets, conversation 

scripts, visual language aids and pictographs. Some examples are included below. 
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Results of the program 

Participants’ prior knowledge of Yawuru language came in various levels, from little to no knowledge 

of the language to some basic greetings and farewells. Participants indicated they were doing the 

course because they wished to support the children and students at their respective schools by 

gaining more understanding of the language being taught. This would then assist them to engage 

with greater confidence in Yawuru conversation with students and with colleagues participating in 

the program. 

Over the course of the program, participants spent a maximum of five hours on formal learning time. 

The majority of participants were present for all lessons, although there were several absences due 

to conflicting committee meetings, staff meetings and school-related events. In these instances, 

copies of class handouts were emailed to absent participants with the expectation they would carry 

out some oral practise in their own time. 

An evaluation form was sent to all participants. Below is a summary of the responses submitted. 

All participants agreed that: 

• the sessions increased their knowledge and skills in understanding the Yawuru language 

• they found the information and skills were relevant and useful 

• the facilitators provided adequate activities and tasks in the time provided 
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• their use of speaking Yawuru had increased 

• their confidence when speaking Yawuru had increased 

• the information and techniques learnt in the program would be useful in the future. 

Some of the challenges participants experienced included: 

• having the confidence to speak Yawuru in front of others 

• mastering pronunciation of particular words and remembering them 

• getting their tongue around some of the digraphs and syllables. 

Components of the class that students found useful included: 

• language games 

• repetition of activities and games 

• conversation practise 

• one-on-one interaction and support. 

A summary of participant school or early childhood teaching work during or on completion of 

the training 

As a consequence of participating in this program, many participants who were non-teaching staff 

(e.g. Aboriginal Islander Education Officer, Teacher Assistant) were invited to share their language 

skills in their classrooms back at their schools. This was often presented in a two-way approach, with 

the classroom teacher speaking in Standard Australian English and the participant speaking in 

Yawuru and Aboriginal English. These collaborative approaches allowed for good role-modelling of 

code switching and opportunities for cross-curricular links. 

Teaching staff implemented their knowledge and skills within their classrooms by sharing what they 

learnt with their students and encouraging conversation with colleagues and students at their 

schools. It also provided support in contextual understanding of Yawuru with regard to the 

Aboriginal Cultural Standards Framework. 

Following the program, one participant enrolled in the WA Department of Education’s Aboriginal 

Language Teacher Traineeship and will be completing her studies in due course. She teaches 

primary-level classes from Year 3 to 6 with up to 200 children. The students’ ages range from 6 to 12 

years old. 
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Program funding, fees and expenditure 

The program was provided at a fee of $200 per school regardless of the number of enrolled 

participants. Following the execution of the program, this price was deemed too low as it did not 

cover the time required to draft and manage the EOIs, the preparation of learning materials and the 

evaluation process conducted post-program. 

In response to this, Mabu Yawuru Ngan-ga Language Centre has recommended a fee increase of 70% 

be made for future deliveries of this program, and that this new fee of $340 be charged per 

individual rather per school in order to cover the costs involved. 
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Appendix 17. 

Yugambeh tools for educators (forthcoming) 


