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HOW DO ABORIGINAL STUDENTS ACCOUNT FOR THEIR LACK OF
ACADEXIC SUCCESS IN W.A. SECONDARY SCHOOLS?

ABSTRACT

The provision of education to Aboriginal students has been the subject
of many reports and inquiries over the years, each expressing various
degrees of concern about aspects of Aboriginal participation and retention
in the school system and the generally low levels of academic performance
achieved by Aboriginal children.

Numerous theoretical explanations have been propnscd to account for
the serious inequities which continue te exist between the acadenic
performance of Aloriginal children and their non-Aboriginal peer<. Some of
these are reviewed in this thesis so as to provide a conceptual framework
in order that readers may judge the reculte of this study against such
theoretical explanations.

Most cocial scientiste seek to examine school fajlure from the
assumz*ion that the cause lies in the background of the child. This
assunption is influenced by the jdenlogy of the scientist and aspecis
of a child's difference are noted with the main thrust or research
being to determine the nature and extent of the identified differences.
Such & preoccupation prevents social scientists from examining the diverse
range of factors that may contribute to the high levels oI underachievement
anong Aboriginal children.

This study was not grounded in a particular theory and sought to
evaluate students' perceptions of their schooling experiencec against
gome of the more recent and credible explanations suggested in the
literature for minority-group academic failure.

The subjecte studied were selected from an existing group of students
at school within an Aboriyinal enclave and were characterised by having
previously underachieved or withdrawn from ¥.A. government secondary
schools. The students were asked to account for their previous lack of
academic success. Questionnaires were devised and trialled among a group
of similarly-aged Aboriginal students elsewhere. Two instruments were used
in the study: the first, a prescriptive quesiionnaire, used a Likert Scale
in which responses were graded against a statement. This questionnaire was
supported by the use of an affective guestionnaire, administered during a
personal interview with respondents.

The students' perceptions are discussed In terms of their
compatibility with research findings reported in the literature.



i1i

I certify that this thesis does not incorporate, without
acknowledgement, any material previously submitted for a degree or
diploma in any Iinstitution of higher education and that, to the best
of my knowledge and bellef, it does not contain any material
previously published or written by another person except where due

reference 1s made in the text.

Jeffrey Jon McQuade

20 November, 1992



Acknowledgements,.

iv

I wish to express my appreciation and gratitude for assistance
given to me during the course of this project by the following people:

# Mr David Prescott:

% Mrs Verna Voss

* Nr Peter Hann '

* Mr Henry Court

# Mrs Helen McQuade:

my thesis supervicor, whoce constructive advice
and helpful suggastions guidaed the «tudy;

from the Institute of Applied Aboriginal Swudies,
for acting as a3 key informant in the study and
assisting in the development and trialling of
data gathering inzirumentes used,

Deputy Principal of Small-=zcnool, tor aciing as a
informant in the =swudy; i1or assi=ting in the
development, of data gathering 1notruments and tor
providing helpful insightw throughout the ctudy;

Lecturer, School of Educavion, Edith Cowan
University - KT Lawley canpus, for acting as an
informsnt to the study and providing some
useiul .sdeas with regard Lo the development of
the Instruments usc:d;

for her support and asuistance.



Contents

Chapter 1

Introduction
Purpose of the study
Statement of hypothesis
Research questions

Chapter 2

Review of lilterature
Deficit Theory
Deprivation Theory
Cultural Difference Theory
Resistance Theory
Self-concept and 'Big Shame'
Purpose of the study
Definitions
Summary

Chapter 3

Theoretical Framework
Research questions

Chapter 4

Kethod of investigation
Design and sample discussion
Description of irstruments used and
data collection techniques
Data analysls procedures
Presentation of data

Chapter 5

Results

Caveat

Data display

Notes - closed-ended questionnalre
Notes - affective questionnaire
Consolidated results for questionnaires

o

13
21
37
41
42
44

48

50

56

56

56
62
63

64

64
65
65
66
68



e A

Contents

Chapter 6

Riscussion

- research question 1

learning style preferences
teacher expectations

absentecism

‘big shame'

family support

Student perceptions about lack of
SuCCess

- research question 2

career aspirations
subject preferences
textbooks

boredomn

- research quesiion 3

teacher/sludent relationshbips
pesers
Abvoriginal only classes

- research question 4

pedagogic practices
discipline

prejudice from other students
additional comments

Limitations of this study

Aboriginal student enrolment statistics
Discussion and implications of the
results to this study

-~ learning style preferences

- teacher expectations

- absenteeism

- 'Big shame'

- family support

- student perceptions about lack of
success

vi

68

686
69
70
70
73

73
74

74
75
79
78

78

78
78
79

79

79
81
81
82

83

83
84

a7

87
95
96
96
101

103



Bibliography
Appendix A
Appendix B

Appendix C

Appendix D
Appendix E
Appendix F

Appendix G

- carecr aspirations

- student views of curricula
- textbooks

- interpersonal relationships
- relationships with peers

- aschool discipline policies

Review of key findings
Discussion of research questions

- research question
- research gquestion
- research question
- research question 4

-

Ll

Discusvion of hypoithesis

Future research directions

Resistance theory - credible or
incredible?

Closed-ended questionnajre
Affective questiconnaire

Reliability calculations for
closed-ended questicnnaire

Matrix - closed-ended questionnaire
Results - closed-ended questionnaire
Katrix - affective questionnalre

Results- affective questionnaire

vii

104
107
108
109
112
115

117
122
122
123

124
125

158

159

162

175

179



St g 4 b e s 4o e b b e e L o pe i - R e o E T TP

1

HOW DO ABORIGINAL STUDENTS ACCOUNT FOR THEIR LACK OF ACADEMIC
SUCCESS IN V. A, SECONDARY SCHODLS?

Chapter One - Introductipn

Over the past decade a number of reports and inquiries have
examined the provision of education to Aboriginal students. In
eachk instance, concerns have been raised about the degree of
participation and low levels of attainment in education by

Aboriginal students compared with their non-Aboriginal peers.

Vatts (1981, p. 43, 134-5) noted that, whilst Abariginal
students represented only a small percentage of total school
enrolments in all states other than the N.T., the respective

school systems were:

In effect categorising these children far more frequently
then non-Aboriginal children as beyond the capacitv of
the regular classroom

due to “"learning difficulties beyond the resources and skills of

his classroom teacher." {(p.134)

Ruddock (1985, p.24) concluded, after evaluating current
research findings, that:
the recent trends also indicate that the achlevements and

access to education of Aboriginals still remain well below
those of the rest of the Australian community,



Gobbo (1988, p.73, 86) in a multicultural discussion paper,
noted that *a particular problen" was the "fallure of the
education and training systems" to cater for cultural diversity
among their clientele:

Those who do not fit the conventicnal curricula are defined

as problems ('people with special needs') and channelled

towards special ad hoc provisions. Aboriginal Australians
are the prime, but far from the only, example.

The 1888 Aboriginal Education Policy Task Force reported
that:

The education opportunities available to many Aboriginal

peaple are not equal to those available to other

Australians, despite a number of actions taken by

Governments in recent years. (Malin, 1989, p.1)

The Aboriginal Education Policy Task Force used 1986 Census
figures to show Aboriginal education participation rates were
“well below those of all Australians", with only "17 per cent
of Aboriginal youth" continuing to year 12, “"compared with the
48.7 per cent for all students.” This lack of participation
was attributed to "racial discrimination, social and culture.

alienation, and economic disadvantage." (cited in Malin, 1889,

p.1, 2}
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Groome (1988) conducted an interview study of Adelaide
Aboriginal parents and reported that they "felt that schools
generated prejudice and negative experiences for their children,
and 'falled to recognize their identity and cultwral values'..
...However the prejudice that their children experienced was the

dominant concern for a majority of these parents.™

(cited in Maiin, 1689, p. 4, 5)

In W.A,, the Equal Opportunity Commission (1990, p.8, 12
found that a significant number of Aboriginal students left
school after years 8 and 9 and recommended:

That the Equal QOpportunity Commission in conjunction with

the Ministry of Education conduct a detailed investigatiaon

of claims made by respective Aboriginal interest groups,
that seriocus inequities mxist in regard to the provision of
education to Aboriginal children.

However, despite the concerns about the provisian of
education to Aboriginal children cited above, recent research
gffort seems to be predomirantly focused on explaining or
Justifying educational inequality using the rhetoric of cultural
difference; with such differences determined irom generalisations
made after study of tribal or "traditional" Aboriginal groups.
(with "traditional" referring to those Aboriginals *who still

retaln much of their pre-European life-style...” -~ Christie,

1085, p.12)
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A number of researchers have guestioned the simplicity of
the cultural difference explanation howz.er. Eckerman (1988a)
highlighted problems associated with research based on such
assumptions:

Ve continue to know relatively little about the richness and

complexity of rural/urban Aboriginal cultures, partly

because there has been little emphasis in research except on
the influence of pover*y on rural/urban Aboriginal
communities,..Transporting simplistic views of traditional

values 1nto rural/urban settings is, in my opinion, a

doubtful pursuit.

¥alin (1989, p.5, 6, 123, 124) supported this contentien,
stating that most studies "are directed toward tradition oriented
Aboriginal communities with urban comunities being neglected for
the most part", with very few studies offering "development and
implementation of specific strategies for classroor practice" as

"little substantial ethnographic research has been conducted in

Aboriginal education in urban schools."

One of the few excepiions to this apparent pre-occupation
with the study of traditional Aboriginal society is the research
into saciolinguistic features of urban Aboriginal speech
conducted by Eagleson, Kaldor and Malcolm (1979) which was firmly
ariented about improving English pedagogical practice. This
study will receive further consideration in the review of

literature.



Ihe purpose and sigpificance of this study.

The study surveyed a group of Aboriginal students, aged
between 15 and 19 years, who had previpusly met with a lack
of academic success in V. 4. Government secondary schools, The
students are currently undertaking studies within an Aboriginal

enclave situated in the Perth wmetropolitan area.

The study was significant for several reasons:

# firstly, the recearch group was unusual in that whilst it
comprised students who had experienced education within
government schools without success, their return to
formal education within an Aboriginal enclave showed that

they perceived education to possess some value:

+ secondly, the age and experience of the responudents
suggested that they were likely to be able to articulate

and explain reasons for thelr previsus lack of success;

#+ thirdly, the group contained a mix of students from both

urban and traditional processes of soclalisation;

¥ fourthly, the study sought to analyze and report
problems experlenced by Aboriginal students within
the ¥.A. education system using their perceptions,
rather than those dictated by the theoretfcal views of a

non-Aboriginal observer;
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* finally, by investigating what Aboriginal students
perceived to be contributing factors to their academic
underachievement, the study sought to expand the existing

canon of research.

Statement of hypothesis.

Many Aboriginal students underachieve or withdraw from

mainstream education because of the cumulative impact of:

a. schools failing to meet their needs for autonamy and

affi{ilation;

b. attitudes of intolerance and racism;

c. a material reality which, contradicting the promise of
opportunity through education, leads to disillusionment
which is manifest through a decrease in effort and

commitment to schoolwork.

. Besearch questiong,.

1. How do Aboriginal students account for their lack of academic

success?

2. Do Aboriginal students believe that mainstream curricula are

relevant to their educational aspirations and needs?

3. Vhat significance is attached to inter-personal relationships

by Aboriginal students?




4. Are attitudes of intolerance and racism manifest in V.A.
Government secondary schools in the perception of Aboriginal

students?



Chapter Two - Review of literature

In a discussion about aspects of Aboriginal education,
Eckerman (1988a} stated that "“we are still very much at the
learning /experimental stage ourselves" due to lack of knowledge
about strategles which are “appropriate or successful with all
children, let alone Aboriginal children." Malin (1989, p. 46)
agreed, stating that "researchers and educators have been
proposing explanations for the school failure of cultural
minority groups for many years." As this study focuses on
pocsible factors contributing to the lack of academic success,
seif-identified by Aboriginal students, a review of past
and present theoretical explanations for minority-group academic

failure is pertinent.

Prior to the 1950s, low academic achievement by such groups
was attributed to genetic deficiency. (Malin, 1989, p.47)
Proponents of genetic-biological theories believed that "some
groups of human beings were genetically less evalved than
others”. The theory is essentially a more sophisticated version
of 'Social Darwinism', the adaptation of Darwin's theory of

evolution. (Malin, 1989, p.47)




Kearing (1976) used a genetic difference hypothesis to
investigate visual spatial abilitles in Aboriginal and white
Australian children and clted findings from earlier researchers
(Porteus, 1931, 1966; Fowler, 1940; McElwain and Kearney, 1970)
which demonstrated “the relative cognitive inferiority of
Aboriginal people, as evidenced by educational and intelligence-
test performances.“\_Kearins {1983) became interested in studying
traditional and urban Aboriginal pre-school children in order to
examine the impact of child-rearing practices on cognition and
concluded that the "cognitive-genetic view governing my earlier

thinking...cannot be sustained." (Kearins, 1986)

During the 1950s and 1960s, genetic deficit theory evolved
into a2 theory of cultural deprivation which proposed that the
"inadequacies ascribed" were a result of factors involving
familial socialisation, economic deprivation and linguistic
deprivation. (Malin, 1988, p.48) Malin believed that the
deprivation doctrine was accelerated by Lewis' (1965) theory
about the 'Culture of Poverty'. (p.48) See Ogbu (1974, p.2-9),

Eckerman (1988a) and Cambourne (1990) for a more detailed precis.

Typlcal deprivation theory research methodology involved the
administration of a battery of language, cognitive and

pyschological tests to children identified as being at risk,
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In each case, researchers ‘measured' the minority-group
child, parent or community against factors considered to be
educationally relevant and important in the middle
class, white, English-speaking child, parent or community.

In each case the minority group child was found to be

deficient, deprived or disadvantaged in terms of socialisation,
values, environment, communication or even biology. On the
basie of these comparisons various forms of compensatory
programs, the essence of the deficit model in education, were
designed in order to bring the non-middle-class, non-white, non-

English speaking child 'up to scratch.' (Eckerman, 1988a’.

In the light of these views it is, perhaps, not surprising
that much of the research of this period is coloured by the use
of terminology such as 'retardation’, ‘'environmental handicaps',
'poor homes', 'defects' and the like. {(Delemos, 1969, 1979;
Gault, 1969; Duncan, 1969; McKeigh, 1971; Rosenthal, Baker and

Ginsburg, 1983).

As one of the key areas ldentified as creating educaticnal
deprivation or disadvantage among minority groups was language

development, this area has received most attention,
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Malin (1989, p. 48-50) attributed this focus to the fact that
Bernstein's (1969, 1971, 1985) theory concerning the use of
'restricted and elaborated' codes of speech was “misinterpreted®
by many researchers (Teasdale & Katz, 1968; Delemos, 1969;
Nurcombe & Moffitt, 1970). Malin asserts that they assumed
Bernstein's identification and nomination of a 'restricted!
language code, typified by a speaker's use of a non-standard
dialect, reflected linguistic impoverishment., This view was
rapidly extrapolated to a belief that originating from "homes
lacking in standard English and intellectual stimulation®
perpetuated the cycle of poverty and disadvantage. Bernstein
(1972) and others subsequently rejected this view and clained
that:

all dialects of a language, whether they be prestigicus

forms or not, are equally cognitiviey complex, and require

equally complex and abstract cognitive abilities in order

to be mastered. (cited in Malin, 1589, p.48-50)

As Bernstein's (1969) theory about the public and formal
uses of language was a fundamental tenet of models of
compensatory education advocated by the researchers nominated by
Malin (1989, p. 48-50) above, 1t is worth reviewing. Bernstein
(1971) argued that there are two types of language, formal and
public language, "which correlate the two main social classes."
(Hodge, 1981) ©Public language is characterised by such
features as short commands, concrete description, specificity

and emotionality.
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Formal language tends to have a complex syntactic structure,
“a tendency for abstraction" (Vaters and Crook, 1990), is capable
of "hypothetical thinking, and self-reflexive, critical thought."
(Hodge, 1981) Vaters and Crook (1990, p.272) note:

Public language is a restricted code which tends to cut off

inguiry and to 1limit exploration. Formal language is an

elaborated code which encourages further questions and
discussion.

Possession of an elaborated linguistic code is a form of
what Bordieuw (1973) terms cultural capital, the "intellectual
means of production, which is controlled by the dominant class."
(cited ip Hodge, 1981) Because the lower socio—econonic classes
are "linguistically and intellectually deprived", they lack
this cultural capital and relative advantage is conferred on
children from a middle-class background. (Waters and Crook, 1990,

p. 273)

In the U.S. Labov (1806, 1969) studied the use of dialects
and found that "speakers were judged consistently on the presence
or absence of the prestige" dialect. He argued that the speech
environment of lower-status children was "richly verbal,
providing all the linguistic material a speaker needs for
linguistic development - in non-standard English". (Hodge, 1981)
Labov (1970} rejected the claims of Bernstein (1971) that the
"syntactic forms of middle-class language signal higher levels of

intellectual capacity."”
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This form of "linguistic prejudice" or ethnocentrism on the
behalf of researchers was rejected by Labov and Hodge (1581)
notes that:

The language presented to the child may be a non-standard

form which is regarded as defective by the researcher,

whose tests of language development might be similarly
biased to measure competence in standard Engligh, and
affected by the child's confidence in test situations
controtled by middle-class whites.

These concerns were ralsed in Australia by McCounnochie
(1981) and Walton (1983), who argued that the use of overseas-
derived standardised tests which used white, western normative
groups on Aboriginal children "highlighted the ethnocentrism and

conceptual impoverighment of much of the research...from the mid-

60s to the mid-70s." {(McConnochie, 1981)

As a consequence of lLabov's research and the concurrent
studies conducted by cross-cultural pyscholagists and
anthropologists such as Gay, Cole, Glick and Sharp (1967) and
Cole and Scribner (1974}, a belief in cultural differences rather
than deprivation began to emerge.  Their studies showed that
"reasoning, or cognition, was both culture and situation
specific", demonstrating that the use of testing instruments
designed to measure such abilities among white, middle-class

populations was ethnocentric. (cited in Malin, 1589, p.51)
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In Australia, researchers (Gardiner, 1977; Vaszolyi,
1977; Malcolm, 1979; Fesl, 1981, 1983; Eagleson, Kaldor &
Malcolm, 1982; Eades, 1983; Davidson, 1983; Mckeown & Freebody,
1988; Cambourne, 199¢; Dunn, 1991) have investigated and

repudiated theories of linguistic deprivation at length.

Gardiner (1977) provided a comprehensive review of the
beliefs underpinning deficii theories with regard toc the non-
standard form of English used by Aboriginals and supported
the belief of Vaszolyl (1977) that Aboriginal English was a
"legitimate dialect of English" with a detailed phonological and

grammatical analysis.

Bagleson, Kaldor and Malcoim (1979, p.113, 137-138) studied
linguistic features of the speech of urban Aboriginal children
and compared them to those exhibited by their non-Aboriginal
contemporaries. A number of interesting results emerged which
showed that, linguistically at least, urban Aboriginal children
differed little to their white peers. Specifically, the authors
found that the vocabulary of Atoriginal students contailned "no
tell-tale indicators which would immediately disclose the
background of the child"; that their speech was characterised by
"precisely the same features that characterise non-standard white
English...in other words Aborigines are simply replicating the

language of their immediate social environment®.
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The Eagleson et al (1979) study concerned itself with
linguistic analysis in order to provide pragmatic pedagogic
principles supported by research findings rather than addressing
socliological issues, It remains one of the few empirical
studies of specific learning issues confronting vrban
Aboriginals. The study was also able to empirically support
observations concerning the classroom behaviour of urban
Aboriginal children and was at the forefront of research into
aspects of cultural difference, epitomised by the seminal work
of Harris (1977). This aspect of their study will be addressed

shortly.

From the mid-1970s, sociclinguists (Hymes, 1972; Labov,
1972; Keddie, 1973; Erickson, 1984) and sociologists ( Baratz &
Baratz, 1970; Bernstein, 1972; Ogbu, 1974) began to question
deficit theory as new studies revealed that other factors might
account for low levels of educational participation and
achlevement., Researchers {(Wattis, 1970; Eckerman, 1973. 1980;
Kearney & Patrick, 1978) started tc explare aspects 0f Abcriginal
culture with a view that they were not culturally deprived but

culturally different. (cited in Malin, 1989, p. 50
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The cultural difference theory has lead to a plethora of
research, most of guestionable generalisability, on so-called
‘traditional learning styles'. As these have been extensively
docunented elsewhere, (Bell, 1970; Christie, 1985, 1988; Duncan,
1969; Eckerman, 1988a, 10988b; Fesl, 1981; Guider, 199la, 1991b;
Harris, 1980, 1982, 1984, 1950; Hart, 1974, 1981; Holm, 1983;
Jenkins, 1987; Jordan, 1984), the reader is directed to Malin
(1989, p. 51-54) and Christie (1985) for an overview of research
findings, and the concept of an Aboriginal "world view", Fesl
(1981 & 1983) provides some interesting insights into aspects
of research into cultural difference from the perspective of an

Aboriginal academic.

Harris (1984) cautioned against unqualified acceptance of a
helief in 'Aboriginal learning styles' per se, uoting that this
would have "severe limitations" for teachers as his research was
relevant only to those traditional inhabitants of Arnhem Larnd.
The findings of other researchers, (Guider, 1991a; Eckerman,
1988b; Jordan, 1984; Snow & Noble, 1686) also signal caution
agalust believing that Aboriginals comprise a homogeneous social
group, with easily identified characteristics which can be
*applied to effective classroom use in attempts to enhance the
overall scholastic achievement of Aboriginal children." (Malin,

1089. p.54)
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Yet the findings of Eagleson et al (1979, p.165, 180)
suggest that even non-traditional Aboriginal children display
behaviour in the classroom which is at variance with that of
non-Aboriginal children, despite their linguistic similarities.
The authors did not analyse the behaviour and it was described
in the context of "problems with using ‘individual discussion’

patterns with Aboriginal children®.

¥ith the benrefit of hindsight and accumulated research from
natable Aboriginal educators such as Harris (1877, 1980, 1984)
and Christie (19852, the behavioural characteristics represent
significant cultural differences, The study reported incidents
where Aboriginal students displayed extreme resistance to
classroom practices which would be regarded as incidental by most
children. These included a reluctance to respond to questioning
when isolated as an individual before the class; inaudible
responses when coerced by teachers into making a respongse; a fear
of giving an incorrect response because of peer censure and
reserving the right not to respond.  Where an individval student
elected not to respond, the authors noted that peers would

interject.
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Research conducted after the Eagleson et al (1979) study
suggests that these behaviours are manifestations of what
Chadbourne (1984) and Harkins (1990) term "big shame", a little
researched concept in Australian cross-cultural educationm. The
significance of this concept will be addressed later im this

review,

However, not all researchers accept the cultural differences
rhetoric and the concept of an "Aboriginal world view" advocated
by researchers such as Harris (1980, 1984, 1990>, Christie
(1985), Fesl (1981) and Parish (1991).  Sharp (1980) argued
convincingly that, whilst there was a "superficial
progressiveness about this approach”, emphasising “"cultural
differences can become a means of justifying and perpetuating

class or ethnic stratification.®

McConvell (1991) labelled the concept of 'world view' as

'Keg-¥Whorfian':

The basic neo-VWhorfian tenet is that there is a close
ascociation, amounting to direct reflection, between
grammatical and lexical forms of language, habitual
patterns of thought, and cultural forms, a complex usvally
summed up by the phrase 'world view'.
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¥KcConvell (1891) asserted that researchers such as Bain
(1979), Bain and Sayers (1990}, Christie (1985) and Harrig (1990
use an approach which *is a variety of Whorfism"* due to
preoccupation with “the relationship between culture, thought and
language"; a concept which is akin to deficit theory in that
ethnocentric assumptions are held that Aboriginals cannot think
abstractly as they are "unable to g0 beyond 'concrete reality’;
that "the whole semantic fields of Aboriginal languages are
structured along essentially non-quantifiable and non-scientific
lines" and their infallible belief that English "reflects

Western values" and is "more scientific!.

¥cConvell dismissed these claims as “questionable
generalisations about the nature of Aboriginal culture", stating
that “the neo-Vhorfian evidence on Aboriginal language and world-
view is very flimsy". McConvell's article is interesting
because it addresses the issuve of cross~cultural education, with
an emphasis on resistance which "may involve some level of non-
cooperation with 'Aboriginal domain programs in schools'."
McConvell argued:

The process of defining and fixing Aboriginal and Eurcpean

‘cultural domains' in education can easily allow white
stereotypes of Aboriginal people to be institutionalised.
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He also ~ontends that many of the phenomena nominated by Harris
(1977) as "rules of interpersonal communication" are not
manifestations of cultural difference which suggest that the
"Aboriginal interlocuters are operating within a restricted or
deficient cognitive framework". McConvell draws on the
saciolinguistic discipline of pragmatics to support his belief
that:
They might be operating with a different cultural
pragmatics: a different set of rules for conveying and
interpreting messages in conversation. Their pragmatic
rules may not be so unfamiliar as they might seem at first,
but may in fact only represent slight variations of
pragmatics used by white English speakers too.
Boulton-Lewis (1986) also researched suggestions that the
"bhackgrounds of Aboriginal Australian children might induce a
cognitive style that is not appropriate for formal schooling”,
(Harris, 1980; Christie, 198%) and concluded:
# Aboriginal children possess capacity to process

information...that is the same as European children of the
same age."

fle suggested that:

the differences in Aboriginal cogniltive strategies that have
been identified in other research could be learned
differences dependent upon different learning contexts
rather than on inherent cognitive differences.
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¥cKeawn and Freebody (1988), in essence replicating parts
of the study of Eagleson et al (1979, studied aspects of
language used by Aboriginal students who spoke non-standard
English and concluded that "in aspects of school language...they
were indistinguishable from their non-Aboriginal counterparts"
and that “the social rather than the academlic aspects of school
performance! was more likely to be a determinant of school

sUCCess,

Eckerman (1988a) cautioned against "the process of
enshrining" aspects of cultural difference "into 'boxes'" as it
“generates a particular set of educational practices" which she
likens to a "remmant of the deficit model", a belief shared by

Ogbu (1974, p.5-6),

Folds (1984, 1987a,b) utilized reproduction theory, from the
discipline of sociology, to propose a resistance hypothesis in
his explanation for Aboriginal underachievement. To some extent,
basic tenets of reproduction theory have already been introduced
in the earlizr discussion of 'cultural capital' and Bernstein's

(1969, 1971} notions of ‘restricted' and 'elaborated' codes of

language (pages 11 & 12 of this reporti).
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¥ithin sociology today however, reproduction theories are
far more sophisticated and complex. Vhilst a full overview is
probably useful, the theory is presented in this review only for
the purpose of providing a historical context with regard to
current sources of explanations for reduced levels of academic
attainment by minority-group children. Consequently only
fundamentals are included and readers are directed to Waters
and Crook (1991, p.91-108 and 272) for a very thorough analysis.
For the non-initiate, reproduction theory is a later, more
refined nffshoot of the deprivation doctrine outlined earlier
which is concerned with how famillal processes of socialilsatian,
economic reality and institutionalised inequality serve to
perpetuate cycles of poverty and deprivation. (Waters & Crook,

1961, p.272-273)

Reproduction is defined by Waters and Crook (1991, p.92)
as the “process by which the pattermns of soclal structure are
maintained and continued across generaticns." Discussions of
structured or systemic inequality typically entertain notions of
conflict between the ruling class and working class and it will
come as no surprise to most that reprocduction theorists usually

investigate such concepts using neo-Marxist or neo-Weberian

theories from philosophy.
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Etzioni-Halevy (1987) outlines how major elements of neo-
Marxist theory and neo-Weberian theory are applied to the
sociology of education. Neo-Marxzist theories of inequality in
education believe:

1. inequalities 1n education are based on economic class

differences;

2. education is used by the ‘ruling class' to reproduce the

capltalist mode of production and class exploitatiom;

3. this 1s achieved through a process of 'hegemony’ whereby

the ruling class induces the explocited class to accept
such reproduction as legitimate.

Neo-Weberian theorists believe:

1. inequalities in education are no longer based primarily
on economic differences hetween classes;

2. such inequalities are based primarily on the independent
effect of cultural and attitudinal differences between
status groups and on power differences between them.

For a complete discussion of how these theories are applied in
the educational context in Australia, see Henry, Knight, Lingard
and Taylor's (1988) textbook Understanding schooling: &n

introductory sociology of Australlan education, written from

a neo~Marxist perspective.




Vhilst accepting that cultural factors may contiribute to
school underachievement, Folds (1984, 1987) suggested that
Aboriginal children might be "seen as resisting classroom and
school processes”. Acceptance of deficit theory, he contends,
"suggests remediation", whilst a cultural differences approach
suggests curriculum modification, often via the "intreoduction of
'busy work'" which, reducing the need for verbal Interaction,
often "mimics one or two aspects of the Aboriginal learning

style." (Folds, 1984; 1087a, 1987b; Guider, 1991a)

According to Folds (1987b, p.1, 2, 9, 12-19, 48, 84, 101 &
120), absenteeism, undesirable or disruptive behaviour and
refusal or reluctance to complete tasks are seen as manifest acts
of resistance to participation in education which is described by
Singleton (1974) as "essentially i{white) cultural transmission."

{cited in Eckerman, 1988a)’

Mickelson (1990) also found reproduction theory an
appropriate explanation for the outcome of her study into the

relationship between attitude and achievement among U.S. blacks.
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Kickelson (1990), like Malin (1989, p.66-75), utilized
a variant of reproduction theory pioneered by U.8. sociologist-
anthropologist Obgu (1974, 1978, 1985, 1987), who found:
that members of a social group that faces a job ceiling
know that they do so, and this knowledge channels and
shapes their children's acadenic behaviour.
(a job ceiling is defined by Ogbu (1978) as discriminatory
practices that do not permit members of minorities to
compete for jobs con equal terms.)
She found that, whilst many black students were "bewitched by the
rhetoric of equal opportunity through education; they hear
another story at the dinner table.”  The students perceived that
education could not combat the reality of their persomal

experience with poverty and racism, and, hence, became so

demotivated that their levels of attainment waned.

This belief 1s also confirmed by the findings of other
researchers. Baker and Stevenson (1986) found that parents of
children from low socio-economic groups were less likely to
monitor, reward and encourage their child's academic performance,
Saha (1985) studied early school leaving, vocational plans and
educational attainment among urban Australiam youth and
concluded:

a recognition of opportunities and limitations in the

occupational structure and difference in the underlying

cultural values,.. influence a young person's ultimate
educational and occupational attainments.



26

Ghaill (1989) surveyed black students' schooling experiences
in the Vest Midlands of Great Britain and concluded that, whilst
"{Tlhe major problem in the schooling of black youth is that of
racism", students generally "resisted" the donminant white culture
due to a perceived lack of opportunity in spite of educational

achievenent.
Malin (1989, p.46):

Evidence shows that not all ethnic minorities fail in
school, only those who have been allocated to low status
within the major society such that they are economically and
peclitically subordinated. Ogbu describes these groups as,
'those who have been incorporated into the society where
they are found more or less inveluntarily and permznently
through slavery, conquest, or coionization.' (1985, p.863)
Such groups are known as swbordinate minorities and differ
from other social groups in "the way they perceive...society

and in how they respond to the education system." (Ogbu, 1974,

p.2) The significance of this claim will be discussed shortly.

As the findings of Mickelson (1990), Baker and Stevenson
(1986), Saha (1985), Ghaill (1989) and Malin (1989} replicate
in many ways the findings of Ogbu (1971, 1974, 1985), and as his
contributions within the field of social anthropology and
education seem unknown in Australia (Malin, 1989 excepted),

a detailed review of his resistance theory seems warranted.
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Ogbuy (1971, 1974) conducted a longitudinal ethnographic
study of educational problems confonting urban black youth in
Stockton, California for his doctoral dissertation. It is
fascinating to note that the problems he identified are identical
to those described in the literature as confronting Australian
Aboriginals today. (Watts, 1981, p.135; Ruddock, 1985, p.24;

V. A. Equal Opportunity Commission, 1990; Garlett, 1987, p.10,
12, 13, 26-27, 31, Barlow, 1990; Guider, 199la, 1991b)

Specific problems Ogbu (1974, p. 1-10) identified were:

# generally poor standards of schoolwork;

%+ high rates of attrition In high school with those who

managed to graduvate achieving at 'C' level or lower;

* low tertiary participation;

¥ entrance into lowly paid and unskilled jobs and extensive

periods of umemployment;

¥ a high incidence of welfare dependency.

Ogbu (1974, p.3~6) rejected traditional genetic and cultural
diiference/disadvantage explanations, as did McConvell (19803,
on the grounds that these views perceived the minority-group
child "as a victim forced to take on the additional
responsibility of removing the 'resistance to learning' that the

children from poor and minority backgrounds bring with them.®
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He specifically rejected Taba's (1967) view that:

children from subordinate minority background, however, have
different values, attitudes, and learning skills:
consequently they do not succeed at school
arguing that this generalisation is unsubstantiable when one
considers the academic success of wiher ethnic groups, such as
"Arabs, Chinese, Filippinos and Japanese", who have retained

their "different etbhnic ways of life...yet their children still

do well at school.”

The parallels with the bellefs of educatpors such as Harris
(1977, 1080, 1984, 1990) and Christie (1985) are obvious. Ogbu
(1985) comments on educational fallure among minority-group

children:

Antbropological research of the the last two decades suggest
that one source of the children's classroom learning
difficulties is the conflicts which arise between children's
culture, language and the culture and language of the
schools., Minority children come to school with styles of
learning, communicationg, interacting with adults and among
thelr peers that are different from those expected in the
classroom. This discovery has been used to develop classroom
teaching approaches more compatible with minority children's
own style of teaching and learming.

stating that anthropological research has now moved beyond
"identification of the cultural and language conflict of the

minorities and beyond prescribing 'cultural solutions' to the

problems they generate."
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(For an overview of the current state of the socio-cultural
literacy debate 1n Australia the interested reader 1s directed to
Vasolzi (1877), Davidson (1983), Luke, Baty & Stehbens (1989),
Cambourne (1990), Harris (1990), Luke (19%1) and Dunn (1991).
The issue lies outside the scape of this study.)

Ogbu (1985) states that these problems "appear to be
temporary" for some groups and "more or less persistent" for
others and cites his research which found that “the minorities
are characterized by at least two types of cultural/language
difference." Primary cultural differences are thpse that
existed "before the group became a minority”. Children with
primary cultural difference "usually experience learning and
soclal adjustment problems initially", however these are
overcome 1n time as school culture and language expectations are
learned.  Recent studles into the academic attainment by ethnic
minorities in Australia confirm this premise. (Clifton, et al,
1991) Secondary cultural differences arise "after groups
have come into contact, especially where one group has become
subordinate to the other." Ogbu (1985) explains this causes
such subordinate minority groups to develop castelike behaviours:

new or 'secondary' cultural ways of behaving, perceiving

and feeling and perceptions to cope with their

subordination and exploitation, to protect their identity,
and to maintain the boundary between them and the dominant

group.
because they have been denied "true assimilation" into

mainstream soclety through "formal and informal discriminatory

practices".
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Consequently, they come to school with “distinctive
cultural and language patterns" and are unsuccessiul in "crossing

cultural and language boundaries.

It is worth noting that Collman (1988, p.3-8, 30), an
Australian anthropologist, reported similar phenomena. He
claimed that whilsi Aboriginals "withdraw from white society
and try to be self-sufficient" neverthelegs, they have invented
"a battery of techniques whereby they gain access to white
resources,..[whilst]l minimizing their debt and involvement".

In other words, even so-called 'traditional® groups:
kave adapted their own conventions, norms, values and

typical understandings in an effort to manage the demands
of white agencies.

Ogbu (1574, p.3, 1989) concluded that:

the high proportion of school failures among subordinate
minorities cannot be explained by such coniemporaneous
factors as the home and neighborhood environment,
hereditary endowment, the influence of the school, or a
comblnation of all of these

and outlined a number of reasons for the school difficulties of
"ecastellke minorities®. These include:
*+ the way the wider society {including the schools) treats

the minorities and in the way the minorities themselves
respond to their treatment;
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the historical pattern of denying the minority access to
good education. the conseqguences of this treatment for
the present situation are several. For one thing, the
effects of generations of inferior education is likely

to be cumulative...Another consequence is that blacks

have come to distrust the schools...and of the white
people whe run the schools; (a view shared by Folds, 1987)

black children may begin to internalize this distrustful
attitude toward the schools early in their school career;

minority parents disruss the discrepancies they perceive
in the education system... among themselves daily and they
do so in the presence of their children.

thus, children grow up knowing and/or believing that
there are discrepancies and this contributes to their
distrust of white people and the schools;

it seews likely that children who have learned to distrust
the schools and people who run the schools would have
greater difficulty accepting and following school rules

of behavipur for achievement;

another treatment of the minorities which contributes
to their learning problem is job discrimiration.

Our study of black experiences In school and the labour
markets shows that generations of blacks were denied
equal and adequate rewards for their educational
accompl ishments when compared with whites;

we suggest this differential treatment forced the
minorities to perceive and interpret their opportunities
for self-improvement through schooling differently;

ethnographic studies show for instance that black
children divert their efforts into non-academic
activities as they get older and become more aware of
their limited future opportunities for malnstrean
employment. (Ogbu, 1985
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The above reasons for the school difficulties of minority-
group children typically lead to two common ways in which such
groups repond to their treatment , according to Ogbu (1474,

1985), and these will now be briefly discussed.

Cgbu (1974, 1985) maintains that 'castelike minorities'

respond to their:

forced incorperation, subsequent exclusion from
assimilation, and continued exploitation by the dominant
group by developing a complex identity syetem inm which the
minorities see themselves not just as different from the
dominant group but in most respects as opposed to their
“white oppressors"”. Minority children learn from older
members of their community their shared antagenism towards
whites and their institutions like the schools, as well as
language and culture. Children who have internalized this
cultural antagorism may have difficulty performing
according to school norms even If they possess the cognitive
and language skills of the schools.

Some of these behaviours have been reported in Avstralian studies
and will be discussed shortly. (Jordan, 1984; Eckerman, 1988a,
1988b; Snow & Noble, 1986) Ogbu states that a further, related
regsponse is the evolution of an “"oppositional...cultural frame of
reference of culturally acceptable ways of behaving." These
act as "caping mechanisms" and as they:
usually serve as a boundary-maintaining system, they forn
the basis upon which the minorities come to designate
certain ways of behaving as more appropriate for whites,

vwhile other ways of behaving (usually the opposite)
are regarded as more appropriate for minorities.
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It is interesting to reconsider Harris' (1980) 'Milingimbi rules
of interpersonal speech' in this light. Ogbu (1985) notes that
“in the case of black Americans the distinction is often a
matter of differences in style than content...there are "black
styles" of talking, walking, dressing, worshipping, thinking and
the like because these are not "white people's ways."

Otker minority-groups may use language differently and
individuals who try to behave "like white people or to cross
cultural and language boundaries may face opposition from their
peers." Ogbu contends that this distinction includes the fact
that academic success is defined as "maore appropriate for whites"
and minority-group students "who do well academically are
regarded as ‘acting white' and 'strange' and are subject to peer

pressure to change."

This may have important, unconsidered ramifications with
regard to the significance accorded {o interpersonal
relationships by Aboriginal students. Ogbu (1985)
cites the findings of Petroni (1970), who explored incidents of
reported racial discrimination against “successful minority
students”. He was initially informed that "blacks were
excluded from certain courses...by white discrimination". It
was eventually discovered "that blacks stayed away" because of
“pressures from fellow black students®. This form of collective
peer censure may account for high rates of absenteelsm among

Aboriginal children.
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Petroni (1970) found that "fear of being...accused of
'acting white' may prevent black students from working hard to
do well in schooi." This concludes the review of resistance
theories and should serve to place some of the results of Malin's

(1989) study into context.

Kalin's study (1989, p.640-647) showed compelling evidence
that, whilst a number of factors affected the school performance
of the children in her study, the most sigrificant was teacher
expectation; a fact which corroborated the findings of other
Australian studies (Tannock & Punck, 1975; VWatts, 1982; Eckerman,
1977; Yengi, 1978) which found that teachers "generally had low
expectations of Aboriginal students' academic ability." {(cited in

Malin, 1989, p.55-56)

These findings replicate those of Rist (1970Q) who
found that teacher expectations contributed significantly to
student levels of achievement ~ "a kind of self-fulfilling
prophecy occurs.” More recent studies (Boulton-Lewis, 1686;
Clifton et al, 1986; Vilkinson, 1987; Phillips, 1990) continue to
confirm that pedagogical factors have a significant impact on
student attitudes to schoocl and learning. Clifton, et al,
(1986}, like Malin ¢1989) studied the effect of teacher
expectation on minority-group academic attainment and concluded
that both ethnicity and gender affect teacher expectations,
surmising that these may have "cumulative effects upon abllity

and performance".
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Malin (1989, p.643) also found that cultural difference had

an impact; specifically:

- a need for autonomy and affiliation which is a
socialisation process of Aboriginal children as reported
by other researchers (Berndt & Berndt, 1943; Harris,

1977; Eckerman, 1980; Hamilton, 1981; Christie, 1988);

- sociolinguistic differences as reported by other

researchers:

i, framing of questions (Eades, 1983);

ii. length of pause time (Malcolm, 1978);

iii. disconfort at performing in public (Harris, 1977;
Eagleson et al, 1979; Coombs, Brandl and Snowdon,

1983).

but concluded however that "cultural incompatibility as

the explanation can only be taken so far". (references cited p.50
Another key finding of Malin's (1989) study was that

Aboriginal students' "unfamiliarity with what school learning
entailed, and "lack of commitment to a system which has never
caterad for them", coupled to experlences of "pervasive racisn",

(p. 183, 191-194, 645) created a feeling of inadequacy within the

students which led to peer estracism.
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Malin (1989, p. 647> concluded, after analysing the resuvlts
of her data and due consideration of theoretical perspectives,
that "reproduction theory (Giroux, 1981; Connell, 1986; McCarthy,
1988) has vindicated itself in this study." HMalin's findings
are very similar to those of Ogbu's (1974} ethnographic study of

minority groups in the U.S. reviewed earlier.

Vatts (1981), in her review of current research literature
proposed a series of variables that, in her opinion, determined
access to successful participation in education by Aboriginal

children. These variables included:

a valuing of Aboriginality and positive self-
identification;

- attitudes, aspirations and motivation;

cognition, with emphasis on teacher expectations;

culturally oriented ways of learning; le the need for

autonomy and group affiliation. (Muir, 1083a &

The importance of the dominant culture valuing Aboriginality
was considered to be a factor by key informants to the study,
associated with culturally-based needs for interpersonal
relationships and affillation, expressed by Malin (1989} and
others, Empirical research in this area 1s scarce, however
some studies have examined Aboriginal perceptions of their

self image and identity,
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Jordan (1984) surveyed three groups of Aboriginal people in order to
evaluate how they perceived Aboriginality and self image., She selected a
tradition-oriented community, a rural community and a city location and
classified them according to their degree of integration into mainstrean
society using the typification Yevolving structure" 1, 2 or 3. "Evolviag
structure I" pertained to "tradition-oriented" Aboriginals who rejected the
“white world which has sought in the past to impose its own structures on
the Aboriginal people...which were, in fact, oppressive, destroying
Aboriginal culture, identity and autonomy.® She found, like Collman
(1988), that these Aboriginals saw themselves as "contiguous to white
soclety; they needed to interact with the economy of the white world, but

they rejected its structures and values.™

“Evolving structure II " appertained to those Aboriginals living
“parallel" to white society; "acculturated into white society", whose
values and culture are "syncretic” in that it has elements of both
Aboriginal and white culture and values. "Evalving structure IEFI"
entalls what Jordan (1984) terms “mediated Aboriginality", those urban
Aboriginals who have had over "100 years of white contact". Whilst they
had a "comprehensive knowledge of thelr own relations", they often had no
contact with other Aboriginals and "had no real knowledge of the Aboriginal
culture of tradition-oriented people."” For this group, “Aboriginal

culture and Aboriginal language were mediated to them by others”.
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Jordan (1984) found that "Aboriginal students in the study had
institutionalized the negative typifications of mainstream society" and had
"distanced themselves" from these typifications. She concluded that,
whilst many students expressed self doubt, they had a positive attitude to
schooling and to "gaining employment through schooling" and found that “"the
more visible the Aboriginal group, the more Aborigines will be rejected and

stereotyped negatively by the host group.”
Eckerman (1988%) believes:

1t 1s pointless (though perbaps intellectually satisfying) to atiempt
to delineate urban/rural Aboriginal groups on the basis of their
adherence or non-adherence to traditiomally oriented patterns and
norms, unless such an analysis has direct bearing on helping us to
understand clearly their life situation today
noting that it is time that researchers began to evaluate how Aboriginals
have adapted or manipulated their cultural environment. She states that

some processes of adaptation are evident, including a declining pattern of

reciprocity of family assets which:

challenges a popular positive stereotype...which alleges that, unlike
Buropeans, Aboriginal people are communally orilented, always share,
make decislons by concensus and are dependent on group orientations.

and:

In the Australian studies, Aboriginal people interviewed displayed
clear preference for individualism in decision-making.
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Eckerman (1988b} alsoc found evidence that "social distance between
Aborigines and non-Aborigines persists":
Vherever we went, even in towns where Aboriginal people described

race relations as 'good', people were always apprehensive about how

their non-Aboriginal neighbours would react to their presence.
)

She noted that the images and perceptions of self received by Aboriginals

are confused with "feelings of insecurity and inferiority when relating to

the non-Aboriginal majority" with "shyness", "continual worry®,

"wenvphobia anrd iradequacy" affecting at least a "third" of those

interviewed, and concluded:
it would be foolish to underestimate the external pressures exerted
on Aboriginal self image by persistent negative stereotyping and
social distance, social exclusion practiced, or perceived to be
practised, by the majority.Traditions, beliefs, and practices which
are 'typically' Aboriginal tend to be played down by Aboriginal
people as ‘only black-fellas's ways'..

She c¢oncluded that “there is little evidence of 'traditional

beliefs', and that effort should be concentrated on "contemporary

aspects” ag urban Aboriginals are no more group ariented than

other commnity groups, with "racism...and fear of isolation"

having the key impact on self-perception and consequently, levels

of school achlevement.
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Snow and Noble (1986) investigated perceptions of Aboriginality

and found, as did Jordan (1984) that:

Until recently, part-Aborigines have been provided with their
identity or self concept by a white Australian reference group
wkich has rejected them.

with the consequence that these Aboriginals see themselves:

as second-grade citizens, outcasts, untouchables, the lowest people

on earth, in between tribal Aborigines and white people, and lost.

Chadbpurne (1984) argued that alleging problems of self-concept, as a
consequence of cultural differences, is a vestige of “deficit theory" which
allows attention to be distracted from "structured inequality and
institutionalized racism”. Rather than being problems of negative self-
concept, students are likely to display a lack of “self confidence" and

"shyness" in "threateningly evaluative relationships with white people®.

Harkin (1990} studied the Aboriginal concept of 'big shame' in detail
and con¢luded that it embraced a combination of self-concept, shyness,
enmbarrassment, lack of confidence and a desire to avold or withdraw from
sitvations which are or may become threatening to the Aboriginal
individual. An anecdotal collage of V.A, Aboriginal high school students’

perceptions of the concept supports these views. (Helwend et al (1975)
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These results suggest that Aboriginal self image is likely to have an
effect on school achievenent as determined by Vatts (1981). (Muir, 1083a&b)
The classroom behaviours described by Eagleson et al (1979) and Malin
(1989) may be sociolinguistic manifestations of the concept 'big shame'
described by Chadbourne (1984) and Harkins (19905, It may also be
possible that proponents of reproduction theery have incorrectly

interpreted some of these responses as alienation or resistance.

Purpose af the study.

The study sought :o explore the possibility that Aboriginal
students' underachievement or withdrawal from education, cited
as major concerns by Watts (1981, p.135), Ruddock (1983, p.243},
the W.A. Equal Opportunity Commission (1990, p.8 & 12), Garlett
(1987, p.10, 12, 13, 26-27, 31) and Barlow (1990), might occur

as a consequence of:

a. the requirement of mainstream education for dependence
and conformity being contradictory to the socialisation
process of Aborigiral children, in which autonomy and

independence are encouraged (hypothesis part a.’;

b. Aboriginal students being unable to meet their needs for
affiliation through meaningful interpersonal
relationships with teachers and pupils in schools in

which they are a minority group (hypothesis part b.);
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c. Aboriginal studenis realizing that racist attitudes may

prevent them from attaining rewarding employment and

forning relationships. (hypothesis part c.)

Definitions.

In this report, education within W.,A. government secondary
schools 1s referred to as meinstream education in order o

distinguish it from education within the enclave in which the
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c, Aboriginal students realizing that racist attitudes may
prevent them from attaining rewarding employment and

forming relationships. (hypothesis part c.)

Definitiong.

In this report, education within W.A. government secondary
schools is referred to as masinstream education in order to
distinguish 1t from education within the enclave in which the

subjects are presently situated.

A crucial construct for this study i1s how to define what is
meant by the much-cited word 'underachievement' with regard to
the academic performance of Aboriginal students. Folds (1987,
p.2) suggests that 1t relates to the failure of Aboriginal
students 'at the kinds of assessments used in schools', whilst
Mickelson (1990) suggests that 'black students generally earn
lower grades, drop out more often, and attaln less education than

do whites.'

Underachievement in this study is defined as existing when
an combination of several of the following characteristics are
observed:

- streaming into low ability, remedial or ad hoc classes on the
basis that the degree of assistance required is beyond the
capaclity of the regular classroom teacher (Watts, 1981, p.43,

135; Gobbo, 1988, p.73, 86);
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~ rates of retention by year level are significantly less per
capita of population than those for similar groups of non-
Aboriginal students (Aboriginal Education Policy Task Force

1988 - cited in Malin, 1989, p.1);

~ academic performance is consistently lower than that of groups
of non~-Aboriginal students, as determined by school assessment
methods (Folds, 1987, p.2; Mickelson, 1990);

~ students exhibit low career aspirations or lack motivation to
succeed (Saha, 1985).

For the purpose of this study little advantage is gained by trying
differentiate between the school experiences of traditional Aboriginals as
opposed to those of rural/urban Aboriginals. In any event, the study does
not delineate between each category in the sample. It is contended that
the determinants of scholastic success identified by Vatts (1981) are
likely to remain constant and that attempting to ascertain an ad hoc
measure of ethnicity is unwarranted - see the comments of Jordan (1984) and

Eckerman (1988b) referred to eariier.

Finally, the statement of hypothesis part c. (p.6) uses the somewhat
oblique term 'material reality'. The term encompasses socip-economic
status and social stratification and may be defined as 'present state of
existence’. See the studles of Saha (1985), Dgbu (198%5), Ghaill (1989)

and Mickelson (1990) for background information leading to this construct.
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Chapter one presented a brief overview of the consistency of

concerns expressed about aspects of the provision of public education to

Aboriginal children. This study has confined ftself to recent history

however interested readers will be aware that most of the concerns and

issues raised are not new and have, in fact, remained fairly intractable.

The introductory chapter alst contained the statement of hypothesis

and research questions about which the study was oriented. These were

evolved prior to the review of literature and were refined to their present

form as issues and concerns emerged. The hypothesis contends that

Aboriginal children may not achieve at the same level as other non-minority

group children because of the cumulative effect of:

a.

schools (this includes of course such items as pedagogy, curricula,
discipline policies, resources and so on) being unable to meet their
culturally defined needs for affiliation and autoromy (Christie, 1985;

Malin, 1989);

attitudes of intolerance and racism (Ogbu, 1974; Watts, 1981; Snow and

Koble, 1986; Eckerman, 1988b; Mslin 1989, Mickelson, 1950);

a material reality or present state of existence which, contradicting
the promise of opportunity through education, leads to disillusionment
which is manifest through a decrease in effort and commitment to

schooiwork (Ogbu 1974; Ghaill, 1989, Mickelson, 1990).
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The purpose of the review of literature is twofeold: first, it
reviews the three main theories underpinning research into mirority-group
academic underachievement using local and, where appropriate, international
studies; second, it provides a framework upon which to base the research

questions which guide the study.

Explanations for minority-group underachievement can be traced
through three distinct stages: genetic deficit theory which was basically
a refinement of Social Darwinism. This theory was discredited by
cognitive pyschologists in the 1960s (Malin, 1989; Cambourne, 1990)
and gradually transformed into a theory of culiural deprivation which
alleged that academic underachievement could be attributed to familial
socialisation, econcmic deprivation and linguistic deprivation.

Remedying these problems usually entalled the administering of some form

of remedial or compensatory programme which addressed the identified
deficits and vestiges of these still prevall. One of the key foci of
research was in the area of language deprivation and a number of programmes
such as Headstart in the U.S. (Woolfolk, 1986} and the Mount Gravatt
Reading Program in Australia (Walker, Vilkinson & Gray, 1980) were
initiated in order to compensate for linguistic deprivation. As much of
the theory guiding such programmes was based on the research of Bernstein
(1969, 1971 - cited in Malin, 1989 and Hodge, 1981, his theories were

briefly reviewed and discussed.
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In the late 1960s and early 1970s, deprivation theories were
gradually discredited as researchers such as Labov (1266 ~ ¢ited in Hudge,
1981), Gay, Cole, Glick and Sharp (1967) and Cole and Secribner (1974 -
cited in Malin, 1989, p.51) began to highlight the ethnocentricity of many

of the assumptions underpinning deprivation theories.

These researchers, and otbhers, began to propose a belief in cultural
dlfferences, rather than cultural deprivation and a research explosion
occurred throughout the later 1970s into the 1980s as aspects of cultural
difference likely to impede academic progress were identified. Again,
linguists were at the forefront of research efforts and some relevant
local studies were reviewed. As not all researchers support theories of
cultural difference, some of the caveats raised by some of thenm are
introduced. Finally, the review presents findings from contemporary
regearch conducted in Australia, Great Britain and the U.S.A. Some of this
research seeks to explain minority group underachievement, using a more
refined version of the original 1960s/70s reproduction or deprivation
theory, thereby providing a credible alternative to some of the socio-
cultural factors identified by cultural difference advocates. A nunber of
sociologists/anthropologists (Ogbu, 1974, 1985; Folds, 1984, 1987; Ghaill,
1989 and Mickelson, 1920) have elaborated upon earlier deprivation theories
to proupose a resistance hypothesis to account for underachievement by
minority groups and these are reviewed in some detall. Some cautions
advocated by cross-cultural pyschologists such as Sharp (1980) and Eckerman

(1977, 1988a & b) are presented in the light of this recent research.
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The rationale for the selection of the four primary research

questions is discussed at length in Chapter Three - Theoretical Framework.
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Chapter Three - Theoretical framework

Many researchers have, over the years, attempted to use
some theory or another in an effort to explain or justify why
Aboriginal students continuve to be less successful at school than
their non—-Aboriginal counterparts. These have been introduced
and discussed at length in the review of literature. I was
unable to locate any research study where a researcher had

canvassed Aboriginal students for their views and reported these.

A second concern was the extent to which the cultural
differences rhetoric had been uprooted from the remote
and traditional communities where research clearly indicated that
it applied, to be transposed into non-traditional and urbar

communities without question or empirical support.

A further concern was a possibility that researchers,
seeking to explain or justify lack of academic success by
Aboriginal students from a pre-determined theoretical stance,
had overloocked or ignored the signifance of the cultural concept
'Big Shame' and how 1t affected Aboriginal studenis in western
schools., (see Helwend (1975) for Aboriginal student perceptions

of ‘big shame')
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The concerns cited above suggested parameters for the study:
1t should concentrate on reporting what Aboriginal studenis
think and feel about their experiences in mainstream education;
1t should evaluate these perceptions and experiences in the light
of thelr compatability with contemporary theoretical perspectives
and research findings, particularly those of Malin (1989) and
Mickelson (1990); research questions should be composed, which
addressed fundamental issues exposed during the review of
literature - issues of cultural difference, cultural concepis
such as 'big shame'; racism and discrimination; alienation and
hopelessness; curricula suitability and relevance - in order to

direct and guide the research study.

These concerns indicated that the study should attempt to
find an existing group of Aboriginal students, preferably from
a mix of traditional and urban processes of soclalisation, all
of whom possessed some experience within malnstream secondary
education. Such a group was located within an Aboriginal

enclave and a sample of 30 students identified from the larger group.

Students in the sample had all met with a lack of academic
success 1n V.A. government secondary schools; they were all
aged between 15 and 19 years and therefore likely to be able to
articulate and explain reasons for this lack of success and the group
contained a mix of students from both traditional and urban processes of

snocialisation.



Key informants highlighted the possibility of "interviewer
effect” - where respondents in a research study ansver questions
according to how they perceive the person asking the question
would prefer them to respond. (Judd, et al 1690, p.215-218;
Hosie, 1986.) To counter this possibility, all questions were
phrased as neutrally as possible and direct reference ito 'big
shame' excluded on the advice of the informants. The instruments
were circulated to the key informants and subjected to extensive
scrutiny and widespread revision before the final version was
considered accepiable for trial among tertiary level Aboriginal students
of a similar age range to the sample group. As an additional safeguard
to ensure that the instruments were as valid and reliable as possible,

the trial was conducted and supervised by a senlor Aboriginal academic.

Research questions.

The study was oriented about four research questions:

i. How do Aboriginal students account for their lack of academic

successt

2. Do Aboriginal students believe that mainstream curricula are

relevant to thelr educational aspirations and needs?

3. What significance is attached to inter-personal relationships by

Aboriginal siudents?
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4. Are attitudes of intolerance and racism manifest in ¥.A. government

secondary schools in the perception of Aboriginal students?

Vhilst the study was not grounded within any particular
theoretical perspective, the findings of researchers such as Ogbu (1974,
1985),5aha (1986), Clifton et al (1986). Malin (1989} and Mickelson (199¢)
with regard to the effects of teacher expectation, racism, and an alleged
awareness or sense of futilitiy concerning future prospects were too

compelling to be ignored.

Consequently, primary research questions were devised in
order to orient the study asbout some of the research findings coneidered
likely to impact upon the educational achievement of Aboriginal children.
The questions were derived from lssues arising from the review of

literature.

The first research guestion asked students to respond to a nuwber of
questions derived from the literature relating to reasons as to why

Aboriginal students tend to underachieve. These addressed such items as:

—~ learning style preferences;

the ability of teachers to match their presentation of content

to preferred learning styles;

teacher expectations and willingness to assist;

the cultural concept 'big shame' and its impact on scholastic

performance;

family support;
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- how students accounted for lack of success;

-~ absenteeisn,

The second primary research question examined issues relating to

such {tems as:

subjects liked and disliked and reascns why;

- 1g disruption in class an expression of bhoredom;

~ do students btelieve that good academic results will assisi them
to obtain rewarding employment;

- what are their job aspirations and do they think they will have
the skilis required after school graduation;

- do they believe that Aboriginals and non-Aboriginals have equal

employment opportunities and if not, what effect does this

perception have on their motivation to succeed in school;

1

what subject textbooks were hard to uaderstand and why;

Vatts (1981) and Malin (1989) cited the culturally based need for
affiliation as having some impact upon achievement, with affiliation
implying acceptance 0f ethnicity and an ability to form interpersonal
relationships with other students and teachers., This view was
shared by key irformants to the study therefore primary research
question three was devised under which groups of associated questions were
clustered to allow students to report their perceptions of how important

friendships are and how these might impact upon thelr academic performance.
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The questions addressed such issues as:

influence of peers on attitudes to school;

do students give up if they dislike a teacher;

do students believe that they are better students in an enclave
situation;

do students prefer to work in groups or individually;

what is the effect of being a schogl minority group;

are they able to form relationships with other Aboriginal students;
are they able to form relationships with non-Aboriginal students;

is being able to form friendships important and why.

The final primary research question sought to corroborate the reports

of racism or discrimination reported in the literature and addressed the

followilng issues:

were there times when students felt that teachers treated them
differently to non-Aboriginal students, if so, how;

do teachers expect Aboriginal students to produce the same quality
of work as non-Aboriginal students;

do Aboriginal students perceive non-Aboriginal students as racist,
if so, why;

are school discipline policies fair to all students, if not why;
are -penalties the same for Aboriginal and non-Aboriginal students;
do teachers try to use materials which treat Aboriginality

positively.
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As stated earlier, the research questions sought to determine if the
findings of other researchers were compatible with the students' own
perceptions about why they may not have achieved their full potential in

government secondary schools.

Further details are given in Chapter Four - Method of Investigation.



56

Chapter Four - Method of Invegtigation

Design and sample discussion.

The study used a questionnaire survey combined witl interviews to
determine how Aboriginal students account for their lack of success in

mainstrean education.

The sample comprised an existing group of ten Aboriginal students
aged between 15 and 19 years. The students selected had all underachieved
or withdrawn from mainstrear education. At the time the study was
canducted, the students were undertaking schooling within an Aboriginal
enclave, This enclave will be referred to only as Small School in this

report.

To examine the research questions two questionnaires were designed.
The first, a prescriptive survey, comprised a series of statements designed

to allow students to select a response from the following Likert Scale:

always
usually
soretines
not often

never
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Judd et al (1891, p.153) provides advice on the construction
of rating scales, noting that the most significant problem is that of "halo
bias...which refers to the tendency far overall posiiive or negative
evaluations of the object...being rated to influence ratings on specific

dimensions."

To counter this effect, each questionnaire cantained specific
instructions which were read to respondents before data collectlion began,

(Judd, et al, 1991, p.255) The questionnaires comprise Appendices A and B.

The prescriptive (hereafter referred toc as the ¢losed-ended?
questionnalre contained clusters of questions related to each of the
primary research questions, with each question being simply worded to avoid
ambiguity, bias and meaningless responses. Each question was shart,
simple, with the key idea last in order to simplify the respondents'

task., (Judd, et al, 1991, p.234-238).

Judd, et al. (1991, p.239-240) suggests that closed-ended

questionnaires have three main advantages:

- they are simple to code in order to produce meaningful results
prior to analysis;
- they help to clarify intent; and

- they serve as a Jog to respondents' memory.
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The second survey vas conducted in an interview situation using an
affective questionnaire containing open-ended questions. These
essentially replicated those of the closed-ended survey but differed in
that respondents were asked to explain or elaborate upeon their responses.
The justification for using two types of questionnaire is again drawn fronm
Judd et al (i991): open-ended questions permit respondents to say
precisely what they feel about an issue as well as allowing the interviewer
to probe the reasons for a particular response in order to fully determine

attitudes held. (Judd, et al, 1991, p. 238-240).

Advice as to the content, range, scope and linguilstic appropriateness
of the questions was scught from the key informants to the study and these
informants were also involved in discussing the significance of results.

(Goetz & LeCompte, 1984, p. 119-120)

Questions in the data-gathering instruments were arranged in clusters
and introduced to the resporndents by toplc. This method was adopted
during trialling of the questionnaires as key informants felt that the
respondents would be less lilkely to respond as they perceived the
interviewer would want them to respand, thereby reducing 'interviewer
effect’. Judd et al (1891, p. 244-247) supports this contention, noting
that placing questions within a sequence or topic serves to ease the
"respondent's task in answering® and can reduce bias, particularly if the

questions are grouped contextually.
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Judd states that "respondents are frequently confused and angered if

questions skip arcund from topic to teplc", advocating that:

clear and meaningful transitions between topics that point cut the
relevance of the new topic to the study purpose are essential. At a
minimym, transitional statements signal that one topic has been
completed and that a new one is coming up. <(p.245)

A non-scheduled standardised interview was used to administer the
second, affective questionnaire two weeks after the closed-ended
questionnaire. This approach permitted flexibility in the posing of
particular questions thus allowing the interview to be less formal and more
"responsive”, whilet still allowing results to be enumerated. (Goetz &

LeCompte, 1984, p. 119

This method vwas used as it was considered the most efficient
means to gather data in the short time available and had several

concomitant advantages:

* ensured that the response rate was as close as possible to

100 per cent;

% reduced the possibility of 'interviewer effect' or

respondent reticence;

# enabled the interviewer to notice and correct
misunderstandings and probe unclear or vague

responses;
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¥ permitted the interviewer an opportunity to establish
credibility and rapport in order to motivate the

respondents to provide accurate responses;

# provided two sets of data for comparison to abet the
accuracy and completeness of responses. (Judd, et al,

1691, p.228-260; Blackmore, 1950),

Judd et al (1991, p.253) provides a framework of the processes
"needed to generate good (ie complete and valid) data in the interview.”
These include whether or not the respondent can understand what is being
asked, has knowledge of the subject or topic and is willing to respond.
The comprebensibility of the topic is largely determined by the design of
the guestionnaire, as is accessibility of recall (see earlier comments).
The interviewer alcne is responsible for motivatlion and the avoidance of

misleading responses.

Hosie (19862 notes that researchers should "malntain an open mind®

in interviews as respondents may reply using language appropriate to

their "social roles, norms, values and goals", a point also noted by

Judd et al (1991, p.255) who states:
The interviewer's job 1s fundamentally that of a reporter, not an
evangelist, a curiosity seeker, or a debater. Interviewers should
take all opinions in stride and never show surprise or disapproval of

a respondent’s answer. They should assume an interested manner
towards the respondent's opinions and never divulge their own.
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Hosie (1986) notes that a problem with interview research is the
misreporting of responses obtalined from the interview. This issue was
discussed at length with key informanis in concert with how to avoid
contamination of results with ‘interviewer effect'. As a consequence
of these discussions it was decided to administer the second, affective
questionnaire in a collaborative small group interview, Informants
cunsidered that this would reduce bias, relax any respondent who felt ill
at ease at being asked to contribute a single response as well as
permitting students to debate the issue among themselves. This format
was adopted as it was believed it would yield far more reliable and
truthful responses than a one to one interview with a white interviewer was
likely to elicit. To overcome recording problems each regpondent was
given the affective questionnaire to record their individual responses,
Anonymity of these responses was stressed. The interviewer initiated
group discussion by reading out the prescribed question and soliciting
debate. Az students discussed thelr responses, the interviewer and a
scribe recorded responses from each person on a separate coded data sheet.
At the conclusion of the interview these additional data sheets were
collated with the completed questionnaire of the appropriate respondent

to allow elaboration and clarification of responses for analysis.
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Data_apalysis procedures.

To counter the possibility of what Judd et al (1990, p. 215-
218) termed “interviewer effect", (where the respondent answers
questions asccording to how they believe the interviewer wants
them to respond) the study used two questionnaires. All results
ware discussed with one or more key informants. As an
additional safeguard, both instruments were administered to a
trial group of tertiary-level Aboriginal students under the ausplces of
a senior Aboriginal academic. Students in the trial group were screened
and selected so tbhat their ages and educational experiences were as close
as possible to those of the enclave sample group, educational outcome

excepted.

Results of the closed-ended questionnaire are presented in a
tabular format detailing the question asked and the number of responses
received for each category on the Likert Scale. Further detail ig given

in Chapter Five - Results.

The results for each question are discussed in terms
of their compatibility with existing research and significance
with regard to the four research questions posed and the

hypothesis,



63

Presentation of data..

To facilitate analysis and interpretation questions asked in the
study have been regrouped according to which research question guided their
inclusion in the questionnaires. A matrix is provided showing this
information for both the closed-ended and the affective questionnaire
in the appendices, Appendix D portrays the realignment of the survey
content for the closed-ended questionnaire while Appendix F pertains to
the affective questionnaire. The results and appropriate statistical
analysis of these for the closed-ended questionnalre comprise Appendix E.

Consolidated results for the affective questionnaire comprise Appendix G.

As the closed-ended questionnaire collected data using an ordinal
gcale, and due to the small size of the sample, the tabular format used
in Appendix E to display the resulis is considered the most appropriate
as parametric or infereptial statistics cannot adequately describe the
data. Gay (1887, Ch. 12, Ch.13) explains that the use of parametric or
inferential statistics assumes that a large, randomised sample is used,
that two or more groups are scored on variables of interest and that data
has been gathered using either interval or ratio data. This study was

not designed to comply with any ©f these requirements.
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Chapter Five — Regults

Caveat.

The study was designed about an existing group of some 30 ta 40
Aboriginal students who shared common experiences with regard to mainstream
education, As the study progressed however, a process of attrition was
observed within the educational enclave 'Small School' from which the
sample was derived. This had two effects upon the study. In the first
instance, total enrolments in the school reduced from gver 60 students to
less than 30 for semester two, 1992, Sampling problems were exacerbated
by high rates of absenteeism among the remaining cohort. This sharp
reduction in numbers severely restricted the number of students in the

sanple who conformed to the study design, as ocutlined in page five.

Prior to administering the closed-ended or response-category
guestionnaire, student profiles were re-examined to ensure that students
remaining in the enclave matched the design criteria. Vhilet it was
anticipated that the sharp declipre in enroiment would also reduce the size
of ihe available sample, I was unprepared for the abrupt alteration in
student-experience profiles. Only ten of the re—enrolled students in
semester two were able to satisfy the design criteria which specified that
students had to have either withdrawn from or underachieved in mainstrean
secondary education. Remaining students were excluded from the study as
they either lacked any experience of formal education or had been educated

only to primary level in independent schools.
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Data Display..

As stated in the previous chapter (p.63), questions contained in the
questionnaires have been regrouped under the heading of the apprapriate
primary research question which guided their inclusion. The matrices

which reveal this information are located in the following appendices:

|
'

Appendix D -~ shows the realignment of content from the closed-ended

survey wilth research questions;

~ Appendix E - displays the actual results for each variable examined
in the closed-ended questionnaire for both the trial
and sample groups;

-~ Appendix F - shows the realignment of content from the affective

questionnaire;
- Appendiz G ~ displays the consolidated results, expressed as a
percentage of the comblned sample and trial group,
Hotes - closed-ended questiomnnaire.

Reliability calculations for the closed-ended questionmaire:

The closed-ended questionnaires administered to both the sample
group and the irial group were scored and subjected to split-half
reliability calculations.  The Spearman-Brown prophecy formula was applied
to the coefficient to give a reliability coefficient of .88 for the
response-category questionnaire. As the coefficient 1s high, the survey
may be considered reliable. {(Gay, 1987, p.120) Calculations are shown in

Appendix C.
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The closed-ended survey wa$ administered individually to subjects
after the administrator had read aloud the instructions specified in the
questionnaire. These were similar for both gquestionnaires and may be
viewed in the frontispiece to the questionnaires which comprise appendices

A and B.
The following notes will aid interpretation of Appendix E:

1. number of subjects in trial group : b

2. number of subjects in sample group : 10

3. performance of each graup on each variable 1s determined according to
the foliowlng chart of values assigned to cholces:

always ' D 1 1f - item
usually : 4 2
sometimes: 3 3
not often: 2 4
never 1 5

4. range of possible scores on each variable;

- trial group : highest = 25 (N=5x56)
: lowest = D (N=bxl)
- sample group : highest = 50 (N=10x5)
lowest = 10 (n=10x1)

5. performance by each group on each variable is determined by scoring
individual responses and calculating the group's mean. The mean is
rounded up if over .6 and rounded down if under .5.

Fotes - affective questionnaire..
Like the closed-ended survey, variables included in the affective

questionnaire were guided by the four research questions autlined earlier.

{pp.6 & 50
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This instrument was administered in a small-group situation in a semi-
structured manner, as discussed in Chapter Four - Methodology (p.59-61),
as the key informants belleved that the increased flexibility afforded by
this approach would offset any possibility of contamination of results due
to the previously clted (p.37) 'interviewer effect'. They also agreed
that the interview format was likely to be less threatening to individuals
and that the use of a furum could promote and stimulate a wider variety of
more accurate responses than would be possible in a traditional one-to-ane

interview. This proved to be the case in this study.

The semi~structured approach was alsc selected as it permitted nore
questions to be asked about variables relating toc part c. of the statement
of hypothesis (p.6) and the concept 'big shame' (p.39-41). Apart from the
inclusion of these additional questions, the content of the affective
questionnaire closely replicated that of the closed-ended survey. The
format differed, however, in that the respondents were asked to explain
or elaborate their views on certain issues and provided with an
opportunity to comment on any aspect of the questionnaire, study or

in regard to the provision of education to Aboriginals in general.
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Copsolidated results for both quesiionnaires.

Results for the c¢losed-ended survey are detailed in Appendix E to this
report and results for the affective questionraire are displayed in
Appendix G. Both appendices display the results for each variable

grouped under the primary research questions (p. 6 & 50).

The results from the closed-ended questionnaire for both the trial and
sample groups were combined by calculating the mean score for each variable
in order to determine the most common descriptor selected by the students
from the Likert Scale. The results of the affective questionmaire provide
explanation and elaboration where appropriate and are expressed in terms

of the percentage of the students who responded to each variable.

The results for each research quesiion are presented bhelow.

Regearch question 1.

How do Aboriginal students account for their lack of academic

success?

1. Learning style preferences:

The results indicate this group of Aboriginal students uswvally prefers
to learn using a combination of avditory input (mean score 4.2) and
individual work (mean score 3.8). Copperative group learning (mean score
3.5), concrete or tactile activities (mean scare 3.5), reading (mean score

3.3) and observation and imitation (mean score 3.1) were preferred

sopetlnmes.
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It should be noted that whilst both the trial and sample group
exhibited like preferences for auditory input, indivdual work, reading,
observaticn and imitation, in their separate results some varjance exists
between the groups in regard to thelr preferences for tactlle manipulation

of learning materials and working in groups.

Related to the above, students were asked 1f they thought teachers
in government secondary schools were able to cater for studentis' preferred
ways of learning by presenting lesson content in a variety of ways. The
combined results (mean score 2.7) indicate thils occurs only scmetimes.
The trial group (separate mean score 2.2) indicated a response of not
often.  Students believed that they would usually be better students if
allowed freedom ta choose teaching methods that suited them (mean score

4.2),

2. Teacher expectations:

The results for both groups (mean score 3.9) indicate a belief that
teachers are usually willing to assist any Aboriginal students experiencing
difficulties in class. Unfortunately this assistance, in their
perception, does not seem to be guaranteed if Aboriginal students fall
behind in classwork,. The combined resulis (mean score 3.3) indicate a
view that teachers are only sometimes willing to assist students to
catch up lost work. It is interesting to note however that the trial

group was more negative (mean score 2.4), indicating a response of 'not

often'.
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It is also worth considering the results for this question in concert

with the results of the question c¢oncerning absenteelsm bhelow.

3. Absenteeism:

In response toc a question about absenteeism and its effect on
academic performance contained in the affective guestionnaire, 38 percent
of students indicated they were often absent and that this resulted in

low acadenmic performance as "nothing got done.”
4., 'Big shame’:

The closed-ended questionraire did not make direct reference to the
concept to avoid leading the respondents, instead asking them to respond to
questions couched in terms of situations where they might feel embarrassed
or anxious. The combined results show that Aboriginal students usually
feel embarrassed or gshamed if they are unable to dp a task (mean score
2.5 - reverse scored item) and that feelings of anxiety generated because
of uncertainty about what is expected of them usually affects their school
work (mean score 2.4 - reverse scored item).  Asked the same question in
the affective questionnaire, 76 percent of the students indicated that
their school work was affected by feeliings of anxiety induced as a
consequence of uncertainty about what teachers expect. Some students (24%)
stated that they experienced shame and embarrassment and tended to remain

shy and quiet as they were "too scared to ask their teacher" for guidance

in case they were ridiculed by their peers.
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Some (24%) expressed a concern that teachers ceased to encourage
thelr efforts. Others (12%) indicated that they felt that some
teachers held negative stereotypes, believing Aboriginal students to be

"dumb", whilst ¢24%) simply replied "can you meet them?".
ply rep y

These perceptions are further corrcoborated by the responses in the
affective questionnaire which sought student perceptions of the concept
'big shame' and slaboration as to how these perceptions affected school
performance. All students (100%) replied "embarrassment", providing
the following elaborations: as a consequence of a teacher singling
them out as an individual (12%)>; having a lack of knowledge displayed to a
class by an insensitive teacher (24%); failing at something (12%) and being

forced to do & task the student was uncertiin about how to perform (52%).

As a further check, the affective questionnaire asked students in
what circumstances might they feel embarrassed at school. The outcomes
varied: 24 percent said "not kpowing what was expected (of theml in class";
"white teachers discussing Aboriginal issues" (12%); public display of
failure resulting in class ridicule (12%); being forced to make oral

presentations before a class or group (24%); and being “picked on" by

other students dve to “colour" (12%).
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5. Family support:

Parents or family only sometimes helped students with their homework
(mean score 3.1), providing little motivation for students fo perform
academlically. When asked how their pareants' attitude to education affected
their sckhool performance 12 percent said “not at all®., The majority (52W)
replied that the impact of these attitudes was significant "as support and
encouragenent [was] needed to get higher education otherwise no effort."
Others (24%) sald their attitudes reflected those of their parents "who

had no education" and that "parents don't push kids to do homework" (12%).

6. Student perceptions about lack of academic success of some
Aboriginal children:

The affective questionnaire asked students to give thelr views as to
why Aboriginal students may not do well at schoolwork in government
schools. The question was included only after extensive discussion with
informants as to whether or not they believed it could afirent the self-
concept of the students. To avoid any possibility of the students reacting
adversely, the wording was depersonalized to embrace all Aboriginal
students, seeking a general view rather than a personal one. Two
significant reasons emerged: the school curriculum “doesn't cater for
Aboriginal students® (38%) and lack of parental or familial support (38%).
Other explamnations included: prejudice from octher students (24%); the
influence of "disinterested peers" (12%), general complexity of language
demands (12%); poor teacher/student relationships (12%) and a belief that

Aboriginal studenis were “"streamed into low ability classes due fo

ethnicity" (12%).
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Research gquestion. 2.

Do Aboriginal students believe that mainstream curricula sre relevant

to their educational aspirations and needs?

1. Career aspirations.

The affective questionnalre asked students to nominate the type of
enployment they desired after leaving school. Their career choices were

categorised as follows:

= those requiring professional avards | 52%

- those requiring specific vork-place
skills - skilied non-professional : 24%

- those requiring pest-compulsery
education training - rades V124

- those requiring no specific skills/
unskilled ;12%

They were also asked what skills they thought they would need to be able

to obtain these jobs:

- wanageaent/aceounting qualifications: 528

- reading and writing skills : 38%
= knowledge of Aboriginal/political

jssues P2
= science hackground 212

Half of the students thought that they would possess these skills when they
left school. The students believed that gond school results would enable

them to get the job they desired (mean score 4.2).
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A upamimous 'no' (100%) was recorded in response to a question asking
students if they thought that Aboriginals and non-Aboriginals have equal
employment opportunities and 88 percent indicated that this belief
affected their attitude towards education:

- serves as & moivational factor
tovards higher achiavenent + 50%

« believe that acguiring education is
3 vaste of effort because of racise ! 50

2. Subject preferences,

Data was sought from the students about the subjects they liked in the
closed-ended questionnaire. The affective questionnaire asked students
to give reasons as to why a subject was either liked or disliked., "The
results are presented in the order they were presented in the closad-ended

survey:

- English (meap wcore 3.9 - usually liked):
62 percent of the students indicated that they liked this subject,
citing such reasons as they were "good at 1t" (12%); "enjoyed it
(38%) or because they liked reading for "personal pleasure" (12%).
24 percent sald they disliked the subject because 1t was “boring"

{12%) or because they "couldn't spell" (12%),

- maths {mean score 3.2 -~ sometimes liked):
24 percent of the students liked maths as they were "good at it"
(12%) or “able to understand it" (12%). 62 percent disliked it
as they "weren‘t good at {t" (38%); found it "boring" (l2%) or

"too hard* (12%).

T TV by, T BT T e S g s U S T P e e P g . B A M i
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- social studies (mean score 3.2 - sometimes liked):
48 percent sald they disliked this subject, citing the following
explanations: "due to blas in dealing with Aboriginal issues (24%);

“boring" (12%) or due to lack of "relevance or purpose” (12%).

- sclence (mean score 2.9 — sometimes liked):
As for social studies above, students did not list this subject as
liked. The trial group result reflected thils, indicating 'not
often' (mean score 2.2), 038 percent said they disliked sclence as

1t was boring and lacked relevance.

- industrial arts (mean score 2.6 - sometimes liked):
Only 24% indicated that they liked the subject because they were
either "interested" (12%) or as it was "haads on" learning (12%).

12% disliked it as they “were no good at it".

- physical education (mean score 4 - nsually liked):
Easily the most popular subject with an approval rating of 88
percent. Students usually liked physical education and sports
as they believed they were "good at it" (24%); "enjoyed it" (92%) or
were “"interested" (129, The trial group said they always liked

physical education (mean score 4.6).



77

-~ Health (mean score 3.6 - usually liked):
The trial group indicated that they liked the subject only sometimes

(mean score 3).

- art (mean score 3.7 - usually liked):
Only 24 percent of students nominated art as a preferred subject
in the affective questionnalire as it was "hands on". 12 percent

digliked it as they felt they were "no good at it".

- business studies/typing:
52 percent of the students said they liked these subjects as they
either related to to their "career cholce" of because they were

"goad at it".

Students in both groups indicated a belief that they would usually
be better students if they could choose the subjects they wanted to learn

(mean score 3.8).

3. Textbooks:

Students completing the affective questionnaire were asked to indicate
which subject textbooks were the most difficult for them to read and
understand and give reasons for any difficulties experienced. Mathbs
textbooks (76%) were judged to be the hardest to comprehend due to a high
degree of abstraction and difficulty., 50 percent of the students
criticised English texts, saying that tbe language was generally too

complex.
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The results were similar for both science texts (G0%) and social
studies texts (38%), with students criticising both for having language

and content which was too complex and abstract for them to undersiand.

4. Boredom:
Students were asked if they became disruptive in class as a
cpnsequence of boredom. Both groups indicated they sometimes became

disruptive when bored {(mean score 2.7).

Research question 3:i

Vhat significance is attached to interpersomal relationships

by Aboriginal students?

1. Teacher/student relationships:

All students surveyed indicated that they were inclined to try harder
if they liked their teacher. A related question in the closed-ended
survey found that students sometimes tended not to try In subjects where

they disliked the teacher (mean score 2.9).

2. Peers:

Students were asked if their behaviour and attitude to schoolwork was
influenced by what their friends thought of school. The combined results
show that peers have an abllity to influence iheir behaviour and attitude
sometimes {(mean score 3.05). The separate results for the sample group
recorded 'not often' {(mean score 3.7}, A majority of the students (76%)
thought that Aboriginal students worked better in gruﬁps as they shared
& common background and had similar understandings or were more caoperative

than non-Aboriginal students (52%).



79

Others (24%) said that working in groups was thelr "culturally preferred
way 0f doing things." It is interesting to note however that the combined
group felt that they only sometimes worked better among groups of their

friends {(mean score 3.9).

All students said that they had no difficulty in establishing
relationships with other Aboriginal students in government schools and
a majority (76%) said that they had no difficulty in establishing
relationships with non-Aboriginal students.  All students agreed that
being able to form relationships with other students was important to then
as "cooperation and support makes school more comfortable" (76%), or gave

them an opportunity to "change attitudes towards Aborigines” (24%).

3. Preference for Aboriginal-only classes:
The results indicate that the group believed that they would usually
be better students in classes comprising only other Aboriginal students

(mean score 3.9).

Research question 4:
Are attitudes of intolerance and racism manifest in V.A. government

secondary schoals in the perception of Aboriginal students?

1. Pedagogic practices:

Students were asked if classroom teachers treated Aboriginal and
non-Aboriginal students the same. The combined results from the closed-
ended survey suggest a perception that teachers ony sometimes treat

Aboriginal students similarly to non-Aboriginal students (mean score 2.9).
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The trial group was more condemnatory, indicating a response of 'not often’
(separate mean scare z.0). Results fruam the affective questionnaire
confirm these perceptions and a majority of the students (62%) indicated

a belief that teachers had treated them differently fto non-Aboriginal
students. Asked to elaborate, 38 percent felt that they had been treated
differently as a consequence 0f low teacher expectations. Others (24%)
described discriminatory talk, attitudes and behaviour exhibited by

teachers.

Somewhat paradoxically, the results of both questionnaires suggest
that teachers usuvally expect Aboriginal students to produce the same
quality of work as non-Aboriginal students (mean score 4.0) although,
again the ftrial group was more pessimistic, indicating that this was only
sometimes the case (separate mean score 3.4), The affective questionnaire
iyielded 8 mzjority view (76%) that teacher expectations were balanced.

The negative reponses (24%) indicate a bellef that some teachers "usually
forced [Aboriginal students) into remedial classes (12%) or "expected

(them] to be good at sport not academic work" (12%).

Teazhers only sometimes used materials which treated Aboriginality
positively in the perception eof the students (mean score 2.7), The trial

group indicated a 'not often' response (separate mean score 1.8).
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2, biscipline:

Students were asked if they believed that they received the same
penalty for an offence as did a non-Aboriginal student for the same
pffence. The combined results suggest that this ig usually the case
(mean score 3.7) although the trial group felt that this occurred only

sometimes (separate mean score 3.2).

Half the students felt that school discipline policies were not
generally fair to all students, with 38 percent claiming that they "don't
cater for black diversity and needs" and 12 percent stating that they
“don't consider Aboriginal learning styles". (Of the remaining students,

38 percent felt that the paolicies were fair and 12 percent were unsure.

3. Prejudice from other students:

A majority of the students (62%) believed that non—Aboriginal students
were prejudiced againgt Aboriginal students, suggesting that this prejudice
exists “because of ignorance of {ourl] culture...land] lifestyles" (50%) or
because of Aborigiral ways of living and "inablility to do well at school*

(12%2.
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Additional compents:

The affective questionnaire provided students with an apportunity
to comment about any aspect of the study or their educational experiences.
Not all students elected to comment but the unedited comments of those who
did follow:

¥ YES, 1 was angered ab not being taught about the wiping out of .
Aboriginal people in the early days, We ail grew up thinking that
the white colonists had it hard, Bullshit, Stari balancing the
content of what is baughl then maybe white people will undarstand
hy we are in the situation we are in and help Aboriginal people
to understand as vell,

% Biggest problen was latk of support or encouragement from both
family and teachers,

3 Education has mislead (sic} Aboriginal pesple,  They don't focus
on our language, history, culiure, tribal groups, environnent,
conservation - C(thel curriculum alienates Aboriginal students
betause they have mispiace (sic) our cultural philosophy within
social studies,

¥ They should halp combat racism from non-Rboriginal stutlents tewards
Aboriginal students in the school/conmunity, They should incorporate
into the academic aspect: beathing of Aboriginal culiure is history,
especially Australian hisiory - and the fboriginal side of it,

¥ It is essentia) to have Aboviginal history introduced into govermment
and private schools,

£ 1 think that schools need an £qual Opportunities Officer to prevent
Noongars {sic) being picked on,
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Chapter Six - Discussion

Iimitations af this study.

A number of limitations concerning the results of this study are

evident:

a. firstly, the students comprising the sample group have all
experienced a lack of success (as defined p.42-43) in mainstrean
edvcation and cannot be regarded, without further empirical data,
as being representative of all secondary Aboriginal pupils in

V. A, government secondary schools;

b. despite the controls outlined in Chapter Four, the studenis may
still have matched their responses according to their perceptions
of the expectations of the interviewer. Further empirical
research will be needed to determine the accuracy of responses
pbtained in this study before the results may be generalised
to include the wider Aboriginal student population contained

in the V¥.A. secondary education system;

<, the students in the sample group have all elected to retura to
to schoul in order to obtaln academic qualifications and their
attitudes and values may not be representative of aother groups

of Aboriginal students. Further research i1s needed.
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d. due fo circumstances which could not be foreseen or controlled
for, the sample group numbers are very small and as a consequence
some distortion in the results is possible.

Notwithstanding these obvious limitations which suggest that the results
be approached with caution, a number of points have emerged from the study
which warrant further investigation in order to aatermine their wider

impact on educaticnal achievement by Aboriginal students.

Aboriginal student enrolment statistics.

This section serves to establish a context with which to begin to
discuss some of the issues and concerns which emerge from the data given
in Chapter Five. Statistics are presented which illustrate the relative

obscurity of Aboriginal studemts in the overall education system.

In 1991, official figures indicate that there were 10720 Aboriginal
students enrolled in V.A. government schools, representing 4.35 percent
of the total government school enroiment. Of these, 2843 Aboriginal
students were enrollied in government secondary schools, representing 1.15
percent of total government school enrolments. There were 3343 Aboriginal
students enrolled in schools in the Perth Metropolitan Area, representing
1.36 percent of the total school enrolments or 1.91 percent of the

population of these city schools. (Education Statistics Bulletin 14/9%)
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The V.A. Equal Opportunities Commission (1990, p.6) estimated that
some 4000 Aboriginal students were located in remote communities. If this
figure is accepted (it is disputed by the V.A. Education Ministry), it is
possible to calculate that about one third of enrolled Aboriginal students
are situated in predominantly traditional communities; approximately
another one third are resident in the Perth area and the remaining one
third are located in V.A. rural districts. These figures convey

implications concerning the appropriacy of pedagogic practices.

The figures clearly demonstrate that Aboriginal students are likely to
be a minority in most government schools and it may be reasonable to infer
that nearly two thirds of the enrolled Aboriginal students live in areas
in which Aboriginal people have had a significant amount of contact with
white society.  Assumptions that the near two thirds of rural/urban
Aboriginal students living in such communities, in which the traditional
culture has been largely disintegrated by the white protectionist policies
of the assimilation era, are best served by pedagogic strategies which
imitate 'traditional styles nf learning' (Harris 1980) must be regarded
with suspicion. Thornbury (1655) stated that a key tenet of assinilist
policles was that "assimilation does not mean suppression of the
Aboriginal culture but rather that, for generation after generation,
cultural adjustment will take place." (cited in Green, 1986, p.%).
Educational implications of this process of acculturation will be discussed

presently.
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The W.A. Equal Opportunities Commission (1990, p.8) expressed concern
at the "disparity between the retention rates and in the rate of
improvement of those rates since 1982 for Aboriginal and non-Aboriginal
children". BEducation Minilstry figures for 1989 show that the Year 12
retention rates for Aboriginal students was 9.9 percent of the secondary
enrolment. 1f this percentage is extrapolated to the 1991 secondary
enroclinent of 2843 Aboriginal students, then approximately 360
Aboriginal students achieve secondary graduation - 0.46 percent of total
secondary enrolments. For non~Aboriginal students, the retention rate
was identified as 49.8 percent - approximately 3780C¢ students or 48 percent
of total secondary enrolments. The same figures, supplied to the
commission by the W.A. Education Ministry, show that most Aboriginal
students “dropped out" between Years 10 and 11 however a large number
also exit the system after Years 8 and 9 and that increasing numbers are
leaving “"at this very early age." (W.A. Equal Opportunities Commission, p.
8-9) Some reasons why Aboriginal children may underachieve in or elect to
leave mainstream education will now be discussed in the light of the

results of this study.
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Discussion and jmplications of the resulis of this study.

Learning style preferences:

A fundamental tenet of those advocating cultural differences as the
underiying reason for academic underachievement by Aboriginal children is
a belief that the learning style preferences of these children are
culturally determined or culturally bound. Christie (1985, p.45’ reviews
the findings of Harris (1980) to allege that Aboriginal children tend to

learn informally:

%+ through "observation and imitation rather thaen verbal instruction";

# through "personal trial and error rather than through verbal

instruction and demonstration®;

* through "real-life activities rather than practice in contrived

settings";

¥ In "context-specific" learning situations;

+ ag they are "person oriented rather than information oriented".
Implications for pedagogic practice derived from these informal styles of
learning are reported in detail by Christie (1986} in a paper which
compares the requirements of formal, Western-style education to traditional
practice. He also relates these learning style differences to a need to

"Aboriginalize"” post-primary curricula in a later paper. (Christie, 1988
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Simllar issues are discussed by the principal researcher in this field,
Harris (1984), in his paper Aboriginal learning styles and formal
schooling. Harris (1984) summarises traditional learning style
preferences as:
learning by observation

by doing

by imitation

by personal trial and error

by real-life performance

by persistence and repetition
however cautions teachers against simply accepting these as “some
misunderstiandings and misconceptions have developed", stressing at length
that teachers must progressively attune Aboriginal students to the
requirements of mainstream education and synthesize or blend informal
styles of learning into tte classroom in conjunctior with more rigid,
Vestern styles of learning. Similarly, Christie (1885, p.53-61) provides
an excellent comparison between traditional learning styles and the demands
of mainstream educatlon which requires what Christie describes as
"purposeful learning behaviour", typified by an ability to abstract
"symbolic representations of the outside world." He contends that formal
education may be distinguished from informal or fraditional education in
several ways: formal learning 1s "abstracted from the ‘reql life' setting"
to become what Cummins (1990) describes as “"context-reduced” and
"cognitively demanding"; it is “dependant upon language" which is also
"decontextualised", being the "almost exclusive means of exchanging

information" and it is always "consciously mediated” - learners must accept

the teacher's gnals and seek to attain them. (Christie, 1985, p.54-55).
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Christie (1985, p.54~55) makes the point that many of these so-called
traditional learning styles become dysfunctional when children attempt to
apply them in western classrooms. He contends that many teachers “fail to
recognize this, and label their Aboriginal students lazy, unmotivated,
retarded or deprived, depending on how they respond to the unfamiliar

demands of schoagl."
Harris (1984) agrees:

The Aboriginal learning system is not a functional learning system
for everything that needs to be learned in shool. Vhether a formal
or informal style fits the task best is dependant on the nature of
what is to be learnt, more than on the students' cultural
affiliations.
He provides a detailed analysis of shortcomings observed among teachers
attempting to implement teaching strategies which they believe encompass
informal learning styles and which, unfortunately, become an excuse for
lackadaisical pedagogy. Harris suggests that teachers use a model
involving content-process crossover in which teachers move through a

number of instructional stages which allow students to experience, explare,

experiment and express.

Guider (1988b) and Eckerman (1988b) also caution against unqualified
acceptance of 'traditional' learning styles, noting that to
institutionalize them, as has occurred in NSW, may:

encapsulate a whole new range of over-generalisations which will

serve to lock Aboriginal people into yet another cycle of
disadvantage.
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Refurence was made earlier to a quote from the assimilist era by
Thornbury (1955), cited in Green (i986), In which the goal of assimilation
was to promote a process of acculturation, presumably with the intention
of ultimately integrating Aboriginals into mainstream Australian society.
Interested readers are directed to Hasluck (1961), Mounsey (1979,
McConnochie (19082), Haebich (1982) and Green (1686) for an overview of
policies af assimilation and integration. The point was made in the lighbt
of Harris' (1984) comment that teachers must progressively train Aboriginal
students to accept the requirements of mainstream education. The resultis
of this study suggest that this procese of acculturation is well underway,

among the group surveyed at least,

Both Christie (1985 and Harris (1984) stress that learning through
verbal {nteraction is not a feature of informal or 'traditional' learning
style preferences. Harris (1580, 1684) and Christie (1885), in
particular, also stress the cooperative nature of Aboriginal learning
styles. Christie (1988) enlarges upon this principle, advocating that
Aboriginals learn through 'unity’: "because there 1s unity in the group,
unity in the ideas they are sharing, unity through the time they are
spending interacting together", learning is a “group experience”.

The results of this study do not support these views.
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The students indicated that their preferred learning strategies were,
in fact, auditory input - ie, verbal interaction - and individual work.
This suggestis that a process of change, or acculturation, has occurred or
is occurring in which Aboriginal students are now becuming more attuned
with the requirements of mainstream education (as identified by Harrls,
1984 and Christie, 1985) and are "making the transition from one stage to
another 1n such a way as will be favourable to tbheir future scclail,
economic and political advancement” - the assimilist agenda proposed by
Hasluck (1961). Further studies seem warranted in order to assess whether
these learning shyle preferences are generalisable across the Aboriginal
student population as a whole and if they are compatible with those
favoured by non-Aboriginal students or if, in fact, the results of this
study represent an aberration. For this group at least, if their learning
style preferences are in accord with mainstream educational requirements
then other factors must be identifled to account for Aboriginal educational

underachievement.

The students were also asked if they thought teachers varled their
teaching styles to cater for students' preferred ways of learning. The
results, which suggest that teachers rarely adapt their teaching styles
to cater for the different learning strategies favoured by students, must
be approached with caution as it is unlikely that students are in a
position to accurately judge teachers' professicnal competencies to

determine whether this is the case or not.
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The realities of classroom life dictate that competent teachers vary
thelr wethodology to sustain the motivation and interest of students and
this aspect warrants further investigation to see if the perception

reported is justified.

The students also indicated a belief that they would be better
students if they could choose teaching methods that sulted their learning
style preferences. This question was framed in the light of findings
emanating from ESL research into aspects of student motivation and
empowerment. Dickinson (1987) advocates a policy of student self-
instruction which caters for individual differences among student
cognitive styles and strategies. She defines cognitive style as “an
individual's overall approach to learning, irrespective of the task"
whilst cognitive strategy refers to the individual's "approach to specific
types of task". Self-instruction refers to the gradual assumption of
increasing degreec of responsibility for learning. Stern (1983} is cited
by Dickinson (1987) as believing that good learners are likely to use an
active planning strategy (the ability to set goals); an academic strategy;
a social learning strategy and an effective strategy - the development of
positive, self-directed motivation. The successiul use of these enables
a student to self-assess progress and assume responsibility for learning,
Self-instruction, according to Dickinson, allows the teacher to function
8s a resource, promotes empathy and individualism among learners which
reduces competition and provides students with an opportunity te

negotiate teaching strategies, resource materials and the curriculum.



93

To effect such change necessitates some form of student empowerment
and Ellis and Sinclair (1989, p.2), again from the ESL discipline,
promote a form of self-instruction which they call "learrer training."
Learner training is based on the assumption that:

individuals learn in different ways and may use a variety of learning

strategies at different times depending on a range of variables, such

as the nature of the learning task, mood, motivation levels
with the aim of assisting learners to consider "factors that affect their
learning and discaver the learning strategies that suit them best" in order
that they can "become more effective learners" and "take on more
responsibllity for their own learning."  The authors claim that learners
can be trained to recogrise which strategies they employ to perform
certain tasks and can learn to focus on skills which promote the use of
these strategles. Teachers would need to negotiate the curriculum,
encourage discussion, help learners to recognise the different strategies
available to them and create a learning environment “where learners feel
they can experiment" before forming "their own conclusions".(Ellis and
Sinclair, 1990, p.3-10) These are similar sentiments to those expressed
by Harris (1984) earlier when his "content-process cruassover" model was

briefly discussed.

[

O*Malley and Chamot (1990, p.160~161) support the teaching “to
different learning strategies" but qualify their support by suggesting that
"in learning strategy imstruction, students probably need assistance and
additional practice in those learning strategies that may not be closely

allied to their natural learning styles.”
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The authors cite the findings of Paris (1988) to support thie view,
identifying four specific instructional techniques which aid and develap
motivation and cognitive strategy instruction. These include:

%+ modeling, in which the expert (the teacher) demonstrates to the
novice (the student) how to use the strategy, often by thinking
aloud about the goals and mental processes involved;

% direct explanation, in which the teacher provides a persuasive
rationaiz of benefits expected from use Of sirategies, so that

students became convinced ai their own potential success;

* scaffolding instruction, in which the teacher provides temporary
support to students as they iry out the new ctrategies; and

% cooperative learning, in which heterogeneous student teams work
together to solve a problem or complete a task. (0O'#alley & Chamot,
1990, p.161>
Both Ellis and Sinclair (1989, p.10) and 0'Malley and Chamot (1990, p.186)
stress that teaching students to use a range of cognitive learning
strategies in order to develop self-instruction responsibilities involves

"a considerable investment of time" and that any changes would be

“gradual and the teacher should not expect instant results",

Cummpins (1986) has also investigated the process of empowering
minority-group students 1o "reverse the pattern of minority student
failure”, arguing that such students are either "empowered or disabled as
a direct consequence of their interactions with educateors in the schools.”
Cumming and MacKay (1990} report findings which clearly show that if
teachers modify the content tbey present to students and their style
of presentation, it is through a process they term "task reduction".

"Task reduction" means that teachers resort to the use of activities

termed by both Christie (1985) and Folds (1984, 1987, 1988) as “busywork.“
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Task-reduced activities or busywork tends to be "cognitively
undenanding” and "context-embedded".  Context-embedded simply means that
teachers ask students to perform tasks that they know "from experience"
they can do and which permit “most members of the class to participate
with the minimum of embarrassment.”" The researchers note that this
process "does not seek to instruct" and “eventually fossilizes into simple,
mechanical tasks which do not challenge the students either cognitively or
linguistically." The area of learner training, processes of empowerment,
and enabling students to match their preferred learning styles to a
a modified and negotiated curriculum would Seem to warrant a longitudinal

study as littlie ar no Australian research seems to exist in this regard.

Teacher expectations:

The effect of teacher expectations and how they adapt their teaching
strategies has been introduced in the discussion of Cummins' and MacKay's
(1990} research above, The students in the study indicated a perceptian
that teachers are usuvally willing to assist students experiencing
difficulty with content. Teachers appear less willing to help students
catch up with arrears of ¢lasswork and this may, in part, be attributable
to feelings of frustration due to the high rates of absenteeism reported in
the literature and by the students in this study. The consequences of
low teacher expectations for Aboriginal students will be discussed in

future pages within the context of discriminatory practices,



86

Absenteeism:

38 percent of the students studied indicated that they were frequently
absent from school and that this resuited in lowered academic performance.
Regrettably, the study failed to ask these studentse to explain the reasons
for thelr absences and, hence, {s unable to relale absenteeism to theories
of resistance or alienation suggested by Folds (1984, 1987). &
longitudinal research study is needed Lo assess reasons for the periods of
absence reported in the literature in order to determine if these are
due to culturally defined kinship obligations, soncial conditions,
alienaticn or resistance to white education, overt raciszm from teachers
or other students or peer pressure, As this ctudy neglected to seek
clarification of the reasons for the absenteeism reported among the
students, it is inappropriate to make inferences which cannot be

supported.

*Big shame':

The results show that Aboriginal students experience 'shame' or
embarrassment in a number of sitvations, supporting the findings of
Harkins (1990) that the concept is an elaborate one not easily defined or
confined to one meaning. As Harkins reported, the term embraces feelings
of embarrassment and anxiety and the study shows that thesec feelings have

the potential to greatly affect academic performarnce.
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The students reported feeling shame, embarrassment or anxiety in a variety

of situations as a consequence of:

- being unable to perform a task expected by a teacher;

a fear of asking teachers for advice in situations where they were
uncertain as to vwhat was expected from them in case of peer

ridicule;

- beling confronted with racist sentiments;

- being singled out before their peers;

- having thelr lack of knowledge about something publicly displayed;

- a fear that fallure will result in peer ridicule;

- performing oral presentations in public;

~ white teachers discussing Aboriginal culture and issues;

adverse teacher expectations.

The pussitlility exists that some of these variables are likely to
contribute to feelings of alienation which may lead to absenteeism and
eventual withdrawal from school. Harkins (1990} provides a detailed
analysis of Aboriginal perceptions of the concept, linking and reviewing
the research of Harris (1984), Kaldor and Malcolm (1982) and others wha
have commented on this complex emotional concept, to show that the term

is Iindicative of a major cultural difference.
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The study of Eagleson et al (1979, p.165, 180) has been previously
discussed in the review of lliterature, as have findings of Malin (1989).
Both studies reported socio-linguistic behaviours exhibited by Aboriginal
students in classrooms which wmay be manifestations of cultural differences,
as reported by Harris (1977, 1680) and Christie (1085), or resistance as
suggested by Folds (1984, 1987). These researchers have all noted and

reported certain behaviours, including:

% a reluctance to respond to questioning when isolated as an

individual before the class;

¥ ipaudible responses when forced by the teacher to respond in such

instances;

% a fear of giving an incorrect response because nf peer censure; and

% reserving a right not to respond.
The results of this study are in accord with the above behaviours.
Kalcolm (1979} found that Aboriginal students are likely to show a
reluctance to respond in sitvations in which they are either unsure of
what they are expected to do or must answer questipns, the reply to which
becomes a public statement befare their peers. Eagleson et al (1982, p.
144-145) replicated these observations, suggesting that the reticence

exhibited in threatening sitvations (Chadbourme, 1984) was multi-faceted:
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One ferce has to do with fear: Aborigines, especially as they grow
plder, often become comnsclous of their minority and despised status
in the community...most children have emotional scars of mistreatment:
there is a difference then to venture: the classroom can he seen as
threatening and even the good teacher can be regarded as & figure of
a not-too-benign authority
The authors noted that a "natural fear of failure, of making oneselt
ridiculous® was partly <¢onnected to a tendency to "undervalue oneself”,
which was sourced in the realistic perception that they were often "less
competent than the other students in the class because 0i absences". A
further impacting factor was peer pressure not Lo excel, "not Lo surpass
one's fellow Aborigines" which resulted in students holding back for the
"social comfort" of othoers, Theze findings are interesting and tend to
support the research of Obgu (1974, 1985), reviewed earlier (p.27-34,
into the social practices pf “castelike minorities"” which exhibit
secondary cultural differences as a consequence of social alienatation.

This leads, ultimately, to resistance to white cultural transmission and,

therefore, to white education.

This 1s the basis for the resistance theory proposed by Folds, (1987,
p. 38-73), who argues that a "sharpening of cultural differences" js a
manifestatiun of resistance which ultimately resuvlts in teachers becoming
defensive - they develop "coping strategles" which with to counter
resistance - and these, in turn, Inevitably lead to lowered expectations
that the students will learn and the adoption of "busywork" which
"simulates educational activity" yet guarantees poor educational outcomes.
This aspect has been discussed previously within the context of bi-cultural

educational research findings reported by Cummins and MacKay (1990).
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There is some research evidence which may support theories that
social allenation results in resistance to white education. Snow and
Noble (1986) studied urban Aboriginal self images and the “new pride in
being Aboriginal" to determine Aboriginal perceptions about thelr image, as
projected by the mass nedia. They noted that "whites are used as reference
but in a negative or inverse sense. They therefore seek to be unliike...
whiltes who nevertheless remain as models of what not to be like", the

process therefore "suggesting rejection of white values.”

Similarly, Eckerman (1988a) found that many Aboriginals found it
"difficult to cope with feelings of insecurity and inferiority when
relating to the non-Aboriginal majority" and exhibit behavinure such as
"shyness, continval worry, xenophobia and inadequacy" and attributes these
feelings to the pressure exerted on self-image by "social exclusion"
practices. Her thoughts echo the sentiments of Chadbourne (1984), who
argued that whilst Aboriginal children may seem to suffer from a lack of
self-concept or self-esteem, they in fact hold "positive views of their
potential ability", a bellef supported by the findings of Jordan (1984).
Eckerman (1988b) seems to believe that processes of resistance - she
terms it “reactive counter culture" - may signify a process of "pro-active
adaptation” or "voluntary separatism" which promotes Aboriginality as a
"distinct socio-cultural® entity which 1s "different yet equal within
mainctream society". As Berndt and Berndt (1988, p.1x) note, the
“convergence” of Aboriginal culture with that of "mainstream Australian-

European culture" is an inevitable fact.
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The results of this section of the study must be regarded as
inconclusive and the issue of whether or not 'big shame’ is simply a
manifestation of cuitural difference or if, in fact, it signifies
a process of resistance must be the subject of further research into
the self-concept and self-esteem of Aboriginal children as compared to
non~Aboriginal children. The behaviours ascribed are exhibited by most
children who underachieve not merely those from minority groups. (Brophy,
1989; Hunter and Barker, 1939; Sagor, 1689; Marshall, 1300) 4As
Harkins (19490} notes, it seems clear that 'big shame' involves "a desire
to avoid potential wrongdoing and bart consequences" and seems 12 be a
manifestation of fear more than any thing else. This fear and the
resultant feelings of inadequacy seewm to signal that "Aboriginal students'
unfanmiliarity with what school learning” entails places them at a
disadavantage when compared to students from higher socio-economic groups.

(Malin 1689, 183, 191-104, 645)

Family support:

The results suggest that Aboriginal students receive little
encouragenent or assistance from their parents or famlly members with
regard to educational achievement, particularly homework. 38 percent of
the sample nominated lack of parental support as a contributing factor
towards the lack of acaderic academic success of some Abaoriginal students,
supporting the results of Baker and Stevenson (1986) who found that the
parents of children from low-socio-economic groups were less likely to

monitor, reward and encouragement their child's academic performance.
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Mickleson (1990), using a reproduction theory proposed by Ogbu (1974),
found that minority group studeants reflect the "lived experiences” of their
families: "People in my family haven't been treated fairly at work no
matter how much education they have" and that these beliefs and attitudes
lead to a lowered commitment to education as a means of social advancement.
U.S. researcher Maeroff (1989) puts the same view differently:

Urban black students, in particular, are surrounded by faitlure, both

in and out of school. Normally they see but & few examples of

success, exceplt possibly in sporte...and illicit activities, Their
sense of the future is stunted and, unlike more advantaged

youngsters, 1t does not include academic achievement
noting that parental support at home i< usually lacking and that homework
is often done in class time. Simitarly, Clifton et al (1991} found, in
In a study of the academic achievement by minority groups, that the
expectations "as mediated by percelved parental expectations" had an
effect on academic achlevement, leading to a conclusion that "social
pyschological support” was a major source of "ethnic-group differences
in academic attainment." Saha (1985) proposed a similar conclucion

in his study of relationships between early school leaving, job aspiratiens

and educational attainment of urban Australian youth.

Sagor (1989), Brophy (1990) and Marshall (1890) all link educational
failure to a lack of motivation to achieve as a consequence of diminished
self-concept or support, suggesting that the most urgent need for such
students is that teachers have high expectations and attainable goals which

enable “discouraged" students to experience success.
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These researchers contend that discouraged or alienated youth can
be remotivated by allowing them some control of the curriculum, their
preferred learning styles and recommend that teachers alter their pedagogic
practices to include frequent activity changes, mixed-ability grouping,
appropriate levels of challenge in content in non-competitive and
supporiive classrooms. These recommendations are closely related to and
in accord with models of self-instruction and student empowerment
discussed earliler. A comparative research study between a control
classroom and that advocated would be useful in Australian research to
deternmine the effectiveness of such recommendations within Aboriginal
education. These researchers all note that the expectations that

teachers hold of their students' ability is an important variable.

Student perceptions about lack of academic success of some Aboriginal
children:

Again, one of the major reasons cited by the students for lack of
academic success is a lack of parental/famiiial support. This has been
discussed. Another significant reascn cited was a perception that
msinstream curriculum "doesn't cater for Aburiginal students. This will
be discussed shortly. Other reasons, such as language complexity, the
effect of peers, teacher expectations and prejudice impact on other
research questions and will, therefore, be discussed within the context of

research questions which follow.
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Career aspirations:

All the students reported career aspirations and nearly three quarters
stipulated a career choice requiring some form of tertiary training. Half
the students believed that they would possess the skills required to
obtalin these jobs after school or further education. The students
parceived that good academic results would enable them to attain their
preferred job options yet, paradoxically, indicated that they felt that
Aboriginals and non-Aboriginals did rot have equal job opportunities.

Half the students reported that this perception sharpened their motivation
towards attaining higher academic qualifications whilst the other half
felt that acquiring education was likely to be a waste of time because

of racism.

Australian research into the "attitude-achievement paradox”
{Mickelson, 1990) is scarce, however Jordan (1884) touched on this aspect

in her study of perceptions of Aboriginality:

Both Aboriginal and non-Aboriginal students came very close itogether
in support of those statements which touched on the value of

schooling, both in itself and as a means to employment.  For the
majority of respondents, schooling was valued in itself and was seen
as connected with obtaining a job. There was obviously a high degree

of positive belief in the value of schooling, and in the interest of
teachers. There was a posltive attitude to the possibility of getting
a job, with a high proportion rejecting accepting ending vp on the
dole (sic¢), a surprising response in view of the present [1984] high
unemployment rate, Vithdrawal, giving up hope, was rejected by the
majority of the group.
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Jordan (1984) found, however, that a higher proportion of Aboriginal
students “"saw themselves as likely to give up when things got hard."
Saha (1985) notes that “school leaving is strongly related to academic
achievement" and that "both high ability and high aspirations® are
necessary "for the completion of secondary schooling” and Year 12

graduation.

Mickelson (1990) reviews U.S. research into minority-group
underachievement, “specifically the paradox of consistently positive
attitudes towards education, coupled with frequently poor acadenmic
achievement, in support of Ogbu's (1974) contention that "black
students held favourable attitudes toward education irrespective of their
perfaormance” . The theoretical underpinnings of Ogbu's (1974, 1985)
beliefs have been discussed earlier. (pp.29-34) Mickelson's (1990) study
replicated, and verified, the findings of Dgbu (1974) and others who
proposed that:

black youths, for quite rational reasons, perceive the opportunity

structure differently from middle-class whites and consequently tend

to put less effort and commitment into their schoolwork.
Mickelson (1990) argues that such youth:

holds two sets of attitudes to schooling. One set is based on beliefs

that education an¢ opportunity...which I call abstract attitudes

towards education, embody the Protestant ethic's promise of schooling

as a vehicle for success and upward mobility..,Abstract atiitudes,
therefore, cannot predict achievement behaviour.
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At the same time, students hold a set of beliefs about education:
concrete attitudes, which reflect the diverse end realities that
people experience with reduced returns on education from the
opportunity structure.
Mickelson (1890) beliegves that "concrete attitudes vary in accordance with
their perception and understandings of how adults who are significant in
their lives" are rewarded relative to the "job returns" of others. These
"concrete® attitudes are therefore a reflection of “material realities
in which education may or may not lead to social nobility", derived from
a person’'s experilence within their family and community. "Abstract"
attitvdes are instilled or inculcated by the dominant groups in society and
are perpetuvated, or "grounded in subordinate educational values". This

argument is not new in Australia, having been proposed by McConnochie in

1981.

It is necessary to examine studenis' perceptions of the relevance and
value of educational curricula in order to assess whether this modified
resistance theory can be accepted as a credible explanation far Aboriginal
underachievement. Empirical research seems desirable to accurately gather
and document evidence in order to ascertain whether MNickelson's findings
are as valld for Australian Aboriginal students as they appear to be for

American blacks.

Elsewhere in this discussion reference has been made to Aboriginal
people rejecting aspects af white soclety; it therefore follows, if
Mickelson's (1990) perceptions are correct, that Aboriginal students will
resist the cultural transmission of white values, particularly within

sacial studies education.
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Student views of curricula:

The results of this study indicate that the student's favourite
subjects were physical education, health, English and businecs studies,
with Maths, science, soclal studies, art and industrial arts the least
favoured. Students seemed to like a subject based on whether they were
good at it or not - with lack of proficiency resulting in a negative
assessment of the subject. In the open question offered in the affective
questionnalire, a number of students expressed very strang views concerning
their perceptions of white education, singling out social studies for
criticism due to a perceived bias with regard toc Australia's colonization
and a lack of study into aspects of Aboriginal culture and history (p.82),
a polnt noted by Folds (1987, p.920?, who criticises social studies
curricula:

the vision of social reality presented in these lessons is highly

ideological...The hidden curriculum of social studies alsp suggests

suggests there is no conflict between blacks and whites, and,
implicitly, no underlying causes for conflict. Instead, the main theme
in the version of social studies presented in the [Pitjantjatjaral
schools' social studies is that of concensus. Likewise, the

Australian history taught in the schools rejects conflict...

Folds (1987, p.92) argues that a curriculum of this nature "dovetails with
dependency.” For an interesting discussion about issues surrounding values
'education' or inculcation within social studies, readers are directed to

an article by Nicklin, Murphy and Abbott (1988) titled Do we care anymore?,

(The Bulletin, March 22)
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It is Iinteresting to note that, of all subjects, only two: science
and social studies, were discounted by the students as being of no
relevance to them. Sherwonod and Jackson (1981, p.235) atiributed such
perceptions to the fact that curriculum is "oriented totally to the
backgrounds, lifetyles and interests of Anglo-Australian children" and
advocated the teaching of Aboriginal studies, a point shared by Beazley
(1984, p.322, 329-331), Guider (1988b) and the W.A. Equal Opportunities
Commission (1990, p.10). Comments made {p.B82) by students in this study

seen to support this view.

Christie (1988) outlines very sound advice in regard to ways to
“Aboriginalize® curriculum, stating that "sometimes the content of the

old curriculum was relevant to the immediate needs and inierests of the

children, sometimes it wasn't. Vhen it wasn't relevant, no-one could
change ift." He proposes that teachers be more flexible 0 as to include
factors important in Aboriginal learning - "who is involved, where we are,

how the people relate to the place, the time...the personal histories of
the people involved, etc". He seems to propose an integrated curriculum
in which particular skills are taught about a certain learning situation
rather than taking "a whole range of situations and locking at them from
one particular angle.“  This approach is similar to that advocated by

some of the BSL researchers examined earlier.
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Textboaoks:

The students generally criticised, to varying degrees, the degree of
abstraction of the ideas presented in subject textbooks and the complexity
of the language used to express themn. This is a difficult issue to
address. To simpify the content by reducing the degree of abstraction
denigrates learning outcomes and a danger exists that content could becone
"context-embedded" and "context-reduced" (Cummins and MacKay, 19307,
thereby perpetuating the cycle of reduced academic achievement. To do
nothing, likewise. Curriculum materials and textbooks represent a
considerable financial investment by education authorities and Christie's
(1988) suggestion that teachers assume responsibility for modifying
curriculum materials to suit the needs of their classes seems the only

viable, short-term, alternative.

Interpersonal relationships with teachers and peers:

The students indicated that they tried harder in subjects if they
liked the teacher and tended to reduce their efforts in classes where a
teacher was disliked. The impact of teacher expectations on educational
outcomes 1 well documented in the literature, (Malin, 1990a & b; Malin,
1089; Mickelson, 1990; Marshall, 1990; Ghaill, 1989; Brophy, 1989; Sagor,
1989; Eckerman, 1988b; Clifton et al, 1986; Christie, 1985, 1982; Proctor,
1984; Ogbu, 1974 and Rist, 1970} and the "self-fulfilling prophesy"
propased in 1970 by Good and Brophy (Proctor, 1984) is well known and

will not be discussed here.
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The 1ssue of concern in this study was whether students perceived
they were belng treated differently to other students by teachers. It is
alarming to note that a majority of the students studied indicated that
they considered that teachers had treated them differently, attributing
this to low expectations and ethnicity, a perception which corroborates
a research study reported by Aisbett (1952) which found that 82 percent

of ethnic students reported similar feelings.

Phillips (1990) discusses the performance uf Aboriginal children,
noting that they are "more likely to work for a sympathetic teacher than
for the sake of learning", stressing the importance, as recorded by
Harris (1980, 1084) and Christie (1989), of interpersonal relatipnships
to Aboriginals generally. These views are supported by Jenkings (19872,
who regards the need for interpersoral relationships as being indicative
of cooperative socialisation trainring; in other words, a cultural

difference also described by Christie (1888), using the descriptor “unity”.

The results also show that the students felt that teachers expect
Aboriginal students to produce work of a quality comparative with that
produced by other students. This outcome was unexpected and is somewhat

enigmatic when compared with the result above.

It may be possible that perceptions of differential treatment
are a by-product of what Malin (1990a) calls the "micro-political
processes” operating in a ¢lassroom whereby teachers relate {0 some

students and exclude aothers.
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Some students alleged differences as a consequence of discrimipation, a
situation again widely reported in the literature and, more recently, the
press. (See Alsbett, 1992 and Harari (1992) for media reports of racism in
schools. )

Proctor (1984} notes that "race, soclal class and previous
achievement" are well-documented sources of differential treatment, a
point also noted by Cummwins and MacKay (19903, Clifton et al (1986) and
a major point of concern expressed by the W.A. Equal Opportunities
Commission (1990, p.10), These issues are discussed at length by Henry
et al (1988, Ch. 1 & 8) who contends that as teachers are a “microcosm of
the wider community", oanly more diligent supervision by authorities and
a greater recognition by teachers that being regarded as a professional
requires the assumption of professional responsibilities, including

impartiality may alieviate the problem.

Malin's (1989) ethnographic study of an Adelaide classroom showed
that attitudes conveyed to other students by a teacher contribute to
"soclal alienation" and feelings of "inadequacy™ in children. Clifton et
al (1986) also found that teacher's attitudes had a cumulative affect on

the interactions between ethnic and non-ethnic students.

¥hat emerges clearly from the research cited above is evidence to
suggest that perceptions of low teacher expectation and discriminatory
practices contribute to feelings of alienation. A longitudinal ethnographic
study of a high school environment in W.4., could assist our understanding

of how widegpread such practices are in order to propose solutions.
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Relationships with peers:

The students reported that their attitudes to school and behaviour
were sometimes influenced by attitudes held by thelr peers and that they
sometimes became disruptive in classes 1f they were bored. Maeroif
(1990) notes that teachers are "frequently forced to compete for attenticn
with unruly and disruptive students", arguing that minority-group and
"discouraged" students are often locked into a "milieu in which classmates
often disparage conscientliousness about school." Maeroff states that the
problem is exacerbated by the lack of a "countervailing (sic) force at
home”, a lack of “enthusiasm among the students" coupled with persistent
"negative peer pressure."  These findings echo those of Ogbu (1974),
discussed earlier, who found that "a fear of being accused of acting white"
generated social and pyschological pressures which were always counter-
productive te the goals of educatien. Mickelson (1990} reported similar

findings, as did Ghaill (1989) and Folds (1987).

Berndt, Laychak and Park (1990} conducted a U.S. study into the
ability of friends to influence achievement motivation citing empirical
evidence which suggested that "the effects of peer influence can be either
negative or positive. Its effecis depend on the attitudes and values of
the peers with whom one spends most of bhis aor her time."  Their
experimental study found that the “processes of peer influence" usually
result in an individual assimllating the attitudes valued by his or her

peers.
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Folds (1987, p.25) found that children "who seek praise for their work
show an inclination to independence or who act as monitors are viewed as
'promising' or 'creative' [by teachersl...are likely to be brought into

line by their peers.”

Christie (1985) and others state that Aboriginal students are
culturally aligned to non-~competiveness and cooperation, arguing that
this presupposes that such students should engage in group-oriented
learning tasks as these behaviours represent a cultural difference,
This belief has already been discussed within the context of learning style
preferences (p.87-91)., The results of this study indicate that this group
of students was more comfortable with individual work and 1t was suggested
that some Aboriginal students may be engaged in a process of “"adaptation”
to the demands of formal education (Harris, 1984; Christie, 1988; Eckerman,
1988a)  Eckermaa (1988b) found that the positive stereoctype that:

Aboriginal people are communally oriented, always share, make

decisions by ccnsensus, and are dependent on group orientations
overly genercus, stating that Aboriginal people she had interviewed
"displayed {al clear preference of individualism." Somewhat paradoxically,
the students in the group, despite indicating that they learnred better
individually, expressed a strong preference for groupwork because they
believed that their Aboriginal peers shared thelr common background and
understandings or were more cooperative, therefore less competitive, than
non—Aboriginal students. It seems that this preference is a legitimate
cultural difference which reinforces the need by such students for strong

interpersonal relationships.
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Jordan (1984) found that, despite racial stereotypes and some
discriminatory practices, Aboriginals felt that Australians were
generally friendly. The study group also indicated that they had no
difficulty establishing friendships among either groups of other
Aboriginal children or non-Aboriginal children. A majrrity feit that
friendships were important because the sense of affiliation accorded them
support and comfort. Despite this however, the students perceived that
they would be better students in classes comprising Aboriginal students
The majority thought that non-Aboriginal students were racist, due to
elther ignorance about Aboriginal culture, or because of contempt
as a consequence of poor Aboriginal living standards and the "inability [of
Aboriginal children) to do well at school."”  DOne student expressed a hope
that schools would engage an Equal Opportunities Officer to prevent acts of
overt raclsm. Payne (1990) reviews research findings from Black (1989),
to suggest that “racial prejudice has emerged as a major national goal"
and that children divide their peers into groups of "we" and "they" which
resulted in aliepation if "integration into the peer group" was not
successful. “They" groups were subjected to persistent stereotyping as
being "inadquate in themselves and in what they had to contribute in the

mutual exchange relationship.”

Phillips (i990) helleves that the strong need for affiliation
signifies "field dependant behaviours exhibited by indigenous students”
which is manifest in the desire far “group-type, cooperative learning tasks

and a sensitivity to the feelings and opinions of peers.*
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Jenkings (1987) notes that “research on the effect of the co-operative
form of schooling on Aborigines is limlted through an insuificience of
material writien on the subject (sic)", implying that many empirical
studies previously conducted have contributed to a perpetuation of
"deprivation" by focussing on "inappropriate learning methods.*

Further empirical study of the above issves may prove fruitful.

Scbonl discipline policies:

The V.A. Equal Opportunities Commission (1990, p.11) expressed a
“particular concern" at the "over-representation of Aboriginal students in
exclusion situations" since 1987 citing evidence which suggested that., in
many instances, schools were short-circuiting established punishment
procedures by ignoring counselling or 'time-put' routines in favour of
making exclusion pnssible very quickly. It argued that parents often had

no inkling that a problem existed until 'excluslon’ was reached.

¥hilst students in the study perceived that they received the same
degree of punishment for an offence as non-Aboriginal students, over half
of them claimed that school discipline policies were not always fair.
A large number cited a bellef the policies did not take into account
cultural diversity and learning strategies, iwplying that teachers may
misunderstand and punish certain behaviours. This is particularly
significant when the findings in regard to the concept 'big shame' are

conslidered,
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Malin (1989) found conclusive evidence to suggest that
the need for affiliation and autonomy expressed by the students in her
study were regarded by the teacher as breaches of classroom discipline;
a perception which resulted in the children being punished to such a degree
that some became ostracised by their peers which lead to feelings of
alienation and a devalued sense of self. She also noted that punishments

meted " out were often more severe than those given to other siudents.”

Guider (1988b) approaches the issue of discipline policies which may
be at ndds with aspects of cultural difference using the somewhat dated
research of Kieinfeld (1972) into effective teaching stratgies for
minority groups. These were extensively detailed in Australila by
Fanshawe (1984) and conclusions must be approached cautiously as the
study was heavily oriented about the prevailing 'deprivation theory'
popular in the late 1960s and early 1970s. Fanshawe's hypothetical
adaptation of Kleinfeld's findings, proposing likely characteristics
of an effective teacher of Aboriginal students, appears not to have been
empirically researched although researchers such as Eckerman (1988) have
suggested classroom management strateglies based loosely on Kleinfeld's
typology.  Guider (1988h) contends that many discipline problems arise
due t0 misunderstandings or ignorance on bebalf of teachers about
Aberiginal processes of soclalisation which promote independence and
autonomy - two personal attributes likely to be frequently at odds with
the coustraints of a traditional classroom. These views are supported
by Malin (198%) and, by inference, by the students' views presented

earlier,
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Review of key findings,

Important points of review are presented below:

Vhile this group of students appears to have internalised learning
strategles favoured within western education, such as working individually
from auditory input, nevertheless they sometimes appear to 'fall-back' on
legs formal learning styles such as group work, observation and imitation
This, partially at least, seems likely to dispel notions that Aboriginal
underachievement can be totally attributed to a lack af teaching to

culturally-determined learning style preferences.

Many students reported experiencing difficulty with the degree of
abstraction of content and language contained in core secondary textbooks.
Vhile there is no evidence to support the contention, a possibility exists
that some Aboriginal students, when faced with decontextuvalised (that
termed "context-reduced* by Cummins and MacKay, 1990) content or language
alien to their previous experience, attempt to negotiate meaning through
resorting to secondary learning sirategles such as observation and
imitation and so on. The results of this study offer some support to this
hypothesis as the students expressed a belief that they would be better
learners if allowed freedom to select subjects they found relevant and if
they could match their preferred learning strategies to a variety of
teaching strategles. Some self-instruction and student empowerment ideas

from the ESL area were discussed in this context.
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It seems possible that different teaching and learning strategies may
apply for different subject areas, and the idea of an integrated
curriculum, in which different ideas are presented situationally rather
than the traditional method of presenting a number of separate situations
revolving about a single idea (Christie, 1988), was briefly courted.

Again, research data is lacking in Australia about the use and
appropriateness of such strategies for discouraged learmners. Support for
this contention would require a longitudinal study of the tramsition
difficulties experienced by Aboriginal students moving through, say, years

7 ta 9.

Teachers were reported as being generally willing to assist those
students experiencing difficulties with classwork but were, not
surprisingly, seen as less willing to help students catch up arrears of
work. This reported behaviour is unsurprising when the effect of
persistent or preolonged absenteeism by a student is considered within the
context of normal classroom practice. Pedagogic realities dictate that
teachers direct their time and resources at those students who are both
motivated to learn and willing to persevere. As Sagor (1989) notes, large
class sizes, frequent disruption and inadequate or minimally acceptable
resourcing ensures that teachers teach to the "middle" ability range,
thereby effectively curtailing learning by the top ten percent and the

bottom ten percent of students.
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Teachers were perceived to expect the same work quality from
Aboriginal students although sowme students felt that some teachers continue
to hold low expectations of the achievement level of Aboriginal children.
This view seems to be supported by the paradoxical finding that most
students felt that teachers treated them differently to other students.
This belief may suggest that whilst teachers may transmit a message that
their standards for all students are equal, their attitudes and actions,

from a social perspective, do not support this message.

The results also show that the concept 'big shame' (Harkins, 1990)
encompaszses a complex array of variables likely to contribute to reduced
academic achievement: perceived discipline or disruption problems, low
teacher expectations and feelings of alienation among students. ‘Big
shame' seems to indicate feelings of fear or anxiety in Aboriginal students
and these feelings may arise as a consequence of insensitive or
discriminatory teaching practices. It would seem that teachers need to
be alerted to the embarrassment experienced by some children when they
are selected {ndividually to give a public oral performance or are asked
questions before their peers. Some of the sources of anxiety reported
can be alleviated by teachers adopting a variety of pedagogic practices,
including groupwork, to deflect focus from the individual to the group,
thereby allowing insecure students to maintair 'face' among their peers.
Embarrassment at having white teachers discuss Aboriginal issues is more
complex but it may be posgible to mediate instruction using either an
Aboriginal Education Worker or a willing conscript from local Aboriginal

comunities.
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The evidence suggests that the concept 'big shame' is a legitimate
cultural difference and that Aboriginal rules of interpersonal
commynication {(Harris, 1980; Christie, 1985) are closely associated,
particularly in the light of empirical socic-linguistic research findings
amassed by eminent linguists such as Eagleson et al (1979) and Malcolm

(1979),

It is also possible to infer that some of the behaviours encompassing
'big shame' may represent manifestations of resistance to white education
and a reluctance to demonstrate greater classrocom competencies than those
exhibited by peers. A number of researchers (Ogbu, 1974; Eagleson et al,
1982; Ghaill, 1989; Sagor, 1989 and Kickelson, 1990) have reported findiags
where black children 'hold back' so as not to impinge upon the “social
comfort" af others, It seems unuswal that this finding enjoys the support
of both detailed ethnographic and empirical research findings elsewhere,

yet seems to have been largely ignored in research in Australia.

The findings of Ogbu (1974, 1985), Halin (1989> and Mickelson (1990)
all suggest that resistance theory is able to most credibly explain the
fallure of minority-group children in white classrooms. Such a theory
argues, convincingly, that some minority groups undergo a process
of adaptation, as a comsequence of institutionalised racism and
discrimination, to establish a secondary culture in which opposition to the
dominant culture is manifest, due to feelings of alilenatiom, in the form
of anti-social behaviour. (See Berndt and Berndt, 1988, p.b13-532 for an

overview 1n the context of Australian Aboriginal society)
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The study reported perceptions of racism held by students and how
some aof these were manifest in schools in the form of perceptions of
different treatment and low expectations fron teachers, inappropriate
discipline policies, materials which did not treat Aboriginality favourably
and unsuitable or irrelevant subjects and overt racism from white
students, All those studied held a belief that Aboriginals were denied
equal employment apportunities and while half said that this increased
their motivation, the other half sald that their commitment to education
waned because of this.  Paradoxically, the students had a positive work
orientation and this was discussed within the context of research findings
presented by Mickelson (1980, who found that black students, lacking
experience with the world of work, internalised two complex sets of
attitudes. One set of these was termed "abstract" attitudes, the other
"concrete" attitudes. Mickelson (1990) found that black students held
positive views of education and towards work as a consequence of values
instilled or indoctrinated into them by the education system which promised
social mobllity through the attainment of education. This abstract belief
was tempered by the reality of the students' lived experiences, family
support and firsthand experience with and knowledge of discriminatory
practices. Empirical Australian research is needed to investigate these

issues before resistance theories can be widely supported.
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The results of this study indicate that interpersonal relationships
with both teachers and students are important for Aboriginal children.
Inability to form friendships denies the students the support and
encouragement needed to sustain them in a school envireonment which is often
overtly hostile due to prejudice from other students. A number of
studies were reviewed in the light of these results and the evidence
suggests that peers often affect attitudes to education, and that a lack
of parental support means that a steadying influence is unavailable to
re-establish achievement motivation. (Bagor, 1989; Maeroff, 1990; Berndt,
et al, 1990; Payne, 1990 The importance of interpersonal relationships
to Aboriginal students is demonstrated by the study findings which
indicate that students perform harder in subjects where they like the
teacher and cease effort when a teacher is disliked, a finding supported

by Phillips (1990).

Discussion of fipdings with regard to research questions.
Discussion will now be oriented about the findings of this study as

they relate to the research questions and statement of hypothesis. (pp.6 &

50

Research question 1@

How do Aboriginal students account for their lack of academic success?

Results of this study show that a number of variables have an ability

to affect the academic success of Aboriginal students.
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These include:

teacher expectations;

- teacher/student relationships;

~ lack of perental support for achievement;

- irrelevant curricula;

- the degree of abstraction and language complexity contained in

subject-area textbooks;

~ fear and anxiety;

a perception that educational attalnment is wasted because of

unequal employment gpportunities;
- the attitudes and commitment of peers to education;
- perceptions of racism or prejudice within schoals;
- absenteeism.

Research guestion 2:

Do Aboriginal students believe that mainstream curricula are relevant

to their educational aspirations and needs?

All students held positive job aspirations and half believed that they
would ultimately possess the requisite skills and competencies to perform

their desired career cholice,
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Most thought that good academic results would assist them to obtain

the job they desired.

Subjects such as English, health, physical education and business
studies were favoured whilst science, maths, soclal studies, art and
industrial art were not. Students seemed to assess their preference for
subjects based on how proficient they percelved themselves to be in that
subject and more research is needed before questions of relevancy can be
accurately addressed. The students expressed concerns at the degree of
abstraction and language complexity contained in core curriculum area
textbooks. Only science and soclal studies were perceived as being of
nc relevance. Bocial studies was condemned for alleged biac in dealing
with Aboriginal history and issuves and several studenis expressed a

desire that Aboriginal Studies units be introduced into the curriculum.

Students reported that boredom in subjects disliked often resulted in

the pursuit of disruptive activities (they nominated most core subjects).

Research question 3:

Vhat significance is attached to interpersonal relationships by

Aboriginal students?

Interpersonal relationships emerged as being very important to the
students because of the support and encouragement friends could offer,

particularly in schools in which they were a minority group.
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The students indicated that their academic effort was usually
determined by the strength of their like or dislike of a teacher. Effort

was reduced in subjects where a teacher was disliked.

Friendships could be eas{ly established with other Aboriginal students
and while these could also be formed with non-Aboriginal students,

prejudice was perceived to be a problem by all students studied,

Groupwork was favoured by many students because it enabled Aboriginal
students to work cooperatively as they shared common understandings. It

ls likely that such groups offered a sense of security.

The attitudes of friends was found to sometimes impact on academic
achievement motivation and most students felt that working in groups of
friends did not make them work better, Most students felt that their
academic achlevement would be better if they could attend school in an

Aboriginal only (enclave) class.

Research question 4:

Are attitudes of intolerance and racism manifest in V. A. government

schools in the perception of Aboriginal students?

The students reported widespread discrimination and prejudice. Many
felt that teachers openly discriminated against them by treating thenm

differently to other students.



126

This discrimination appears to be based on aspects of social
difference rather than academic differentiation as many students reported
that teachers usually expected them to produce work of a similar standard
to that produced by cther students. Some felt that some teachers held low
expectations, alleging that Aborigipnal students were often streamed into
low ability or remedial classes. Most students felt that teachers did
not select and use resource materials which deplcted Aboriginality in

a positive semnse,

School discipline policies were felt to be discriminatory by some
students as they allegedly often failed to consider cultural differences or
learning style diversity. It is significant that half the sample either
felt that discipline policies were generally equitable or else did not

express an opinion.

Non-Aboriginal students generally were regarded as overtly racist
by all students studied, with this racism attributed to ignorance,
parental attitudes or a general contempt as a consequence of the poor

social status of Aboriginals in the community.
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Digcussion of the statement of hypothesis.

It was hypothesised {(p.6) that many Aboriginal students underachieve
or withdraw from mainstream education because of the cumulative impact of
schoolg failing to meet their needs for awvtonomy and affiliation;
attitudes of intolerance and racism and a2 material reality which,
contradicting the promise of opportunity offered through education, leads
to disillusionment which is manifest through a decrease in effort and
commitment to schoolwork, The results do not support all of these sub-

hypotheses.

There is some evidence from which it may be possible to infer that
schools do not meet needs for autonomy, in that the students expressed
a belief that they would be better students 1f permitied to select subjects
they perceived as being relevant to their needs and were able to match
teaching styles to their own learning strategies. Some criticism of
school discipline policies was expressed, with students alleging that
some fail to consider the learning style preferences of students and
the cultural diversity of Aboriginal students. The students did not
express a clear and coherent belief that schools did not allow them

autGHOmy.

The evidence that schools do not meet needs for affiliation is a
little more conclusive. Problems in this area were usually described
in terms of perceptions of low teacher expectation, discrimination or overt
racism from other students. One student thought that schools should

appoint an Bqual Opportunities Officer to resolve issues of prejudice.
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Notwithstanding the above, the students did not criticise specific
school or classroom practices and evidence to explicitly support part a. of
the statement of hypothesis is largely inferential. The results must,

therefore, be regarded as inconclusive.

Demonstrably, part b. of the hypothesis has been vindicated by the

findings discussed in chapter six.

Evalvation of the evidence in support of part ¢. of the hypothesis
is largely inferential. Students identified the lack of parental support
and parents' attitude to education as key factors contributing to their
lack of motivation to achieve. Similarly, all those studied felt that
discriminatory practices precluded them from competing equally for jobs
with non-Aboriginals, with half indicating a resultant lack of commitment
to education. This part of the hypothesis must be evaluated in the light
of plausible explanations derived from the literature and discussed, as
appropriate within the discussion of the results of this study. The

evidence seems to suggest that this part of the hypothesis is sustainable.

Future research directions.

A number of salient indicators to future potential research issves
have emerged throughout this chapter and it is hoped that some of
them receive attention in order that the serious inequalities which exist
in Aboriginal education can be conclusively studled and documented, either
empirically or in ethnographic studies and preferably both, unfettered by
the constraints imposed by a necessity to support a particular theoretical

ideology.
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This study has highlighted a number of areas which warrant further

investigation and these are nominated below:

- the learning strategies favoured by non-traditional Aborigirnal
children compared with those favoured by non-Aboriginal children
to see 1f a process of acculturation or adaptation has occurred

or is underway;

- the extent to which teachers vary their methods of presentation to

cater for as many preferred learning strategies as possible;

-~ whether or not models of self-instruction and student empowerment
derived from ESL literature are likely to be effective for

Aboriginal learners;

- the extent to which teachers reduce the cognitive and linguistic
demands of content when teaching underachieving students. The
framewark proposed by Cummine and MacKay (i990) seems a useful

way to study and conceptualise the phenomena of "task reduction";

- clarification of reasons for the high rates of absenteeism reported

in the literature and this study;

- investigation of the classroom manifestations of ‘big shame' and its
impact on learning, achlevement, teacher expectations, peer
relationships, absentee rates, discipline and punishment. It seems
desirable to compare Aboriginals and non-Aboriginal to ascertain

if these problems are universal or not;
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- 1nvestigation of the socio-linguistic actions of the above groups
to attempt to gauge the extent to which linguistic acts manifest
'big shame'; ie avoidance strategies, use of paralinguistic cues,

classroom speech interactions, teacher talk and so on;

—~ Aboriginal students' view of self - social identity, aspirations,

values and beliefs;

- the extent to which Aboriginal students' attitudes and commitment
to educational attainment is affected by the attitudes of their

significant others;

= an analysis of the precise nature of difficulties Aboriginal
students encounter with subject-area textbooks;

- an exploratory study to assess the appropriateness and credibility
of modern resistance theorles, as advocated by Ogbu (1974, 1985) and

Xickelson (1990}, within an Aboriginal education context;

- an exploratory study to see if students and teachers commonly
erhibit prejudicial seutiments and the impact of these on the target

grouy.

s o L)
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Registance theory - credible or incredible?
&n aim of this study was to assess the credibility of thearies of

resistance advocated by Ogbu (1974), Malin (1989) and Mickelson (19902

in the light of results from this study,

Consequently, a number of points and observations have been made
throughout the discussion of results where resistance theories seem to
suggest a crediblie means of explanation for attitudes or behaviours

reparted.

Comparisons between U.S. studies into the academic underachievement
of black students and the predicament confronting Australian Aboriginal
educators are chilling. Maeroff (1990) asserts {that vast numbers of
minority children leave school:

utterly unprepared to participate in and contribute to a democratic

society, They lack the skills that will allow them to obtain gainful

employment, and they are devoid of the preparation that will lead to
success in further education.
He states that “reform movements" to improve public education have been
“largely irrelevant to the needs of urban minority studentg". Schools are
viewed:
to be large impersonal places in which students lack a sense of
belongling and see no connection between what they are asked to to do
in the classroom and the world that awaits them outside the school.

The atmosphere in schools 1s "often unsupportive of education and the

demands and expectations low".
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Attendance is atrocious...and what passes as work in many courses is

embarrassingly simple, and the level of discussion and the papers

written by students (mostly in class, because few do any homework? are

not truly on a high school level. Large-scale low achlevement is

accepted as the norm. (Maeroff, 19380

Like Ogbu (1974) and Mickelson (1990), Maeroff (1990) points to a
history of fatlure, sporting achlevement excepted, which usually results
in "the emergence of a black urban youth culture in which time in prison
and unwed parenthood are the rituals of coming of age" because the chances
are "that children will seldom interact on a sustained basis with peaople
who are employed or with families that have a steady breadwinner". The
school sub-culture discourages achievement and there are “no countervailing
(sic) forces at hame to reinforce the values that the school wishes to
instill®.  Students lack enthusiasm and the “peer pressure against

academic achievement is strong, especially cn black males", a finding

shared by Folds (1987, Ch. 4 & 6).

Fear of "being accused of 'acting white'" creates “social and
psychological pressures against exerting academic effort” with "peer group
pressures against academic striving" taking "many forms, including
labeling, exclusion from peer activities or ostracism, and physical
assault."  Students rarely read and consistently argue that teacher
"expectations for them are too high" and Maeroff (1990) states that

a teacher who asks too much of students who have not been equipped

to meet the demands may not only be unrealistic, but may also be
setting students up for frustration and failure.
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Ogbu (1974, p.12) believes that because schools are failing black
minority-group children, "a retreatist sub-culture or retreatist
adaptation" develops since students cannot attailn the gouals valued by
soclety and, thus, "tend to become alienated from society". “Parents
teach their children that they cannot make it in the white man's world" and
"peer groups pull the children away from their goals.”  Ogbu (1974, p.14)
conceptualises the problem this way:

the high proportion of school fallure among blacks...is the resuilt

of this type of adaptation. The dominant perspective on education

that appears fto exist...may be summarized as follows: Education is a

very valuable thing to have; it brings all kinds of economic and

social rwards. But the society does not permit blacks...to enjoy
these rewards on an equal basis with whites. First, society sets many
institutional barriers toc prevent blacks...from getting a gnod
education; second, those who get a good education do not receive its
full benefits because of discrimination. In short, it is hard for
blacks...to 'make 1t' {(that is, to succeed)...In competing with

whites for occupational placement, promotion, wages, and the like,

blacks... lose just the same whether they have education or not.

There is, therefore, no reason for them to work as hard as whites in

school: They will eventually lose anyway.
stating that the development of these attitudes “has probably been
unconscious...although it is verbalized in many contexts.” The students
studied shared these beliefs and this modlfied theory seems to be able to
account for how such attitudes and beliefs impact upon students' motivation

te achieve, Ogbu (1974, p.14) offers the following model to explain the

high rate of school failure among "subordinate minoritiesg”:
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]
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Figure },I Belief systams of subordinate minoritirs and doainant whites $o
expiain high rate of school failure among suberdinate minorities, (Source:
Oghu, J, (1974) T2 pext generabion, New York: Acadesic Press Inc, p, 14)

Ogbu (1974, p.252-253) contends that most researchers theorise from

the perspective that:

the main cause of schepl failure lies in the background of the child.
That is, they assume that children of poor and ethric backgrounds fail
in public schools because aof those background characteristics that
distinguish them fom middle- and upper-class children. These
distinguishing characteristics may be biological, cultural,
linguistic, pyschological, or social, depending cn the dominant
interest of the social scientist. Once a particular difference is
postulated, the main task of reseach is to determine the nature and
extent of the difference...Thls precccupation with the characteristics
of the individual child and his background arises inevitably
because...spcial sclentists share the...belief that the individual

1s responsible for his own success or fallure in life,
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Ogbu (1974, p.263) argues that:

This blas has prevented social sclentists from fully exploring the
structural amd cultural factors in the wider society that may itead to
high proportions of failures in some segments of the soclety. It has
also led those concerned with reducing failures to design remedial
programmes that treat failures as individual problems, the histories
of which begin at birth. For the most part the programs have not
succeeded in solving the problems because they are based on false
assumptions about the causes of school failures.
concluding "folk and scientific definition of subordinate minorities
as mentally or culturally inferior to whites, both in school and in
occupational placement" remains predominant and “schools have not changed
their treatment of subordinate ninorities hecause their actions are

determined by the ideals and policles of the dominant group."”

These views are shared by Ghaill (1989), who reported that black

urban youth in Great Britain are:

consclously creating their own material culture. In doing so they are
rejecting the model of white soclety presented by teachers and are
resisting institutional incorporation in white cultural identities
Malin (1989, p.645-647), in her ethnographic study of an Adelaide

primary school classroom, found that resistance theory, as hypothesized

by Ogbu (1974) and others, was vindicated "at least speculatively".

Sultana (1989), in his study of “transition~t{o-work" in three New
Zealand secondary schools, explored the “possibilities and limitations of
resistance theories", positioning these as an adjunct to “radical

educational scholarship".
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Sultana (1989) noted that resistance theories tend to stress "the
contested nature of domination, the prerogatives of agency and voluntarism,
the relative autonomy of some sectors or institutions of society, and the
idea of hegemonic limits rather than determined necessity." (Burbules,
1986, cited in Sultana, 1589) and are "better placed to account for the
students' responses to the schools' practices, relations, curricula and
messages” than some other theories. Sultana's data gathering entalled
collecting the "intended messages of schools and teachers”; the "actual
messages transmitted” and, finally, the "nature of the reception afforded
by students to such messages". Teachers were asked to comment on data
mismatches. The study was organised arnund a belief that:
that schools are political sites involved in the construction and
control of discourse, meaning and subjectivities, arnd that the
meanings generated within such sites cannot be divorced from the
socio-economic context in vwhich they are sitvated (Giroux, 1982, cited
in Sultana, 1989
Sultana (1989) found that "over 90% of transition students shared a
disillusionment with mainstream schooling, were eager to enter
employment, and came from low soclo-economic backgrounds."  He noted that
attempts to "provide a 'relevant curriculum’ were translated into lessons
which were often characterised by "minimal preparation and content".
This disqualified students from "bodies of abstract knowledge from which

they could draw interpretations of their life experiences". His findings

are very similar to those of Cummins and MacKay (1980).
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The students resisted and refused to be the "passive receptacles of
knowledge their teachers willed them to be." Sultana (1989) found that in
some schools, low achievers were channelled into "separate, low-status
space" and problems of elitism and racism within the schools were
highlighted. He alsc noted, as did Folds (1987), that:
contestations.,.were noted to have an accommodatory function in that
they lock students and teachers in oppositional stances, with members
of each camp separately creating meanings tu suit personal needs
without ever coming together to critically examine their disparate
experiences. Since meanings can be developed in isolation within the
same sucial field, the 11llusion 0f communication can be sustained
in the very midst of dissension.
Folds (1987, p.30-31; 38-55) documents a great deal of classroom
interaction which parallels Sultanas' findings. Taced with a "wall of
silence", Folds (1987, p.39, 47) noted that teachers resorted to coping
strategles which simulated teaching "by carrying cn as if cooperation is
provided, to proceed as if students are responding appropriately despite

the reaiity that they are not", concluding that “there is little

communication of any kind between teachers and students.*

It seems clear that resistance theories may be able to describe
processes which lead to alienation but, as Sultana (1%89) notes, the need
is not for more passive accounts which "analyze resistzpce” but for those
that "seek to promote resistance". As Ghalll, (1989) concludes:

the implications of this argument are clear: without fundamental

change in the larger opportunity structure, the underachievement of

minority and working~class students is likely to persist even in the

face of the best-designed and most lavishly funded educatieonal
reforms.
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This questionnaire is part of an important research study
which is trying to establish why some Aboriginal students perform
less effectively at schonl compared to non~Aboriginal students.

In order for your answers to be most helpful to us, it is
important that you try to be as accurate as you can. Since we
need complete and accurate information from this research, we hope
you will think hard to provide the information we need.

As we are concerned only with obtaining group results,

please do not write your name anywhere on this paper. This protects
your privacy and emnsures all results are anonymous.

INSTRUCTIONS.

1. This is not a test, it is a questionnaire.

2. You cannot be identlified from the questionnaire.

3. A number of statements are made in this paper. You are asked to
circle the response that you think best applies to the statement.

For example:

1, The sky is blue, Alvays VYsually Somebimes Not Bften MNever

4. It is important that you respond to EVERY statement.

5. Thank you for helping us in this study.

ono000oo00
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Staterents:
Response Cateqory

flways Usually Sometimes Not Often  Never
ftuestions in this section ask you things about lsarning
in governsent schools,

1, | liked these subjects and found them useful {o me:

3 English ] U ] Noft N
1 Maths) A U ] Noft N
% Spcial Studies: A U § Noft N
¥ Science; A Y § Noft N
¥ Industeial Asis: A U § Noft N
% Physical Education; A it § Noft N
1 Health; A U § Nof ¢ N
3 Art, R U § Noft N
% Dihers {please list) A i $ Noft N

L I T I B R T T D I U T O R A BB R [N ]

LI I NI o L I B I N I L I L B LI R B I B B I L B )

2, 1 think I learned best by:

3 reading about a topic; A U 5 Noft N
3 vatching others before attempting a task: A U § Noft N
1 listening to wy teacher explain what I was to de; A U § Noft. N
3 touthing the things [ was learning aboul; A U 5 Noft N
¥ vorking in a group to do 3 task; A U ] Noft N
1 vorking by myself, A I § Nott N

3, This questien is related to question 2,

Teathers usuallv presented lesson content in a variety
of vays to rater for students’ preferred ways of learning, f U § Noft N




These questions ask you to give your opinion of teachers'
attitudes towards Aboriginal students,

], Teachers treat Aboriginal studenis the same as
non-Aboriginal students in their classrooas,

2, Teachers usually try to help me if [ have a
probies with my wark,

3. I pecoive the same penalties foe an offence as an
non~Aboriginal student doas for the same offence,

4, Teathers expett the same quaiity of work from me as they
do from non-Aboriginal students,

§, Teachers assist me to gatch vp my work if I fall behind,

6, Teathers use materials which treats Aboriginalily
pasitively,

These quastions ask you about your attitudes towards

teathers and schaolwork,

t, 1 feel embarragsed or aghamed if 1 am unable {o do
a dask,

2, My behaviour ang attitude to schoolwerk is influenced
by what ay friends think of sthool,

3,11 1 don't like a teacher ! don't try in that subject,

4, My scheol work is affected if I feel anxious because I
an uncertain about what is expecied of ne,

5, 1 T am Dored with a subject I became disruptive
in class,

6, I believe that good school results will help we to get
3 job [ want,

7, Ky parents or family help me with schonlwork,

150
Response Category

Alvays Usually Sometimes  Not Ofien  Mever

A U § Noft N
A U § Noft N
A U § Nof t N
A U 5 Noft N
A U § Noft N
A U § Noft N
A U § Nott N
A (! 8 Nott N
A U ] Noft N
A I § Noft K
A i § Nott N
A U $ Nott N
A U § Noft N



These are genaral questions,
1, | would be a better student if [ could choose
subjects 1 wanted o learn,

2, 1 would be & better student {f I tould choose
teaching methods that suited ne,

3, 1 2» a better student in a tlass of only
Aboriginal students,

4, ] work better if 1 am allowed Lo vork among groups
of ey friends,

End of questionnaire, Thank you for your cooperation,

Always
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Response Category

Usually Sometines

v ]
U ]
v $
U §

Not Often

Noft

Haft

Noft

Noft

Never

TR T S YT )
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THEESE INSTRUCTIONS ARE TC BE READ TO EACH RESPONDENT BEFORE THE
INTERVIEVER BEGIES THE SURVEY.
PURPOSE OF QUESTIONNAIRE

This questionnaire-interview is part of an important
research study which is trying to establishk why some
Aboriginal students perform less effectively in government
schools, compared to non-Aboriginal students.

In order for your answers to be most helpful to us, it is
important that you try to be as truthful as you can. Since
we need complete and honest information from this research,
we hope you will think hard to provide the information we
need.

As we are concerned only with obtaining group results,
please do not give us your name. This protects your
privacy and ensures all resulis are anonympus.
INSTRUCTICOKS
i. This 1is not a test, it is a survey,
2. You cannot be identified from the survey so you can

say what you really think or feel about the

question asked,

3., The interviewer is a researcher from a university and
is not connected to the government in any way.

4. It is important that you respond to EVERY question,
5. Take your time answering the questions.
6. There are no right or wrong responses.

7. Thankyou for helping us in this study.

oon000onao
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QUESTEONS

These are general questions abaub your educabign;

1, ¥hat sort of job would you like to have when you leave schosi?

(NN NN NN N

2, What skills do you think you need to do this job?
3, Wil you have these skills when you leave school? YES N0 SOHE

4, Do you think Aboriginals and non-Aboriginals have equal
suployment opportunities? YES MO  NOT SURE

§, Ooes this belfef affect your attitude to
education? YES KO

6, If you answered YES to question 7, how is your attitude

to eduration affected by a belief that Aboriginals and
non-fboriginals do not have equzl 2mployment opporiunities?

R N N N N N N N N N NN NN

LELUIL OB B B B R O B O LR I O O B B B O OB OB OO DD I I LA ORI O BB I OO B B OO RO O OO D RN BR BN BRI

7, List the subjects you like most at school and explain
why you like them:

T UHRE vovivrnnimnnrcon DEERUSE ooy yunnneannrnnrsrarissiiiaeriserine
3 S 11111 -
O R 1 111
O R 11 -

I like IR RN R ERE RN NNERN] hecause Frdrstn b pdl b b el pidrldr et it vdrranny

o

List the subjects you don't like at school and explain
why you don't like them:

I dun‘t like (AN ERENEEERNENEE] because LI DI I I O BB AL AR RC I N BRI I
I dﬂnlt like tltrrrdrren b hEtause LI T O T L B O A R I RO B AR RN )
I donlt llke (B EEEREEEENRENEN] becausa TLLAE R P e b b nabneaael

I donlt like Tt rar L aalty betause Trnatrsrrn it rrbsnndnt i rrndnclisedt
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These questions ask you to coanent or things which may affect
atademic athievement in government schoels,

I,

Lot

£

o

(-2

L]

L =]

Explain what 'big shame' means to you?

[ N N N N N N N N N NN NN

AN N R R R N NN R NN NN

fiive reasons vhy Aberiginal studenis may net do
vell at school work in government schools? e e ety e b

LI N R R R N R N O NN

Hov do parent's attitudes to education affect your
school achieveneni?

LU N I I N B O I O N B O T T O T O T I N I O I I I B R N NI

Do you think anxiaty or uncertainty about what {eachers
expect has any effect on how well Aboriginal siudents
perfors at school? YES HD  KOT SURE

If you answered YES to question 4, explain hov anxiety
or uncertainty affects your school perfermance,

LI U I R O N OO I NI T O R T T 20 N O T I I T R B B O}

In whal circusstances might you feel embarrassed at schooi?

L LR T R I I I R O O L O L B e O O R AR AR ]

Which subject bextbooks are most difficult for you to read
and undarstand? Explain why,

AN RN S RN hetause LU I B O T O I I I O O DI B AR
Ttk ndd iy prndv i ninenny because [N N N N N N RN NN NN NN
LIRS O o I O B O N B RO B O RN because [N A N N R NN N RN NN ]

FLLIUL PR vl dtr bt tdern betauge L I I T T T T T O I L I T O O I O I R R B RN R IR )

Were you often absent from school? _ YES WD
If you replied YES to question 8, what effect

did absenteeisn have on your parforaance
in school subjects?

LOUANRL I 3 D OB O O R N O U O U RO BN O NN RO N N R RN R R R ]



166

These questions are concernad with aspects of distrimination
in governaent schools,

t, Were there times when you felt teachers treated you

differently to non-fboriginal studenis? YES KO  NOT SURE

2, 11 you answered YES to quastion 1, explain how {eachers
treated you differently:

Tirddertdnndlbelsnnsnnryaad FLEP At bbb rr e Fetad bbb st b e [N NN N

LA RN NN IR N N R A NN RN YN tattrern ity

ur

Bid teachers ysuaily expact Aboriginal students to produce
the same quality of work as non-Aboriginal students? YES NO  ROT SURE

A, If you answered NE to question 2, qive examples:

[N A A N N N NN ] L O I R I A I O I O I N R A O N R R I R N

§, Are noa-fboriginal students prejudiced againsi Ahoriginal
studenis? YES MO NBT SURE

6, If you answered YES to quesiion 4, why do you think this:

[N NN N RN N NN NN NN IEEEE NN RN NN R NN

1. In your opinion, are school discipline policies
genarally fair to all students? YES NO  NOT SURE

8, If you answered K@ to question 6, explain why:

llllllllll [N N N RN N N N N N N NN AN NN RN

Questions in this segment ask about the ismportante of
relationships {0 you,

1, Did you work harder if you liked your taacher? YES NO

2, Hov do you feel about being a winority group in a scheol?

3. Do you think Aboriginal students work betier in groups? YES HO

4, 1f you answarad YES to question 3, explain why:

[ R NN NN N NN NN NN NN NN NN L R R

1 v ok
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o

fre you akle to form friendships vith Aboriginal siudenis
in governaent schools? YEE X0

o

Are you able to farm friendships with non-Aboriginal
students in government schools? YES N0

7, Is being able to fore friendships with other studenis
ispartant to you? YES ND

8, 1f you replied YES to question 7, axplain why:

R R N N NN N N N N N NN N N N NN NN NN

This question gives you an opportunity to comment on any aspect of your
edutation in gavernaent schools,

1. Are thare any comments you wish to make about anything in this
pager ar ahbout your experience of education in government schools?

R RN NN N N N R N NN NN RN RN
(I I NI T T T T O O I I RO Y T R O N N I O LB B R I BN R BN N R L
(O I N S RO BTN I R N NI I O I I RO NN R B O R N R O N O IR LR L I R B R R A RERE AR R B B R )
L T O T N N T OO O O RN N OO OB OO N3O R N RN L A IR RN R
IR N N N N N N N N NN RN NN S R R IR R

E T BT I I O O I ORI DD R A OB O R R DO RO D B RDN R B O B DN D DR RN DN O OB LD B O A OB O R DO RO B R D DN O BRI BB BE AN

End of questionnaire, Thankyou for your valuable contribution {o this study,
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Appendix C:

[§4) 4] {2 (¥2) (IY)
Subject Score Score fdd iteas Even itews Product
e (dd itows Even jtews squared . squared pf scores
81 7 40 2209 1§00 j880
2 56 51 3136 2601 2856
3 49 52 2400 2704 2548
| 59 57 3481 3239 3363
5 56 63 3136 3969 3528
§ 56 ] 3136 2304 2688
7 58 57 3025 3238 3135
] 61 54 a2 4036 3904
9 57 b5 3239 4225 3705
19 1 7 4356 5041 4686
Tl 41 49 2209 2401 2303
2 40 [ 1600 2209 1880
K| ) 56 3600 3136 3360
4 L1 51 3136 2601 2856
] X} £2 3969 2844 3906
Total: 828 B33 46354 47209 46598
Mean : 55,2 55,8

EX EY EX2 EY2 EXY

roe = £6599 ~ (828) (933)
1

2 ?
/t 46354 - (B28) ) ( 47209 - (A33))
( 15 ) 15 )

2 §16.4 §16.4 G164

H = =i&5—
J {6d8,4) (349.7) 6157985, 48 784.7

Spearnan-Brown Prophacy Forsula:

roe = ,785 20788 L§7
roo= =

= = __&a
1+ 785 1,785




How do Aboriginal siudents actount for their lack of acadenic success?

Survey questions:

page 1: 2, I think I learned best by:

¥ reading about a fopic;

% vatching others before attempting a task:

¥ listening to ay teachar explain what I was to do
% touthing the things | was learning about;

% working in a group to do a task:

¥ working by myself,

3, This question is related {o question 2,

Teachers usually presented lesson content in a variety of ways

to cater far student's preferred ways of learning,

page 2;

Poudr

topic 1:

5, Teachers assist me to cabch up wy work if [ fall behind,

topiz 2: 1, [ feal eswbarrassed or ashaned if ! am unable to do a fask,

.

, My schoolwark is affected if | feel anxious because [ am
uncertain about vhat fs expecled of me,

7, My parents or family help me with schoolwork,

page 31 2, ] would be a better sludent if 1 could choose teaching neihods

that suited me,

. Teathers usually try to help we if I have a problea with By work,

159
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Research quagtion 2

Do Aboriginal sudents believe that mainstream curricula are relevant to
their aducational aspirations and needs?

Survey questigng:

page 1: 1, I liked these subjects and found them wseful to me!

% English:

¥ Naths:

% Social Studies:

¥ Seience;

¥ Industrial Aris;

X Physical Educalion;

1 Health;

X Art;

¥ Others (please list),

page 2|

topic 20 5, 1f I am bored with a subject 1 hecome disruptive in class,
6, I believe thal qood school resulis will help ae to get & job

| want,

page 31 1, [ would be a better student §f } zould choose the subjects !
vanted g learn,

Respazch question 3!

Vhat signifitance is attarhed to interpersonal relationships by Rboriginal
students?

furvey questions!
pige 2:
topic- 20 2, My behaviour and attilude to schooiwork is influenced by what

wy friends think of school,

3, 1f T don't like a teacher [ don't try in that subjscl,
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page 3: 3, I ap a better student in a class of only Aboriginal students,

§, 1 vork better if T am allowed to work among groups of my friends,

Bagearch question 4:

Are attitudes of intolerance and racism manifest in ¥,4, government secondary

sthools in the perception of Aboriginal students?

page 2!

topic 11 1, Teachers treat Aboriginal students the same as nen-Aboriginal
students in their £lassrooms,

3, T receive the same penaities for an offence as a non-Aboriginal
student does for the same of fenze,

4, Teachers expect the same quality of vork from me as they do from
non-Aboriginal students,

§, Teathers use malerials which $reat Aborigimality positively,



Bessarch question 1:
How do Aboriginal students account for their lack of academic success?
Survey quegtions:
page t: 2, [ think I learned best by:
% reading about a topic;
attual scors 1 trial group
\ sinple group
avarage score for group; trial group ! 2.8
1 sanple group : 3.5
! conbinad 1 3.3
nost comron descriptor
per maan trial group ! SOMETINES

sample group ! SOMETIMES
conbined 1 SOMETIMES

¥ watching others befare attempting a task:
~ supmary of srores:

actual store trial group 15

saaple group

average score for group; trial group | 3
sanple group ¢ 3,2
conbined 13

%05t conron descriptor
per kean trial group | SOKETIMES
sanple group | SOMETINES

conhined SOMETIMES
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% listening lo my teacher explain what I was to do;

- sutpary of scores!

actual store

average score for group:

most comeon descriptor
per mean

L}
r
'

trial growp
sanple group

trial group
sauple group
tonbined

trial group
sample graup
conbinad

]
1
1
'
4
.

¥ touching the things I was learning about:

- supmary of scoredt

actual score

average score for graup:

nost common descriptor
et Rean

% working in 2 group to do a

- sumeary of scores:

attuzl score

averaga seare for group:

nost compon descriptor
per nean

t
1
1

trial group
sanple group

trial group
saapie group
coabined

trial group
sanple group
conbined

task:

trial group
sample group

trial group
sample group
conbined

trial group
sample group
tonbined

18
15

b
8
2

f S ]

USGALLY
USUALLY
USUALLY

20
33

|
3.3
3,8

USGALLY
SONETINES
SONETINES

17
3

3|
3,
3

¥

o Oy I

SOMETINES
VSUALLY
SOMETIMES

163
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¥ working by myself,
=~ sunpary.of scores:

actual store ¢ trial group 2

* sample qroup ! 36
averagae score for group! trial group @ 4,2

' sample group ¢ 2,6

1 togbined ¢ 3.8
nost common descriptor
per pean trial group ! USUALLY

' saaple group ! USUALLY
1 toabined r USUALLY
3, This guestion is related to guestion 2,

Teathers usually presented lesson content in a variety of ways
to zater for student's preferred ways of learning,

- sumeary of scopes:

actual seore trial group

saple graup 29
average score for group; trial group ! 2,2
! sasple group | 2.9
1 combined ¢ 27
Kost conmon descriptor
per kean trial group : NOT OFTEN

sanple aroup ; SOMETINES
tosbined ) SHETINES

page 2

topic 1. 2, Teachers usually try to help se if I have 3 problen with my vork,
- sumnary of scorgs:

attual score trial group : 18

sanple group : 40

average score for group:! trial group : 3.6

¢ saeple group ¢ 4

: combined r3.9
nost tommon descriptor
per mean t trial group @ USUALLY

saaple group ; USUALLY
tonbined 1 USUALLY
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§, Teathers asgist me to catch up my work if I fall behind,

- Sumnary of sgoreg:

actual seore

]
L}
L
'

average score for group)

nost common descriptor
per mean

L}
.
1
'
[
1

trial) group ! 12
saaple group ; 38

teial group ! 2,
sample group @ 3,
taabined v 3

OO0 e

triai group | NOT OFTEN
sanple group : USUALLY
tonbined 1 SOMETIMES

topic 2¢ 1, I feel ewbarrassed or ashamed if | an unzble to do a task,

- gusnaey of scores: (- scored itew)

actual store

average score for group

nost comnon descripior
per mean

trial group ;13
sanple graup @ 28

trial group ! 2,
sample group @ 2,
tonbined ¢2

o on O

trial group ; SDMETIMES
sample group ! USUALLY
conbined ¢ YSUALLY

4, Ny schoolwork is affected if 1 feel anxious because [ anm
untertain about what is expected of me,

) [ ! (- i

actual store

average score for group

nost cammon descriptor
per eean

]
1
]
1
]
L

trial group 11
sampie group : 26

trial group : 2,2
sample group @ 2.6
coabined ro2.4

trial group ; USUALLY
sanple group : SOMETIMES
teabined » USURLLY



7. Wy parents or family halp me with schoolwork,

- sunpary of sgores:

attual score

1
1
f
r

teial group
sample group

average score for group! trial group

nos', tomnon destriptor
per haan

page 3' 2, I would be a better student if I could choose teaching wethods

that suited me,
- sieary of scores:

actual score

averade sfare for qroug

nost comnon descriptor
per maan

RBesearch gquestian 2:

Do Absriginal students believe that wainstream curricula are retevant to

their egucational aspirations and needs?

t
v
1
1
]
]
1
]

sample group
tombined

trial group
sample group
torbined

irial group
sample greup

trial group
sanple graup
conbined

trial group
sanple group
conbined

i5
K

L P Y ]

o
A

SOMETINES
SOMETINES
SOMETINES

22
41

e om e

A
B
2
USURLLY

USUALLY
USUALLY

R e T T P e L L
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Suzyey questiong:
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page 11 1, I liked these subjects ard found them useful to ae:

¥ English:
- s’mnatx nt ssnrgsl

attual score

ayeraga score for group

post coamgn descripter
per mean

1 Maths:

actual store

average score for gpoup

rost commop destriptor
per mean

¥ Sotial Studies;
- s”n.itu n! s:nzgst

attual store

average score for group

nost comeon descriptor
per mean

trial group
saapla oraup

trial group
sauple group
tonbined

trial group
sanple group
okbined

trial group
sasple group

trial group
sanple group
conbined

trial group
sample group
torbined

trial group
sanple graup

trial group
saeple group
coubined

trial group
sample group
tonbined

19

Lad Lad a3
LN - RN . ]

: USUALLY
¢ UBUALLY
+ USUALLY

+ 16
132

v3,2
ro3,2
v 3,2
SONETINES

 SOMETINES
: SONETIHES

SOMETINES
SOMETIMES
SOMETINES

FE TR XY SV T



X Stience;

actual score

average stare fop group

sost common descripior
per nean

¥} Industrial Arts;

attual seore

average score for group

sost common descriplor
par Bean

¥ Physical Education:
= sunsary of storegt

attual store

average score for group

nost comeon descriphor
per mean

trial group
szaple group

trial group
sauple group
ronbined

trial group
sample group
combined

trial group
sample graup

trial group
sample group
conbined

{rial group
sanple group
roubined

trial group
sanple group

trial group
sample graup
roebined

trial group
sanple group
conbined

BEPERRE S R

1
32

2,
3,
2

LY 3 o I N

NOT OFTEN
SOMETINES
SOMETIMES

SOMETINES
SOMETINES
SONETINES

23
38

46
3.8

4
ALWAYS

USURLLY
USURLLY
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% Health;
attual score ¢ trisl group ¢ 15
¢ samnple graup | 39
average stere for group; trial growp 1 3
; sanple group ¢ 3.9
1 tombined 136
nost comman destriptor
per mean + trial group : SOMETIKES
1 sample group ¢ USUALLY
¢ copbined : USUALLY
1 art)
- suasatry of scores:
actual score trial group : 18

gample group ! 37

averaga score for qroup: trial group ! 3,6
sample group 3 3.7
toabinad ¢ 37

nost common descriptar
per mean trial group ¢ USUALLY
sample group ; VSUALLY

torbined USUALLY

1 Others {pleasa list},
= typing:

attual score trial group ¢ 30

saaple group 4 -

trial group
sample group !
conbined '

avarage store fof group

g
nost comman descriptor
per meat trial group : NOT OFTEN
gaaple group ¢ NEVER
tonbined ¢ NEVER



page 2;

topic 2

page 3:

5, If I an bored with a subject 1 berome disruptive in class,

) : i y

actual score

L]
Ll
'
1

average score for group:

rost tomkon descriptor
per wean

6, I believe that good school resulis will help me to get & job

{ want,
- sunuaty of scorege

actual score

'
'
L
Il

1
1
[}
L
1
¥

average stare for group:

nost common descriptor
per mean

{, I uould ba a better siudent if I coukd choosa the subjects I

vanted to learm,
- sumsary of srores:

actual score

average store for group

nost cammon destriptor
per mgan

trial group
sample group

trial group
sanpie group
tonbinad

trial group
sasple group
tonbined

{rial group
sample group

trial group
sanple group
conbined

trial group
5anple group
cokbined

trial group
sauple group

trial group
sanple group
roabined

trial group
sakple group
conbined

1
+
]
'
]
1

SOMETIMES
SOMETINES
SOMETIMES

i
42

L,
l!
4

EBd P T

USUALLY
USUALLY
USUALLY

YSUALLY
USUALLY
USUALLY
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Research question 3:

Vhat significance is attached to interpersonal relationships by Aboriginal
stydents?

Suryey questiong’
page 2;

topic 2; 2. My behaviour and attitude to sthoolvork is influenced by what
py friends think of scheol,

. : (- m

attual score v brial group 16
' sanple group ! 37

average seore for groupy trial group @ 3,
¢ sample group : 3,
¢ conbinad r3

nost common descriptor

EXt g 3

per nean ¢ trial group | SOMETIMES
1 sauple group ; NOT OFTEN
! topbined ¢« SOMETIMES

3, I I don't like a teacher I don't try in that subjact,

_ E (= ,
attual score v trial group 1 35
v sample graup ¢ 29
average score for group! trial group : 3
: gample geoup @ 2.9
¢ combined 29
nost common descriptor
per gean trial group  SCMETINMES

sanple group ; SOMETINES
comhined : SOKETINES
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page 3: 3, I am & better student in a class of only Aboriginal studenis,
- auBmary of scores:

actual scere trial growp ;19

sanple group ; 38

average score for growp: trial group ¢ 3,
sauple graup @ 3,
¢ 3

conbined

Q0 oo oo

’

#ost comwon desceiptor
per nean trisl group  USUALLY
saaple group ) USUALLY

conbined 1 USUALLY

4, 1 vork better if 1 am alliowed {o work among groups of my friends,

- sunpary of stores.
actual score ¢ trial group ¢ 19
: sample group @ 33
average score for group: trial group @ 3.8
' saaple group ¢ 3.3
1 conbined P35
nost comnon descriptor
per mean ¢ trial group @ USUALLY
; sample qroup ; SOMETINES
: conbined i SOMETINES



Reseanrch queation 4:

Are attitudes of intolerance and raciss manifest in W,A, government secondary
sthools in the perteption of Aboriginal students?

page 2

topic 1; 1, Teachers treat Aboriginal students the same as non-Pboriginal
students in their ciassrooms,

- supmaty of scores:

acfual score trial group : 10

sauple group : 34

average score for group: trial group

po2
' sanple group ; 3.4
¢ ronhined 2.9
nost common descripior
per nean

trial group | NOT OFTEN
sample group ' SONETINES
conbined ; SONETINES

3, I receive the same penalties for an offente as a non-Aberiginal
student does for the same offence,

- sumuary of sgores!

actual score ' trial group | 16
i sanpie group @ A0
average score for group: trial group | 3.2
! saaple group @ 4
: roebined v 3.7

nost common deseriptor
per mean

¢ trial group  SOMETIMES
! sanple group ¢ USUALLY
: ronbined + USUALLY
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4, Teathers expect the same quality of work from me as they do from
non-Aboriginal siudents,

- sumary of scores!

attual scere v trial group ¢ 17
¢ sanple group ; 43

average store for group: trial group !
1 sanple group
+ rombined :

post common descriplor

per mean ' trial group : SONETIKES
1 sanple group ¢ USUAELY
v toabined i USUALLY

il

4
3

E A P}

&, Teachers use malerials which {ireat Aboriginality positively,

attual store ttrial group %
i sampla group ; 31
average score for qroup: trial group : 1.8
: sample group ¢ 31
¢ rombined 2.7
nost comnont dascriptor
per mean ¢ trial group : NDT OFTEN
' sauple group ! SOMETINES
* tombined 1 SOKETINES




How do Aboriginal studenis account for their lack of academic success?

Quastions:

page 2: 1,
2

[T+

Ao

Explain what 'big shame' seans to you?

Bive reasons why Aboriginal students may not do
wall at school work in governmani schools?

How do parent's attitudes to eduration affect your
sthool achiavenent?

Do you think anxiely or unceriainty about vhat teachers
expact has any effact on how well Aboriginal students
perform at gehool?

YES NO  NOT SURE

1f you answared YES to question 4, explain how anxiely

or uncertainty affects your school performance,

In what circumstances might you feel ebarrassed at school?
Were you often absent from school?

YES MO

[f you replied YES to question 8, whai effect

did absentecism have on your parformance
in sthool subjects?

175
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Research question 2:

Do Aberiginal students believe that mainstream turricula are ralevant to
their educational aspirations and needs?

Questions:

page 11 1, What sort of job would you like te have when you leave school?
2, What skills do you think you need to do this job?
3, Vi1l you have these skilis when you leave schoal?

YES D SOME

Jom

fo you think Aboriginals and non-Aboriginals have equal
enployment opportunities?

¥ES  ND  MOT SURE

<

Does this belief affect your aititude to
education?

Yes A0

=4

It you angvered YES o question 7, how it your attitude
to education affected by a belief that Aboriginals and
pon-Aboriginals do net have equal employaent opporiunities?

7, List the subjects you like most at schoal and explain
why you like them,

OO

List the subjects you don't like at school and explain
why you don't like thenm,

Uhich subject textbooks ave most difficult for you to read
and updapstand? Explain why,

paqe 20 7
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Rasgaech question 3:

Wha! signifitance is attached to interpersonal relationships by Aboriginal

students?
fuestiong:
page 3.
Tepic 20 1,
2,
3
4,
page 4!
5,
5|
7,
8

Did you work harder if you liked your teachar?
YES MO

How do you feel aboul being a minority group in a school?

. Db you think Aboriginal studants work better in groups?

YES  NO

If you answared YES to question 3, explain why,

fire you able to form friendships with Aboriginal students
in governrent schosls?

Yes  ND

Are you able to fors friendships with non-Aberiginal
students in government scheols?

YES MO

is being able fo form {riendships vith ether siudents
isportant to you?

YES ND

If you replied YES {0 question 7, explain why,
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Regearch question 42

Ave attitudes of intolerance and racise manifest in ¥.A, government
secondary schaols in the perception of Aboriginal students?

Questiong:

page 3:

topic 1: ), Were there times when you felt teachers treated you
di{ferently to non-Aboriginal studenis?

YES HO NOT SURE

Tod

If you answered YES to question 1, explain how teachers
treatad you differently,

3, Did teachers usually expect Aboriginal students to produce
the zame quality of work as non-Rboriginal studants?

YES ND NDT SURE

E_ N

If you ansvered ND to question 2, give examples,

(=]

fire non-Aboriginal students prejudiced against Aborigingl
studanis?

YES NO  NOT SURE

o

If you answered YES to question 4, why do you think this?

7, In your opinion, are school discipline policies
gererally fair to all students?

YES KO NOT SURE

8, If you ansvered NG {o question &, explain why,

Open question:

page 41 1, Are there any comments you wish to aake about anything in this
paper or about your experience of education in governaeni scheols?




Affect {omnai

Research question 1.
Hov do Aboriginal students account for their lack of academit sugtess?

Quastions:

paga 2: 1, Explatn what ‘big shame' means to you?
- parcentage of saple Lo express each eaply:
160% replied embarrassmant:

1 as a consequence of teacher facussing on individual

% ab having ! ick of knowledge displaved to class by
insensitive {eachers

X failing at something 1

X being ferced to do semething you are unsure of how
Lo do '

2, Give reasons why Aboriginal studenis may not do
wzll at school work in government schools?

- parcentage of sampla {0 express each reply:

! curriculus doesn't tater for fborigimal students
% lack of parental/fanily support '
¥ reajudice from other students '
1 disinterested peers '
¥ language complexity {
1 poor teacher/student relationships H
¥ streaned into fow ability classes due {0 ethnicity

12%

245
12%

52%

36%
38%
24%
12%
123
12%
124

rr
!
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3, How do parent's attitudes to education affact your
sthoo) achievament?

- perrentags of sanple o express each reply!

3 not at all Y
¥ significantly as support and enfouragement needad

{0 get higher education otherwise ng effort 3 52%
¥ own attibudes reflect parerts who had no education  24%
1 parents don't push kids to do homework V128

-

Do you think anxiety or untertainty about what ieachers
expact has any effect on how wel} Aboriginal students
perform at school?

YES ¢ 761
D C 24y
NBT SHRE: 0%

o

If you ansvered YES to gquestion 4, explain how anxiety
or uncertainty affects your school performance,

- per{entage of sample to gxprese each repiy!

¥ experience shame/eabartassaznt or remain shy and
quiet as oo scared Lo ask teather anything in cage

peers laugh at you i
¥ nany teachers siereotype Ahoriginal students as dumb ¢ 123
¥ can vou seet thea? ¢ 248
¥ concern that teachers will give up encouragement ¢ 243

b, In what circumstantes aight you feel embarrassad al school?

- parcentage of sarple fo express each veply:
1 not knowing what was expected in tlass v 2%
T white teacher discussing Aboriginal issues PR

¥ when your failures are made public and result in
tlass ridicule

1 oral presentations in front of tiass/group

X when picked on by other students due %o your
golour Y

12
3
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8, Were you often absent from school?
YES ; 38%
M) i 62X

9, If you replied YES to quesiion 8, what effect
did absentesism have on your performance
in sthool subjecis?

- percentage of sample to express each reply:

I lov performance/nothing got done 308

Research guestion 2

Do Aboriginal students beliave tha! mainsiream turricula are relevant to
their educational aspirations and needs?

Quegtions:

page 1\ 1, vhat sort of job would you like to have when you leave scheel?

- percentage of sample to pxpress eath veply:
1 professional 1 523
¥ skilled non professional r24%
1 trade v 12y
¥ unskilled Y3

2, What skills do you think you need to do this job:

~ percentage of sampis to sxpresg each reply:
¥ managesent/account ing qualificabions ;528
% reading and writing skills ]
¥ knovledge of Aboriginal issues and politics 1
1 science background C12%

3, Vill you have these skills vhen you leave school?

fES ; 504
e o0
SOME : §0%
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4, Do you think Aboriginals and non-Aboriginals have equal
eeploymant opportunities?

Unanieous NO

5. Does this belief affect your attituda to

aducstion?
YES ¢+ 88X
NO ¢ 128

6. If you answered YES to quastion 7, how is your atiituds
to education affected by a belief that Aboriginals and
nan-Rboriginals do not have equal ampioytent opportunitiss?

- perceakaqe of sasple to express eath reply:
¥ serves as motivational facter towards higher
arhieveaent : 50%
3 think learning/education a vaste of effort because
of racism 11

7. List the subjects you like most at school and explain
why you like them,

- percentage of sawple o exaress eath reply:

I phyical edutation : B8Y
- good at it } 248
- enjoyed id 523
= interested ' )2

¥ English rE2%
- qoad at it 0128
« gnjoyed it 1 38%
- personal pleasure r]2%

¥ business studies 1 62%
- tarper chaite 25%

= good at it ; 25%
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$ domestic scienceshome econonics 11
= hands on ¢ 38%
1 math FL) ¢
- good at it V)
- able to understand it s
Y industrial arts i)
- interested V2%
- hands on v
1 art ¢ 2%
= hands on 1248
1 fboriginal studies k2%
- sance of pride in heritage ! 12%
8, List the subjects you don't like al schoel and explain
why you don*t like them,
- percentage of sample to pxpress pach reply:
¥ wath ¢ 62%
= not good at + 394
~ baring 128
- too hard P12
1 social studies 49y
- due tg bias in dealing with
fAbariginal issues t 24y
- boring 1 12%
- no Pelevance or purpose 124
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¥ scisnce ' 38%
= boring/no relavance i)

¥ English 1 248
- boring V4]
= inability to spell F12y

1 art ' 12%
- no good at N

3} industrial art CF28
- ne good at b1

page 2. 7, Which subject textbooks are most difficult for you to raad
and understand? Explain why,
- percentage of sapgle to express each reply:

% math ¢ 763
~ Y90 abstract/difficult 1768

¥ English 1 50%
-~ language {00 tomplex 1 50%

¥ science 1 508

- content too abstract and

language too complex : 50%

¥ social studies 1 38%

~ ¢antent too abstract and
language too complex 1 8%



Besearch question 8¢

What significance is atbached to interpersonal relationships by Aboriginal
students?

Questionst

page 3

Topic 2: 1, Did you work harder if you tiked your beacher?

unaninous YES

2, How do you feei about being a minority group in a school?

- percentage of sagple to exprase pach reply:
X isolated, at & disadvantage 1 16%
% had to work hard {o disprova eisconcepiions L 128
¥ comforiable if other Aboriginals present P 128
3, Do you think Aboriginal students work better in groups?
VES ; 768
MO :o24%
4, 1f you answared YES to question ¥, explain vhy,
- parcentage of sapoie 1o express each reply:
1 aore cooperative due to security/understanding/
coanon hackground experiences v 52
¥ culturally preferred way of doing things P28

page 4;

5, Are you able to forn friendships with Aboriginal students
in government schools?

unanimous YES

185



6, fire you able to fora friendships with non-Aboriginal
students in government scheels?

YES ' 75%
NO @ 24%
7. Is being abla to form friendships with other studants

inportant i you?

unaninous YES

8, It you replied YES to question 7, explain hy,

- percentage of sample bo express each veply: ;
e
1 tooperation and support makes sthool more
roafortable v 76%
¥ change atbitudes towards Aboriginals ¢ 24
Research questign 4:

#re attitudes of intolerance and racisa manifest in A, qovernment
secondary sthools in the parception of Aboriginal students?

Questjons:

page 3

topic 15 1, Were there times vhen you fell teathers treated you
differently to non-Aboriginal studenis?

YES ' 624
il Y+
NOT SURE: 24%

2, It you ansvered YES to question 1, explain how teachers
treated you differently,

- paccentage of sapple o pxpress gach reply!

1 low expaciations , : 38%
¥ discriminatory talk, atitiudes, behaviour L

186
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0fd teachers wsually expect Aboriginal students to produte
the same quality of work as non-Aboriginal students?

YES : Te}
ND 2%
NOT SURE:; 0%

If you answered NI to question 2, give examples,

- parrentage of ganple to expregg each reply:

¥ expected to be good al sport not academic work
¥ usually forzed into remadial classes

123
12%

Are non-Aboriginal students prejudited against Aboriginal
students?

YES Y4
KD 248
NOT SURE: 12%

It you ansvered YES to question 4, why do you think this?

- percenkage of sample i exprass each reply:

I prejudice because of ignarance of culture or
jnharited attitudes ¢ 50X
1 lifestyle and inability to do well ai school V3

In your opinion, are school discipline policies
generally fair to ail students?

YES 1398
LI 1 B0%
NOT SURE: 12%

I you ansvered NI to quastion &, explain why,

- parcentage of gasple fo express gach raply:

t don't cater for black diversity and needs ;388
% don't consider Aboriginal learning styles C12
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Opey question:

page 4

1,

fre theré any commenis you wish to wake about anyihing in this
paper or about your experiente of eduration in government schools?

YES! | was angered at not being taugh! about the wiping out

of Aboriginal paople in the early days, Ve all grew up thinking
that the vhite colonists had it hard, Bullshif! Start
balancing the content of what is taught then maybe while people
vill undzrstand vhy we are in the situation we are in and help
Aboriginal people io understand as well,

Biggest problem was lack of support or encouragement frow both
family and teachers,

Edutation has mislead Aboriginal people, Thay don't focus on
our language, history, culture, tribal groups, environment,
conservation = [thel curriculun alienates Aboriginal students
because they have misplate [sic) our cultural philasophy
vithin social studies,

They should help combat racism from non-Aboriginal students
towards Abariginal students in the schoolfcomsunity, They
shoutd incorporate into the academic aspect; teaching of
Aboriginal culture is history, especially Australian history
- and the Aboriginal side of it,

It is gssential to have Aboriginal history iniroduted into
governnent and private schools,

I think that schools need an Equal Gppertunitias Officer Lo
prevent Noongars being picked on,
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Errata:

Due to an error in pagination, this manuscript does not contain a
page numbered 53, Any inconvenience created for readers is

ragretted.
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