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ABSTRACT 

This field study is an attempt to provide detailed suggestions 

for a one semester elective course of study Australian Minorities: 

Concepts and Perspectives to be offered at a tertiary institution. 

It is intended primarily to provide a context in which minority group 

persons can be introduced to and analyse the theories and concepts 

which have been used to describe them as minority group persons, and 

to give minority group persons the opportunity to formulate and 

develop their own theories and concepts derived from their own 

experience. 

Since the program in which the course is offered is already 

operating and this course is a required part of it, the case for the 

provision of specific courses for minority group students is not 

argued here. The purpose in providing a detailed course description 

through this field study is (a) to contribute to the, as yet, small 

number of tertiary level courses from which both minority group and 

mainstream students select their programs, and (b) to provide 

suggestions for teachers of such courses to enable them to present 

·courses which have specific interest for minority group students. 

The principles on which the course is constructed constitute a 

blending of humanistic and social reconstructionist perspectives with 

the purpose of (a) making the course acceptable to the espoused 

values of institutions offering teacher education programs, and (b) 

providing students with some knowledge and skills whereby they are 

empowered to make changes in the societies in which they will work. 

The course was compiled from 

(a) Suggestions solicited on an informal basis from students 

involved in an initial teaching of a similar course. 
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(b) The writer's perceptions of needs arising from experience 

of teaching in a tertiary program catering specifically for 

Aboriginal and Islander persons. 

(c) Library research of, especially, material written by minority 

group persons, but also material written about minority group 

persons. 

Suggestions for evaluating the effectiveness of the course are 

provided because it is intended that this course be used as a base 

or beginning structure to generate new courses, or for modifications 

of this one according to specific needs of teachers and student 

groups. It is presented in a form intended to be useful as a 

starting point for other minority group teachers involved in 

offering courses to cater for similar needs. Source material is 

drawn mainly from sociological and philosophical perspectives, 

combining western concepts from these disciplines with contemporary 

minority group definitions of experience. 
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CHAPTER 1: INTRODUCTION 

Introduction 

This chapter will outline 

(a) The aims, purpose, scope and definition of terms of the field 

study. 

(b) The institutional constraints and expectations for this 

particular course. 

(c) The social and political context which will affect the 

operationalising of the course. 

(d) Some specific influences on the nature of the course. 

1 

Although the course presented in this field study was written to 

contribute to the pool of similar courses available in Australian 

tertiary institutions and to be adapted for wider use, it was written 

with the particular group of North Queensland teacher education 

students in mind and in response to the particular North Queensland 

social and political context. 

1. Aims and objectives·of this . field study 

(a) Purpose in developing this course in detail 

Within the institutional constraints operating 

(i) To provide a multidisciplinary course, mainly sociology and 

philosophy, but also politics, education, race relations, 

psychology, anthropology, ,ethics and theology, to enable 

students to explore their own condition. · 

(ii) To provide a course where the concerns, interests and needs 

of minority group persons are the dominant perspective. 

(iii) To provide a course in which minority group students are able 

to explore the definitions of their condition which have been 

devised and imposed on them by mainstream groups. 



(iv). To provide a course which allows and encourages minority 

group persons to create, explore, expand, and present their 

own definitions and explanations of their condition • 

. (v) To provide a course where students from the dominant culture 

are exposed to and are encouraged to participate in the 

concerns and interests of minority groups. 

2 

(vi) To provide a course where students from the dominant culture 

are encouraged to confront some of the myths and assumptions 

which they have been taught concerning minority groups. (As 

these outlined aims imply, this course should not be seen as, 

for instance, an "Aboriginal Studies" course to enable 

"Aboriginal" students specifically to repair what they see as 

wrong in Australian society. Although it can perhaps be termed 

a "Minority group" studies course it is also intended to be 

physi~ally, socially, and psychologically accessible to any 

student who wants to enrol in it, and to allow a_ll students in 

it to use the knowledge and skills derived from it as they see 

fit). 

(vii) To show, through the development of a course, the dynamics 

involved in avoiding the problem of merely changing content to 

suit a student group without also changing the way it . is 

presented and the purposes for which it is taught. 

(b) Scope of field study 

An original course proposal, for a course titled Australian 

Minorities - A SoaiologiaaZ Perspeative, had two major emphases: 

(i) An entirely sociological perspective, as indicated by the title. 

(ii) A focussing on the position of indigenous people in North 

America "through a comparative study".* 

* Handbook 1979, Townsville College of Advanced Education, Townsville, 
1979, p.59. 
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This original course was taught with major, but unrecorded, 

variations by three different lecturers, being first offered in 1980, 

then 1981, and 1982. 

This field study report will outline a proposal for a revised 

and reconstructed course Australian Minorities: Concepts and 

Perspectives. The perspectives _will be mainly sociological arid 

philosophical, and the focus will be on the position of minority 

groups in Australia. The comparative use of minority groups from 

other countries will not be restricted to indigenous minorities but 

will include those group categories found in Australia such as trans

planted peoples, women, homosexual minorities, and religious minorities. 

The original sociology course, according to student and lecturers' 

perceptions each time, was not broad enough or varied enough to provide 

students with what they perceived as necessary basic understandings 

and knowledge relating to their condition as members of various 

minority groups who would be teaching in North Queensland. In 1982 

the course was taught by the writer of this field study using a mainly 

sociology and philosophy base. The selection and application of key 

concepts and the nature of the student activities was often strongly 

influenced by student demand. 

This field study provides an outline of the revised course, 

including those areas deemed important by the 1982 participating 

students, which attempts to stay within the institutional requirements 

for the course. 

This field study report is intended to provide a model from which 

other teachers could devise further or parallel courses. It is not 

intended as a rigorous definitive statement on what should be taught. 

It is intended as an example of what could be and has been taught and 

how it could be presented. 

The effectiveness of this particular course has not been assessed 
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within the scope of thi_s field study. It would seem appropriate that 

a minority group teacher working with minority group students carry 

this out in terms of the specific aims and objectives devised when 

adapting the course to suit another context. In fact, since the 1978 

recommendation from a National Aboriginal Studies Seminar in Alice 

Springs, stating as a necessity that '1Aborigines be given the 

responsibility for the assessment of the suitability of alt materials 

and approaches in Aboriginal Studies"1 ,·any assessment of this course 

by non-Aborigines would not appear to be viable for the purposes of 

Aboriginal groups. Similarly, other minority groups would need to 

do their own evaluations according to the criteria demanded by their 

own needs and concerns. 

In the same.vein, where assertions or assumptions have been made 

which would require substantiating through an evaluation or trialling 

process, they have been supported by quoted comment from minority 

group persons to show that they are at least being discussed in 

minority group communities. 

In this field study report a particular_blend of the humanistic 

and social reconstructionist perspectives is argued for as a common 

sense proposition to allow the course to be taught through an 

institution. 

This report also assumes that students have been introduced to 

sociological theory in preceding courses. In the case of this 

particular institution this introduction occurs in courses such as 

The Social Setting of Education, and Contemporary Australian Society, 

both of which are offered in the mainstream Diploma of Teaching with 

little cognisance of minority group students' interests. Thus the 

purpose of further study of sociological theories is to enable each 

student to understand, modify, accept, or reject the theories by 

applying them to their own understanding and experience. 
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The field study also shows what the minority group students 

themselves saw as valid responses to their minority group condition, 

and gives examples of the students' active responses to the under.:. 

standing of the theories. 

(c) Definition of terms 

It is particularly important to realise, especially when writing 

in the area of race relations, political sociology and philosophy, 

the danger of accepting exclusively the terms developed by one group 

to define another. A more valid picture is achieved if groups define 

themselves and their own experiences and these are then compared. 

The intensity of feeling engendered in this crucial concept of 

naming oneself is developed as part of the content of the course being 

described and is wel.l documented in minority group literature. For 

example, Barbara Cameron, in her article 11Gee, You Don't Seem Like an 

Indian from the· Reservation" says ''And I genera Uy mist!'Ust words that 

are used to define Native Ameriaans and BrouJn People". I don't Zike 

being put wz.der a magnifying glass and having cute liberal terms 

define who I am."2 There are, however, some common usage terms 

relevant to this area of study which allow some freedom and flexibility 

of acceptance or rejection for those labelled and these will be used 

for the purposes of this field study. 

(i) Aboriginal person, .tm Aboriginal is a person o~ Aboriginal 

descent who identifies as an Aboriginal and is accepted as such by 

the community in which he or she lives. This definition involves 

personal belief, and community recognitio~. 3 Although it is based 

primarily on the establishment of descent it is much broader than a 

definition dependent on racial grounds or visible physical character

istics. It includes a recognition of the group history, lifestyles, 

and other cultural components derived from the indigenous peoples of 

Australia. 



Thus a South Sea Islander or Pacific Islander is a person who 

identifies as a South Sea Islander, who is descended from the South 

Seas pe_rsons brought into Australia as indentured labour in the 

nineteenth century (1846-1906), who identifies as such and who is · 

accepted as such by the community in which he or she lives." 

6 

• Torres Strait Islanders are those persons who identify as Torres 

Strait Islander, who are descended from the people whose homelands 

are in the Torres Strait Islands and who are recognised as such by 

other Torres Strait Islanders. 5 

Due to the large numbers of Aboriginal students in the course 

compared with those of other minorities it was necessary to divide 

Aboriginal concerns into two groups, to provide two workshop topics. 

In the past a further (and false] conceptual distinction has been 

made in western studies and descriptive writing which.has served 

mainly to highlight assumptions about groups or individuals on an 

assimilation or accomodation continuum. For example 

Urban Aboriginal refers to those Aborigines who live in more closely 

settled areas. 

Traditional Aboriginal refers to those who live in what is referred 

to as 'colonial' Australia, or the more remote areas and whose lives 

still follow a semi-traditional pattern. 6 

In recognition of the problems this artificial conceptual 

distinction could cause, for the purposes of this course, students 

were asked to group their suggestions for Aboriginal concerns into 

what they saw as two related areas to provide two workshop topics. 

The related groupings show clearly that concepts such as community 

development, black control of community services, the training, 

. .. -~:1~?~~-=---~~~---~~?l_~yrne~: -~! _?_lack .. p-~~-f -~_ss_~_ori_a!~-'-· _1<111_~ __ _7:_i_g~!s! are of 

concern across the spectrum of urban, rural and ~solated communities. 
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Black is a term which once was derogatory and insulting but has now 

been taken back by the people whom it describes, and is used by them 

as a term of pride and power. It has little to do with a person's 

visible appearance and everything to do with their feelings of pride 

and personal power in themselves. 

(ii) Course refers to a one-semester, self-contained unit of academic 

study at a tertiary institution. 

A Program is a collection of courses, some core or compulsory, and 

some elective, which ent~tle a student to an award, such as a Diploma~ . 

when completed. 

A Major Study is a set sequence of related courses, undertaken over 

several year levels of a program. 

A course outline is the description, in greater or lesser detail, of 

the main aims of the course, the main concepts to be taught, and the 

teaching strategies to be used. Details of specific content and main 

ideas are included, as are suggestions for evaluation activities and 

criteria. 

(iii) Culture and cultural refer to all learned behaviour which has 

been socially acquired and thus refers to a total way of life of 

people in a society. De Hoog and Sherwood define culture as follows 

"···· the way of Ufe of a people., the sum of their learned behaviour 

patterns, attitude~., beliefs and material. things. A cuZ.ture provides 

a frqmeuJork for thoughts and aetions that aZ.l.ows people to get on with 

life, rather than having to make constant d~cisions about every 

aetion."1 Thus every person has a culture. No people can be 

describ.ed as having "lost _their culture". There will be differing 

valuing of various aspects of one's own culture, and that of others. 8 

Cultural group refers to divisions of people on the basis of class, 

race, nationality or ethnicity, sex, sexual preference and religion 

when it is practised seriously. Cultural groups are individuals who 
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speak a mutually understandable dialect or form of language. 

Mainstream group or dominant group refers to the cultural group which 

has the power, status, and prestige to impose their cultural valuing 

on other cultural groups through institutions and sanctions. In 

Australia this generally, but not exclusively, refers to middle or 

upper class Anglo males. A clear cultural indicator of membership 

of this group is the way in which language is used to achieve and 

maintain power, and the form and pronunciation of English used. 

(iv) "An ethnic group is a collection of people cori..sider-ed both by 

themselves and by other people to have in common one or more of the 

following cha.racteristics: (1) religion; (2) racial origin., (J) 

national origin., or (4) Za:n.guage and cuitural traditions. 119 

Ethnic groups in Australia are derived from all of those people who 

have migrated here since the first white settlement, or those who 

are here as refugees from other countries (all non Aborigines in 

fact]. Fitzgerald lists thirteen categories of migrant10 but there 

are also ethnic groups with members whose family groups can be traced 

back generations in Australia, such as Chinese gold miners, Scottish 

farmers :and Basque shepherds. 

(v) Minority group. 'Minority' refers to a social condition, not 

necessarily a statistical one. Persons with minority status are 

ranked lower socially and are subject to domination by other segments 

of the population. 11 The social inequality of minority groups is due 

to the oppression of these groups directed at the characteristics 

which distinguish them as groups, e.g. ethnicity, race, sex, sexual 

pre_ference, physical disability, religion. Thus minority groups 

include Aborigines, Islanders,_women, homosexuals, paraplegics, the 

mentally handicapped, the unemployed, the Jewish people, and others. 

Feminists are women who advocate changes that will establish political, 

economic, and social equality of the sexes (as distinct from 



femininity which refers to "a ouUUx>aUy defined set of roles and 

personal characteristics that elaborate the biological ability of 

women to bear chi ld.ren. ") 12 

2. Institutional constraints and expectations for the course, 

Australian Minorities: Concepts and Perspectives 

(a) Aboriginal and Islander Teacher Education Program 

9 

The course proposed and described in this study will be a third 

year Diploma of Teaching major study elective. It is placed in the 

final one-semester component of the major study elective strand, 

Australian Society: The Aboriginal and Islander Experience, which is 

offered to both six semester and seven semester Diploma of Teaching 

students: The seven-semester program, or Aboriginal and Islander 

Teacher Education Program (A.I,T.E.P.), consists of a special entry 

group of Aboriginal and Islander students who would not qualify 

academically for entry to the usual six semester program. These 

students extend the first year of their course by one semester to 

develop their written communication skills and to become familiar with 

tertiary institutional expectations, but by the end of their third 

year (or seventh semester) have fulfilled all academic and teaching 

requirements of the normal entry Diploma of Teaching. In their 

second and third year courses they are integrated with the six semester 

Diploma of Teaching program. For example, .the progress of a normal 

entry Diploma of Teaching student and an A.I.T.E.P. student both 

graduating in December 1983 may be compared as in Figure 1. 

. . 
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Semester I Semester II Semester I Semester II 

1983 II • E Ii 
1982 

□ □ □ □ 
1981 

~ ~ ~ ~ 
1980 

~ 
Normal entry student A.I.T.E.P. student 
(six semester _program) (seven semester program) 

~ first year subjects 

D second year subjects 

ii third year subjects 

FIGURE 1. COMPARISON OF NORMAL ENTRY AND A.I.T.E.P. 
STUDENTS' PROGRESSION 

Both of these students would have been expected to enrol in the 

same core subjects and to have had the same range of electives to 

choose from in their second and third years. Both Aboriginal and 

Islander students and white students have available to them a major 

study sequence Australian Soaiety: The Aboriginal and Islander 

Experience, which comprises one first year subject, one second year 

subject, and two consecutive third year subjects. 

The A.I.T.E.P. student group consists of approximately sixty 

students on campus at any time, studying at various levels of the 

Diploma of Teaching Program. These students consist of persons who 

identify themselves, and are identified by their home communities, as 



Aboriginal or Torres Strait Islander or South Sea Islander. 

(b). Third year major study elective course 

11 

The aim of the major study elective strand is cited as follows: 

To enable students to study in some depth the culture 
and history of Aboriginal and Torres Strait Island 
groups, a major study has been developed ... The major 
study ••• will be available to all students in the seven
semester program and to a limited number of students 
in the six-semester Diploma of Teaching Progra'll. 13 

The major study sequence consists of the following four subjects: 

SS124 Contemporary Australian Soaiety (first year) 

AE220 Traditional Aboriginal and Isla:nder Life (second year) 

AE322 The Impact of Europea:n Colonization - Challenge 
and Response (third year) 

AE323 Australian Minorities - A Soaiologiaal Perspeative 
(third year) 

Other third year c~mrses of special interest to Aboriginal and 

Islander students are: 

AE330 Raae and Culture 

AE321 Aboriginal Eduaati(ln 

All of these subjects are electives except Raae and Culture which is 

a compulsory third year special study for all Diploma of Teaching 

students. 

(c) Multidisciplinary base for course 

This field study is intended to show the process of rewriting 

the course Australian Minorities: A Sociologiaal Perspeative and 

broadening its orientation to include concepts from other disciplines. 

It will be retitled Aust~alian Minorities: Conaepts and Perspectives, 

and will attempt to be responsive to students' needs regarding current 
~ . 

crises and changes in the Queensland context such as, at present, 

The.Commonwealth Games, the Aboriginal struggle for land-rights, the 

decreasing of civil liberties, and the subsequent effect of these 

events on the minority groups who are present in the State. 
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(d) Black students as future teachers 

The black students who graduate from this program are given a 

heavy responsibility as black teachers. The communities from which 

they came, and their employing bodies, expect them to be not only 

competent and progressive teachers of both black and white children, 

but also that they be confident and articulate spokespersons on the 

issues to which the communities, the general public, and the media 

have given emphasis. 1 ~ While most teachers find their first two or 

three years of teaching very difficult under normal circumstances15 

their job is made even more difficult if, as Aboriginal and Islander 

teachers, they are frequently expected to speak for all Black 

Australians against the determined opposition of a white .staff group 

in a school staff room. The three and a half years of specific teacher 

training they presently receive does not equip them with the philos

ophical analysis skills and conceptual frameworks to enable them to 

argue, debate and persuade when they see themselves as morally obliged 

to do so. 

(e) General studies as distinct from Education·studies 

The major study sequence in the Diploma of Teaching program is 

designated a general studies elective as distinct from education 

studies and professional studies strands. Whereas education and 

professional studies are intended to help prepare students for their 

future roles as educators in the teaching profession, the general 

studies strand, in which the Australian Minorities course is located, 

is intended to encourage students to extend their general education, 

to develop knowledge and understanding in a non-education discipline 

to an advanced level, and to explore contemporary social issues. Thus, 

the Australian Minorities course, according to the original submission 

to the Board of Advanced Education seeking program accreditation, 

should provide students with opportunities for developing personal 
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awareness, as well as increasing their insight into the nature of 

relationships between several of the groups in society which are 

charac~erised by oppression and powerlessness. 16 This course should 

also help students increase the flexibility of their thinking in 

relation to Australian Aboriginal and Islander concerns as these 

change in nature or emphasis to respond to the rapid change evident 

in the wider Australian and world societies, 17_ or as they initiate 

change to ensure their own survival as a group. 18 At the same time 

the course is expected to extend the students' range of conceptual, 

human, and material resources through which particular issues may be 

explored with particular emphasis on the Aboriginality of these 

resources as represented by each of the students in a particular group. 

The major study strand Australian Society: The Aboriginal and 

Islander Experience, as a result of the reconceptualising of the 

Australian Minorities course, will provide the following disciplinary 

and conceptual perspectives: 

Contemporary Australian Society - Sociology 

Traditional Aboriginal and Islander ·Life - Anthropology 

The Impact of European Colonization - History 

Australian Minorities - Sociology and Philosophy 

The following additional courses are complementary: 

Race and Culture (a compulsory core course for all students) 
- Race Relations 

Aboriginal Education (elective) - Education 

(fj Student group involved 

Although the Australian Minorities course is offered as one 

element in a major study sequence specifically designed for Aboriginal 

and Islander students, other Diploma of Teaching students may also 

choose this sequence as their major study. Thus, although the 

particular concerns and issues of Black Australians will probably be 

' . 
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emphasised, those of many other Australian minorities, especially 

those represented in the student group taking the course, will also 

provide.valuable illustrations and perspectives. This is seen as a 

strength in this course. It will allow all students to explore their 

own minority group concerns while emphasising and drawing on the 

aspects common to all groups. In confronting and respecting what 

different groups see as their legitimate claims, needs and rights, it 

is hoped that all students will have the opportunity to widen their 

horizons, develop new skills and follow up new ideas. 

(g) Institutional response to national expectations 

This course is an attempt to fulfil the expectations spelled out 

in (a) the 1980 National Inquiry into Teacher Education as part of 

recommendation 6.1 for pre-service teacher development: 

A core of studies and learning experiences should be 
required of all students in pre-service teacher 
education. The core should consist of •••. (among 
others) studies in contemporary culture: Australian 
society in its national and international settings, 
social trends, economies, politics, ideologies, and 
values •••. 19 

and (b) the 1982 Aboriginal Teacher Education Conference Report 

Most people attending the conference felt strongly 
that all students should have access to a major 
study area in Aboriginal studies •••. 20 

3. Recent changes in the Queensland political and social context 

which could be expected to affect operation of the course 

(a) ·Reduction in civil liberties in Queensland 

Over the past five years there have been changes to Queensland 

legislation enacted by the National-Liberal Party Coalition govern

ment, led by Premier Joh Bjelke-Petersen, which many.people have seen 

as a growing attack on the democratic rights of every Queenslander. 

These attacks include the banning of street marches for any 
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purpose unless the police have issued a permit, thus stifling a 

legitimate channel for public dissent; an Essential Services Act 

prohibiting certain strikes; a Pregnancy Termination Act prohibiting 

unauthorised abortions and a concerted drive to make this even more 

restrictive; a Dossier Amendments for the Police Act which allows 

police to give information from intelligence files to.interested 

groups such as employers; a Bail Act allowing watch-house keepers 

greater scope to refuse bail; an escalation in the alleged abuse of 

police powers, shown in such incidents as the destruction of the Cedar 

Bay community, the shooting in the back of an unarmed man suspected of 

drug offences related to marijuharta at Kuranda, the alleged repeated 

bashing and abuse of Aboriginal and Islander people by the police at 

the Townsville watch-house (and note that it is the police who 

1nvestigate these allegations) 21 ; the non-employment of homosexual 

teachers22
, the banning of certain educational materials in State 

controlled schools. 23 One such incident occurred in September 1982 

when the Minister for Education, Mr Bill Gunn, banned a production by 

a local theatre group from schools because of its political content. 

He said, "The troupe was told that the education system cannot be 

used to encou:t>age disrespect for people in authority." 24 The troupe 

believed that the right to examine and discuss government institutions 

was a fundamental element of democracy. They used satire to highlight 

their point. · 
. , 

It is the powerless and oppressed ( minority groups) who are 

most affected by this political repression. It is the persons who 

find themselves not agreeing with the government in some detail of 

their lives who are affected negatively by this state of affairs, It 

appears that Queensland is the most affected of all Australian states 

in the area of suppression of human rights and civil liberties. 25 



(b) The effect of the 1982 Commonwealth Games in Brisbane 

Two major current issues demonstrate this oppression. The 

Commonwealth Games which were held in Brisbane in September 1982, 

brought the enactment of .startling accompanying new legislation. 
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The struggle for control of Aboriginal reserves by the Aboriginal 

people, and control of islands in the Torres Strait by the Islander 

communities is a continuing and escalating movement. Both of these 

issues have affected the state of human rights in Queensland. Govern

ment response to dissent has been increased repression. 

The Commonwealth Games Bill 1982 was the centre of much contro

versial debate and speculation since it became obvious that the 

government and specifically the Police Minister, Russ Hinze, considered 

that normal provisions were not adequate to silence any groups who 

might have considered the Games to be the ideal international forum 

for airing their opinions. Hinze's justification for this was a 

public statement by Charles Perkins, Chairperson of the Aboriginal 

Development Commission, who forecast that there would be "blood in the 

streets" if the police acted as they had in the Right to March, Anti

Nuclear, and Springbok dissents during the last five years, and if 

the Queensland government did not make a positive move on the 

resolution of the Aboriginal Land Rights issue before the Games. 26 

The enacting of the Commonwealth Games·Bill 1982 can be seen as 

an attempt to intimidate and confuse the public and discriminate 

against those persons, black and white, who constitute a perceived 

threat to the present government.· One central intent of these laws 

was to prevent political embarrassment for the government when 

Queensland Aborigines presented their situation to the international 

media at the Games. Another intent was to suppress the right to 

dissent, and suppress the right to organise, to frighten people into 

passive acceptance of the dictates of the government. 
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The ABC National News, 12 July, reported that Police Minister, 

Russ Hinze, continued to refuse to clarify the regulations by which 

the new Commonwealth Games Bill was to be enacted; that the Act 

contained references to 11a.uthorised persons", "notified areas" and 

"prohibited things", but no regulations were forthcoming which 

specified what these were until 17 September 1982, several days 

preceding the Games. 27 

The Campaign Against Police Power Co-ordinating Committee 

outlined the following proposed provisions of the Bill; 

(a) Police will have the power to direct anyone to leave the Games 

site (which includes many parts of Brisbane) without giving 

reason or explanation. 

(b) Anyone refusing to obey a police direction faces immediate 

arrest, six months jail, and fines of one to two thousand 

dollars. 

(c) All protesting and leafletting on or near the Games sites will 

be banned. 

(d) Police will be allowed, without a warrant, to search anyone on 

the Games site. 

(e) Private security guards will be given many of the powers of 

police. 

(f) People who believe they have been unjustly treated under these 

laws will not be able to question police action in the courts. 28 

(c) The Aboriginal struggle for land rights 

The Commonwealth Games and Aboriginal land rights were linked in 

a fascinating way. This link was exemplified in an article in the 

Townsville Advertiser entitled "Lets Have Restraint on Both Sides". 

It stated> in part, 

The Premier, Mr Bjelke-Petersen, has claimed that planned 
protests are a plot devised by communists, the Norld 
Council of Churches, Colonel Gadaffi, and black terrorists, 



who want to destroy white civilization. Despite the 
importance of the issue to the nation and to Australia's 
international standing, the Federal Government has not 
seen.fit to intervene, despite the involvement of a 
senior public servant, Charles Perkins, in the issue. 
The State Government's policy has been made clear. 
-There will be no marches or.demonstrations. The laws 
drawn up by the State Government to protect the Games 
entail losses of personal freedom and assumptions of 
power that no government in Australia has ever before 
attempted to implernent. 29 
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Aboriginal people, frustrated by the conduct of the Queensland 

Government in responding to their demands for land rights, were 

demonstrating as much to gain the notice of the Corrunonwealth Govern

ment as they were to put their case before an international audience. 

It is important to note here that the Federal government does 

have the right to intervene in this particular issue under Section 51 

of The Constitution which gives the Commonwealth power of legislation 

for "the people of any .raae for whom it is deemed necessary to make 

special ZCJ:1,)s. '13 0 

Indeed, Kirk, on behalf of the Aboriginal Treaty Committee, has 

noted the results of a commissioned legal opinion over the Queensland 

government proposals for 'deeds of grant in trust• which would seem 

to demand Federal intervention. He states that legal opinion concludes 

The security of tenure and integrity of reserve boundaries 
are no more assured as 'deeds of grant in trust' under the 
Land Act with the proposed amendments (which transferred 
responsibility for the Act from the Queensland Cabinet to 
the Queensland parliament) than are Aboriginal reserve 
lands at present. There is no legal, workable check on 
the unfettered discretion of the Governor-in-Council 
proposed. 31 

. 

(d) Threats to ·human rights in Queensland 

A radio report on ABC Queensland State News 21 July 1982 gave 

weight to the .claim of severe threats to the human rights of Queens

landers, especially Aborigines and Islanders. It reported that at a 

two-day hearing of the Human Rights Commission in Brisbane, twenty 

non-government bodies made submissions concerning living conditions 
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of Aborigines, ·and that more than twice as many complaints of racial 

discrimi~ation were made in Queensland as were made in any other 

State. _The news reported that it was recommended that an investigation 

be made into the running of Aboriginal communities because many of the 

local by-laws and regulations appeared to offend against human right~. 32 

Preceding the Commonwealth Games a march was held from Tweed Heads in 

N.S.W. across the border to Coolangatta in Queensland to symbolise 

the loss of civil rights on entering Queensland. 

(e) Context for Aboriginal and Islander teachers 

It is in this context that graduates of the A.I.T.E.P. Diploma 

of Teaching are expected to begin teaching and to act as community 

spokespersons. It is in the staff rooms, and class rooms, and at 

Parents and Citizens meetings that these Aboriginal and Islander 

teachers are expected to state the "Aboriginal position", to defend 

their rights to make demands of the government and to be cognizant 

of the struggles of other minority groups to do the same thing. 

(f) .. Need for development of political awareness 

There is a clear statement of need for a course which introduces 

minority students to political argument. Les Malezer, Director of 

Research for the National Aboriginal Conference, speaking to a group 

of Aboriginal and white students in Townsville before the Commonwealth 

. Games~ called for a treaty or a Bill of Rights to provide the 

Aboriginal people with a position of power from which they can bargain. 

He said that in Queensland there is ''no effort made to develop 

po'litieai at.Jareness" and 11no funds are ever given to a poZitieaUy 

based Aboriginal, organisation .... " and further that the Aboriginal 

people were criticised by Black Africans during the lead-up to the 

Commonwealth Games as "not being political, enough" and "not doing 

enough to make their voices heard. 1133 
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It is the extremist nature of the political context of Queensland 

as outlined here which makes it important to provide a course written 

for this context. Similarly, it was the Black rights struggle in the 

United States which gave birth to courses analysing the white 

institutions of education, law, politics and economics from the Black 

perspective, and it is the feminist movement which has generated 

courses examining dominant male philosophies, sociologies and 

psychologies in a new light. 

A recent report by the World Council of Churches stated that 

''The black peopZ.e in Australia are a minority group and are alienated 

from the decision making Z.eveZs as weZZ as the corridors of effective 

power"3
i. so that the main themes which need to be investigated by 

students in Queensland would include justice, responsibility, freedom 

and liberation, human rights, civil liberties, power and equality, if 

they are to understand fully the forces operating to regulate and 

control this community. 

4. The relationship of the course Australian Minorities: ·concepts 

and Perspectiv_~s to perceived needs 

(a) National Aboriginal Education Committee·statement on 
"Aboriginal studies 

The N.A.E.C. defines Aboriginal _studies as essentially a study 

of the cultures and history of the indigenous peoples of Australia. 

Such studies also involve those issues which are of contemporary or 

historic interest to Aboriginal society and consequently to the total 

Australian community. 35 

The N.A.E.C. concept of Aboriginal studies has two important 

components. Aboriginal studies should 

(i) Develop an appreciation and understanding of cultural values. 

(ii) Explore the impact of historical and cross cultural contact and 
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the effects this has had on contemporary Aboriginal life. 

Because the cours·e Aust1'atian Minorities: Concepts and 

Perspectives will operate within the A.I.T.E.P. major study sequence 

it could broadly be labelled an "Aboriginal Studies" course. However, 

by definition, it is about other minority groups as well. As an 

Aboriginal Studies course it fulfils a -clearly stated need expressed 

by other institutions. For example, South Australia has the most 

extensive development of Aboriginal Studies units in Australia. The 

South Australian College of Advanced Education offers subjects for 

Aboriginal students and white students in the areas of traditional 

Aboriginal society, history of black/white culture clash, *contemporary 

social issues in Aboriginal affairs, Aboriginal education, *race 

relations, *community development, Aboriginal art,· *cross-cultural 

communications, anthropology, *language and culture, *comparative 

cultural studies, *politics and administration in Aboriginal affairs, 

social research methods. 36 

The course Australian Minorities: Concepts and Perspectives will 

make a contribution in the areas marked*. As Anderson states in 

his report on the 1982 Aboriginal Teacher Education Conference, '1some 

delegates wanted a promise from trainee teachers that they would teach 

for a minimum period before being lured into curriculwn development, 

advisory services, · administration and management._ 113 7 The assumption 

is that they •will go into these other fields, so it is seen as 

important that the disciplinary base of the existing major study be 

widened to include some philosophy, and a political/legal aspect be 

included. 

(b) Need for · courses recognising non~Western·models of knowledge 

In preparing teachers for Aboriginal education many tertiary 

educators are now acknowledging that most assumptions to do with 

development learning and the nature of the individual and society are 
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generated by a white, western male world view. This affects or 

determines what hypotheses and generalizations a·nd interpretations 

are drawn from empirical data and affects the selection and valuing 

of empirical data, even to deciding what is empirical data and what 

is not. Colin Tatz points up the necessity for basing courses on the 

value systems of the students themselves and cites 'A Black Value 

System' arising from the Black Muslim Movement in the U.S. It is 

based on the following seven principles: 

Umoja - unity 

Kujichagulia 

Ujima 

Ujama 

Nia 

Kuurnba 

Imani 

self determination 

- collective work and responsibility 

co-operative economics 

- purpose 

- creativity 

- fait~ 38 

While it is usually dangerous to take a set of principles from 

one context and transfer them to another because they appear to be 

similar, in this case there would seem to be some value in doing so. 

Each of these principles appears again and again in the Aboriginal 

and Islander context as a base for fundamental arguments pressing for 

funding for land, and establishing schools, medical centres, legal 

services, and housing co-operatives. These principles appear to be 

basic to the maintaining and expanding of black group interests 

throughout the country. 

It appears to be a justifiable risk to use them as a base when 

designing a course, such as Australian Minorities: _Concepts and 

Perspectives. The need for the articulation of basic principles points 

up the need for minority group persons to participate in a real way 

in selecting course content and creating their own meanings from it. 

It is thus also important for minority groups to create and assess· 
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their own courses, although institutions find it difficult to accept 

that the bodies of knowledge which they [the institutions] have 

insisted on can be assessed by others other than their creators. 

Courses in which minority group persons are able to create and define 

their own models of knowledge and learning need not be less rigorous 

or demanding than those traditionally offered. In fact, defining 

bodies of knowledge arising from as yet undocumented world views 

demands painstaking, creative applications and interpretations, and 

in a true Black Studies or Women's Studies or Aboriginal Studies 

course this is what is happening. 

(c) Social control as an invidious outcome 

Rachel Sharp and Anthony Green state that 

Not merely intellectual, but social, emotional, aesthetic, 
and even physical criteria are often employed-in the 
processing of pupils in educational institutions, the social 
control possibilities thus being enhanced .•• Comparative and 
historical studies suggest that attempts to bring about 
radical solutions to a variety of social ·problems through 
education are likely to fail, unless systematic attempts are 
made to alter the structure of incentives and manipulate and 
control other aspects of the social structure through direct 
political intervention. 39 

Sharp's and Green's analysis suggests an integration of the study 

of education into much larger concerns in order to :develop comprehension 

of the structure of social processes in advanced industrial societies. 

The course Australian Minorities: Conoepts and Perspeotives will allow 

students to begin to do this by enabling them to understand their 

present position and the reasons why this is so. One major assumption 

of this course is that. understanding and awareness of the ways people 

explain and act on their beliefs about the nature of society and 

knowledge will empower students rather than contribute to their 

powerlessness, and will thus reduce the power of processes of social 

control through institutionalising knowledge. 
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(d) Community development as an · aim 

It is assumed that both Aboriginal and other minority group 

graduates will by the nature of their profession as teachers, be 

involved in community building, in either formal or informal ways, or 

both. Ian Harris has specified eleven skills competency areas as a 

framework of content for an undergraduate community education 

curriculum. The eleven areas are local community systems, political/ 

economic dynamics, personal growth, philosophies of change, group 

process skills, leadership issues, research skills, change strategies, 

educational advocacy, administrative skills, social problem analysis.~ 0 

The course, AustraZian Minorities: Concepts and Perspectives, 

while not specifically a community development course, is indirectly 

involved in this field by the nature of the students. The Aboriginal 

and Islander graduates, and the women graduates,already have defined 

roles in community building by virtue of being among an elite of 

tertiary trained people in their groups. Other less visible and less 

documented minorities will also have community building expectations 

for their graduates. 

Harris has outlined, with his framework, an area of study closely 

parallel to that which falls within the scope of this Australian 
j 

Minorities course. The main difference is the dynamic perspective of 

community development from which he starts, rather than the study of 

groups of people and their ideas, a constraint imposed on this course 

by institutional expectations. 

Thus the eleven areas suggested by Harris constitute a useful 

checklist for this course, especially for the development of student 

activity requirements, supporting as they do the compatible aim of 

community development through personal and group development. 
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(e) Education of teachers for·Aboriginal Studies·Progtams in 
·schools 
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Don Williams, in defining general features of Teacher Education 

courses· says, "Each Australian shoutd ...• become familiar with a 

subaultu.ral group other than his or her own. ,,r+1 He was ref erring here 

to the necessity of the offering of tertiary level specialised courses 

in Aboriginal Studies to be available not only to Aboriginal people 

but also to other Australians, especially teachers of Aborigines. 

To support the use of this assumption in developing the course 

several points need to be spelled out. 

(i) There are ~any Aboriginal and Islander people who are members 

not only of their "ethnic" group, but who are also members of another 

minority group, such as the physically handicapped, the unemployed, 

women, homosexuals. A course which offers them an opportunity to put 

together some of the complications which arise is necessary and not 

available elsewhere. Most institutions do not recognise in any way 

the multiple minority group membership of their students. It is only 

in recent years ~hat ethnic or Aboriginal status has been seen as 

offering a valid field of personal awareness. 

(ii) Some Aboriginal and Islander students become insular and 

believe that they have a monopoly on being oppressed. The opportunity 

to study other groups with similar problems can be enriching and 

politically useful to them. 

(iii) White Australians from other minority groups who participate 

in the course will find it enriching to work with Aboriginal and 

Islander people. 

(iv) White Australians who acknowledge no minority group identity 

for themselves, who enrol in an elective study such as this course is, 

would generally be positive and interested participants. Persons 

with negative feelings would probably enrol in other subjects. 
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The point is that there is a place for a course, which although 

it may operate in an Aboriginal Studies strand with a majority of 

Aboriginal students, is not restrictively focussed on the Aboriginal 

response. Although this will probably dominate the course there must 

be room also for other minority group· expressions to occur. The 

Australian Minorities: Concepts and Perspectives course should allow 

for this. 

(f) Attitude thange ·and Aborigina1·studies·courses 

Although it is acknowledged that courses need to be offered which 

will promote positive attitude changes in [especially] white teachers 

concerning Black Australians, the course AustraZian Minorities: 

Conaepts and Perspeatives is not specifically designed or presented 

with that aim. There are other courses available to do this. This 

particular course has as its major purpose the allowing of minority 

group students, especially Aboriginal and Islander students, the 

opportunity to explore in greater depth their own experience as 

minority group persons. In many ways to have students involved who 

felt negatively about minority groups would not allow the development 

of the support structure minority group persons could create together 

in doing this exploring. Obviously as students work together in 

sociological and philosophical analysis of the wide variety of minority 

group experience then their attitudes will change. Barbara Chambers 

cites a combination of individual interactions of personality and 

environmental variables as the· context for attitude formation and 

change42
, and the context created in this course should provide a 

favourable combination. 

It is important however to be clear about what this course aims 

at. Perhaps the greatest attitude changes would occur in negative 

feelings when it is obvious and public that the institution is valuing 

minority group persons enough to provide a rigorous and worthy course 



which acknowledges them positively. However this is a hypothesis 

which would need more formal testing. 

s. Conclusion: Overview of field study·report 
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Having discussed the institutional expectations and constraints, 

the political and social context in which the course Aust:raUan 

Mino1'ities: Concepts and Pe:rspeotives will operate and the relation

ship of this course to other expressed concerns, the main body of this 

field study report wili be presented in three sections. 

Chapter two presents a description of.the -course including a 

discussion of the main assumptions to do with the nature of the 

individual, the nature of society, and the nature of knowledge from 

which the course was constructed; a description of the two basic 

models which give the course structure; and an outline of the teaching 

strategies suggested by the models. The two models, Humanistic and 

Social Reconstructionist, were selected after consideration of the 

assumptions and aims which are explained. 

Chapter three begins with the objectives of the course, and a 

summary of the course content. This chapter explains the four socio

logical perspectives of structural functionalism, conflict, inter

actionism, and sociology of knowledge, and suggests how students may 

use these in an analysis of the main ideas of the course. There is 

also discussion of minority group responses to being accorded an 

unvalued status, and to being oppressed. Some philosophical frame

works are introduced to facilitate this dis.cussion. 

In chapter four suggestions for the course content are presented 

in detail within the four units making up the course: 



Describing Minority Groups: 

Describing Minority Group Responses: 
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Sociological Theories 

Issues and Concepts 

Expressions of Minority Group Concerns: Minority Voices 

Identification of Local and Personal 
Issues: Dialogue and Action 

In Chapter five a brief summary of the main ideas in the field 

study is presented. Some possible criticisms are noted ~nd discussed, 

and some implications are suggested for further consideration. 
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CHAPTER 2: FOUNDATIONS FOR THE COURSE AUSTRALIAN MINORITIES: 

. 'CONCEPTS AND PERSPECTIVES 

Introduction 

This chapter discusses the foundations for the course Australian 

Minorities: Concepts and Perspectives in terms of 

(a) The main assumptions concerning the nature of the individual, 

the nature of society, and the nature of knowledge, 

(b) two models which contribute to construction of the course, and 

(c) teaching strategies derived from the assumptions and the models 

as suggestions for ways of presenting the course. 

A. Main assumptions 

Introduction 

The main assumptions on which this course is based are taken 

from a particular Marxist perspective and are outlined by Sharp as 

follows: 

(i) All societies are pervaded by myths which need to be exposed 

to critical examination if we are to be able to differentiate 

between the way things really are, and the way they seem to be. 

(ii) The preservation of social inequality is incompatible with 

genuine freedom, individual self development~ and autonomy. 

(iii) · An understanding of the causes and nature of inequality is a 

necessary precondition of any action designed to produce a 

fairer society. 1 
.,. 

1. Sources of assumptions 

These assumptions have been accepted because they rest on the 

following beliefs. 
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(a) The nature of persons 

(i) All people have a right to freedom and all people have a 

responsibility to define their own freedom.* 

(ii) As teachers, minority group persons will be both actors 

on and reactors to society, and their responsibility to 

minority group children is to help them become as cognizant 

of their society as possible. 

(iii) Minority group persons, because of their firsthand know

ledge of oppression in society, which constitutes a special 

,knowledge, have a specific contribution to make in 

restructuring a fairer society. 

(b) The nature of society 

(i) There can be no real change in individual life until there 

is a radical change in society. 

(ii) Until the capitalist economic structures of society are 

changed people will be alienated from themselves and others 

because capitalism does not allow people to reach their 

full potential by acting freely and co-operatively. 

(iii) A capitalist economic structure allows some societal groups 

to control others - it allows for the unequal distribution 

of wealth and therefore of power. 

(iv) Society is characterised by social inequality, and the 

oppression of the powerless by the powerful is a reality 

supported by an ideology which is humanly 

constructed and therefore c~allengeable if the myths are 

penetrated and the assumpt1ons made clear. 

(v) Social position, value systems, behaviour and language 

* Discussion of the concepts of freedom and responsibility follows. 
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relate to power and powerlessness by providing inflexible 

requirements and expectations for the different classes 

which make up the capitalist societal structure. 

(vi) Changes in societal structures can be achieved without 

violence and before people destroy the world/planet. 

(c) The nature · of knowledge 

(i) Knowledge constitutes both skills and concepts within 

varied structural frameworks developed by the learner, 

both of which are developed and acquired by persons through 

their interaction with the world and each other, and 

include (a) specifically purposeful activities, (b) 

dialogue, (c) experiences over which the learner has little 

control. 

(ii) Specific knowledge is acquired by specific groups and is a 

perspective of the general knowledge which is acquired by 

all human beings during the course of their lives. 

(iii) Teaching about human rights, and social inequality, will 

encourage members of minority groups to extend their 

conceptual frameworks and skills so that they feel able to 

work towards taking control of their own lives. 

(iv) Taking control of one's own life or defining one's own 

freedom is a form of knowledge which is an essential part 

of what it means to be a person. 

2. Discussion·of assumptions 

(a) · The · concept of freedom 

The concept of freedom has been chosen as the basic value idea 

on which the course Australian Minorities: Concepts and Perspectives 

has been constructed. 11Freedom" or "liberation" are terms most persons 

who feel oppressed use when first attempting to articulate their 
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primary needs. Dennis Hall, writing in a Wilcannia newsletter t .alks 

of "experiences of fre~dom" 2
, and many minority groups express demands 

for "liberation" on placards, in street demonstrations, and in 

academic papers. 

The concept of freedom differs radically according to the world 

view .and perceptions of social relationships held by the person. 

Freedom is seen variously as an idea and an ideal, a struggle, a 

quest, as a goal, as a process, as an achieved state. Freedom has 

been described traditionally in two ways. In a negative sense it 

comprises merely the absence of constraints on a person or freedom 

from constraints. In a positive sense, it is described as the freedom 

to act or to be, that is, that one has the necessary knowledge, skills, 

ability, motivation to pursue the course one wishes. 

However the concept is developed, in most cases it encompasses 

more than a striving for equality and rights. Gerda Lerner defines 

freedom for women as a "quest for autonomy", in the sense of a 

moving out from a world in which one is born to marginality, 
bound to a past without meaning, and prepared for a future 
determined by others. It means moving into a world in which 
one acts and chooses, aware of a meaningful past and free to 
shape one's future. 3 

However, Lerner's concept rests on an acceptance of the world of 

people as a benign presence which 11allows 11 this moving into a new 

world. 

By definitio~, persons of minority status know that the world is 

not a benign presence which will allow this •. To move into a new world 

is the process of freedom and is only possible if one has a sense of 

rejecting oppression, and if one knows what one is acting for and 

re-acting against. Before autonomy must come the sense of freedom 

or an awareness of the possibility of freedom. In recognition of the 

awareness that the rhetorics and ideologies, such as racism, sexism 

and domestication,which support and label particular enterprises as 
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worthwhile, are all pervasive, it is important to clarify a personal 

concept of freedom in order to give oneself both a goal to work towards 

and a process by which to achieve it. 

Minority group persons enacting their freedom live an analysis of 

ideology through constant questioning of their marginality, their alien

ation from their pasts, and their contribution to the future of others 

rather than themselves. They are thus both struggling to achieve 

freedom and ~.cllieving freedom. Jean Anyon discusses ideology as 

an explanation or interpretation of social reality which 
although presented as objective, is demonstrably partial 
in that it expresses the social priorities of certain 
political, economic, or other groups. Ideologies are 
weapons of group interest; they justify and rationalize; 
they legitimate group power, activities, and needs.4

• 

It is crucially important to attempt to understand whether certain ideas 

are adopted because of the power or wealth of their promoting groups or 

ridiculed as trivial or insignificant or gagged completely for many 

reasons relating to who has the power and influence to do this. 

An analysis of special value to minority group persons of some of 

the various Marxists positions provides both a concept of freedom, or 

liberation, as a goal, and some clues as to a successful process to 

achieve the goal. These persons, when writing about freedom, can be 

seen to be writing about three major elements as contributing to the 

achieving of their concept. A critical analysis of the writing of, 

for example, Germaine Greer, Paulo Freire, Jean-Paul Sartre, Herbert 

Marcuse, Erich F~mm, Mary Daly, shows that they all talk of, in different 

forms, critical consciousness, responsibility, and the political use of 

language as necessary before freedom can be said to exist. For them 

three elements make up the senses both of "freedom from" something (for 

example, oppressive paternalism), and "freedom to" do something (for 

example, to act to change the situation). 

These elements also span the spectrum from liberalism to some 

aspects of Marxism and the new radicalism, although they are developed 

differently and used differently,,. by each writer. 
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A brief comparison of the classic liberal concept of what constitutes 

freedom, as it is presented by John Stuart Mill, points up the uneasy 

relationship of two major philosophical points of view even though the 

three.main constituents of the concept can be seen to be present in both. 

The value of highlighting this relationship will be seen when making 

use of models for curriculum development. For example, in the develop

ment of this course, two models were seen to have value. The social 

reconstiuctionist model is an essentially Marxist framework. This model 

can, to some extent, be complemented by the liberal oriented humanistic 

model. 

(b) The liberal concept of freedom 

John Stuart Mill, writing in 1859, based his concept of the nature 

of persons, society, and knowledge on the importance of the individual 

as a progressive being who has a responsibility to contribute to the 

society which is protective. Mill provides the foundation for a 

liberal concept of freedom as follows:-

(i) Responsibility. The individual must participate in a democratic 

system which will respond by protecting individual rights. 

(ii) Critical consciousness. The individual has a right to a 

comprehensive liberty of conscience, including liberty of thought and 

feeling, absolute freedom of opinion and sentiment on all subjects, 

practical or speculative, scientific, moral, or theological. 5 

This view is derived from a negative concept of freedom, that the 

absence of constraint is a sufficient condition for.liberty, or freedom 

of thought and action. 

Mill's over-riding belief in formulating these principles is that 

The worth of the State •.. is the worth of the individual 
composing it ••• With small men [sic] no great thing can 
really be accomplished. 6 

The problem here is that Mill argues his point on a reciprocal benefit 

basis, that one only gets out of the social structure what one puts into 

it, on the assumption that critically aware individuals who take up their 

resp.onsibili ties will see the benefits of the social structure as "being 
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worthwhile. Although the rhetoric of liberalism saturates the community 

with this viewpoint, those of minority status will question the value of 

contributing to a society which has demonstrated that it will not protect 

them. They also are aware of something which Mill apparently was not, 

that those with power are not necessarily a benign force. In his concept 

of consciousness he did not conceive of the necessity for critical 

interpretation of ideology. 

(iii) The political use of language. Mill's understanding of the 

power of language is clear in his discussion of freedom of expression. 

His reluctance to grant freedom of expression the same importance as 

his other individual freedoms 7 has caused great problems for those 

committed to the liberal position today. For example the Human Rights 

Commission, in 1982, addressed itself to the problem of freedom of 

expression versus the right to promote racist propaganda in an effort 

to mark out a position which respects individual freedoms but protects 

individuals and groups at risk from racist attacks. 8 Also in 1982 

Naom Chomsky, political author, was forced to publish an article 

defending his defence of Professor Robert Faurisson's right to freedom 

of speech and expression. Faurisson was attempting to express his 

unpopular views questioning the historical records of the massacre of 

Jews in Germany during World Wat II. 9 

Mill's concept of the power of language did not include however 

any recognition of the distortion and mis-interpretations which occur 

if there are unequal power relationships in one-to-one or small group 

conversations. 

Mill's world-view has been developed and expanded by many until 

in 1983 it represents a considerable influence on what Australian 

society is doing to and for minority groups. For example, the idea 

that greater social equality can be achieved through more and better 

schooling has resulted in increased funding, compensatory programs , 

and s econdary scholarships. Whether this has in fact achieved greater 

social equality, by merely r emoving some of the perceived constraints 
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to participating in secondary education, is highly debatable. 

(c) A generalised Marxist concept 

In some senses, the various Marxist positions constitute a 

critique of the inadequacy of the liberal position in that they attempt 

to explain that economic inequality results in oppression and 

subjugation for some groups in society and dehumanisation and 

corruption for others. 

The Marxists attempt to establish the position that freedom, 

whatever it implies, involves more than the negative aspect of the 

absence of constraints. They maintain that the present social 

structures affect people to the extent that the mere removing of 

constraints is not enough. Positive support in giving people freedom 

to act is needed. Thus, the removing of legal prohibitions to women 

entering certain professions, for instance, was not enough. Positive 

discrimination is needed to ensure that the social structure is also 

changed to allow this to happen. 

Germaine Greer, in 1970, clearly encapsulated a position common 

to all Marxists concerning freedom. She said "the essentiaZ factor 

of Ziberation of •... woman is understanding of her eondition. "10 

This assumption that there is something to understand, that the 

liberal rhetoric is hiding something, reflects a Marxian perspective 

that "knowledge liberates .•• to understand the worZd is to be freed. 1111 

A Marxist concept of freedom is most clearly developed by Paulo 

Freire, an educator working with Brazilian peasants in the 1960's. 

Freirets basic assumption is that 

the fundamental theme of our epoch [is] that of domination. 
This implies that the object to be achieved is liberation, 
its opposite theme. 12 

This occurs through 

(i) Responsibility. In Freire' s conception, "every person ha.s a 

responsibility to exist humanZy."13 This involves praxis, the 

continuing action on the world to name it and change it. 

(ii) Critical consciousness. Freire sees education, and the 
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literacy process particularly as an event calling forth reflective, 

critical analysis by both learners and educators which is related to 

naming the world in one's own terms from one's own experience, and to 

transforming the world, through action, to the reality that is 

envisioned in this process. 14 

(iii) The political use of language. The concept of "naming" is 

·crucial to any idea of either individual or social freedom as it 

directly attacks the basis of power in any personal or social relation

ship, language being the web which initiates, defines, and maintains 

these relationships. Freire sees dialogue as the essence of naming. 

He says 

Dialogue is the encounter between men [sic}, mediated by 
the world, in order to name the world. Hence dialogue 
cannot occur between those who want to name the world 
and those who do not want this naming - between those who 
deny other men [sic] the right to speak their word and 
those whose right to speak has been denied them •.•• 1s 

For example, the naming of an action as "police harassment" or "police 

brutality" by the victim involves a dialogue with others who can see 

it as such. Dialogue between the victim and the police is unproductive, 

and the action, the harassment, is not referred to as such in newspaper 

reports, or court-room interactions but is named in the terms of those 

with power as "cleaning up the streets". 

(d) Existentialism and Marxism 

The Marxist concept of freedom is tempered and enhanced to some 

degree by the influence of existential thought. Jean-Paul Sartre, 

Erich Fromm and Herbert Marcuse all add to the possibilities of the 

nature of the individual, society and knowledge through their exist

entialist Marxism. 

(i) Responsibility. Jean-Paul Sartre writing in the 1940's 

suggests that the purpose of existence for a person is the quality of 

being. The person is charged with the responsibility of making his 

or her own purpose. He believes that the person is freedom. In 

existing, one is free. 16 
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(ii) Critical consciousness for Sartre is expressed in his concept, 

Anguish, which embodies his position. He very clearly links both 

freedom of the mind (to imagine possibilities) and freedom of action 

(to try to actualize the possibilities) with notions of consciousness 

and responsibility . 

.... it is in Anguish that man [sic] gets the consciousness 
of his freedom, •... anguish is the mode of being of freedom 
as consciousness of being •..• to be conscious is to be free. 17 

(iii) The political use of language. Sartre does not explicitly 

acknowledge the political use of language. However, in developing 

his concept of the Other, or the object , the non-subject, to explain 

how those· with power see themselves as the subjects or the I, or the 

actors, in the world and reduce those with no power, in their minds, 

to the objects, to be done to, or acted on, he has provided the 

structures for future analysis of language and its uses and powers. 

Dale Spender for example in Man-Made Language, uses this structure 

directly to expose the assumption that 'male' is proper, neutral, and 

positive, and that 'female' is negative, an outsider, the Other. 18 

(iv) Significant contributions to an existentialist-Marxist 

Perspective. Erich Fromm, writing in the 1940 1 s, adds to the under-

standing of the existential-Marxist concept of freedom with his basic 

idea that "the act of disobedience as an act of freedom is the 

beginning of reason"19
, thus strengthening concepts of critical 

consciousness (through reason) and responsibility (in acting against 

the allowable) . , 

Herbert Marcuse in the 1960 1 s contributed a valuable insight into 

the relationship of the individual to the society. 

All freedoms are predetermined • . . performed •.• and 
subordinated not so much to political force as to 
the rational demands of the apparatus .•.• Thus the 
masses are no longer simply those who are dominated, 
but rather, the governed who are no longer in opposition, 
or whose opposition itself is integrated into the 
positive whole •... 20 
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The radical perspective as embodied in black and feminist 
liberation movements 

The radical perspective generally arises from a creative develop

ment of the existentialist-Marxist view. Different minority groups 

are now looking at previous frameworks and theories critically, in 

the light of what they know about themselves, as distinct from what 

they have been taught to believe. Black liberation movements and the 

women's liberation movements in particular, are interested in debunking 

the myths and distortions engendered by the theories, in creating and 

developing new insights gained from fresh analysis, and in strength

ening the aspects of the theories which help explain more truthfully 

the realities in which they live. 

(i) Responsibility. This element has been found, through feminist 

analysis, to exist in the concept of freedom for women but with a 

different emphasis from that found in male philosophies. Martha Saxton 

and Carol Gilligan claim that morality is connected to responsibility 

in relationships. Whereas the women they studied assumed a connection 

between themselves and others and assumed that their means of sustaining 

relationships and of being responsible was through "care", men tended 

to look at moral issues in terms of the rights of individuals to 

non-interference. 21 

In terms of the act of liberation and freedom, women need to use 

responsibility and care for themselves, as ~ell as, ~s they have been 

taught, being always the care giver to others. Dorothy Dinnerstein 

supports this view in that she sees men's concept of responsibility 

as being primarily involved with the cumulative process of world

making, while women's has been in the nurturing of the relationships 

comprising the social fabric. 22 

Three values cited earlier which together correspond to this, 

arising from a Black Muslim framework, arc those of Umoja (Unity), 

Ujamaa (Co-operative Economics), anJ especially Ujima (Collectiv~ Wprk 
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and Responsibility), '1To build and maintain our community togethe1• and 

to make our brothers' and sisters' problems our problems and to solve 

them together."23 These values comprise the fundamental.basis of 

Aboriginal lifestyles according to Stephen Harris' research in the 

traditional tribal Milingimbi community24 and have also been described 

in urban Aboriginal lifestyles. 25 

(ii) Critical consciousness. The radical analysis of concepts of 

freedom in this area almost invariably demand fundamental re-organisation 

of the structures of society as they are known today. Mary Daly, a 

feminist theologian tvriting in the 1970's, presented a need for a 

critical consciousness which will be linked with action, because the 

development of critical consciousness itself requires that persons 

change their actions in order to acquire it. Daly refutes strongly 

that liberation movements will only mean that new characters will 

assume the same old roles, and that nothing will change essentially 

in structures, ideologies, and values. 26 Daly points up the necessity 

for radical analysis of structures, beliefs, symbols, norms, and 

patterns of behaviour that have been given priority by society under 

male domination. In a similar vein Black Australians are uncovering 

the myths that have dominated their relationship with white Australia. 

Eric Willmot, Aboriginal educator, proposes a major change in the 

education of Australia's children by asking for 

A well-designed Aboriginal studies course [that] will 
also provide both an insight and a revelation of a 
completely different approach to human existence. 
Such courses will provide an intellectual attack on 
the ethnocentric base of white Australian society •.•• 27 

What he is insisting on is a process to develop critical consciousness, 

an analysis of the perva<ling ideologies, in order that fundamental 

changes be made. The depriving of groups of people of full conscious

ness of their possibilities means that these groups can only create 

out of what they perceive as being available. As consciousness 
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develops, so does the potential of each person. 

(iii) The political use of language. Analysis of the unequal power 

relationships between individuals and how this is manifested through 

the words we use, the language construction itself, accent and 

dialect, the language context, body language etc. has only begun to 

be visible in the last ten years. For example, Aboriginal languages 

only became seen to be worthy of popular serious academic Western study 

as the gradual change in status of the speakers of these languages 

occurred. Thus the notion of balance in Mantjiltjara grammar came t o 

be seen by linguists as a valid criteria of what is "good" and 

beautiful in that language, rather than the language being seen in a 

negative way as repetitious,convoluted and inferior. 28 At the same 

time the importance of speech contexts, second dialect learning, the 

mother tongue, and language as culture were illuminated by studies 

concerned with the ethnography of the speech act. 29 

Feminist analysis of words and the ways words are used has been 

carried out by Dale Spender in several studies 30 and by Casey .Miller 

and Kate Swift. They state that the power of language is so strong 

and pervasive that everything that is r ead or heard on radio or 

television confirms that the way English is us ed to make the simpl es t 

points can either acknowl edge women's full humanity or relegate the 

female half of the species to secondary status. 31 

The way in which women are taught to speak, and the stigmatization 

of Aboriginal and Islander creoles and dialects, has meant a definite 

curtailment of freedom for these groups, because of the relationship 

of language to the social structure. Dany Humphreys and Ken Newcome 

express this relationship as follows: 

.•.• language links the t raditions , conveys the myths 
and maintains respect for the . ... group amongs t its 
children. Dominant

3
~owers have always used this 

weapon to extremes. 
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Thus the relationship between language and power is a significant 

one. Language is not only a means of communication. It is language 

which forms the links of our social relationships by expressing shared 

assumptions and transmitting implicit and explicit values and ways of 

behaving. 

Thus those who define the forms of "acceptable" language and 

language usage have the power to unite, divide, teach, learn, name 

contexts and actions, engage and disengage. Those who hold the key 

to using the acceptable language forms have the power to control those 

who do not. 

3. Conclusion 

The assumptions on which the course AustraZian Minorities: 

Coneepts and Perspectives are based include a concept of freedom 

relating to the nature of persons, society and knowledge. This view 

of freedom rests on certain assumptions about responsibility, critical 

consciousness and the political use of language which have particular 

implications for minority group persons. 

A major part of this concept is the necessity of recognising 

that, for those who lack status according to the definitions of those 

with power, society is not benign and protective. Individuals will 

need to unite in groups in order to carry out the dialogue leading 

to the critical consciousness necessary to destroy oppressive myths 

and structures and individuals will need to take responsibility for 

enacting their own freedom in community building. 
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The process of recognising and understanding the assumptions one 

holds regarding the nature of persons, society and knowledge and then 

using these assumptions legitimately to plan curriculum is a complex one. 

It is also a process which needs to be de-mystified, especially for the 

students who ultimately are affected by the course. 

To help clarify this complex process, two models of curriculum 

have been selected to help bridge the gap between the statement of 

assumptions and the suggestions for content and presentation of 

content. 

The models selected are familiar to students and staff as they 

are discussed in education courses at different times during the 

Diploma of Teaching Program. The models can therefore be seen as 

legitimate ways of presenting curriculum at the institution. Thus if 

they can be seen as closely linked to this course, they give it some 

further credibility. Such credibility is needed in a course such as 

this, which could be seen as challenging both conventional content 

and acceptable teaching strategies. 

Students doing the course, who are after all studying to be 

educators, can view this course as a working application of the already 

familiar models, an opportunity rarely otherwise giv~n to them. It is 

seen as important in a course which aims at empowering students to 

become involved in social change that students be made as aware as 

possible of the frameworks in which their course content is presented. 

Being able to refer to a model which in a sense provides criteria for 

decision-making should facilitate this awareness. Another concern of 

a course writer is the ultimate control over how the course is used 

by others. By clearly suggesting well known academic structures as 

being suitable sources of criteria for decision-making related to the 
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course, there is less chance of subsequent users of the course 

mishandling their use of the assumptions, either deliberately or 

mistakenly. · In other words, teachers using curriculum ideas or 

materials produced by others need as much help as they can get. 

Administrators, making decisions about accepting or rejecting aspects 

of curriculum, need as clear a statement of purpose and criteria 

for decision-making as possible. 

In the following discussion it is shown that a combination of the 

two models selected can provide a set of criteria which is in hannony with 

the assumptions about the nature of persons, the nature of society and 

the nature of knowledge previously presented. Although the models may 

not sit comfortably together in several respects, together they do provide 

insights which can help the course implementer to reconcile the needs of 

minority students to change their world through acting in this course, 

with the espoused ·"liberal" values of the institution. 

The models should be seen as supporting frameworks or guidelines, not 

rigid and exclusive rules, and should be used accordingly. The ultimate 

criteria for decision-making for this course will lie with the assumptions 

made earlier and with the general aims as they are presented. 

Thus the course AustraZian Minorities: Concepts and Perspectives 

will be constructed according to a combination of two models, each of 

which gives emphasis to different aspects of the learning process and 

social outcomes. Both the individual student and the changes in 
; 

society which each individual is able to effect are seen as worthy of 

focus. 

1. Combination of two basic models 

These two different perspectives, which will be used concurrently, 

have been described as the Humanistic Model and the Social Recons tructionis t 

Model. 

(a) Humanism 

The humanistic orientation holds that "the. cu:nicuZum should 
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provick perisonaUy satisfying experiences fo1• each individu.ai .••. a 

Uberating process that aan meet the need for growth and personai 

integrity. 1133 This perspective is developed from the writings of 

Carl Rogers 34 and Abraham Maslow.35 

(b) Social Reconstructionism 

The social reconstructionist orientation stresses "societal needs 

over individual needs. [It places] primary responsibiUty on the 

eurriculwn to effect sociai rieform and to derive a better future for 

societzJ. " 36 

Although the social reconstructionist orientation here appears 

to preclude the humanistic orientation it is argued that each of these 

perspectives is based on a specific concept of freedom, the existential 

idea of a free person as suggested by Sartre37 and the Marxist notion 

of a free society, 38 and that both of these come together in a 

philosophy such as that developed by Freire39 who locates freedom in 

the person and consequently, through the person. 

2. Humanism and social reconstructionism for minority group students 

The use of two structured models provides a way of balancing 

assumptions to do with both the individual and society. Humanism 

provides for a focus on the development of individual and personal 

autonomy. However it then assumes that autonomy to act is enough. 

It gives little recognition to the active power of oppression, arising 

from repressive social structures, to render the individual powerless. 

Humanism is thus not an adequate framework in itself. Humanism needs 

the added dimension of the recognition of the power of groups to 

change the way things are. 

Social reconstructionism provides for an emphasis on the develop

ment of a society without repressive social structures and gives 

definite guidelines to promote change. 
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Social reconstructionism assumes that the impetus for acting 

comes from the social group and pays less attention to the units of 

the social group, the individuals. Thus, neither is social reconstruct

ionism an adequate framework in itself. Social reconstructionism 

needs to recognise that the strength of a group to act to change is 

dependent to a certain extent on the perceptions of personal power 

held by the individual. The empowering of individuals occurs through 

group and social processes and thus through the medium of language. 

However, unless individuals are concurrently developing a personal 

sense of authenticity and wholeness, they cannot perceive their own 

power to act to change. 

The models can be seen to have a symbiotic relationship, each 

providing elements existing in but not promoted by the other. Both 

are intended to provide frameworks and guidelines for curriculum 

makers and teachers who are aiming at empowering individuals or groups 

to act to change. In both models this empowering occurs through a 

focus on the learner rather than on a preordained structure of 

Jmowledge and it occurs through the promotion of teaching strategies 

and activities which develop a critical consciousness of a socially 

constructed reality. Both models depend heavily on the development 

in the learner of a concept of responsibility to act on the world in 

some way. Both contain a recognition of the relationships between 

language and power. They operate when seen in this way from mutually 

compatible assumptions. Humanism assumes that a society with no self

conscious individuals loses out on providing the catalysts for change: 

creativity, individual excellence and leadership. Social reconstructionism 

assumes that an individual with an undeveloped social consciousness 

can only act alone and thus from a powerless position. For minority 
• 

group peoples both of these assumptions need to be considered and so 

both these models can provide interesting insights. 



(a) 

so 

Humanising the educational institution for minority group 
students 

This combining of emphases is essential in the provision of a 

learning context, such as the Aust~alian Minorities: Concepts and 

Perspectives course, for learners who are members of an oppressed 

group. Too often educational institutions, 'llllintentionally perhaps, 

work in opposition to providing liberating and personally satisfying 

experiences for people who do not fit the stereotyped norm, and, 

all too often, teachers in educational institutions, at all levels, 

divorce the students from their social or community group in a bid to 

"treat them all the same", to "treat them all as individuals". To be 

seen to be valuing the minority group person in a real way, the 

institution, through its courses needs to recognise a dual focus -

the individual student, and the communities of people who will 

ultimately be affected by the student as a teacher. These communities 

include both the minority group of which the student is a member and 

the geographical area in which she/he will teach. 

(b) Recognition of the need for change 

Institutions need to acknowledge that many minority group persons 

become involved in tertiary study for the purpose of effecting changes 

in society, and even if they do not acknowledge this, by virtue of 

their being teachers, and thus being involved in the relationships of 

the present to the past and the future, they w~ll be . involved in the 

dynamic changes of a society caught up in the technological age. 

Providing a humanistic focus will enable individual development 

especially in the affective area, and this is a strength of this model. 

A social reconstructionist focus will help provide skills and 

strategies for the development of responsible effective change agents. 

Both of these models have an assumption of the value of freedom 

as their base, the humanist model to teach for individual freedom, the 
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social reconstructionist model to teach for an individual with a 

collective consciousness to develop a more liberated society. In 

combination they should all.ow the development in minority group 

students of liberating rather than domesticating attitudes, skills, 

and knowledge, i.e. freedom rather than alienation. 

The need to balance humanism's concern with the individual, and 

social reconstnictionism's concern with the whole society, and vice 

versa,suggests strongly that these two models could be amalgamated 

for the purpose of this course. 

3. The new humanism 

(a) Totality and the Aboriginal student 

A new humanism is promoting new ways of knowing, and is 
shifting curriculum emphasis from subject matter to the 
individual. Its goals include increased personal aware
ness and decreased self-estrangement. 40 

John McNeil lists three proponents of the new humanism as 

confluent educators, radical critics, and the new mystics. He describes 

each of these as follows 

Confluent educators want to engender in students a total 
life orientation. That is, they believe that one should 
respond as a whole person (including feelings, ideas, and 
emotions) to the totality of all things. 

Radical critics are naturalists who prefer to see education 
as a joyful unfolding of native capacities rather than as 
an artificial attempt to shape the individual to the 
institutions of a dehumanized society. 

The new mystics are those persons who have found value 
in sensitivity training, yoga, or other transpersonal 
techniques. 4 1 

It is hypothesised that for most Aboriginal and Islander students 

"responding as a whole person •.. to the totality of all things" is a 

dominant feature of their world view and learning style influencing 

the nature of persons and their relationships with each other, and 

persons and their relationships with the world. 42 

Thus the confluent aspect of humanist education would seem an 
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ideal curriculum model for these students if we are attempting to work 

within a frame which is continuous with or in harmony with their 

world view. The "new mystics" emphasis may also have a surprising 

amount to offer Aboriginal and Islander students if the course was 

taught by an Aboriginal or Islander person. It is generally accepted 

that commonly in traditional life, and less common today but certainly 

still present, Aboriginal groups and individuals had a highly 

developed extra sensory perception and spiritual communication 

ability. 43 There is then the possibility that the new mystic approach 

would be very acceptable and specifically applicable to some teachers. 

However it is beyond the scope of this course to explore this further. 

Confluent education, as McNeil has derived it from Shapiro (1972), 

Metz (1975), Brown (1975), and Fantini (1970), 'l- 4 appears to be a most 

suitable approach for the intended students of the Australian. Minorities: 

Concepts and Perspectives course because 

The essence of confluent education is the integration of 
the affective domain (emotions, attitudes, values) with 
the cognitive domain (intellectual knowledge and abilities) 
• . . . Their goal is to provide persons with more al terna ti ves 
to choose from in terms of their own lives, to take 
responsibility for seeing these choices, and to realize 
that they, the learners, can make these choices. 45 

(b) Existentialism and personal responsibility 

The existential flavour of these goals involving the personal 

responsibility of recognizing and using one's own freedom makes this 

curriculum model compatible with the content of the course, which has 

as one of its emphases the knowledge and skills of developing personal 

identity and social awareness, with goals of personal and social 

freedom. 

(c) The "liberal" foundations of humanism 

The Auchmuty Report spells out the liberal rationalist view of 

relationship between society, schools and education, emphasising that 

"the needs of a human being .... include an intricate variety of 
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personal, soaiaZ and spiritual elements .... 46 which appears to be 

the base of the humanistic model. Using this model not only will the 

students be learning about freedom but the medium of the course 

process should allow and encourage the practice of freedom which leads 

to autonomy, a goal of liberal education. 

Shapiro lists the essential features of confluent education, 

which show the "liberal" stance with its emphasis on the development 

of the individual as £allows: 

(i) 

(ii) 

(iii) 

(iv) 

(v) 

Participation. There is consent, power-sharing, negotiation, 

and joint responsibility by co-participants. It is essentially 

non-authoritarian and not unilateral. 

Integration. There is interaction, interpretation, and 

integration of thinking, feelings, and action. 

Relevance. The subject matter is closely related to the basic 

needs and lives of the participants and is significant to them, 

both emotionally and intellectually. 

Self. The self is a legitimate object of learning. 

Goal. The social goal or purpose is to develop the whole person 

within a human society. 4 7 

These features are not achievable unless one accepts the Marxist 

view of the relationship between knowledge, language and power discussed 

previously. They assume (i) an egalitarian classless society allowing 

power sharing; (ii) a praxis of thought, dialogue and action; (iii) 

knowledge as experience rather than an entity in itself and (iv) a 

social context which determines the fulfilment of the individual. 

In order that these features be achieved, one needs to be 

cognizant of more than the individual and the individual's autonomy or 

freedom to act. Only if there is recognition that the individual is 

part of and influenced, constrained and liberated by the social context 

could features such as participation and integration be achieved and 
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then used for developing a human society. 

Thus another model can be used to extend the criteria available 

for decision-making related to presenting this course. 

4. Social reconstructionism 

(a) The need to act to change 

In the light of the general aims for the course, Australian 

Minorities: Concepts and Perspectives, the humanistic model provides 

a very rich base. However, because the students involved will be, 

within several months, teachers in the world and therefore both acting 

on and reacting to social influences, needs and purposes, the goal or 

purpose of this model needs to be extended further. This need is 

underlined because the students will be, on the whole, members of 

minority groups and so will have particular sensitivity to (and 

vulnerability to) the social forces which make them minorities. 

(powerless). It is assumed that most of the students will be 

interested in effecting some changes in the social structure which 

has, at the least, forced on them special entry status in this 

particular program. 

Thus the second important model for the course construction is 

the social-reconstructionist perspective described by Brameld4 8 and 

implemented by practitioners such as Freire. 49 It can be seen as a 

logical extension of the humanistic, existential starting point in 

that humanists concentrate on the person, but the social reconstruct

ionists view the context of the person, and the necessity for radical 

change in this context, as the key. 

Social reconstructionists are opposed to the notion that 
the curriculum should help students adjust or fit into 
the existing society. Instead they conceive of curriculum 
as a vehicle for fostering critical discontent and for 
equipping learners with the skills needed for conceiving 
new goals and effecting social change. 50 
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(b) n-ie minority group person as teacher 

As this is stated, the social reconstructionist and the humanist 

(confluent) goals appear to be complementary. This assumption is 

supported by the following statement in the sense that the individual 

(the student), in being aware of choosing to accept the responsibility 

of being a minority group teacher, and what that implies for using 

personal abilities and strengths (confluent goals), will be involved 

in planning positive changes in the future for the minority groups and 

£or the whole society. 

The school should help the individual, not only to develop 
socially, but to learn how to participate in social 
planning as well. The social reconstructionist wants no 
overstating of the case for individual freedom. Instead 
the learners must see how society makes a people what 
they are and find ways to satisfy personal needs through 
social consensus. 51 

(c) Concern for supporting democratic processes in change 

Because of the political climate and the nature of the social 

context in which the course Australian Minorities: Coneepts and 

Perspeetives is to be offered, it is imperative to spell out one of 

the ideals of the social reconstructionist approach so that there is 

no chance for misquoting or deliberate or otherwise misinterpretation. 

This is necessary because from past experience an approach of this 

nature is going to be perceived as a threat to the status quo, the 

present government, and all those who exert power of some kind over 

others in the State of Queensland.52 

One of the main tenets of this approach is that learners 
must be convinced of the validity and urgency for change. 
Most minority group members would hardly need convincing 
of this. It is important to note however that they must 
also have a regard for democratic procedures. Ideally, 
reconstructionists are opposed to the use of intimidation, 
£ear, distortion, and mere compromise, in an attempt to 
get a "community of persuasion" (because they) .•.• believe 
they are representing values already cherished by the 
majority, whether consciously or not. Most people are not 
now able to act responsibly .... because they have been 
persuaded and stunted by a dominating minority - those who 
largely control the instruments of power. Hence most 



persons do not exercise their citizenship in behalf of 
their own interests - their cherised values - but in 
behalf of scarcity, frustration, and war. 53 
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The concern for using democratic political processes to foster 

change is mentioned in the Auchmuty Report 5~ which strongly affirms 

democracy as the proper process. 

This statement thus highlights two major points for those concerned 

with derogating this approach and, by extension, this course; first, 

that under no circumstances is there an intention of initiating and 

fostering change through violence; secondly, in supporting a more 

valid use of the democratic process ·this approach is supporting a 

principle of the most strongly espoused institution of Australian 

society, the basis of democratic government and the political legal 

system. 

(d) Concern for supporting espoused values of Australian society 

Some of the assumptions on which both the humanist (confluent) 

and the social reconstructionist approaches are based, lend further 

support to the contention that these approaches in fact support the 

espoused values of Australian society. They are however often in 

violent contradiction to the actual or enacted values of this democratic 

society. 

(i) From the humanistic perspective 

••. the function of the curriculum is to provide each 
learner with intrinsically rewarding experiences that 
contribute to personal liberation and development .•• 
the goals of education are dynamic personal processes 
related to the ideals of personal growth, integrity, 
and autonomy. The ideal_of the self-actualizing person 
is at the heart of the humanistic curriculum .. Such a 
person is not only coolly cognitive, but also developed 
in aesthetic and moral ways; one who does good works 
and has good character. 55 

(ii) from the social reconstn,ctionist perspective 

The prime purpose of the curriculum is to confront the 
learner with the array of severe, ominous disturbances 
that humankind faces ... the crisis is universal, and 
this universality must be dramatized in the curriculum. 56 
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Social criticism will help build a new culture in which the common 

people will control the industrial system of public services and of 

cultural and natural resources. 

Teachers should ally with the organized working people. 
A way should be found to enlist the majority of people 
of all races and religions into a great democratic body 
with power to enforce its policies. 57 

(e) Self-actualization and change 

Thus, both are based on the assumption that change is both 

possible and desirable for the individual and the social order, in 

the form of self-actualization in both cases. 

Both the humanistic and social reconstructionist approaches come 

together in this self-actualization process in Freire's concept of 

conscientization or individual and group liberation, 

the process by which persons, not as recipients -but 
as active learners, achieve a deep awareness both of the 
socio-cultural reality that shapes their lives and their 
ability to transform that reality. 58 ·. 

The conscientization of the individual is the learning process. 

It is the process of perceiving the reality beyond the myths, the 

process of seeing the truth for oneself instead of interpretations of 

truth through the eyes of political leaders, mass media journalists, 

and State operated schools. For example, the realization by a group 

of students that the teacher whom they liked and respected is a 

lesbian, and that, therefore, lesbians can be likable and worthy of 

respect, and also that any of those students who are lesbians can 

become likable, respected teachers is a process of conscientization. 

The achievement of an awareness of the reality, and their ability to 

use the reality is for those students a process of individual and 

group liberation. 

5. Conclusion: Beware of the teaching of impotence 

One of the subtle manifestations of ideology which is perpetuated 

by schools run by the group in power is that of the teaching of 
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impotence. Jonathon Kozol, in an indictment of public schools in the 

U.S., talks of the "ritual, of seZf-de"lineated impote·nce" through which 

schools "teach futil,ity. "59 By this he means that under the guise of 

social action programs students in schools are taught to ask for things 

which they secretly know they will not receive, in order to be 

pardoned, by refusal, from responsible pursual of the things that were 

asked for. For in's tance, encouraging students to write generalised 

letters to members of parliament asking them to act on issues such as 

poverty and housing is the beginning of the ritual. Students soon 

learn that the futile act is enough. They will not be surprised when 

the response is warm, friendly and useless, and they know they need 

not go further. 

The selection of the social reconstruction model for this course 

should ensure that social action is taken seriously and honestly by 

students and the teacher. The use of the humanistic model should 

encourage students and the teacher to take themselves seriously enough 

to see themselves as social change agents. 

Toni Cade Bambara, writing an encouragement to minority group 

writers, calls for "the will to be dangerous" to counteract non-action. 

She states "The most effective way to do it, is to do it! 1160 This will 

be an important consideration in implementing the course Australian 

Minorities: Concepts and Perspectives using the two models described. 

C. Teaching strategies suggested by the models 

Introduction 

The assumptions discussed earlier to do with the nature of 

persons, the nature of society and the nature of knowledge provide, 

by implication, several guiding criteria for the designing of teaching 

strategies. 



The nature of persons: 

The strategies should allow students to 

(i) experience and use power sharing; 
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(ii) penetrate some of the myths in which they have been socialised; 

(iii) develop an awareness of the pervasiveness of various ideologies 

and social control institutions (such as education); 

(iv) use nonviolent ways of working together with their peers, 

their teachers and others. 

The nature of society: 

The strategies should facilitate students in 

(i) defining their own freedom; 

(ii) being aware of their acting on and reacting to society; 

(iii) beginning to work for social change. 

The nature of knowledge: 

The strategies should allow students to 

(i) develop their own structural frameworks in which to organise 

their knowledge and experiences; 

(ii) experience some positive control over the learning processes 

in which they are involved. 

Some of these criteria are already fonnulated and made accessible 

by the two models suggested. Presentation of the course content in 

accordance with the stated assumptions will depend on the following 

kinds of teaching strategies. 

Humanist (Confluent) 

(i) "Emphasise teaching procedures" 

(Personal growth in self-awareness will develop through the 

experiences). 

(ii) "Create an environment that will, not impede natural grotJth" 

(that is, that provides meaningful challenge and acceptable 

success as defined by the students). 
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(iii) "Arrange situations in which learners determine what they wiU 

learn". (This includes a physical, social., and cultural 

environment which constitutes an invitation to learn and a 

supportive framework to maintain the learning process).61 

Social Reconstructionist Model 

(i) 

(ii) 

(iii) 

(iv) 

(v) 

(vi) 

Select an idea for a learning opportunity. 

Explore the idea. 

Plan for action. 

Test the idea or project for realness. 

Specify the instructional objectives that will also be served 

by the project. 

Limit the scope of the learning opportunity by acknowledging 

constraints operating. 

(vii) Involve others in the project. 

(viii) List sources of firsthand information needed. 

(ix) Select study materials. 

(x) Plan for evaluation.6 2 

1. Activities for students as suggested by humanistic and social 

reconstructionist models 

Consideration of the guidelines suggested by the models leads to 

the use of the following specific learning experiences and teaching 

strategies to enable students to achieve the course objectives in the 

Australian Minorities: Concepts and Perspectives course. 

(a) Analysis of personal statement 

The students will demonstrate their understanding of different 

sociological theories and philosophical concepts used in the study of 

minority groups by writing and analysing a personal statement of their 

own search for identity. 
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(b) Analysis of issues and concerns 

The students will express their understanding of the issues and 

concerns of selected powerless and oppressed groups by 

(i) hosting ·guest speakers; 

(ii) participating in group discussion; 

(iii) defining and implementing the group project. 

(c) Formulating and expressing argument and discussion 

The students will articulately discuss their own attitudes, 

beliefs and values to an extent which they will define, and demonstrate 

an increased sensitivity towards and acceptance of those of others by 

leading group discussion on some of the issues and concerns of a 

selected group. 

(d) Creative and constructive group participation 

The students will display an understanding of the social processes 

affecting minority groups by 

(i) productively participating in the group project; 

(ii) productively participating in class discussion. 

(e) Empathetic listening and response 

The students will sensitively discover, listen to, and "hear" 

minority viewpoints as they are expressed in the literature, performing 

and visual arts, group movements, group programs and projects, etc. by 

participating in discussion led by the lecturer, other students, and 

guest speakers. 

(£) Sources of additional criteria for designing teaching 
strategies and learning experiences 

Several interesting sets of criteria are available to teachers 

and students for use in designing teaching strategies~ however care 

needs to be taken that they are fully in harmony with the assumptions 

listed and the aims of the course. In many cases the 'liberal' concept 

of the development of the individual is catered for, but an understand

ing of the need to act on ideas to change the world is lacking, as.is 
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the concept of knowledge being a part of the experiences of the person 

rather than something separate and existing in its own right. For 

example. Louis E. Raths proposes three types of ''worthwhile" activities 

which are useful starting points. Each of these can be evaluated as 

"worthwhile" according to their contribution to the aims of the course. 

All three require students to examine critically and consciously what 

they are being taught. 

In particular, all other things being equal, one activity is more 

worthwhile than another if 

(i) it asks students to engage in inquiry into ideas, applications 

of intellectual processes, or current problems, either personal or 

social; 

(ii) it asks students to examine in a new setting an idea, .an 

application of an intellectual process, or a current problem which 

has been previously studied; 

(iii) it requires students to examine topics or issues that citizens 

in the society do not nonnally examine~ and that are typically 

ignored by the major communication media in the nation . 63 

However, the problem with these criteria is that they do not go 

far enough. According to the assumptions discussed as the foundation 

for this course, students are required to do more than '~ngage i n 

inquiry .. ·." and "examine topics and issUEs •.. " They are required to 

engage in dialogue and then to act. If these criteria are used as they 

stand, teaching strategies and thus the students' experiences could be 

unnecessarily and perhaps deliberately restricted, thus subverting the 

aims of the course. 

2. Conclusion 

(a) Discussion as a political process 

Participation in di scus sion as a major teaching strategy-learning 

experience is of crucial importance as it "becomes not simp ly a mem;zs 
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to an end., but rather what is necessarily involved in truth judgements. 116 4 

Brent asserts that 

•.• there are certain flll1damental concepts, procedures, 
differentiations, and classifications that are pre- · 
supposed by any· human language in any society. This 
"agreement in a human form of life", although impossible 
without society in some form., transcends the particular 
truth judgements of particular societies. There is, it 
is argued, at the basis of all human speech acts, a 
common and universal framework of judgement that enables 
assessment to be made of particular truth claims that 
emanate from particular societies and social groups 
The existence of this framework of judgement as the 
basis of our speech acts gives every point to the 
continuance of the discussion about what is true.6 5 

Discussion here will be for the purpose of all students to 

determine their own truth. "\\That is true" will be fonnulated by 

dialogue allowing students to see the possibilities for their own 

naming. Continuing discussion will allow the refining of this naming, 

and the truth it uncovers, as well as allowing for groups of students 

to name in terms acceptable to themselves. Students will not be 

looking for or attempting to formulate universal truths. 

Thus, discussion will be a key strategy for the students who will 

be engaged, through the course, in uncovering their "truth" about 

their relationships to other social groups. 

·Both Rogers, representing the humanist perspective66 , and Freire, 

representing the social reconstructionist perspective67, point up the 

use of discussion (see Roger's concept of student-centred teaching 

and Freire's concept of dialogue) as a crucial strategy or medium. 

The political nature of discussion is highlighted by such analyses as 

Spender's in Man-Made Languaga68 which reflects the male-female power 

struggle involved in discussion. However,as far back as John Stuart 

Mill in his essay On Liberty,the political nature of discussion, and 

its importance, was recognised.69 

Discussion, with due regard to the context in which it will take 

place, will be seen as the main teaching strategy for this course. 
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This seems to be entirely appropriate as one of the major course aims 

is to empower students. 

(b) Dialogue as action in the institutional context 

In the context of a tertiary education institution functioning 

in Queensland in the 1980's, it is necessary to view dialogue in both 

its spoken and written senses as the most feasible form of action for 

critical consciousness. Publication of student material in written 

form, audio-visual media, and graphics with an invitation to respond 

may allow the course to continue operating, whereas more overt fonns 

of action would definitely be viewed with suspicion and would be 

likely to cause the course in this form to be discontinued. Moreover, 

at present, with freedom of expression being equated with incitement 

of racial hatred, and the necessity for including this debate in the 

course,the use of words as the medium of expression for student action 

seems to be appropriate. 

This is not to suggest that the power of language and the impact 

of words is insignificant or a .. liberal" subsuming of the dissent 

expressed. One of the most powerful tools of minority group teachers 

will be the words they use. They need to learn to use them effectively 

in several mediums. The alternatives to dialogue are physical 

demonstrations of different kinds, both violent and non-violent. In 

Queensland at present, public and/or group demonstrations are illegal. 

Violent activities are not compatible with the aims of the course and 

are not acceptable according to the assumptions stated. Words them

selves are the currency in which tertiary institutions deal, so 

dialogue as action is seen to be the main form of praxis in this 

institutional context. 

In this chapter the assumptions to do with the nature of the 

individual, the nature of society and the nature of knowledge from 

which the course AustraZian Minorities: Concepts and Perspectives 
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arises, were listed and discussed. Following on from this the two 

models selected for their compatibility with the spirit of the 

assumpt_ions were presented and then teaching strategies suggested by 

the models and fulfilling the needs outlined by some suggested 

criteria were described. 
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CHAPTER 3: STRUCTURE OF TI-IE COURSE AUSTRALIAN MINORITIES: CONCEPTS 

AND PERSPECTIVES 

Introduction 

This chapter is intended to present three main areas: 

(a) The general course objectives. 

(b) The course design, including content (major concepts) and the 

structure for presentation. 

(c) Assessment strategies for 

A. 

(i) the course effectiveness 

(ii) the students. 

General course objectives 

Introduction 

General objectives for this course have been constructed after 

consideration of 

(i) The student body - their present personal needs and their 

future professional responsibi Ii ties. 

(ii) 

(iii) 

(iv) 

The social contexts in which the course will be presented and 

in which the students will ultimately teach. 

Institutional structure and expectations for the course. 

Specific assumptions about the nature of the individual, the 

nature of society, and the nature of knowledge. 

(v) Perspectives of two curriculum models used as guidelines. 

The general objectives have been written in terms of expected 

and demonstrable changes in the participating students as a result of 

their completing the course. 
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Objectives for the course 

(i) Main aim 

To '. empower students to analyse and act upon the social contexts 

in which they find themselves through the development of critical 

consciousness, an awareness of and facility in using language as 

a political act, and the development of a sense of responsibility 

to act. 

(ii) Objectives for the course 

In order to achieve the stated aims and as a result of particip

ation in this course students should be able to 

(a) Understand and apply selected sociological approaches and 

philosophical concepts and arguments in the study of minority 

groups. 

(b) Express coherently, through the most appropriate media, their 

perceptions of the issues and concerns of powerless and 

oppressed groups (minorities). 

(c) Demonstrate an understanding of the social and political processes 

affecting powerless and oppressed groups. 

(d) Discover, listen to, and "hear" minority voices as they are 

expressed in literature, the performing and visual arts, the mass 

media, the underground media, and personal interactions. 

(e) Discuss meaningfully their own attitudes, belie~s, and values, 

and show a developing sensitivity and acceptance towards those 

of others. 

Students will be deemed to have reached these objectives satisfactorily 

by their productive participation in course activities. 

B. Course content - areas of study and concepts 

1 . Outline of unit content and major concepts 

(a) Unit 1 - Describing minority groups: sociological theories 

Social inequality The conflict perspective - Beteille, Wild. 



Social s·tatus 

Identity 

Interactionist 
theory 

Negative identity 

Stigma 

Role theory 
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Legitimation, internal consistency, types of social 
inequality, technological societies. Conflict, 
change, division, status system, social prestige, 
class, power, politics. Third and Fourth Worlds. 

Structural functionalism, norms, status group's, 
ascribed and achieved status, status inconsistency, 
ethnic group, shared identity, common ancestry, 
common culture, stability, continuity. 

Cognitive and affective dimensions, flexibility, 
functional and dysfunctional identity, marginality, 
reference groups, ethnic identity, national identity. 

Charles Horton Cooley, George Herbert Mead. 
Sentiments, empathy, symbolisation, the self, play 
stage, game stage, organisation of roles. Society 
within the individual, self labelling, looking 
glass effect, significant others. Master and 
auxilliary traits, master status traits, subordinate 
statuses. 

Erik Erikson, stage theory for identity development, 
psychosocial development, negative labelling. 

Goffman, the discredited, the discreditable, passing, 
symbolism, visibility, forbidden places. 

Parsons, Turner, Goffman, acting, reacting, pattern 
variables, constructing social realities, 
negotiation, manifest social roles, working 
consensus, latent social roles, presentation of 
self. 

(The content for Unit 1 was derived from basic course outlines for the 

core courses SS124: Contemporary Australian Society~ and ED101: The 

Social Setting of Education which provide students with an introduction 

to the sociological perspective and basic sociological concepts, and 

the original course outline for the proposed course AE323 Australian 

Minorities: A Sociological Perspective, which was never taught as 

such). 1 

(b) Unit 2 - Describing minority group responses: issues and 
concepts 

Response theory: 
A negative model 

Allport, ego defenses, negative and positive 
responses, obsessive concern, denial, withdrawal 
and passivity, clowning, strengthening in group 
ties, shyness and cunning, self hate (identification 
with dominant group), aggression against own group, 
aggression against out group, prejudice against 
out groups, sympathy, militancy, enhanced striving, 
neuroticism, self fulfilling prophecy, escape, 



Positive responses 
in terms of self 
actualization and 
group identity: 
concepts of 
freedom 

Separatism 

Education for 
critical 
consciousness 

Conscientisation 
and language: 
language as a 
political act 

Human Rights and 
Civil Liberties 

Liberation ethics 

(c) Unit 3 
voices 

Identifying and 
defining minority 
group issues 

Aboriginal 

Torres Strait 
Islanders 

South Sea 
Islanders 

· Religious 
· minorities 

Feminism and 
the status of 
women 

74 

violence, madness, drugs. 

liberty, fear of freedom, freedom from, freedom 
to, action, existentialism, liberalism, Marxism, 

apartheid, disunity, unity, black power, 
traditionalists, survivalists, militants. 

symbolic universe of meaning, false consciousness, 
responsibility, Marxism, praxis, conscientisation, 
dialogue, reflection, action. 

culture of silence, naming the world, negative 
and positive labels, anguish, anger. 

legislation, United Nations, dissent, participation, 
democracy, conventions, unfreedom, freedom as a 
value position, legal and political argument. 

ethics, usable past, usable future, doing 
theology, Christianity, community, liberation, 
guiding principles, critical commentaries, 
diachronic perspective, black theology. 

Expressions of minority group concerns: minority 

content and form, symbolism and image-making 
(Allport), identifying relevance and significance 
of issues, racism and sexism, mass media. 

land rights, homelands, out-station movements, 
mining, maintenance of traditional cultural 
elements, self-determination and self-management, 
legal processes, equality of opportunity, equality 
of outcome, equality.of access, housing, health, 
education, Aboriginal Family Education Centres, 
Legal Aid, A.I.T.E.P., Black Community Schools. 

immigration, the border issue, land and sea rights, 
education and teacher training, recording 
traditional languages, employment, urban and 
island living, religion. 

political visibility, social individuality, 
maint.enance of traditional and recent history. 

Ireland: land rights, political status of 
prisoners, violence, republicanism, language. 

the right to protest, methods of protest, 
theoretical frameworks - conservatism, liberalism, 
Marxism, socialism, radicalism, feminist concepts 



Homosexual 
minorities 

Comparisons with 
minority groups 
in other 
countries 

of caring, responsibility, etc. 

employment, education, housing, child custody, 
visibility. 
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issues from Blacks, women, indigenous peoples, 
homosexuals and religious minorities in United 
States, Canada, United Kingdom, South Africa, New 
Zealand, South Pacific - e.g. human rights, self
determination, education, use of international 
courts. 

(d) Unit 4 - Identification of local and personal issues: 
dialogue and action 

Methodology and 
media 

Social skills 

Practical skills 

expression of issues as social statements, 
individual and group contribution to community 
development, relationships between personal and 
social issues, selecting appropriate media. 

development of a conscious awareness of co
operation, consensus, contribution, responsibility, 
care, creativity, contribution to the group of 
individual excellence, dialogue and action. 

outlining and planning, script-writing, layout, 
article and report writing, photography and 
printing, visual literacy, publication or 
production requirements, selecting and communicating 
with an audience. 

2. Course design and structure 

The course will consist of sixteen hours of exploration and 

discussion of concepts and theoretical perspectives used to describe 

minority groups and minority group responses to societal expectations 

and change, and eighteen hours of application of perspectives and 

concepts to minority group concerns and activities. Five hours will 

be used in introducing and evaluating the course, making a total of 

thirty-nine hours (three hours x thirteen weeks) 

The time allocation for this course is three hours per week. 

The course will be presented in four units. Units one and two will 

be presented consecutively, two hours per week, and may be seen as 

the input parts of the course. Unit three, one hour per week, will 

run parallel to units one and two. During this unit students will 

present seminars on selected topics. This unit is seen as provi_di_;1g 
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opportunities for students to process the input from units one and two. 

Unit four, the final major section of the course, runs for three 

hours per week for three weeks. This may be seen as the main output 

or expressive part of the course during which students use the input 

from the course for a relevant purpose (see Figure 2). 

3. Conceptual tools for students: sociology 

The content of this course will be structured by (a) the use of 

and analysis of sociological and philosophical concepts (the abstract 

and generalised ideas which provide ways of looking at the world), 

drawn from the Western tradition; (b) presentation of sociological 

and philosophical theories (those forms of propositional knowledge by 

which persons have sought to describe empirical phenomena in as 

succinct a way as possible) in Western terms; (c) recognition and 

investigation of some examples of behaviour to which the concepts 

and theories could be applied; (d) the use of the concepts and 
I 

theories to develop new concepts and theories which explain and 

describe more truly the "being" of minority group persons, e.g. (i) 

the "Aboriginalisation" of Western concepts which describe behaviour; 

(ii) the explication of Aboriginal concepts which to date have been 

falsely and misleadingly labelled in Western terms. 

Pat 0 1 Shane, Aboriginal barrister, outlining what she sees as 

crucial joint strategies between government and other institutions 

says that ''Firstly there must be recognition of the dimensions of the 

problem •.. [there must be] discussion of the ..•• major frameworks 

~ithin which race relations theories are set •..• social stratification, 

plural societies, class conftict."2 

The sociological concepts and theories to be explained and used 

by students will represent the following sociological perspectives 

(a) structural-functionalist 



Course Introduction 
( 2 hrs - 1 wk) 

Unit 1 - Describing Minority 
Groups (8 hrs - 4 wks) 

Social inequality - conflict 
theo:ry 

Social status - structural 
functionalist theory 

Identity and negative identity 

Interactionist theory 

Stigma 

student Activity: 

writing personal statement 

Unit 2 - Describing Minority 
Group Responses (8 hrs - 4 wks) 

Response theory· 

Positive responses in terms of 
self actualization and group 
identity: freedom, separatism, 
critical consciousness, language 
as a political act, human rights 
and civil liberties, liberation 
ethics. 

Student Activity: 

analysis of personal statement 
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Unit 3 - Minority Voices 
(9 hrs 9 wks) 

Identifyi_ng and defining 
issues 

Aboriginal (I) 

Aboriginal (II) 

Torres Strait Islander 

South Sea Islander 

Religious Minorities 

Women 

Homosexuals 

Selected groups from 
United States, Canada, 
United Kingdom, South 
Africa, New Zealand, 
South Pacific 

Student Activity: 

in di vi dual pres en ta ti on 
to group 

. I 
Unit 4 - Identification of Local and Personal Issues (9 hrs - 3 wks) 

Methodology and media, social skills, practical s~ills 

Activity: group project for production or publication 

Course and Unit Assessment - Concluding Discussion (3 hrs - 1 wk) 

Assessment Week 

FIGURE 2: COURSE DESIGN AND STRUCTURE 
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(b) conflict 

(c) interactionist (mainly symbolic interactionism, but also 
phenomenology and ethnomethodology) 

(d) sociology of knowledge. 

(a) Structural functionalism - the static society 

This perspective is represented by systems theory as developed 

by Talcott Parsons. 3 The main concepts are order and stability due 

to functional integration and normative consensus, socialization, 

social control, acceptance of values and norms. Society can be viewed 

as a system with basic requirements of integration, pattern maintenance, 

goal attainment and adaptation. The main avenue of progress is through 

normative consensus through socialization, social selection, role 

allocation, and social control to preserve the status quo. 

(b) Conflict - creative catalyst 

This perspective is represented by Karl Marx and Max Weber. 4 

If one sees society as dynamic the emphasis is on fundamental conflict 

in society as a result of the two class system. The main concepts 

used by Weber are status groups, competition, domination, power, 

change, coercion, conflict, subordination, exploitation. The purpose 

of society is maintained through consciousness of shared identity. 

(c) Interaction - creating meanings 

Symbolic interactionism is represented by George Herbert Mead 5 

and Charles Cooley. 6 The main ideas are that 

(i) Human beings act towards each other and things according 

to the meanings that others or things have for them. 

(ii) Meanings arise out of social interaction. 

(iii) Each person develops an interpretive framework by which 

the meanings of things encountered can be dealt with. 

Thus, meanings are interpretations or constructions, and roles 

are patterns of expected behaviours which depend on consensus of 
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interpretation within groups. There is a recognition of the use of 

symbols, e.g. gesture and language, where the meaning is not explicit. 

Interaction is an adjustment to mutual interpretation, with the 

development of the "self" as a continuing, continual process. 

One strand of interactionist theory is phenomenology, represented 

by Sartre7
, whereby it is explained that knowledge is arranged through 

first order constructs (actual experiences and meanings) and second 

order constructs (observer's explanations). 

Another strand of interactionist theory is ethnomethodology 

which presents the idea that the social world exists only in, by, and 

through the actions or behaviour of the members of that world, and 

making sense out of any social situation generally entails using the 

medium of ordinary language to communicate an account of it to someone 

else. The main concepts are derived from within-group cultural 

understandings. 

(d) Sociology of knowledge - access to knowledge 

This perspective is represented by Robert Merton8 and Peter Berger9 

who say that knowledge is socially determined, so there is a relation

ship between knowledge and social structure. This perspective 

recognises that those who are more powerful in society have access to 

certain kinds of knowledge, and this enables them to safeguard their 

position. Other less powerful groups are denied access to that 

knowledge. 

The main focus is on the social factors mediating between know

ledge and belief. 10 

4. Conceptual tools for students: philosophy 

During the process of the course students will be attempting the 

analysis of relevant major issues, such as freedom and human rights, 

theological and ethical influences, legal and political position-taking 
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and language as politics. The philosophical tools suggested are 

conservatism, liberalism, Marxism, and radicalism. As this will 

constitute an introduction to philosophy, students will be introduced 

to the main strands and principles of each position and then will be 

expected to locate the logical outcome of propositions which they make 

in these terms. For example, in suggesting the provision of funding 

by the government for independently operated Black Community Schools 

as a minority group response to oppression in the State schooling 

system, students would need to be able to locate this suggestion as 

a predominantly "radical" notion in that it is a separatist concept. 

Similarly, arguing for funding for a language development program for 

Aboriginal children which is to operate within the State schools is 

essentially a "liberal" notion in that it aims at enhancing access to 

education as it is already provided. 

(a) Conservatism, liberalism, Marxism and radicalism 

(i) Conservatism: The conservative position in relation to 

minority groups and minority group persons is, as a generalisation, 

that hierarchy and meritocracy are part of the natural order of things. 

If minority groups wish to change their status they need to earn this 

status through achievement of societal rewards on the same terms as 

everyone else. However, this is not possible because most minority 

group persons are barred from entering the competition by the 

characteristics which make them minority group persons, e.g. colour, 

sex, language, religion, sexual preference. 

(ii) Liberalism: This position is characterised by the 

recognition of inequality as a fact in the order of things. The 

liberal position may be designated "left wing" or "right wing". The 

right wing or more conservative influence advocates the removal of 

legal inequalities to allow for access of minority group persons to 

compete equally for jobs, housing, education, social honours, 
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political representation. This position is basically that there be 

no change to societal structures, but that all persons be allowed to 

enter the race. This is equality of opportunity through enhancing 

access. 

The left wing or more radical influence advocates that not only 

are inequalities removed legally, but further, that specific legis

lation be enacted to make it illegal to discriminate against minority 

group persons. Examples of this legislation, in terms of race, are 

the Racial Discrimination Bill 1975 (Commonwealth) and New South 

Wales Anti-Discrimination Act 11
• As recently as November 1982 a bill 

to make it illegal to discriminate against homosexual people in 

employment, education, accommodation, and the provision of goods and 

services, was introduced in the New South Wales parliament. 12 The 

left wing liberal position sees equality of opportunity in terms of 

equal outcomes. Thus, in educational terms, for example, if it is 

the norm for children to be literate and numerate when they leave 

primary school then it is valid to adjust or change the programs in 

primary schools to suit minority group students so that they too are 

literate or numerate at the outcome of their primary schooling. There 

is a recognition that there will need to be change in institutions 

designed for public usage if they are to stop being discriminatory, 

but there is no recognition that minority group persons may not only 

want to change the processes but they may also want to change the 

products or outcomes. 

Liberalism in all its manifestations has the tendency and ability 

to flexibly absorb fairly radical differences, to take the urgency 

out of demands for deep changes by providing just enough to make people 

feel that some changes have been made. 13 

A basic tenet of liberalism is the belief in growth and progress. 

This belief states that although society is set up so that some 
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persons lack power and status, this is redeemable through individual 

striving, individual growth, and pursuit of excellence. Liberalism 

believes that development is progress, and vice versa, and that the 

achieving individual is one who has contributed to the growth and 

development of society. 14 Liberalism does not recognize the existence 

of oppression. 

(iii) Marxism: Traditional Marxism stems from the belief that 

a social structure based on private ownership of property, monogamy, 

and the family as an economic institution is oppressive to persons 

and is the fundamental basis of inequality. Marxists argue that the 

oppression of minority groups will disappear only if there is a 

revolutionary or massive change in society's economic structures 

because inequality in society is derived from class divisions, and 

class is related to means of production. 15 When capitalism is changed 

to common ownership all persons are eligible to and expected to 

participate in public life. Generally Marxists believe that a person 1 s 

potential and limitations are determined by cultural and environmental 

influences, not biological influences, and that understanding these 

influences through analysis of ideology and through developing a 

critical perception of what one is taught is the key to liberation. 

The problem with the Marxist analysis for minority group struggles 

is that it does not really allow for the reality of cultural 

differences to exist together. In removing the economic divisions 

which cause class divisions one has not automatically removed 

differences and distinctions based on cultural upbringing, no matter 

what Marx says and this will still cause conflict. 16 An important 

aspect of Marxism is the belief in the possibility and necessity of 

revolution. In Marx's words ''PhiZosophers have only given different 

•interpretations of the world; the important thing is to make it 

different."17 (It is not clear whether Marx sees himse1f as a 
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philosopher). 

(iv) Radicalism: This perspective is not a coherent position 

as such but is made up of criticisms of the conservative, liberal, 

and Marxist perspectives on a variety of grounds and is authored, on 

the whole, by minority groups. See for example the writing of 

Shulamith Firestone, Charlotte Bunch and Rita Mae Brown from radical 

feminism18
; Mary Daly19

_ and Sheila Collins20 as radical theologians; 

Marcia Langton21
, Kevin Gilbert22 and Bobbi Sykes23 on Black alter

natives in Australia. 

Common threads of radical critiques include 

(a) The call for separatism as a political act leading to equality 

and freedom. Examples are Black Community Schools, Aboriginal Medical 

Services, and housing and adult education services which offer separate 

facilities under the control of the client community itself. Financial 

and policy control is mandatory. 

(b) The concept of different groups in society having access to 

different knowledge due to experiencing a different consciousness of 

their being. The consciousness of "being black'', "being female", 

"being gay", gives rise to both an individual knowledge of this 

'be-ing' which is inaccessible to someone who does not also have this 

experience, and a group knowledge which arises from the collective 

membership of the group, the group culture. In som~ radical writings 

the knowledge of a particular group is held to be superior to general 

accessible knowledge. 

(b) The major concerns: freedom and human rights, theological and 
ethical influences~ and language as politics 

(i) Freedom and Human Rights: In the last decade there has 

been a rapid escalation in the use of the legal system by minority 

groups in their demands for acknowledgement and protection of their 

human rights and civil liberties. Pat O'Shane, for example, suggests 
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"legal sanctions provided in anti-discrimination legislation" 2 '+ as a 

crucial means of ending discrimination, the Victorian Gay Legal 

Rights Coalition and Tasmanian Homosexual Law Reform Group aim to 

achieve social, economic and legal rights for homosexual men and 

lesbian women25
, and Shorty 0 1 Neill, black activist, represented the 

National Federation of Land Councils in putting their case to the 

United Nations Working Group on Indigenous Populations. 26 

The political-legal frameworks of issues need to be a consider

ion of students when formulating and discussing concepts and 

perspectives. As a tool for analysis, familiarity with civil and 

political rights declarations and formats of legal argument would be 

envisaged. 27 

(ii) Theological and ethical influences: In Townsville in 

August 1982 Aboriginal people in the Uniting Church of Australia, 

under the leadership of Rev. Charles Harris, established a Black 

Congress within the U.C.A. Their aim was to give support to the 

emerging black church. Two main reasons were given - to make their 

voices heard within the structures of the Church and to "discover in 

a more profound way what the gospel means for Aborigina Z people. "2 8 

This movement is by no means an isolated one in Australia. Not only 

Aboriginal Australians, but other minority groups too, are claiming 

their places in churches as leaders and congregation members whose 

theological interpretations have as much validity as the white 

patriarchal dogma. 29 

The theological and ethical frameworks which this emergence has 

to offer are rich and varied and extremely significant to many 

minority group students engaged in formulating and developing concepts 

and perspectives to explain their being. 

(iii) Language as politics: This concept is best explained by 

an American Indian writer -



"Alienation" and "assimilation" are two common words used 
to describe contemporary Indian people. I've come to 
despise those two words because what leads to ''alienation" 
and "assimilation" should not be so concisely defined 
the "alienation" or "assimilation" that I manifest . 
is.often in how I speak. There isn't necessarily a 
Third World language but there is an Indian way of talking 
that is an essential part of me. I like it, I love it, 
yet I deny it. I "save" it for when I'm around other 
Indians •. Its a way of talking that involves "Indian 
humor" which I know for sure non-Indian people would not 
necessarily understand. 30 
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It is important that minority group students in their analysis and 

critiques of various positions, essays and comments be aware of, and 

sensitive to, the ways in which language is used. That is, they need 

to be aware not only of the words used, but of what the writer or 

speaker was trying to convey with the subtle use of context, tone, 

phrasing and expression. They need to be aware of what words give 

clues to a writers' political position, of the status and non-status 

of dialects and creoles, of the unequal balance of power manifested 

through conversation when men are talking with women. They need also 

to be able to employ these skills to their own advantage. 

5. Conclusion 

The sociological framework and perspective will be complemented 

by the students 'doing' philosophy. That is, students will apply the 

philosophical techniques of linguistic and conceptual analysis to the 

most significant of the sociological concepts, e.g. equality, power, 

a_nd to some philosophical concepts closely related to minority group 

concerns, such as freedom, liberty, and oppression. 

This concern with the meaning of concepts and the logic of 

justification is important both in emphasizing and developing the 

course content, as well as in supplying skills which will be especially 

relevant to minority group teachers. This concern with the meaning of 

concepts used in the past to describe minorities by those with power 

is constantly being expi'cssed by minority group persons. For example, 



Black American, Alice Walker, wrote in 1974 

What did it mean for a black woman to be an artist in 
our grandmother's time? It is a question with an 
answer cruel enough to stop the blood 
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and she developed her answer (the development of the concept) in an 

article entitled "In Search of Our Mothers' Gardens: The Creativity 

of Black Women in the South" 31 , in which she uses the tools of both 

sociological and philosophical analysis. It is this type of analysis 

which should excite and encourage students in the course, and which 

they should end up or continue doing themselves. 

C. Evaluation of course and students 

Introduction 

Evaluation of the course is intended to provide reasons and 

guidelines for any changes to be made before the course is offered a 

second time. The methods used will be ethnographic rather than 

empirical and results of student feedback will be discussed with 

students in order to gain a 'feel' for student response to the course. 

More information is sought than the amount of change in academic 

knowledge, and the information sought is related to the refining of 

personal experience rather than academic research. 

Evaluation of students is intended 

(a) to fulfil requirements of the institution which demands a grade 

be given to each student, and also, within this structure 

(b) to provide demanding and worthwhile activities which will give 

students a sense of achievement and fulfilment on their 

completion, thus providing opportunity for self assessment. 

1. Course evaluation 

Criteria for evaluation of the course arise from consideration 

of the models adopted for the presentation of the course. 
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(a) Cri tetia · si:1ggest ed by the· humanistic· mod!!_ 

From the humanistic model the expectations are as follows: 

(i) There is emphasis on the process rather than the product, and 

(ii) The question is asked, did the activities 

help the students become more open, independent 

human beings? and/or 

help the students become more aware of themselves 

and others and develop their own unique potential? 32 

(b) · ·Assessment activities for humanistic perspective 

Assessment will occur by recording 

1. Students' response to activities through 

(i) observing pupils' actions; and 

(ii) actively seeking feedback. 

2. Reliance on assessments by teachers and pupils. 33 

3. Outcome measures, e.g. poems, paintings. 

4. Change in behaviour and attitudes. 

Thus, the effectiveness of this course will be assessed by 

1. A diary kept by the lecturer. 

2. A feedback response sheet and discussion at the end of each of 

the four units in the course. 

3. Consideration of student output, i.e. group project, individual 

presentations, analysis of personal statement, participation in 

discussion. 

(c) Criteria suggested by the social reconstructionist model 

From the social reconstructionist model expectations are as 

follows: 

evaluation deals with more than the students and their 

learning. A social reconstructionist is also interested in the 

effect of schooling on the community. Factors to be weighed 

include the growth of corronunity consensus, increased poZitica! 
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power of the working classes, and an improved quality of Zife. 34 

A comprehensive activity at completion of the work unit aims at 

synthesizing and evaluating students' interpretation of the work. 35 

(d) Assessment activity for social reconstructionist perspective 

Assessment will occur mainly through the outcome of the group 

project completed in Unit 4 of the course, Identifying Local and 

Personal Issues: Dialogue and Action. 

This project provides the opportunity to assess the effectiveness 

of the course in terms of the students' ability to identify, and 

interpret an issue, present a description or commentary in terms 

meaningful to a variety of persons, and to control a medium through 

which to present this to a wider audience. Thus, assessment is in 

terms of the effect of this course on the community of students. 

The social reconstructionist view looks essentially at a longer 

term evaluation than the scope of this exercise, but the value of 

assessing this project in these terms lies in its giving a direction 

to the student and course activities. 

2. Tools for course evaluation 

(a) Lecturer's diary: perceptions and reactions 

The keeping of brief notes, compiled after each class session 

(see Figure 3) provides, in the short term, an opportunity to 

articulate responses to lecturer-student interaction and clarify 

incidents which may have been glossed over in the heat of the moment. 

In t~e long-term it provides a brief history of the teaching of the 

course, and a record of new perceptions, understandings and references 

developed during lecturer-student interaction which could be of 

benefit in subsequent course offerings. 

(b) Student feedback on course: perceptions and reactions 

In terms of both the humanistic model and the social reconstruct

ionist model which provide criteria supporting the assumptions which 



UNIT 

TOPIC 

IECTURER' S DIARY 

WEEK 

(a) Self-evaluation of lecture-discussion and/or film 

(b) Students' actions and comments 

( c) Ideas for change 

S9 

------

FIGURE 3: LECTURER'S DIARY - PERCEPTIONS AND REACTIONS 
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provide a foundation for the course, it is essential to give students 

opportunities to feedback their perceptions and reactions to the lecturer 

in terms of both the content and the presentation of the course. 

Not only does it empower students to see their response being 

valued by the institution but it provides another tool and activity 

in real terms for students to engage in critical analysis of what 1s 

being done to them by an institution which affects their lives. 

It is suggested, for this course, that students be given this 

formal written feedback opportunity (see Figure 4) followed by a 

discussion, at the end of each of the four units. This could be done 

anonymously if students desire it. However, if an atmosphere of 

honest debate and constructive criticism can be handled by both 

lecturer and students, this would provide more useful information to 

use when organising the next run of the course and at the same time 

help in the formative checking on the present quality of the course. 

3. Assessment of students 

(a) Activities for demonstration of specific objectives 
achievement 

The students will demonstrate their achievement of the objectives 

by participating in three activities, the outcomes of which will be 

assessed to provide a grade according to institutional requirements. 

Achievement of objectives will be assumed to have ·occurred if 

changes are evident in students' actions and attitudes. These changes 

will be deemed to have occurred by observation by the teacher and 

acknowledgement of changes by the students themselves. 

This fulfils the requirements suggested by the humanistic model. 

From the social reconstructionist perspective, students will be deemed 

to have reached the objectives if they remain in the course and 

participate constructively in course activities. 

To fulfil institutional requirements students will be assessed 
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STUDENT FEEDBACK ON COURSE~ PERCEPTIONS AND REACTIONS 

UNIT 1: DESCRIBING MINORITY GROUPS: SOCIOLOGICAL THEORIES 

~ ssessable Activity: written personal statement 

Class Activities: 

1. 

2. 

Comment on what you learned, that is, the content, knowledge, 
skills 

Comment on how you learned, that is, the teaching strategies or 
learning experience 

I t---------------1 
3. How would you rate this unit on usefulness , 

4. 

(a) for yourself personally: v{
0
r;: low medit.nn 

(b) for you as a teacher/comrnuni ty spokesperson 
very 
low low medium 

high 

high 

very 
high 

very 
high 

(a) Do you think changes should be made to make this unit 
more effective? 

Content: Yes/No 

(b) What changes could be made? 

1. 

2. 

3. 

Teaching 
Strategies· 

FIGURE 4a: STUDENT FEEDBACK ON COURSE: UNIT l 

Yes/No 
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STUDENT FEEDBACK ON COURSE - PERCEPTIONS AND REACTIONS 

UNIT 2: DESCRIBING MINORITY GROUP RESPONSES: ISSUES AND CONCEPTS 

!Assessable Activity: analysis of personal statement 

Class Activities: 

1. 

2. 

3. 

Comment on what you learned, that is, the content, knowledge, 
skills 

Comment on how you learned, that is, the teaching strategies or 
learning experiences 

How would you rate this unit on usefulness 

(a) for yourself personally: v{
0
:_; low medium 

(b) for you as a teacher/co{['lnn.mity spokesperson: 
very 
low low medium 

high 

high 

very 
high 

very 
high 

4 . (a) Do you think changes should be made to make this unit more 
effective? 

Content Yes/No 

(b) What changes could be made? 

1. 

2. 

3. 

'l'e aching . 
Strategies 

FIGURE 4b: STUDENT FEEDBACK ON COURSE: UNIT 2 

Yes/No 
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STUDENT FEEDBACK ON COURSE - PERCEPTIONS AND REACTIONS 

UNIT 3: · MINORITY GROUP CONCERNS - MINORITY VOICES 

Assessable Activity: student presentation 

Class Activities: 

1. 

2. 

3. 

4. 

Corranent on what you learned, that is, the content, knowledge, 
skills 

Comment on how you learned, that is, the teaching strategies or 
learning experiences 

How 

( a) 

(b) 

( a) 

would you rate this unit on usefulness? 

for yourself personally very 
low medium lo,, 

for you as a teacher/community spokesperson 
very low medium low 

Do you think changes should be made to make 
more effective? 

Content: Yes/No Teaching 
Strategies 

(b) What changes could be made? 

1. 

2. 

3. 

FIGURE 4c: STUDENT FEEDBACK ON COURSE: UNIT 3 

high very 
high 

high very 
"high 

this unit 

Yes/No 
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STUDENT FEEDBACK ON COURSE - PERCEPTIONS AND REACTIONS 

UNIT 4: IDENTIFICATION OF LOCAL· AND PERSONAL ISSUES - DIALOGUE 
AND ACTION 

Assessable Activity: group project 

Class Activities: 

1. Comment on what you learned, 
skills 

that is, the content, knowledge, 

2. Comment on how you learned, that is, the teaching strategies or 
learning experiences 

3. How would you rate this unit on usefulness 

( a) for yourself personally very 
low medium high very 

low high 

(b) for you as a teacher/community spokesperson 
very 

low medium high very 
low high 

4. ( a) Do you think changes should be made to make this unit more 
effective? 

Content: Yes/No Teaching 
Yes/No Strategies 

(b) What changes could be made? 

1. 

2. 

3. 

FIGURE 4d: STUDENT FEEDBACK ON COURSE: UNIT 4 



on their written and verbal presentations of the three specified 

activities. The three activities will be 
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(i) The writing and analysis of a personal statement in terms 

of sociological and philosophical theories and concepts (analytic). 

(ii) Presentation to the class group on the expressed concerns 

(iii) 

of a selected minority group or specified minority group 

organisation (expressive). 

Effective participation in a group project to produce a 

publication or presentation expressing the concerns and issues 

of themselves as a group (analytic, expressive and co-operative). 

Students who reach or work towards the objectives expressed 

should have developed an understanding of how personal 'identity' is 

achieved, how member_ship of their particular minority status has 

affected or is affecting their lives, and have developed the skills 

and confidence to use this knowledge in their professional and social 

roles as teachers. 

These expectations are intended to satisfy the spirit and the 

essence of both the humanistic (confluent) and the social reconstruct

ionist approaches, c1:nd thus achieve the aims of the course which 

were derived from the assumptions to do with the nature of persons, 

the nature of society and the nature of knowledge. 

(b) Expectations for assessment activities 

(i) Unit 1: Describing minority groups: sociological theories and 

Unit 2: Describing minority group responses 

Students will be required to write. a personal statement about 

their own emerging sense of identity, and then analyse it in terms of 

sociological theory and concepts, and/or philosophical arguments and 

perspectives. Students will be assessed on their analysis_ of the 

personal statemen_t only. 

Thus, students will be engaged in a study of themselves for tqe 
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first four weeks of the course as they will be encouraged to write 

their personal statement through discussion of the significant events 

in the~ r own Ii ves, their parents' lives and their children's lives, 

and their responses to these significant events (see Figure S). 

In the second four weeks of the course students will be engaged 

in writing an analysis of their personal statements, which will be 

submitted at the end of this unit, Units 1 and 2 of the course are 

designed to provide students with the conceptual tools to enable 

them to complete the analysis, and students will be given guidelines 

to help them do this (see Figure 6). 

GUIDELINES FOR ANALYSING PERSONAL STATEMENT 

1. Select one of the sociological perspectives with which you 
are familiar to give yourself a structure for this analysis. 

2. In your analysis explain your statement in terms of the 
perspective. Explain if, how, and where, this theory and 
terminology is inadequate to explain your experience. 
Construct your own theory, or statement, if necessary. 

3. Locate in your statement issues concerning philosophical stances, 
legal and political argument, religious and ethical conviction, 
development of critical awareness, feelings and actions, 
language as a political activity. 

4. Describe and explain different individual and group responses. 

FIGURE 6: GUIDELINES FOR STUDENT ACTIVITY: UNIT 2 

(ii) Unit 3: Expressions of minority group concerns: minority 
voices 

Each student will be required to take responsibility for a 

presentation to the class on the expressed concerns of a selected 

minority group or organisation. This will be an on-going program of 

presentations lasting until the beginning of Unit 4 (8 weeks). 

After initial lecturer input on expectations, varieties of 



GUIDELINES FOR WRITING PERSONAL STATEMENT 

The Past 

Family 

Self 

The Future 

FIGURE 5: 

Who am I? 

What do you know about your ancestors? 

Where did they live? 

What language did they speak? 

What issues concerned them? 

What was growing up like for your grandparents, 
your parents, other significant relations? 

What kind of 'work' and recreation did they 
engage in? 

What issues concerned them? 

What was growing up like for you? 

How did you feel about yourself? 

What do you remember about your schooling? 

What are the important steps, or decisions, or 
changes, which have affected you? 

What are the important things in your life now? 

What issues concern you? 

What do you hope life will be like 

for you? 

for your children? 

What will their issues be? 

GUIDELINES FOR STUDENT ACTIVI'IY: UNIT l 

97 
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expressive modes and symbolism, students will be expected to select 

a minority group or organisation, bring to class examples of poetry, 

literature, film and video, posters and signs, and focus discussion 

on pertinent aspects of the minority group's expression. Students 

will present for discussion selected concepts relating to both the 

form and the content of the expression (see Figure 7). 

(iii) Unit 4: Identification of local and personal issues; 
dialogue and action 

Students will be required to participate effectively in a group 

project to produce a publication, or presentation, expressing the 

concerns and interests of themselves as a group (as a collective of 

members of minorities), 

This project will be undertaken, partly during class time, in 

the last unit of the course. Students will work as a whole class 

group or in smaller groups depending on the nature of the project. 

The lecturer should be seen as a resource person and teacher of skills. 

The students will be aware of the necessity to define a project which 

can be completed within the time limitations of the course. 

In the initial session for this unit guidelines as to procedure 

should be suggested (see Figure 8). 

4. Conclusion 

Evaluation of the course itself and of the students involved will 

be undertaken according to the spirit of the assumptions which provide 

a structure for the course. It will be carried out within two para

meters, that of (a) fulfilling institutional requirements, and (b) 

providing activities by which to empower students. The three assessment 

activities have been designed to give some basis for knowing whether 

students have reached the objectives set for the course and to give 

students a structured means of learning to use the conceptual tools 

provided by the course. 
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GUIDELINES FOR MINORITY VOICES PRESENTATION AND REPORT 

In one period each week students will listen to minority voices 

as they express themselves through literature, art, music, poetry, 

theatre, film, dance, autobiographies, essays and articles etc. 

Each student will choose: 

Ci) one minority group, or organisation, or social movement; 

(ii) one or more of the above methods of expression,and report 

to the rest of the group on the effectiveness of that 

fonn of expression in contributing to a social statement 

for that minority group. 

In the report (600 words) students should address the following 

questions: 

(a) How strong is the voice? 

Cb) What is the voice saying? 

Cc) What specific symbolism is used to promote positive 

identity? 

(d) Who is listening? 

(e) What effect is it having on members of that particular 

minority group? 

(f) What effect is it having on the rest of society? 

Each presentation should comprise 

(a) opportunity for the class to listen to or view the 

material coming from the minority group; 

(b) a handout of the report for each member of the class which 

provides the details of the source of materials presented 

and answers to the above six questions; 

(c) time for the class to discuss the comments in the report. 

FIGURE 7: GUIDELINES FOR STUDENT ACTIVITY: UNIT 3 
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PROCEDURAL GUIDELINES FOR GROUP PROJECT 

1. Work in groups. This is a co-operative project. 

2. Define clearly an issue, problem, area of interest. 

3. Define the purpose of the project, i.e. what it is exactly that 
you are going to do about the issue. What audience is the 
target? 

4. Decide what media you will use. What is the most appropriate 
way to say what you want to say - film, video, written 
publication, radio, graphics? 

5. Describe in specific detail the concrete outcome of the project, 
e.g. "A booklet containing one article by each member of the 
project group", or 11Six posters compiled jointly by the three 
members of the project group". 

6. Carry out and complete the project. 

7. Present project outcome to a wider audience. 

FIGURE 8. GUIDELINES FOR STUDENT ACTIVITY: UNIT 4 

Thus far, in this field study report, a context and institutional 

expectations have been described, the aims, the assumptions and the 

-derivative models have been discussed, the content and conceptual 

tools outlined and evaluation and assessment activities suggested. 

The next chapter presents detailed suggestions for course content. 



l 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

END NOTES AND REFERENCES: CHAPTER 3 

Handbook 1979, Tcwnsville College of Advanced Education, 
Townsville, 1979, pp.48, 58 and 88. 

101 

Pat O' Shane, "Ending Discrimination: A Joint Effort Between 
Government and Other Institutions", NSW Ministry of Aboriginal 
Affairs, NSW Anti-Discrimination Board, Ethnic Affairs Commission 
of NSW. Preventing Racial Conflict: A Consultation For Decision 
Makers. University of Sydney, NSW, 1982, pp.28-36. 

Talcott Parsons, The Social System, Routledge and Kegan Paul, 
London, 1951. 

For an interesting and authentic use of Max Weber see 
Peter L. Berger and Brigitte Berger, Sociology: A Biographical 
Approach, rev. edn. Penguin Books, Harrnondsworth, 1976, pp.213-
218 and 282-290; and H.H. Gerth and C.W. Mills, From Max Weber, 
Routledge and Kegan Paul, London, 1948, p.181. 

George Herbert Mead, Mind, Self and Society, University of 
Chicago Press, Chicago, 1934, p.155. 

Charles Horton Cooley, Social Organisation, Scribner and Sons, 
New York, 1909, pp. 27-30. · 

Jean Paul Sartre, Being and Nothingness: An Essay in Pheno
menological Ontology, 7th edn. trans. Hazel Ba mes, The Ci tade 1 
Press, New York, 1956 (1971). 

Robert K. Merton, Social Theory and Social Structure, Free Press, 
New York, 1968, p.128. 

Peter Berger and Thomas Luckrnann, The Social Construction of 
Reality: A Treatise on the Sociology of Knowledge, Penguin Books, 
Hannondsworth, 1967. 

Lois E. Foster, Australian Education: A Sociological Perspective, 
Prentice Hall, Sydney, 1981, pp.3-36. 

Human Rights Commission, Incitement to Racial Hatred: Issues and 
Analysis, Australian Government Publishing Service, Canberra, 
1982, p.33. 

"Homosexual Bill", The Age, 12 November 1982, p. 3. 

Zillah Eisenstein, The Radical Future of Liberal Feminism, 
Longman, New York, 1981. 

Peter Berger, Pyramids of Sacrifice! Political Ethics and Social 
Change, Penguin Books, Harmondsworth, 1974, pp.49-83. 

Karl Marx and Friedrich Engels, The Communist Manifesto, intro. 
A.J.P. Taylor, Penguin Books, Harmondsworth, 1967. 



16 

17 

18 

19 

20 

2 l 

22 

23 

24 

25 

26 

27 

28 

For elaboration of this argument see, Alison M. Jaggar and 
Paula Rothenburg Struhl, Feminist Frameworks: Alternative 
Theoretical Accounts of the Relations Between Women and Men, 
McGraw-Hill, New York, 1978. 

102 

A.j.P. Taylor, "Introduction", Karl Marx and Friedrich Engels, 
The Communist Manifesto, p. 27. 

Shulamith Firestone, The Dialectic of Sex: The Case for the 
Feminist Revolution, The Women's Press, London, 1970; and 
Building Feminist Theory: Essays from Quest, Foreward by 
Gloria Steinem, intro. Charlotte Bunch, Longman, New York, 1981; 
and Rita Mae Brown, A Plain Brown Rapper, Diana Press, California, 
1976. 

Mary Daly, Beyond God the Father: Towards a Philosophy of Womens 
Liberation, Beacon Press, Boston, 1973. 

Sheila Collins, "Theology in the Politics of Appalachian Women", 
Carol Christ and Judith Plaskow (eds), Woman Spirit Rising: A 
Feminist Reader in Religion, Harper and Row, San Francisco, 1979, 
pp.149-158. 

Marcia Langton, "Urbanizing Aborigines: The Social Scientists' 
Great Deception", Social Alternatives, Vol. 2, No. 2, 1981, pp.16-
22. 

Kevin Gilbert, "The Aboriginal Question", Social Alternatives, 
Vol. 2, No. 2, 1981, pp.34-35; and Kevin Gilbert, Living Black: 
Blacks Talk to Kevin Gilbert, Penguin Books, Harmondsworth, 1977. 

Bobbi Sykes, Aboriginal Heal th and Crime, Race and Culture 
Lectures, video, Townsville College of Advanced Education, 
Townsville, 1976. 

Pat 0 1 shane, "Ending Discrimination: A Joint Effort Between 
Government and Other Institutions", Preventing Racial Conflict: 
A Consultation for Decision-Makers, pp.28-36. 

Human Rights Bureau, National Human Rights Organisations in 
Australia, Australian Government Publishing Service, Canberra, 
1981, p.28. 

Shorty O'Neill, reported on ABC Radio National News, 7.45a.m., 
13 August 1982. 

See for example, E.-s. Tay (ed.), Teaching Human Rights: An 
Australian Symposium, Australian National Conmission for UNESCO, 
Australian Government Publishing Service, Canberra, 1981. 
Especially - Appendix A International Covenant on Civil and 
Political Rights and Australian Reservations and Declaractions, 
pp.185-194. Appendix B: International Covenant on Economic, 
Social and Cultural Rights, pp.195-199. Appendix C: International 
Convention on the Elimination of All Forms of Racial Discriminat
ion, pp.201-206. 

Rev. John Brown, "Three Phases of International Mission", Mission 
Review, October-November, 1982, pp.4-7. 



29 

30 

3 l 

32 

33 

34 

35 

103 

See for example, Sabine Willis (ed.), Women: Faith and Fetes -
Essays in the History of Women and the Church in Australia, 
Dove Communications, Melbourne, 1977; and Barbara Thiering, 
Created Second? Aspects of Womens Liberation in Australia, 
Family Life Movement of Australia, Sydney, 1973. 

Barbara Cameron, "Gee, You Don't Look Like An Indian from the 
Reservation", Cherrie Moraga and Gloria Anzaldua (eds) , This 
Bridge Called My Back: Writings By Radical Women of Color .. 
Persephone Press, Massachusetts, 1981, pp.46-52. 

Alice Walker, "In Search of Our Mothers' Gardens: The Crea ti vi ty 
of Black Women in the South", Ms, May 1974, p.60. 

John D. McNeil, Curriculum: A Comprehensive Introduction, Little, 
Brown and Company, Boston, 1977, p.14. 

John D. McNeil, Curriculum: A Comprehensive Introduction, p.14. 

John D. McNeil, Curriculum: A Comprehensive Introduction, p.23. 

John D. McNeil, Curriculum: A Comprehensive Introduction, p.23. 



104 

CHAPTER 4: SUGGESTIONS FOR COURSE CONTENT AND RESOURCES 

Introduction 

The following content and resources are suggested as being 

appropriate within the assumptions and expectations of the course. 

The study of minority groups is an increasingly large field, especially 

as minority group persons themselves begin to express and publish 

their own perspectives and analysis of their condition. For this 

reason this content is selective and could be replaced by other 

material according to changing perceptions and needs, and must be 

constantly updated to ensure that developments initiated by minority 

groups are included. 

A. Unit 1: Describing minority groups : sociological theories 

(a) Introduction 

During this unit the students will be re-introduced to (a) 

theories arising from the major sociological perspectives of 

structural-functionalism, conflict, interactionism and sociology of 

knowledge; (b) a psychosocial theory of minority identity development; 

and (c) some of the sociological language and concepts used in socio

logical study. Some of the students will have completed a first year 

subject -Study of Austratian Society, and all will have been introduced 

to some sociology of education concepts in compulsory first year 

subjects. Students will be expected to examine critically these 

concepts and theories with a view to accepting, rejecting or re

defining them to produce more valid and useful material arising from 

a minority group perspective. Because the material in this unit 

should be familiar to students . a variety of concepts from which the 

course teacher could select has been listed and briefly described 

with little accompanying discussion. 
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It is envisaged that, in undertaking this unit, students will be 

providing themselves with the conceptual tools to enrich their under

standing of their own experiences by reviewing familiar material in 

a new context and with a different purpose. 

Students will begin their study with the assumption that 

fundamental to the concept of minority groups is the social inequality 

of persons. Minorities are defined in terms of power, status and 

freedom, so that, therefore, the term "minority group" refers to 

ethnicity, race, sex, sexual preference, disability and religion as 

these features distinguish different groups in society. 

In this course, because it is specifically designed for Aboriginal 

and Islander students, examples will necessarily be drawn mainly from 

this group. However, because most of the students will also be women, 

due to the nature of the overall student body, examples relating to 

sexism and feminism will also be used. When other minority groups 

are represented in the class group, then examples relating to or drawn 

from them will also be important. 

This unit will be taught mainly through the use of lecture

discussion. The value of the discussion will be to underline the 

understanding that the perspective from which people view the 

world determines the way they will think and act, and what they see 

and believe. For example, a person who believes that we create our 

own meanings through interactions with others will explain what they 

understand in a very different way from someone who believes that 

change and conflict are deviations from the norm. 

Thus explanations or theories arising from these different 

perspectives will provide different strategies and expectations for 

action. 

Students will be engaged during this unit in writing a personal 

statement about their own developing sense of identity. Outlining 



106 

"Who am I?", especially for the first time, is often an experience 

which helps place the crucial incidents of one's life in perspective 

and certainly provides an interesting record of present self know

ledge. During this exercise students in the past have produced 

family trees from interviews with family members, have drawn up time 

lines and have written with great feeling, sometimes joy and sometimes 

anguish, of their own and their families' lives. None of the students 

has done this exercise in a superficial way; however some have 

selected aspects or incidents which they have asked to remain strictly 

confidential, and some have recorded s e lected incidents separately, 

and not included them in their submitted work. 

Major concepts 

1. Social inequality 

(a) Andre Beteille: Students will be introduced to four 

different ways of viewing their world, conflict, structural-functional, 

interactional, and sociology of knowledge through the concept of 

social inequality. 

A main source will be a collection of articles by 

Andre Beteille on social inequality. Beteille states: 

The existence of social inequality in the broadest sense 
is perhaps a common condition of all human societies. 
Social inequality is also one of the most sensitive areas 
of human existence. It is therefore not surprising that 
most people who have sought to examine its nature and 
basis have adopted, what to others appear to be, partisan 
views. Either they have attacked certain institutions 
considered by them to be the cause of inequality in their 
own or in other societies; or they have conceived future 
societies which can be organized on a basis of fundamental 
equality ••.. 

Two dimensions of social inequality can be clarified: (1) 
actually existing differences between individuals in 
terms of property, income, occupation (class), ••• 
(2) combinations of these economic with non economic 
criteria, such as education, accent, skin colour (values, 
norms), ••. 
and it can thus be seen that inequality is derived from 



the distribution of power (through age and sex), 
distribution of income (which then gives power), and 
the distribution of property, all of which provide 
the basic material for different perspectives. 1 
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Beteille develops his concept of social inequality through four 

main points: 

(i) In most societies before, inequality has not only existed in 

fact, but it has also been accepted as normal and legitimate. 

Social inequality belongs not only to the domain of facts which 

can be represented on statistical tables and graphs, but it also 

belongs to the domain of values and norms. 

(ii) Another point which Beteille makes is that the values of a 

society are not always internally consistent, or consistent with 

each other, and may be contradictory, e.g. equality vs. freedom, 

autonomy vs. freedom, so that sometimes there are unstated 

values which are sharply at variance with the ones explicitly 

stated. 

(iii) Historically, different societies have varied greatly in the 

extent to which they have explicitly sanctioned social inequality . 

They have differed also in their relative emphasis on the types 

of social inequality that have been sanctioned. Some have 

sanctioned inequality on the basis of colour, others in terms of 

"refinement and culture". Until recently some of the most power

ful sanctions for social inequality derived from religious 

systems. Yet most of the world religions have also contained 

messages asserting the equality of [men] persons. 

However, in spite of the great diversity of patterns (of 

social inequality) certain trends seem to emerge from a 

consideration of the events of the last one hundred and fifty 

years. Everywhere there seems to have come about a steady 

erosion in the legitimacy accorded to social inequality. If 
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social inequality continues to exist as a fact, it is no longer 

accepted by all as a part of the natural order, but is challenged, 

or at least questioned, at every point. 

(iv) As more and more societies become industrialised they will 

all have the same bases of inequality which will be defined 

increasingly in terms of rational organisational needs, that is, 

in terms of disparities which derive from the unequal distribution 

of power and skill. 2 (This point is taken up by those writing 

from the Marxist perspective, such as Marcuse and Fromm~). 

(b) R.A. Wild: A source which develops the concept of social 

inequality further from a conflict perspective, and which is presented 

in a form accessible to students at this level is Wild's Bradstow: A 

Study of Status, Class, and Power in a Small Australian Town. 4 Wild 

has derived his study from the concepts offered by Max Weber, which 

include perceptions of class and status, power, social mobility, and 

those concepts of social inequality discussed by Beteille (cited 

earlier) whom he acknowledges. Wild's conceptualisation of the 

relationships between class, status, and power are presented in a 

table useful for students 5 (see Figure 9). 

2. Social status 

Key concepts for student discussion have been taken from Wild's 

study as follows: 

(a) Status groups 

Status groups can be defined as those who share a common style 

of life and generally accepted forms of conduct in so far as these 

provide bases for interaction. The recognition of signs and symbols, 

such as dress and accent, the evaluation of common behaviour, and 

the application of such sanctions as membership restrictions in 

voluntary associations, afford such foundations for interaction . 



Objective 
individual 
characteristics 
or attributes 

Social 
relationships 

Power and 
domination 
base 

FIGURE 9. 

Class 

e.g. income 
(source) 
ownership 

class relation
ships: 
e.g. worker/ 
leisured 
employee/ 
employer 
propertied/ 
non-propertied 

economic power 
e.g. control 
over the 
distribution 
of resources 

Status 

e.g. occupation 
education 
religion 
income (amount) 

deference or 
status relation
ship: 
e.g. snobs/no 
hopers 
respectable/ 
ruffians 

social power 
e.g. control 
over the 
distribution 
of prestige 
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Political 
Power 

e.g. position 
of authority 
or rank 

coercive 
relationships: 
e.g. rulers/ 
ruled 
controllers/ 
controlled 

political power 
e.g. control 
over coercive 
sanctions 

RELATIONSHIPS BETWEEN CLASS, STATUS, AND POWER 
ACCORDING TO WILD 

The symbols, qualities, and virtues that constitute a social status 

are accorded honour or prestige by differential evaluation. The 

resulting hierarchy forms the status system. 

(b) Status systems 

In a localised status system, claims to prestige are generally 

organised as rules and expectations that control who successfully 

obtains it with reference to whom, in what ways, and on what criteria. 

Such demands are expressed in conventions and patterns of consumption 

that compose the styles of life of various people at different places 

in the hierarchy. The things done and the things not done are 

conventions that relate to dress, speech, place of residence, type of 

house, make of car, club membership, standard and type of education, 

religion, occupation and ideology. Status equals tend to maintain 

free association among themselves and simultaneously limit it with 
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others. 

(c) Social prestige 

By definition, social prestige rests on subjective attitudes 

such as esteem, deference, admiration, exclusiveness, appreciation, 

honour, respect, condescension, and dignity. Such qualitative 

relationships cannot be briefly described or accurately measured. 

Consequently the investigator must observe and interpret social inter

action and attitudes as well as examine the distribution of occupations, 

income and other status attributes. 

(d) Class 

Wild uses Weber's term, class, referring to people who shared 

similar life chances, and common economic interests under the 

conditions of the commodity or labour market. In the analysis of 

class three separate dichotomies concerning relation to the means of 

production are combined concurrently. These are the propertied and 

propertyless; the employers and the employees; and the leisured and 

the workers. The overlapping categories form the intermediate classes. 

(e) Power 

This _concept describes the ability of a person or a number of 

persons to realise their own will in a communal action even against 

the resistance of others who are participating in the action. 

(f) Politics 

Politics refers to 'interest in the distribution, maintenance, 

or transfer of power' in the sphere of pubic relations and includes 

both actual and potential effects. 6 

Examples to illustrate the students' perceptions of these 

concepts will be drawn from discussion. However studies and collections 

of writings which are also available are: Basil Sansom, The Camp At 

Wallaby Cross7
, which is a study of these concepts within a fringe 
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dwelling group near Darwin in the Northern Territory; Jane Goodale, 

Tiwi Wives 8
, which applies these concepts in a traditional tribal 

context; Michael C. Howard, Aboriginal Power in Australian Society9 , 

a collection of writings to do with power, and Letty Russell, Human 

Liberation in a Feminist Perspective~ A Theology, who writes briefly 

on the relationship between power and status, minority groups and 

women, as they combine in the concepts of "Third World" and "Fourth 

World". She says 

Third World has economic, as well as racial overtones 
pointing towards experiences of economic exploitations 
and colonialism. The term is presently used by groups 
in North America as a way of emphasising that non-white 
groups are a majority of the world's population. They 
make up two-thirds of the world's population although 
they are a minority among those who hold political, 
social, and economic power. Women belong to all these 
various "Worlds", and as such they are numbered among 
the oppressed and the oppressors. Yet in relation to 
the male domination of the social structures of most 
societies women have a growing consciousness of their 
own oppression. In speaking of themselves as an oppressed 
world majority some women have adopted the term Fourth 
World. In this sense (they write), "We identify with all 
women of all races, classes, and countries all over the 
world. The female culture is the Fourth World. 1110 

(g) Norms and status 

The structural-functionalist perspective, with its emphasis on 

continuity, order and maintenance, will be presented through discussion 

of the concept of identity, as it relates to norms and status. 

Norms will be defined as the "rules" that all ~eople in a society 

are expected to accept and live by, or the accepted or required 

behaviour for a person in a particular situation. Discussion points 

would include 

(i) The propositions that norms must be accepted and should be 

accepted, or may be questioned and may not be accepted. 

(ii) The responses to this in terms of 

(1) structural-functionalism: non-adherence to norms 

requires sanctions and punishments, 



(2) conflict: non-adherence to norms is seen as a 

creative catalyst. for change, 
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(3) interactionist: non-adherence to norms is seen as a 

process of re-negotiating to widen meanings. 

(iii) Norms can thus be seen in 

(1) a positive sense, the dynamic: creating order out 

of chaos, or 

(2) a negative sense, the static: a source of inequality 

and discrimination. 

Status will be defined as a position in a society or group. 

Ascribed status is the status given through none of one's own doing, 

e.g. relating to sex and the valuing of male and female, skin colour 

and the valuing of black and white. 

Achieved status is that which is earned or achieved through 

individual and/or group effort, e.g. type of employment, political 

position, function in a group. 

Status inconsistency occurs when two or more factors which 

determine a person's rank or status are not consistent in the way 

they are valued by the social group, e.g. Aboriginal pilot; woman 

engineer; paraplegic gold medallis½ white unemployed solicitor. 

Students will be referred to the text used for their first year 

sociology course to revise these terms 11 which provides a chapter on 

norms, norm conflict, status and role (achieved, ascribed, 

role conflict), other cultures - other norms, society and 

culture, culture and personality, ethnocentrism and cultural 

relativism, sub-culture and contra-culture. 

In presenting the concept of minority group and ethnic group 

through the structural-functionalist perspective of status and norms 

students will be introduced to the concepts of identity, group ident

ification, marginality, and separatism, all of which will be developed 

further later in the course. 
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3. Identity 

(a) Ethnic groups 

In this section on identity students will draw extensively on 

material presented to them in previous courses and in particular should 

use as a resource the texts from these courses, such as Elkin and Handel, 

from which contemporary definitions have been drawn, for example, in 

the contemporary usage of "ethnic group" as a distinctive minority 

segment of society, the members of such a group have a shared identity 

based on (1) a common ancestry, and (2) a common culture. 12 This usage 

has included the following concepts 

(i) A shared identity can be based on the member's own beliefs 

and feelings, or on the beliefs and feelings of both members and non

members. Most ethnic groups include some people who have minimized 

or are in the process of minimizing their identity with the group, 

but who are, however, still regarded as group members by others. 

The core of an ethnic group is usually made up of members who choose 

to' identify themselves as members. 

(ii) Common ancestry implies a common biological background. 

It rests on the shared belief concerning the biological heritage, 

combined with a sense of the group's having inhabited a given geo

graphical area, and therefore their sharing in a distinctive group 

history. 

(iii) A common culture, meaning a culture that is distinctive 

to the minority group in the midst of a dominant culture which 

involves one or more of the following elements - a language that is 

different from the dominant language in the society; a religion; a 

shared awareness of a historical background that is preserved in 

stories, legends, ceremonies, songs, costumes, holidays; some values 

and norms that are distinguishable from those of the dominant majority. 

These diverse components combine in different ways to result in 

different kinds of groups. 13 

The followin~ examples could be used to clarify discussion points. 
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(a) Aboriginal - one who identifies as, and is identified by one's 

own community as Aboriginal; 

(b) Pan Aboriginality - unity of the black nation in spite of 

diversity of tribal groups and urban peoples; 

(c) writing of the history of black Australia; 

(d) the claiming of a women's history of a common women's culture, 14 

(b) Identity 

Identity as it relates to ethnicity has two major dimensions: 

(i) the cognitive, or knowing and recognizing one's ethnicity; and 

(ii) the affective, or feeling the sentiments and emotions deriving 

from one's ethnicity. 

The cognitive dimension relates to the development of an 

information base which may be specifically taught as language, history, 

and culture. This information enables persons to delineate those who 

do and those who do not share their common ancestry. This has implic

ations for any institution which has to differentiate between groups 

of persons for any reason, e.g. education, law, health. The affective 

dimension is focussed on rituals, group singing or dancing, ceremonies 

and other types of group participation that serves to develop a feeling 

of belongingness and emotional attachment to those one recognises as 

sharing a common ancestry. The students should have developed a sound 

cognitive or information base concerning identity from their studies 

in the other courses in the major study which were derived from the 

historical and anthropoiogical and education perspectives. 

The students will be encouraged to seek out and express their own 

examples of the affective dimension from their own experiences and 

from their research and involvement in the student presentations in 

Unit 3 Minority Voices which will be operating concurrently. 

A second point which is crucial to the students' understanding 

of identity is that 



Identity is a concept that allmirs considerable flexibility; 
it varies among members of an ethnic group, it expands and 
contracts, it changes over time, it looms large or small 
depending on the particular context and possibly on the 
adyantage to be gained from manipulating the ethnic label. 15 

11S 

This is a difficult concept for students to understand when much 

of their education is offered as either/or, one or the other, right 

and wrong. In honest discussion of personal experience, however, the 

11allowing" of flexibility can be developed as many of the black students 

and other minority group members can contribute actual examples of 

times when their own sense of belonging has been questioned by either 

themselves or others. 

(iii) Further, Elkin and Handel offer the suggestion that ethnic 

identity with the group boundaries that it implies has both functional 

and dysfunctional aspects. 16_ The functional aspects include the 

comfort and security offered against the impersonality of a mass 

society; and the group identification and accompanying participation 

which act against the "self-hatred" which occurs as a result of 

powerful outsiders' negative definitions. 

Solidarity and separatism are both useful and viable outcomes of 

identification and may operate together. 

The dysfunctional aspects include a restrictive turning inwards 

and dependence. on the group, which impedes development of personal 

potentialities and psychological risk-taking. 

(c) Marginality 

Marginality is a very fruitful concept when applied by members of 

minority groups to their own experience, because it is often the state 

of marginality itself which ensures membership of a minority or power-

less group, rather than membership of a distinct ethnic group. This 

concept is particularly useful for many Aboriginal people who feel 

that they are rejected as European (even though they may have some 

racial claim) and also rejected by other Aboriginal people as not being 
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Aboriginal (even though again they may have some racial claim). Thus 

it is their labelling by the powerful into marginality which is the 

problem, not their "ethnic" membership. Marginality may also arise 

as an affective force from the individual's own feelings of identity. 

A person may have strong links to two or more socio-cultural groups 

but not identify fully with either. 

Marcia Langton presents a very powerful argument concerning 11t he 

insidious ideology of tribal, and detribalized Aborigines - the 11real" 

Aborigines and the rest of "us", in which she cites E. Kolig 

"Aborigines . . . have to find identity in relation to "the others 11 
• • • 

they drauJ on their social, inteZZect and the result uZtimately is 

their AboriginaU ty . 111 7 

Three points about marginality which could be used as discussion 

starters are 

(i) Inner conflicts often result from attempting to fulfil the 

expectatio~s and obligations from two social worlds (reference groups). 

These conflicts can include an inconsistent self-concept, guilt, and 

frustration. 18 

(ii) Problems often arise when minority group children change 

their reference groups (the groups by whose standards one judges one's 

behaviour) from that accepted by their parents to another conflicting 

or different one. 19 

(iii) Marginality can be a very positive position which offsets 

the anxiety and uncertainty by allowing a wider than usual range of 

experience and insights into the problems of several groups, 

including those who are deeply committed to the preservation of their 

distinctive ethnic cultures and those who feel caught in ethnic 

pressures and counter pressures. 20 This last point, however, notice

ably contrasts with the others. It arises from the interactionist 

perspective of looking at the world, rather than the structural . . 
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functionalist. It views "marginality" as a positive and dynamic 

challenge to the status quo, and it thus encourages the expectation 

that changes must occur. 

Examples of these terms and concepts can be extracted from a 

variety of minority groups (see for example The Other Minorities by 

E S • 21) • agarin • 

Im excellent article for student use by J. Harris clarifies the 

concept of identity in terms of the relationship between identity and 

self, identity as a social location, and individual and social identity 

with his distinctions of "the boundary.from within" and "the boundary 

from without", and these concepts are further elucidated by Aboriginal 

and Islander speakers in the Race and Culture Lecture series by such 

persons as Eric Willmot and Bruce McGuiness. 22 

4. Interactionist theory 

Again, in this section, students should review critically material 

previously presented in other courses. 

Two representative interactionists are Charles Horton Cooley and 

George Herbert Mead. 

(a) Charles Horton Cooley 

Cooley's theory is that a fully developed human nature which is 

made up of sentiments or feelings is 

(i) a product of involvement with other human beings, and 

(ii) developed in primary groups or those consisting of significant 

others. 

Human nature is thus a product rather than a precondition of 

socialization; it develops,in interaction with those who are important 

those simple face to face groups that are somewhat 
alike in all societies; groups of the family, the 
playground, the neighbourhood. In the essential 
similarity of these is to be found the basis in 
experience for similar ideas and sentiments in the 
human mind. 23 

Cooley's theory is that sentiments such as honour, ridicule, 

courage and generosity, arc distinctively human and possibly in ali 
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human societies and thus are not limited to certain cultures although 

they receive varying emphases and are expressed differently in different 

cultures. Elkin and Handel, to which the students will be referred, 

explain that Cooley suggests that sentiments, on which human nature 

is based, comprise two capacities. One is to be able to empathize 

with others, to place oneself imaginatively in their positions and 

to be aware of their feelings. The second is the ability to symbolize, 

to give meaning, both cognitively and emotionally to sounds, gestures 

and signs of various kinds. For example, gestures are symbols because 

they stand for something other than themselves. A shaken fist in 

some cultures is a threat, in some, defiance. It provokes a feeling 

in the one who makes the gesture, and an anticipated response in the 

one who receives it.24 

(b) George Herbert Mead 

George Herbert Mead's theory is similar to that of Cooley but 

Mead believed that the self was the focus. Mead has been explained 

as follows: 

The self is the capacity to represent to oneself 
what one wishes to communicate to others ... Only 
humans can self-consciously and purposively represent 
to themselves that which they wish to r epresent to 
others.... 25 

Mead believed that two stages of observation of others' activities 

allow the development of self. The play stage where children p lay at 

being the others who are significant to them, where they take the 

roles of others; and the game stage, where children have to be aware 

of the complex organization of roles and the relationships between 

them so that they can each understand or be able to take the role of 

everyone else in order to participate. Each child must know what 

everyone else is going to do in order to carry out his/her own role. 

Mead himself wrote 



This getting of the broad activities of any given social 
whole or organized society as such within the experimental 
field of any one of the individuals involved .•• is .•. 
the essential basis and prerequisite of the fullest 
development of that individual's self. Only in so far as 
he (sic) takes the attitude of the organized social group 
to which he (sic) belongs toward the organized co-operative 
social activity or set of such activities in which that 
group •.• is engaged, does he (sic) develop .a complete 
self ..• And, on the other hand, the complex co-operative 
processes and activities and institutional functioning of 
organized human society are also possible only in so 
far as every individual involved in them •.. can take the 
general attitudes of all other such individuals with 
reference to these processes and activities and 
institutional £unctionings, and to the organized social 
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whole of experi.ential relations and interactions thereby 
constituted and can direct his (sic) behaviour accordingly. 26 

One of Mead's most interesting concepts is that of society 

coming to exist within the individual as well as outside him or her. 

According to Elkin and Handel role models who can present themselves 

to the child with authority to state rules and to enforce them with 

positive and negative sanctions play an important part in the develop

ment of self. This means that the self is established (a) by taking 

the role of the other, and (b) through internalizing the values and 

norms that are effectively presented by authoritative role models. 27 

(c) Self-labelling 

Self-labelling is a concept in interactionist theory which holds 

some important ideas for minority group persons. It is described 

clearly by Howard Becker in his book Outsiders: Studies in the Socio

Io gy of Deviance . 2 8 

The self-labelling process works as follows 

(a) A label is fixed to a minority person, e.g. Aboriginal people 

are lazy and will not work. 

(b) Society responds to the label, e.g. employers prefer to employ 

whites. 

(c) The labelled person responds to society's response, i.e. believes 

that Aboriginal people do not work, and so becomes a person who 



120 

does not work. 

Cooley explains this process as · the ''looking glass effect" which 

comprises: 

(a) Our imagination of our appearance or being.· 

(b) Our imagination of how others judge us. 

(c) Our resultant feelings of shame or pride. 

Mead can be ·seen to explain the same process in terms of the "I" 

and the "Me". 

(a) With "significant others" the individual reacts as "I", the 

personalised self. 

(b) With "generalised others'1 the individual reacts as "Me", the 

social self. 

(c) If the generalised other (society, group) labels ''Me" negatively, 

then the way "I" label myself will be negative. 

Thus interactionist theory says of minority groups that to be different 

(or deviant) is not wrong or inferior. It is simply different from 

the majority. It is in interaction with the majority or powerful 

group that people who are different make themselves visible. Inter

actionist theory is based on the understanding that "Nothing is 

different in and of itself". Something or someone is on~y different 

in relation to something else. 

When we talk about differences or deviance we must ask 

(i) Different from what, or from whom? 

(ii) Deviant from what standard or what norm? 

(iii) Who sets the norms? 

(iv) Is the majority necessarily the best, or right, as a criterion? 

(d) Master and auxilliary status traits 

Becker develops labelling theory further through his use of 

"trai t theory I!, that is, the applying of "master" and "auxi l liary" 

status traits 29 for which he acknowledges Everett C. Hughes.30 
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(i) Most statuses have one key trait which serves to distinguish 

those who belong from those who do not, i.e. a master status plus an 

informal expectation of certain auxilliaries, e.g. doctor - upper

middle class, white, male. There can also be an informal expectation 

of certain status traits and not others, e.g. Aboriginal - unemployed 

or labourer rather than teacher. 

(ii) People sometimes have a master status trait but lack some of 

the informally expected characteristics, e.g. doctor, but not a male; 

student, but not poor. Statuses that are well thought of are desired 

and desirable, but possession of one deviant trait may have a 

generalised symbolic value so that people automatically assume that 

its bearer possesses other undesirable traits allegedly associated 

with it. For example, after one offe-i:i-ce a person can be labelled 

"criminal" and then many other traits are assumed. 

(iii) Master and subordinate statuses. Some statuses over-ride all 

other statuses and have a certain priority. Race is one of these, 

especially if the associated skin colour is black. Becker explains: 

Membership in the Negro race, as socially defined, will 
over-ride most other status considerations in most other 
situations; the fact that one is a physician, or middle
class, or female, will not protect one from being treated 
as a Negro first and any of these other things second.31 

It follows, too, that treating persons as though they were generally 

rather than specifically 'deviant' produces a self-fulfilling prophecy 

which in turn cuts them off from participation in conventional 

groups and thus restricts interaction which may foster an awareness of 

specific 'deviances' rather than a generalised one. 

5. Negative identity 

(a) Erik Erikson 

In one's effort to develop identity one must take into account 

the bonds that have been built between oneself and others in the past 
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as well as a possible direction for the future. The identity serves 

as an anchor point which allows the person an essential experience of 

continuity in social relationships. Thus Erikson called his theory 

one of psycho-social development in order to show the unbreakable link 

between the individual and the individual's social context. Erikson 

says 

... the young individual must learn to be most himself 
(sic) where he (sic) means the most to others - those 
others to be sure, who have come to mean most to him 
(sic). The term identity expresses such a mutual 
relationship in that it connotes both a persistent same
ness within oneself (self sameness) and a persistent 
sharing of some kind of essential character with others. 32 

This cultural component of identity requires that personal 

identity reflects some of the value orientation of the individual's 

reference groups as well as the value orientation of the nation so 

that the resolution of the search for identity is the final step in 

the internalization of cultural values. A major threat to identity 

formation exists if there is a lack of coherence between the cultural 

expectations and demands of the community and the persistent demands 

of meaningful others. 

(b) Negative identity: This occurs when cultural expectations 

and demands provide the young person with a clearly defined self-image 

which is completely contrary to the cultural values of the wider 

powerful mainstream.community, e.g. being gay, being an independent 

woman, being aggressively black. 

If the .young person accepts negative labels, and sees no way of 

changing these labels, then she/he validates this negative identity 

by continuing to behave in ways that will strengthen it. 

Erikson states that "the negative identit;y has its roots 1.,n the 

t;ypes despised in chi'ldhood. 1133 He says that the tenn negative 

identity comprises everything a child is told not to be in his or her 

socialization. One learns in childhood what is valued and what is not. 
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All those lifestyles or roles that are presented in a negative way are 

judged to be negative identities. To change a negative identity into 

a positive one takes effort and three attitudes: 

(i) 

(ii) 

(iii) 

awareness, of what has originally been taught; 

anger, that judgements have been made, and 

acceptance, that if the fact of the lifestyle cannot be changed, 

e.g. a criminal act, then a positive label can still be made 

from it. 

An example of this has been related by Bobbi Sykes who, speaking 

in Townsville to a group of students, explained that Aboriginal mothers 

in Redfern were calling their children as they played with them, the 

negative names that they expected the children would be called at 

school. They believed that if the children heard these words used 

first in a positive, supportive context the words would lose their 

power to do so much damage when used destructively by outsiders in a 

hostile or less caring context. 34 

Erikson believes that minority persons need to come to terms 

with the demands of wider society and feel good about their relation

ship with society as a whole. This may be done by accepting the 

positive cultural valuing of the smaller minority group to which one 

belongs rather than the negative valuing of .the wider society. This, 

however, is easier .said than done as the concept and reality of power 

intervenes. 

6. Stigma 

(a) Erving Goffman 

Erving Goffman defines 'stigma' as an undesired differentness, 

a mark or a sign designed to reveal something undesirable. 35 He then 

groups people who do not depart negatively from the particular 

expectations at issue as 'normals', and those who do (those who 
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(b) The discredited and the discreditable 
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The discredited are those who can assume that their different

ness is known about already or is evident on the spot; and the dis

creditable are those who can assume that it is neither known about 

by those present nor immediately perceivable by them. 

The issue for the discreditable is how to manage information 

about themselves, how to know who can be trusted with their secret; to 

display or not to display, to te 11 or not to te 11, to let on or not to 

let on, to lie or not to lie, and in each case, to whom, how, when and 

where. 

The issue for the discredited is how to manage the tension 

generated during social contacts with people who look down on them, or 

discredit them36 , to flaunt or not to flaunt, to defend oneself or to 

remain quiet, to try to educate the ignorant or to ignore them. 

Toe labelling of persons is a very powerful tool used against 

those labelled the discreditable, for example, many light skinned 

blacks, homosexual men and lesbian women, persons who have had 

operations such as coleostomy or iliostomy. Often the fear of 

exposure is more harmful than the real consequences of exposure. 

Often, however, the fear is justified. This theory provides the dis 

creditable with a framework for handling their tension, and the dis 

credited with guidelines to help explain their own responses. 

The use of language here is a fascinating one in that the minority 

group person is labelled in both cases as a negative 'dis'. and this 

refers to the credit or valuing placed by society on those labelled. 

Changing the labels in this theory by minority group persons should 

yield some interesting new aspects of this concept. 

(c) Passing: This term refers to "roceiving and accepting 

treatment based on false suppositions concerning oneself ..• the 
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management of undisclosed discrediting information about the se"lf .. . "37 

This term had application to those Aboriginal persons, mainly in the 

past now, who for a wide variety of reasons relating to racism, 

prejudice, and discrimination, passed as 'white', 'Indian' or other, 

in order not to be known as Aboriginal. It also is pertinent to those 

homosexual men and lesbian women who are "in the closet", "living as 

straight" and do :not want their sexual preference known, again for a 

variety of reasons relating to prejudice and discrimination in such 

areas as housing, employment, child custody, family relationships . 

(d) Symbols: Goffman identifies pres t i ge symbols and stigma 

symbols. 38 He says symbols such as badges, rings, clothes, fill out 

an image of a person which has already conveyed social information. 

Social information conveyed by a symbol can establish a special claim 

to prestige, honour, or desirable class position. 

St_igma symbols are signs which are especially effective in drawing 

attention to a debasing identity discrepancy, breaking up what could 

otherwise be a coherent overall picture with a consequent reduction 

in our valuation of the individual; for example, the shaved head of a 

man just out of prison, the inverted pink triangle homosexuals were 

forced to wear under the Nazi regime in Germany. A third set of 

symbols, the disidentifiers, are those used by the actor to throw 

severe doubt on what would otherwise be a clear image of a person. 

For example, an Aboriginal man in a suit but wearing a red headband, 

or deliberately using Aboriginal English speech patterns to a white 

audience. 

Goffman makes the point that the importance of symbolism becomes 

apparent when it is under s tood that the stigma and the effort to 

conceal it or remedy it become "fixed" as part of personal identity. 39 

(e) Visibility is the perceptibility of the stigma and is a 

criterion for the effectiveness of communication between a stigmatised 

person and others. (This concept is closely related to that of the 
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discredited/discreditable). Goffman describes three classifications: 

(i) 

(ii) 

(iii) 

known-about-ness: from obviousness or previous knowledge. 

obtrusiveness: interferes with communication etiquette or 
feedback mechanics of spoken interaction. 

perceived focus: the sphere of life activity from which the 
individual is disqualified by stigma. 

For example, a facial disfigurement or skin colour is a focus in a 

social situation, but it does not affect work competence as such. 

Diabetes is not usually a focus in a social situation, but it does 

affect work. 

(f) Forbidden places for the discreditable as described by · 

Goffman include 

(i) Forbidden places, where persons of the kind one can be shown 

to be are forbidden to be, and where exposure means expulsion (the 

disguise which is accepted but obviously not true). 

(ii) Civil places, where persons of the individual's kind, when 

known to be of that kind are carefully and sometimes painfully 

treated as if they were not disqualified for routine acceptance, when 

in fact they somewhat are. 

(iii) Back places, where persons of the individual's kind stand 

exposed and find they need not try to conceal their stigma, or ignore 

it.40 

7. Role theory 

In this topic students will use both the structural-functionalist 

and the interactionist perspectives. 

(a) Role plaving is one way we have of attempting to reduce 

the complexity of our relationships so that we have some guidelines 

on 

(i) how others will expect us to act; 

(ii) how others will expect us to react to them, and 
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(iii) how we can expect others to react to us. 

Thus role playing 

(i) guides us in acting and reacting; 

(ii) can be used to both constrain and expand our repertoire of 

behaviour; 

(iii) is only an act, i.e. not inherently part of the individual, 

and 

(iv) is therefore part of our creation of reality. 

Thus 

Social roles should be considered not as fixed attributes 
of social status positions, but as performances made or 
accepted according to the situation of the social interaction. 41 

A status; as distinct from the individual who may occupy it, is 

simply a collection of rights and duties. 

A role represents the dynamic aspect of a status. The individual 

is socially assigned to a status and occupies it in relation to other 

statuses. When one puts the rights and duties which constitute the 

status into effect, one is performing a role. 

Every individual has a series of roles deriving from the various 

patterns in which one participates, and at the same time a role, 

general, which represents the sum total of these roles and determines 

what the individual does for society and what then can be expected 

from it. 

Role theory arises out of social interaction and can be seen as 

the point at which individual and society meet. Each role includes 

a range of required to prohibited behaviours. 

(b) Talcott Parsons 

Role theory is presented differently by Talcott Parsons as a 

structural-functionalist, and by Turner as a social interactionist. 

Parsons was essentially a systems analyst who developed a framework of 

pattern variables from which analysis of interactions in social systems 
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could be done, i.e. in one social system it could be generalised that 

the actors in interaction would tend towards one or other end of 

certain scales of concepts (see Figure 10). 

Affectivity - Affective 
neutrality 

Specificity -
Diffuseness 

Universalism -
Particularism 

Quality - Performance 

Self Orientation -
Collectivity 

FIGURE 10. 

Nature of dilemma facing the actor 

whether he [sic] should try to obtain 
immediate satisfaction in a social 
situation or whether he [sic] should be 
willing to defer this.' 

'dilemma •.• between basing a relationship 
on a single interest or on a number of 
interests.' 

'should one actor treat another for certain 
purposes, in terms of certain criteria or 
rules which would apply to anyone, regard
less of any other characteristics which 
he [sic] may have or should he treat him 
first and foremost as a member of a 
special category which is related to him in 
a certain way?' 

'The ••• dilemma is between treating 
another person in terms of what, or who 
he [sic] is, rather than in terms of what 
he can be expected to do.' 

'Does one give primary emphasis to one's 
own interests or to those of the 
collectivity?' 

PARSON'S PATTERN VARIABLES~ 2 

Parsons sees roles as aspects of the normative order of society, 

as something external to the actor which are internalized through 

socialization. 

Parsons sees a symbolic system of meanings as an element of order 

imposed on the realistic situation so that all the interactors have 

the same interpretations and expectations of an incident or series of 

incidents. 113 
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(c) R. Turner 

The symbolic interactionist position of which Turner44 is 

representative is centrally concerned with the human tendency to relate 

to other persons, things, and situations symbolically, that is, in 

personal terms with personal meanings. This means that nothing first 

is. It has to be interpreted, evaluated, and defined, so that the 

person can then act according to this interpretation. Turner's approach 

explains that roles exist in varying degrees of concreteness and 

consistency, while individuals confidently frame behaviour as if they 

had unequivocal existence and clarity. In so behaving the individual 

actor constructs a social reality. That is, by behaving as if roles 

were real, on the one hand ones own and others' expectations and definit

ions are supported, and on the other hand a situation is created where 

oneself and others are likely to see behaviour as being governed by some 

external reality. 45 It is a process whereby meanings and expectations 

are negotiated and created within the interactions. For example, in the 

study of a doctor-patient relationship, Turner, the symbolic interaction

ist, would investigate the ways in which the distinctive aspects of the 

doctor-patient interaction build up in the interaction and are sustained 

or threatened. Parsons, using the systems approach (structural-functionalism) 

simply assumes these patterns and "explains" why they are necessary. 

Parsons sees interaction as a continual process_ of moulding the 

actor towards the norm, so in cases of deviance the actors are encour

aged to conform, or are punished. Turner sees interaction as 

contributing to personal definition, so in cases of deviance one looks 

for creative, constructive, innovation. 

The meeting between the individual and society described by 

interactionist theory can be outlined as follows: 

1. Observe the person for clues in behaviour and appearance to 

answer the question ''IVho are you"? 
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2. Categorize the person according to learned culturally prescribed 

categories.(Categories thus focus attention on certain obvious 

aspects). 

3. The person is thus 'typed' or 'labelled' or •socially identified' 

by others. (The person can either accept or reject this social 

identification. Radical change can occur if whole groups reject 

it). 

4. The group consensually validates this identity and reacts to 

dominant or appropriate identities. 

5. This validation occurs by applying expectations, values, 

attitudes• rights, ob ligations which I go with' the identity 

attributed to the person. 

Thus manifest social roles are those consensually regarded as 

relevant to them in a given setting. Latent social roles are defined 

by group members as those irrelevant, inappropriate or illegitimate 

in the context. Conflict occurs when a minority group defines 

"latent roles" in a form different to the mainstream. 
r 

Because 'role' depends on predetermined expectations, an under-

standing of how the encounter/interaction works or functions is a 

prerequisite for change. 

It is important to realise that the people who control those 

expectations hold the power to determine what is real, consequential, 

trivial, deviant or acceptable behaviour. 

(d) Using the interaction model 

Three things are clear about the interaction model. 

1. Social change could entail giving more value to what are now 

deemed latent social roles and reducing the valuing put on what 

are now manifest social roles according to the definitions of 

the minority group involved. 

2. Change would depend on changing the expectations of roles, and/or 
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3. Reducing the power of those who enforce expectations or giving 

power to someone else. 

The expectations of powerful others can be accepted by an 

individual in influencing the ways a role will be enacted and the 

personality of the individual will also determine an individuality 

in the way a role will be enacted. 

It is important to note that in some cases role behaviour is 

quite clearly governed by normative, prescriptive regulations, but in 

others it is governed only by habit, by what usually happens, a 

constantly on-going series of interactive negotiations. 46 

(e) The presentation of self 

Goffman in his The Presentation of Self cited Ichheiser 

The individual will have to act so that [he] intentionally 
or unintentionally expresses himself and the others in 
turn will have to be impressed in some way by him. 47 

And Goffman points out that this presents a potentially infinite cycle 

of concealment, discovery, false revelation, and rediscovery. 

Together the participants contribute to a single overall 
definition of the situation which involves not so much 
a real agreement as to what exists, but rather a real 
agreement as to whose claims concerning what issues will 
be temporarily honoured. Real agreement will also exist 
concerning the desirability of avoiding an open conflict 
of definitions of the situation ..• this level of agree
ment can be referred to as a "working consensus" ••• the 
working consensus established in one interaction setting 
will be quite different in content from the working 
consensus established in a different type of setting . 
••• An interaction can be purposely set up as a time and 
place for voicing differences in opinion but then other 
rules must be agreed on to handle the conflict - it may 
become more formalised.~ 8 

8. Conclusion 

To conclude this unit on Describing Minority Groups the inter

actionist perspective will be discussed by students through King's 

study 11Theories of Deviance and Teacher Strategies: Applications in 

Sociology of Education". 49 This article should have particular and 
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(a) Discussion point one 

Interactionists question whether at this organisational and 

community level deviance (conflict) is necessarily damaging to social 

operations and whether organisations are so conducted as to prevent 

deviance from occurring. Indeed it is often argued that deviant acts 

and roles may play an important part in preserving social structures. 

Acts labelled as deviant have in many instances made a positive 

contribution to continuing interaction. 

(b) Discussion point two 

According to King, children in schools learn to value quietness, 

uncritical audience behaviour, order, conformity, time and its loss, 

waiting, politeness, deference. They learn to pretend to be informed 

and to invoke authority in situations of ignorance. Students less 

committed to institutionalised identities attempt various role 

behaviours, some of which are objected to by teachers who in turn 

evoke certain of the school's repertoire of desisters. Teachers may 

thereby lose the unique contribution of divergent (deviant) responses 

such as innovation, initiation and transposition. 

(c) Discussion point three 

Some discussion questions concerning role theory and social and 

organisational change arise out of the following positions: 

(i) Role theory is to do with analysis and description. It is 

not meant to pass moral judgement on whether participants in 

interaction should conform or not to the expectations inherent 

in roles. This is, however, what happens in the reality which 

the theory attempts to describe. 

(ii) People do conform because of systems of reward and punishment 

which operate in organisations in which specific roles operate. 

The degree of conformity or non-conformity to role expectations 
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expectations and role perceptions change. 
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(iii) While every person has an idiosyncratic pattern of role 

behaviours, (thus no two persons fill the role of teacher in 

exactly the same ways) still, the well-socialised person is one 

whose behaviours are appropriate to the expectations set by the 

social group with which interaction occurs. 

The individual still has the option to choose or reject the well

socialised image, or to choose the wider social group expectations in 

some instances," and the minority group expectations in others. 

The extreme sanctions for un-socialised role behaviour are 

dismissal from employment, incarceration in mental institutions, prison. 

(d) Describing minority groups: class activitv 

Students will be given Elkin and Handel's four main character-· 

istics of a minority (ethnic) group: 

(a) visible aspects of a distinct cultural heritage; 

(b) subtle aspects of personal relationships; 

(c) distinctive world view and codes of behaviour that provide the 

raison d'etre for the behaviour of the group; 

(d) feelings and sentiments enter into all aspects of transmission 

of cultural practices, ideas, and beliefs including those that 

form part of daily routine and those that are part of heightened 

ceremonial occasions. 50 

The students will 

(a) use these points as a framework to discuss the content of their 

personal statement. 

(b) Critically comment on the four points as to their validity as 

a framework. 
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B. Unit 2: Describing minority group responses: issues and concepts 

Introduction 

In this unit students will be engaged in seeking out and exploring 

in a philosophical sense the responses which minority groups and 

individuals have made and are making to their perceived oppression. 

Through lecture-discussions students will explore briefly some of the 

negative responses, and then, through six broad themes they will 

explore some of the positive responses, The material in this section 

is thus presented in a more tentative exploratory style. Students 

will not only be responding critically to the ideas presented but 

will also be expected to make some response to the relevance of the 

concepts in explaining their own experience, and to contribute their 

own perspectives, analyses and frameworks. 

At the end of this unit students will have completed their first 

assessable activity, the writing and analysing of a personal statement 

of identity. Running concurrently with this unit is the student 

presentation strand, Unit 3: Minority Voices. There should be an 

interaction of content between Unit 2 and Unit 3 where appropriate. 

Thus Unit 2 should provide some starting points and concepts to 

enable a positive start to be made on the group project in Unit 4: 

Identifying Local and Personal Issues. 

Aboriginal and Islander students participating in the lecture

discussions will be encouraged to contribute examples from their own 

experience and knowledge base, as will other minority group members 

if they feel it appropriate. 

In looking at some of the negative responses to oppression 

students will be acknowledging the realities of their social group 

histories and developing an understanding of their present realities 

(see Letty Russell, creating a usable past and a usable future). 1 
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In looking at the positive responses through several broad 

themes, students will be developing the ideas which will enable them 

to create usable futures. 

Students will be directed to re-read Chapter 6, "Social 

Differentiation: Race, Ethnicity, Sex, Age" from Landis 2
, their first 

year sociology text. 

1. Response theory : a negative model 

(a) Gordon Allport 

Allport says that it is possible to identify distinctive traits 

due to victimization in minority group members. He says that 

since no-one can be indifferent to the abuse and 
expectations of others we must anticipate that ego
defensiveness will frequently be found among members 
of groups that are set off for ridicule, disparagment, 
and discrimination. It could not be otherwise. 3 

Allport points out however that 

(i) persecution produced traits are not all unpleasant. some are 

socially pleasing and constructive, and 

(ii) ego defenses develop according to who the individual is, so 

that "every form of ego defense may be found among members 

of every persecuted group. ,,4 

(b) Character traits or responses 

Allport lists and describes fifteen responses or character traits 

which could occur in contexts of oppression or victimization. 

(i) Obsessive concern is manifested in feelings of continual 

alertness, impending doom, insecurity and anxiety. 

(ii) Denial of membership in a disparaged group may be permanent, 

opportunistic and temporary or partial (such as anglicising 

one's name, or straightening one's hair). 

(iii)· Withdrawal and passivity so that the mask of contentment 

becomes a means of survival; passive acquiescence instead of 
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rebellion and aggression becomes a characteristic response as 

one strives to be inconspicuous in the outer world; fantasy 

becomes ~n escape; cringing and sychophancy are used to survive 

in situations where this is expected. 

(iv) Clowning includes caricaturing one's own group and being 

gratified by the applause; protective clowning within one's 

group as a symbolic vent for anger (such as exaggerating accent 

or mannerisms); pathos, a sarcastic or cynical lamenting at one's 

situation. 

(v) Strengthening in group ties is manifested as clannishness, a 

feeling of special solidarity over the group symbols, and 

prejudice in favour of the members of the group. 

(vi) Shyness and cunning is the feeling that it is fair and praise-

(vii) 

worthy to cheat an outsider. This is seen in acts of petty 

revenge, such as small scale stealing and vandalism, and all 

sorts of pretence, such as ingratiation and flattery to gain 

favour, playing the clown and generally cheapening the ethics of 

human relations in the interests of both survival and revenge. 

Identification with the dominant group or self-hate is not a 

pretence, but a genuine, mental identification with the practices, 

outlook and prejudices of the dominant group, and includes a 

sense of shame at being a member of the minority group. For 

example, the unemployed who will not apply for unemployment 

benefit because they feel that they themselves are at fault when 

the reality is that there are no jobs. 

(viii). Aggression against one's own group occurs when prejudice is 

at a "normal" level, and bickering and dissatisfaction with 

pther in-group members occurs as a form of ego defence. This 

could be based on classism, sexism, or splits over policy, 
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perspectives, or organisation. ·However, if the level of 

persecution rises, for example, if police begin harassing homo

sexual men on beats, or a major exodus of people is ordered from 

an Aboriginal community, then the in-group is driven or drawn 

together for protection. In a sense, aggression against one's 

own group is a freeing of the self from responsibility for the 

handicap borne by the group. 

(ix) Prejudice against out-groups occurs when, deprived of power 

and status, some minority group members crave power and status. 

As victims of prejudice, they inflict on others what they them

selves receive. 

(x) Sympathy and compassion are the natural responses of some 

individuals and minority groups towards the plight of all 

sufferers from oppression. Their own trials and sufferings make 

for understanding and sympathy. (Allport says that being a 

victim oneself disposes one either to develop aggression toward, 

or sympathy with, other out-groups. Victimization can scarcely 

leave an individual with a merely normal amount of prejudice). 5 

(xi) Fighting back [militancy] occurs as frustration breeds 

(xii) 

aggression, and some groups react eventually by refusing to 

"take it". 

Realizing the futility of violence, some victims of prejudice 
join political or actionist organisations pledged to improve 
the existing situation ••• (e.g. left wing political parties). 
The fact that minority groups often embrace liberal or 
radical political action means that they will be accused of 
being trouble-makers and agitators ••• (as they are) driven 
to the forefront of social change. 6 

Enhanced striving, the redoubling of one's efforts, is seen 

as a healthy response to an obstacle. Such direct compensation 

for an inferiority is a very highly approved of type of response 

in Australian mainstream culture. For example, English as a 

second language speakers who attend night schools as well as 
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day-long schools, women who do twice as well in order to get the 

same recognition as men. 

(xiii) Symbolic status striving is manifested in "over-doing it" in 

some of the questionable but obvious aspects of the dominant 

culture. For example, flashy dress, cars, houses; sexual 

conquest; pretentious use of language; and the exaggerated 

(xiv) 

(xv) 

use of occasions of ritual, parade, and ceremony. 

Neuroticism is a mental health condition where victims of 

prejudice learn to live their lives under a condition of mild 

disassociation. This is alleviated if the members of a minority 

group are comfortable within the group. If, however, they are 

not comfortable either in the group or outside, then this response 

may become severe. 

The self-fulfilling prophecy is based on the premise that what 

people communicate to others will help fashion what they become. 

This can be, therefore, a vicious or benign circle, depending on 

the power of the minority group. 

Allport provides the following hypothetical example of the 

development of defensive responses which illuminates the essence of 

his theory. 

A child who finds himself rejected and attacked on all 
sides is not likely to develop dignity and poise as his 
outstanding traits. On the contrary he develops defenses. 
Like a dwarf in a land of menacing giants he cannot fight 
on equal terms. He is forced to listen to their derision 
and laughter and submit to their abuse. 

There are a great many things a dwarf child may do, all of 
them serving as his ego defenses. He may withdraw into 
himself, speaking little to the giants and never honestly. 
He may band together with other dwarfs, sticking close to 
them for comfort and self respect. He may try to cheat 
the giants when he can and thus have a taste of sweet 
revenge. He may in desperation occasionally push some 
giant off the sidewalk or throw a rock -at him when it is 
safe to do so. Or he may out of despair find himself 
acting the part that the giant expects, and gradually grow 
to share his master's own uncomplimentary view of dwarfs. 
His natural self- love may, under the persistent blows of 
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contempt, turn his spirit to cringing and self-hate.7* 

(c) Black Australian responses in terms of Allport' s theory 

Students will be referred to Paul Wilson, Black Death, White 

Hands, which documents and discusses violence on Queensland Aboriginal 

Reserves 8 , Garth Nettheim, Victims of the Law: Black Queenslanders 

·Today9, and studies of the family such as those by Hazel Smith and 

Ellen Biddle, Look Forward Not Back, and Fay Gale, 'Aboriginal Values 

in Relation to Poverty in Adelaide' (both of which describe Aboriginal 

families in non-Aboriginal value frameworks) .10 

(d) 'Deviance' as a creative response 

It must be emphasised that many minority group responses are 

often seen as deviant from the accepted nonns and therefore are 

negative and therefore must be changed or punished according to the 

structural-functionalist perspective. However many of these responses 

show considerable creative use of human resources, and all responses 

should be carefully reviewed for the meanings they contain (inter

actionist and conflict perspectives). For example, although madness 

is usually a result of extreme alienation, it is also the ultimate 

escape, short of death, from intolerable oppression or victimization. 

It is often pursued against great odds and often resisted against all 

reason. 

Foucault, in his Madness and Civilisation, tal~s of those who 

are ":resisting by their Oum strength that gigantic mo'I'al imprisonment 

which we are in the habit of caUing ... the liberation of the insane. 1111 

Phyllis Chesler writes also, in Women and Madness, of the escape from 

an intolerable situation which many, especially women, make.1 2 

Of the same order as madness, as creative 'deviant' responses, 

are drugs of all kinds when taken excessively, some physical illnesses, 

* Although it is not my usual practice, I have chosen in this instance 
to let Allport's sexist language stand, so that the flow of the· 
passage will not be interruoted. 
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suicide as an extreme, and violence, self mutilation and withdrawal. 

In recognition of this,for example, see the case of Alwyn Peters of 

Mapoon who killed his de facto wife after a drinking session. 13 In 

court this case was judged on the past history of mental and physical 

violence done to his commtmi ty, rather than on his intent to do harm. 

Bobbi Sykes talks of the Aboriginal lifestyle which is forced to 

use crime of different kinds as "access to food" as contrasted with 

more affluent parts of society which use employment as access to 

food. 14 Sykes describes such crimes as manipulation of social security 

payment systems, petty theft of food and items easily sold for cash, 

and political crime as retaliatory action on a societal level. 

Students need to discuss these incidents and case studies in 

terms of their meanings for all involved and raise and examine some 

of the basic philosophical stances taken. 

2. Positive responses in terms of self-actualization and group 
identity 

(a) Letty Russell 

Letty Russell's writing will be used to set the tone for this 

part of the unit. She says that there are some who are 

already on their way toward freedom ••. they have not yet 
arrived because no-one is free until all are free. The 
horizon changes but does not disappear because a few 
people gain new privileges and responsibilities. 15 

The students will be introduced to, and explore through discussion, 

the themes of freedom, separatism, language as a political act, 

critical consciousness, human rights and civil liberties, and 

liberation theology. In exploring these themes students will make 

strong links with (a) the theories discussed in Unit 1 (that is, they 

wil 1 attempt to place the theme in the context of each of the theories), 

and (b) the Australian Aboriginal and Islander experience (that is, 

they will identify activi ties, movements and feelings from Aboriginal 
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"Experiences of Freedom", Wilcannia). l6 

3. Concepts of freedom 

(a) The dimensions of the concept 
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If equality is based on the balance of power (see status) then 

some people can control the quality of life of others. Therefore a 

lack of freedom is a lack of liberty. If we understand that those 

who lack freedom lack power, then we see that those who have freedom 

and have power are not going to give them up easily. 

Erich Fromm in The Fear of Freedom says 

The meariing of freedom changes according to man's (sic) 
awareness and conception of himself (sic) as an 
independent and separate being. 17 

Therefore we must ask and answer some f,mdamental questions: 

What is the nature of the individual? 

How is being human concerned with using certain freedoms? 

What is the nature of society? 

What kinds of freedom/liberty are required or allowed? 

Do we learn to be free? 

Two kinds of freedom are readily identified by :those who have 

written on this subject: 

(a) Freedom from who or what is oppressing them; that is, the 

absence of constraints which prevent the achieving of certain 

goals. 

(b) Freedom to, or the achieving of certain goals; that is, the 

presence of conditions necessary to achieve certain desired 

goals. 

(b) The main concerns of those writing about freedom 

In tracing through what different people with different beliefs 

have said it is interesting to isolate their main concerns: 



J.S. Mill and 
Harriet Taylor 

Jean-Paul Sartre 

Paulo Freire 

Erich Fromm 

Herbert Marcuse 

Mary Daly 

Sheila Rowbotham 

Brent 

(liberal) 

(atheistic 
existential
ist) 

(Christian
Marxist) 

(Marxist) 

(Marxist) 

(radical
feminist) 

(socialist
feminist) 
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- freedom from interference by the 
state. 18 

- freedom from restrictions placed 
on the individual by the self,19 

- freedom from political domination, 
economic subjugation.20 

- freedom from instinctual 
determination of actions. 21 

freedom from the repression of 
advanced industrial societal 
absorption of the individual. 22 

- freedom from patriarchal 
tyranny and exclusion. 23 

- freedom from social invisibility. 24 

- freedom from untruth. 2 5 

These main concerns rela.te to the societal forces which these 

people felt and believed acted on them preventing them from achieving 

their desired goal, and are developed according to what each of them 

believed the way forward to their desired goal was. Thus each of 

them defined a major concern, in terms of the constraints acting on 

them, which is stated as 'freedom from'. Each also believed in a 

course of action which would either remove the constraints or achieve 

the development of personal or corporate power by achieving certain 

social goals. This removal of constraints and achieving of power is 

seen as both the process of achieving freedom or the essence of 

freedom. 

The students will be introduced to selected positions or 

definitions of freedom and attempt to clarify the terms and conditions 

which each writer has set to enable individuals and groups to act in 

the manner in which they choose. In attempting to clarify these 

definitions students will be encouraged to develop their own concept 

of freedom. The students could work from one of two frameworks. 
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They could use either the distinction between positive and 

negative concepts of freedom to organise their analysis or they could 

group positions according to their concern with the nature of persons, 

society and knowledge. 

In historical sequence, writers have discussed the absence of 

constraints and/or the achievement of power (the development of certain 

kinds of societies) in the following terms: 

Mill • Private life is paramount, therefore removal of or absence 

Sartre 

Freire 

of State interference is essential. 

The allowability of acting according to one's conscience, 

to live independently to unite together. 

Action: participation in government. 

• Anguish: One who involves oneself, and who realises that 

one is not only the person who one chooses to be, but also 

is a law maker who is at the same time choosing all human 

kind as well as oneself, cannot escape the feeling of 

one's total and deep responsibility . 

. Bad faith: Through bad faith a person seeks to escape 

the responsibility of 'Being-for-Itself', i.e. attempts 

to leave responsibility to God, the Ideal, or an Imposed 

Pattern or Way • 

• Action: to live as beings who are able and who wish to 

choose and act. 

• The development of individual and corporate power in terms 

which enable persons to act without becoming oppressors, 

and which allow persons to participate in groups without 

becoming oppressed . 

• To act on the world to transform it . 

• Action: praxis, the process of action and reflection will 

make persons more than they are. 
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Marcuse 

Daly 

Rowbotham 

Brent 

• The act of disobedience as a response to a perceived 

oppression is the beginning of reason • 

• The fear of the responsibility which the act of dis

obedience implies will inhibit this . 

• Action: to defy. 
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All responses are subordinated to the rational demands 

of the apparatus; the masses are those no longer in 

opposition • 

• Action: to be for oneself. 

Becoming who we really are requires existential courage. 

• Women are in a unique sense called to be the bearers 

of existential courage in society, participation in 

being . 

• Action: to create a women's world, for women to live 

authentically "at the edge". 

Our subordination is deeply internalised. Pain, emotional 

, violence, and intense rejection are part of our 

invisibility. 

Action: to develop collaborative, non hierarchical 

structures . 

• Discussion is what is involved in truth judgement. 

• Action: dialogue on equal terms. 

4. Separatism 

(a) The distinction between separatism and apartheid 

It is important that students (indeed all persons) in Queensland 

clearly understand the concept of separatism with its connotations 

of unity and diversity, and its use of physical and mental space, as 

distinct from the term apartheid and its connotation of separated

ness, because both terms are cleverly interchanged by political 
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leaders and those in power to create discord, confusion, and 

antagonism. 

Apartheid is the South African policy of racial segregation 

derived from an Afrikaans words meaning "apart hood". It 

(i) is a policy, a course or general plan of action adopted 

by the government, which is 

(ii) enforced by laws, rules and expectations. It is built into 

(iii) 

the country's value structure. Ascribed status is very clear 

according to the race to which a person belongs. Achieved status 

is controlled by legislation and by the values supporting this 

which are consciously taught. 

Apartheid, therefore, concerns enforced segregation of people 

in terms of race. This occurs through geographic segregation, 

the Bantu stans, coloured areas and townships, and social 

segregation including laws preventing intermarriage. 

Thus, apartheid is an enforced policy of racial segregation, imposed 

by the oppressing group. 

Separatism is a minority group response to oppression, coming 

from within the minority group, not imposed from outside. It is, 

thus, a group response to oppression and derives from the feeling of 
! 

a need to distance oneself as a group from the oppressing group. See 

for example in 1975 Neville Bonner vs. Bobbi Sykes debate on Black 

Power, and discussion of this response from the black viewpoint in a 

collection of interviews by Colin Tatz. 26 

(b) Unitv and disunitv as responses 

Minority groups can be said to have four characteristics in 

common as oppressed groups: 

(i) 

(ii) 

(iii) 

characteristic or definition point, e.g. skin colour, sex; 

suffering of prejudice and discrimination; 

depersonalization and deindividualization by majority group .. 
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tactics, by misuse of power; 

(iv) the internalization process producing negative self concept. 

Disunity occurs if a group adopts any of five negative ways of 

responding to the internalization process. 

(i) Adopt a deterministic viewpoint that the social order is 

unchangeable or is as it should be, and the group is not entitled 

to more. 

(ii) 

(iii) 

Feel dissatisfaction but end up fulfilling the stereotype. 

Choose escape mechanisms, e.g. make themselves s·emiconscious 

by using alcohol, tranquilizers, sleep, and continuous denial 

of the existence of oppression. 

(iv) Deny membership of group. 

(v) Maintain rigorous standards (making up for faults), debt-

paying. 

However unity develops if a positive response is adopted, such as 

separatism. See for example, Senator Neville Bonner's 1983 statement 

on the need for unity and his call for an "Aboriginai nation [because] 

we have lived under apartheid in Queensland."27 

The concept of unity is based on the idea that the minority group 

has a culture and an ethos which is quite distinct from the rest of 

society and of which it can be proud. This means that the minority 

group community must redefine itself so that it has a positive image 

of itself that it has created. This redefinition must be done by 

(i) 

(ii) 

(iii) 

(iv) 

rejecting white society's knowledge and ways of thinking; 

learning of their own history and own roots; 

developing an awareness of their cultural heritage; 

feeling their own power. 28 

Stokely Carmichael and Charles Hamilton point out that 

Black Powe~ which has been misrepresented by the media 
as being synonomous with violence, is based on the 
fundamental premise that before a group can enter the 
open society it must first close ranks. 29 
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(c) The characteristics of separatism 

These may include an appeal to, or idealization of, particular 

values and behaviour held or displayed by minority group members in 

order to promote pride. For example, women as nurturers and care

givers, and the communal sharing of Aboriginal society. The call for 

unity between factions or dissident elements rather than disunity, 

and a concern for the history and traditions of the group, are obvious. 

The role of language in a new definition of the group is important, 

i.e. how the group defines itself and to whom. There is a setting up 

and maintaining of us/them boundaries and the need for territory in 

relation to this. For example, the land for Aborigines; the feminist 

concept of women having control over their own bodies. There is also 

a call for an economic base to overcome group dependency. 

(d) Militants, traditionalists and survivalists -

The sub-groups of separatism 

"Separatists" are minority group members who can be roughly 

divided into three subgroups - militants, traditionalists, survival

ists.30 

Traditionalists oppose unity and are sometimes called nativist s 31 

because they strongly oppose influences from outside the group, 

seeing value in the "purity" of their separate culture. For example, 

traditional, tribal Aboriginal groups who say that urban Aborigines 

are not real Aborigines. 

Survivalists take no particular extreme or ideological stance, 

but seek to cope individually or separately the best way they can. 

Militants actively seek some sort of unified expression of group 

concerns or demands, and seek strength through numbers, and power 

through cohesiveness. A pan-Aboriginal concept which allowed a "Black 

Australi~• umbrella was effective in representing all Australian 

black groups at the Second World Black and African Festival of Arts 
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and Culture in Nigeria in 1977. 32 It promoted a unified expression of 

pride and supported expositions on the need to develop awareness of 

human rights for all Black Australians. 

Thus a dictionary definition can state that a separatist is 

"One who favours separation, especiaUy for political, or eccl,esiasticaZ 

independence", and that separate means "Physically disconnected, 

forming a unit that is, or may be regarded as, apart or by itself, 

distinat, individual, or of individuals."33 

5. Education for critical consciousness 

(a) Critical consciousness 

Allen Brent describes a 

'symbolic universe of meaning' which embraces and 
harmonises the rival bodies of knowledge into a single 
meaningful whole. Religion constituted such.a universe 
in previous societies, whereas science, particularly 
when it has led to an empiricist theory of knowledge 
as explaining all knowledge, generally constitutes such 
a universe today. Of course, men [sic] try to legitimate 
such social constructions of reality by claiming that 
they are anchored to some immutable order of things, such 
as the laws of God, or the laws of nature, which they 
claim to exist beyond language and beyond society. Yet 
when they do this they are simply perpetuating a 'false 
consciousness' ••. We have failed to recognise the social 
origins of our construction of reality, which are rooted 
in particular languages, and rarticular soc.ieties, in 
particular times and places. 3 

Thus Brent, in saying that our world is constructed through the common 

agreement of the social beings who live in it, is also by implication 

pointing out that constructions of other and different realities are 

possible. He is also saying that to avoid "false consciousness" 

and the accepting of false legitimations we need to critically 

examine the constructions arising from specific contexts. 

Within such a world view a critical consciousness 1s developed 

by striving to be conscious of the world and the meanings of the 

things that happen in one's daily common experience. It is closely 

linked to responsibility, in that by knowing that one is in control 
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of one's own life, decisions, and actions, and by using language in 

a way that uncovers and clarifies truth rather than obscures it, 

individual and group power is consolidated. 

Host uses of the critical consciousness concept arise from a 

Marxist perspective which is essentially based on the assumption that 

an imposed ideology clouds one's perceptions of social reality, and 

that, therefore, every structure, institution, and expectation needs 

conscious and careful scrutiny and examination in order to do away 

with lies, myths and 'false consciousness' or belief based on fallacy. 

(b) Marxism - Rachel Sharp 

A clear useful statement for students on the basis and purposes 

of Marxism is presented by Rachel Sharp. 

Marxism is not a closed system of thought but a set of 
guiding ideas and a conceptual analytic framework which, 
undoubtedly, raises many unanswered questions in the 
course of its application ... Marxism, however, is more 
than just another point of view. It is inspired by a 
critique of class societies, and a political commitment 
to work to transcend the deformations inherent in relations 
of domination and exploitation. More specifically, it 
offers an analysis of capitalism which systematically 
exposes the poverty of liberal theory and the essentially 
rhetorical nature of its moral ideals which purport to 
bind the system together and offer inspiration to political 
practice. 

Marxism is, as Gramsci described it, a philosophy of 
praxis. Whilst its insights are intellectually 
satisfying, they are not self-justifying. They rather 
serve to point the way to an alternative political practice 
designed to strengthen a social movement committed to over
come relations of exploitation and achieve a better future 
for human self-realization. This does not entail an 
essentialist view of human nature or of man's [sic] essence 
but involves recognizing that human subjects are constituted 
within the ensemble of social r·elationships which structure 
social intercourse. and a belief in the possibility of 
establishing historically specific social forms which are 
more conducive conditions for human freedom than those of 
class socieites. 35 

(c) Paulo Freire 

Paulo Freire is a Brazilian educator who worked for many years 

with the illiterate, oppressed peasants in Brazil to enable them to 
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improve their situation. Freire describes the process of critical 

consciousness as praxis, dialogue and action, searching and doing, 

thinking together and creating, acting on the world to change it. 36 

Powerful examples of this process operating are described in 

the School of Barbiana's Letter·to a Teacher, in which a group of 

school boys analysed the Italian rural education system's delivery 

of an education which only allowed them failure 37
; the Aboriginal 

Family Education Centres in New South Wales in 1969-1973 in which 

Aboriginal women, in taking control of the preschool education of 

their children, also became aware of the social institutions which 

affected them38
; the Black Community School in Townsville, in the 

setting up and maintenance of which a group of Torres Strait Island 

families became aware of and made a stand against the Queensland 

State School systems 9
; and many outstation movements, and the people 

of the Torres Strait Islands who have suddenly been forced to document 

their land claims for survival. 40 All of these programs and ideas 

are practical examples of the social reconstructionist perspective of 

society developed through the education process developed by Freire. 41 

6. :conscieritisation and language: language as a political act 

(a) Culture of silence 

As an introduction students will be expected to read Letty Russell 

on "Conscientisation and Language11 and Barbara Cameron, "Gee You Don't 

Seem Like An Indian from the Reservation". 42 

·Oppressing groups maintain their position by enforcing on the 

minority (powerless) groups a "culture of silence" so that (i) those 

in power do not hear the oppressed and so do not need to listen to 

them or do anything about them; (ii) those who are oppressed do not 

hear what other oppressed groups are saying so they cannot join 

together for strength in the struggle. This enforced non-communication 
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(silence) brings disunity, and this is the essence of the culture of 

silence. 

(b) Naming the world 

Freire says that people's power comes through naming the world 

in terms that are real and meaningful to them. When people name the 

world for others they control what people say and know and feel about 

their experiences. 

Those with economic, social and political power name the world 

for the people they want to control or oppress, that is, the powerless, 

the minority groups, so that these people live without naming for 

themselves. They live in a culture of silence. 

When those with power name the world in their terms they are 

giving themselves justification for more oppression. For example, 

naming a 'party' as a 'riot' allows for police action, as does naming 

a peaceful demonstration a 'violent protest'. Naming a 'conscientious 

objector' a 'coward' takes away the individual's pride and dignity 

and puts societal pressure behind conscription movements or voluntary 

enlistment. Naming the I.R.A. captives as 'criminals' rather than 

'political prisoners' allows manipulation of rules and opinion. 

Naming women's language and interaction as ''gossip" rather than 

"conversation" and naming women's anger as "emotional outbursts" or 

"hysteria" allows continuation of male domination and the oppression 

of women because this derogatory labelling means women are not taken 

seriously. 

(c) Asserting the right to name oneself 

In asserting the right to name oneself and one's own experience 

several things happen : 

(i) Negative labels are t aken by the oppressed group as their own 

and made positive. For example, the term "black" is now Black, 

"murri" means part-Aboriginal or urban black, but also encompasses 
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the whole cultural experience which this entails. 

(ii) In order to name one's experience one needs to be able to see 

clearly this experience, by seeing through and past the naming 

of the oppressing group. One needs to become critically 

conscious of one's personal experience. Freire says this 

consciousness raising occurs through discussion with members of 

. one's own group. It is also achieved by attempting to dialogue 

with the oppressin~ group, and by attempting some action to change 

or further one's experience by confronting the structures of 

power. 

(iii) This consciousness -raising is a continuous process as long as 

there is an oppressed group and oppressing group interacting. 

One can never stop doing it once it is started. There is never 

an end point where conscientisation is reached, and it is also 

very difficult to go back to a state of unawareness. Sometimes 

the burden of awareness or consciousness, and the responsibility 

are very great. For example, Carol Etzler sings "Sometimes I 

wish my eyes hadn't been opened. Sometimes I wish I could no 

longer see 114 3
, and an Islander student on completing this 

Australian Minorities course previously said "Sometimes, knowing 

all this; I feel very tired. It was simpler when I didn't know 

and when I didn't understand how it all fits together. 1144 (This 

is an example of Sartre's concept of'anguish~as described 

previously). 

(ix) One of the results of developing a critical consciousness, 

especially of language and how it is used as an instrument of 

oppression, is justifiable, legitimate, and healthy anger. 

This anger is, according to McLellan's stage theory of the 

development of a minority group member's identity, ~5 a necessary 

stage in the development of a healthy identity and must be 



1S3 

worked through in order that self acceptance and authenticity 

are achieved. It is important that a link be made, as part of 

the. conscientisation proces~ between the psycho-social explanations 

of identity development and the socio-cultural experience of 

conscientisation because each one supports, and provides a 

context for, the other. 

(v) In the process of a person, and/or a minority group, becoming 

conscientised (critically conscious) many people will become 

upset and angry because the continuing outcome of this process 

is seen as a challenge to the way things are, and a challenge to 

those who support the way things are. In effect the challenge 

says "I will not accept your naming of my situation anymore. 

That means I am not accepting your power over me anymore." In 

doing this the 'culture of silence' is being broken, the minority 

group is speaking its own words. In this situation the minority 

group person is no longer a traditionalist, no longer a survivalist, 

but has become a militant. 

7. Human rights and civil liberties 

(a) The legal forms of response 

Minority group responses in Queensland have escalated into the 

legal arena in the form of human rights and civil rights demands. 

This essentially liberal concept of fighting inequality in its legal 

forms as a form of action has developed as a response because 

legislation as a tool of oppression has escalated. Developing social 

awareness has primarily occurred as more and more "ordinary" people 

are affected through 

(a) the conscription of young men to fight in Vietnam; 

(b) the growth in the nuclear industry and the use of uranium; 

(c) the land rights issue, and 
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(d) threats of disruption to the 1982 Commonwealth Games • 

. As a result of protests against war, conscription and uranium 

mining, the Right to March to demonstrate dissent was restricted to 

those issues ·of which the government approved. As a result of the 

land rights claims of Aboriginal people and their claims for 

compensation, laws have been passed which appear to bind them forever 

to dependency on the government (the Aboriginal Act and Torres Strait 

· Islander Act may change or be revoked but the community lands are 

still government controlled), and the civil liberty of all Queens

landers has been severely curtailed. 46 

Aboriginal groups have appealed to such Human Rights organizations 

as are represented in the Human Rights Commission. The Human Rights 

Commission Act 1981 gives the Commission power to initiate inquiry, 

to review legislation, to undertake education and research, to 

liaise with non-governmental bodies and to generally promote human 

rights. The Commission is organised to enable it to receive compl aints 

directly from the public and complaints of infringements of human 

rights which are reported by the Commission to the government are 

required to be tabled in parliament. The Human Rights Commission has 

overall responsibility for the Human Rights Commission Act and the 

Racial Discrimination Act. The Human Rights Commission includes human 

rights as they are defined in the Universal Declaration of Human 

Rights, in the United Nations Declarations of the Rights of the Child, 

the Rights of Mentally Retarded and Physically Disabled Persons, and 

the International Covenant on Civil and Political Rights. 

The students will investigate the activities of some Austral ian 

Human Rights Organizations in terms of their stated aims and purposes. 

(b) Organisational responses 

Organizations of particular interest concerned with human rights 

and minority group needs include the National Committee on Discrimination 



155 

in Employment and Occupation which accepts referrals from the 

Commissioner of Community Relations using the Racial Discrimination 

Act 1975; the Australian Law Reform_ Commission which is working on 

new procedures for the independent handling of complaints against the 

police; the National Aboriginal Conference which was established in 

1977 to provide Aboriginal Australians with representation at a 

national level and to provide government with access to reliable 

advice on Aboriginal affairs; Human Rights Council of Australia which 

seeks to promote, among other things, the Convention on the Eliminat

ion of All Forms of Discrimination Against Women, the International 

Covenant on Economic, Social and Cultural Rights, the International 

Covenant on the Elimination of All Forms of Racial Discrimination, 

the Convention on the Political Rights of Women; the Australian 

Association of Homosexual Rights Lobbies which attempts co-ordination 

of groups working for social, economic, and legal rights for homo

sexual men and lesbian women; Gay Task Force, which sees the achieve

ment of human rights (including rights for homosexual people) as 

dependent on broad social change; Australian Council for Civil 

Liberties which promotes the range of human rights covered by the 

International Covenant on Civil and Politic~l Rights.47 

It is obvious from the listing of this short selection of 

examples that the Australian Council of Churches and the Catholic 

Commission for Justice and Peace, both of whom have expended time, 

energy and money on the bringing to light of injustices suffered by 

Aboriginal and Islander Australians through their research and 

publication of moral conviction48 are not working alone even though 

this has been suggested by Queensland politicians. 

(c) Human Rights as a value idea 

In this topic it is intended that students will be presented 

with the proposition of some concepts of freedom as they relate to 
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human rights. Agnes Heller explains this as follows 

In our time, freedom is not one value among many, but the 
supreme value, the value idea. A value idea is a value 
whose opposite cannot be chosen for a value. It is clear 
that in our time the opposite of freedom (unfreedom, 
slavery) cannot be normally chosen for a value. This 
obviously does not mean that actions are not guided by 
the principal of unfreedom in practice (which happens much 
too often) - it means that the choice cannot be founded 
in or justified as a value. 1t 9 

The main purposes for the discussion of this concept are two-fold. 

The first is to put to students questions of the possibility and 

consequences of a personal position of 11 Zooking on without protest 

while the society of which one is a component practices such dis-

so crimination (as) is sufficient to make (one) culpable." 

(i) 

(ii) 

(iii) 

(iv) 

(v) 

The question could include 

What is discrimination? 

How much discrimination is too much? 

Is non-involvement a viable position and why or why not? 

Is non-involvement an argument against or for culpability? 

If one is a minority group member, and is thus "outside" 

societal membership, then what is the culpability, the 

expectation of involvement? 

In the discussion involved in answering these questions the students 

will attempt to answer the major subsuming question of 

(vi) How does discrimination relate to freedom? 

In formulating their answers the students could draw on terms 

and concepts provided by the distinction between positive and negative 

freedom, and also on the three elements described earlier as 

contributing to the concept, responsibility, critical consciousness 

and the political use of language. 

A second purpose for the discussion of human rights as a value 

idea is to present an alternative and contrasting perspective. 

Kamcnka argues thrtt the 11rucognition of others as also hwnan 
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••. the seeing others as ourselves •.• (is) fa:r> more cent:r>al to ethics 

than the elevation of rights, duties and ends. rr5l 

Students who wish to do so could develop a conceptual link between 

this perspective and the psychosocial concepts of sympathy and 

compassion described earlier by Allport, and the concepts of authenticity 

and wholeness proposed by Sartre and McLellan. 

(d) Teaching about human rights - Peter Singer 

Peter Singer suggests that the most useful and justifiable 

approach to these two purposes is through 11
••• teaching ahout human 

rights, making plain that the issues are cont:r>oversial and that the 

stwients should feel free to disagree provided that they give :reasons 

fo:r their disagroement. n52 

This approach can then be supported by Peter Bailey's suggestion 

that the process of teaching human rights should include making the 

topic real by referring to particular cases and studying them in 

detaiI. 53 This would suggest further that appropriate cases for study 

would include Makarrata54 ; a Bill of Rights; the prison population of 

Aborigines and Islanders 55 ; the non-employment as a teacher of Greg 

Weir, an activist for the Gay Liberation Movement56; the Mayor of 

Rockhampton, Rex Pilbearn's refusal to employ married women as council 

workers 57 ; the cases cited by Amnesty International 58 ; and a 

current case at present, in which representatives of the National 

Federation of Land Councils are presenting an Aboriginal land rights 

case based on the ''killing (of) ou:r> cultur>e, religion and spirit1159 

by multi-national mining companies to a human rights consultative 

group in Geneva. 

8. Liberation ethics 

Three main points make up this topic: the concept of liberation 

ethics; black theology and the use which Black Australians have made 
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of the Christian religion; and Russell's concepts of "usable past" 

and "usable future" cited earlier. 

This section is seen as a fitting conclusion to Units One, Two 

and Three of the course as it makes students aware of some of the 

ethical questions which they will encounter within themselves as they 

move, in praxis, from discussion and dialogue into action which will 

change themselves and the world in some way, albeit minor. In realis

ing that there are questions of ethics to be asked, students will be 

well on the way to defining their own answers to the questions. 

(a) Liberation ethics 

Liberation ethics is a response both to the human and to 
the biblical emphasis on redemption. In fact, liberation 
is simply a currently more acceptable or modem term for 
redemption. Both words mean setting men (sic) free 
from whatever it is that enslaves them ••• Liberation 
ethics is primarily social ethics •.• because it holds 
that the elimination or the conversion of ouuressors 
as individuals does not deal with the stru;tures of
oppression embodied in long accepted and inter-related 
social systems ... The goal of liberation ethics is 
community rather than any particular political or economic 
system ••• The use of the word community does not imply 
only a quality of life, but also a structure in which 
production is subordinated to the needs of persons. 60 

Swomley's main point is that liberation ethics is concerned not 

only with the goal of freedom, but also the process of setting persons 

free, and this view is supported by Kevin Smith writing about Rene 

Padilla, a third world theologian, "Liberation is a prerequisite for 

freed.om. If you are a slave you d.o not talk about 'freedom - you talk 

about liberation from something to freedom. So liberation is a step 

towards freed.om - or the means towards freed.om. "61 That is, freedom 

is the name given to the goal. 

Swomley debates the ethics of setting the concept of justice 

above that of freedom because, he says, that usually ends in support

ing the maintenance of a democratic system in which the needs of the 

workers and minority groups are balanced against the greater power of 
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the upper classes who win again. Swomley' s concern, in defining 

ethical principles for liberation, is with the consequences of any 

form of action designed to set persons free. 62 

S\-iomley' s ethical principles include 

(a) analysis of society to determine the relationships of persons to 

the system; 

(b) individual freedom of persons without cost to others in terms of 

dignity, love, community; 

(c) community building; 

(d) de-deification of the nation state, economic, political, racial, 

military and other structures which exclude parts of the 

community on various grounds; 

(e) the conviction that freedom is the essence of morality, 

intrinsically right; 

(£) keeping the discussion of freedom in its particular individual 

contexts; 

(g) liberation of one's enemies is an integral part of achieving 

freedom for oneself, paying a price rather than exacting it from 

others; 

(h) considering the consequences as well as the goals and 

processes; 

(i) civil disobedience to laws which humilitate, demean, or exploit 

persons, and also refusal to accept rules which have the same 

effect. 

This position has a significant relationship to some of the 

conditions for the absence of constraints and the processes for the 

achievement of power previously discussed. For example, each of the 

principles outlined by Swomley presuppose assumptions about the nature 

of persons,society and knowledge which are similar to those of Freire 

when he talks of praxis, dialogue, naming, culture of silence and 



empowering. Consequently, the positions taken by Sartre, Daly, 

Rowbotham, Fromm and Marcuse are also closely related. 
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The students will critique these principles in their own attempts 

to formulate a set of ethical principles on which to base their own 

struggle for liberation. A valuable source for this will be .Peter 

Berger's Pyramids of Sacrifice: Political Ethics and Social Change.63 

(b) Black theology 

Theology is a most fruitful area of study as it is within 

theology that many ethical principles are addressed. Australian 

Aboriginal people today represent a traditional tribal culture of 

which a core element was one of the richest, most powerful, and complex 

bodies of spiritual belief and practice ever developed by a human 

society. Today many elements of this belief still remain. Added to 

this is a two hundred year contact with the European interpretation 

and practice of Christianity. Although in many cases this contact 

with the European purveyors of Western religion did great damage to 

Aboriginal society, in some cases it has been taken in, changed and 

enriched (assimilated), so that Aboriginal use of Western religion is 

now a legitimate feature of this minority's response. 6~ This is also 

true, although in different ways, of the Torres Strait Islander and 

South Sea Islander use of and response to Western religion. 

The assimilation and processing of an alien rel_igion so that it 

becomes viable by the group which is using it is a form of theology. 

There is very little written of this process at this time in Australia. 

Many of the students involved in this course come from strict religion

oriented homes, however, and are able and willing to discuss this 

strong influence on their lives. In this sense they are "doing 

theology1165 or creating theology. 

In this part of this unit those students who elect to will be 

given the opportunity to record some of their theology, to document 
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some aspects of their response to their minority group status in their 

own terms. 

Guidelines are available for this in such texts as that by 

G.W. Wilmore and J.H. Cone, Black Theology: A Documentary History, 

1966-1979. 66 Wilmore and Cone outline the following concepts and 

procedures. 

(a) Gathering together the most significant documents of the black 

church leaders and church related movements which would present 

the origin and development of Black Australians' participation 

in and creation of a theology. 

(b) Developing the historical perspective further by collecting and 

presenting articles and essays which present a program of Black 

Theology or which have played a significant role in setti~g Black 

preachers and scholars in motion. 

(c) Writing critical commentaries which reflect the personal 

experiences of participants in Black theology arising out of 

individual and collective experiences of struggle. 

Some of the areas to be addressed in the above mentioned process 

could include, as Wilmore and Cone have outlined, 

(i) the traditional Aboriginal spiritual religions' base for 

theology; 

(ii) 

(iii) 

(iv) 

(v) 

(vi) 

the change in emphasis from white religion to black; 

black theology and the response of white theologians; 

black theology and black churches; 

black theology and black women; 

black theology and third world theologies. 

The Black Australian church-religion experience is available, for 

example, through persons who have contact with the Uniting Church of 

Australia, the Anglican Church, and the Catholic Church. The Torres 

Strait Islander community in Townsville has a very strong expression . . 



of worship in their own Assembly of God Church. which derives from 

the Torr.es Strait and is known for its Coming of the Light services 

heralding the coming of Christianity to the islands. 

(c) A usable past and a usable future 

Letty Russell describes one minority group response or perspective, 

in this case, women, as 

They are looking for truly authentic and liberating roots 
as they search for a usable past. At the same time women 
are joining other oppressed groups in seeking out a clear 
vision of a new society of justice ••• so they can join 
the global struggle for a usable future. 6 7 

By this she means that persons need to be able to re-create or review 

their past (and the past of their people) so that it provides concepts, 

feelings and experiences which contribute to one's sense of identity 

and personal worth in a positive way. 

Russell also talks of the understanding or knowledge that is 

possible through "creating our past as we live in the present" (what 

we do today, becomes our past tomorrow) as a truly liberating idea. 

In re-interpreting one's past, or seeing it through stronger eyes, a 

sound base for the future is developed . In having self understanding 

in the present one has a certain control over the future. What Russell 

appears to be doing is extending the use of critical consciousness by 

suggesting its application in a historical, diachronic sense, that is 

to ."relate events and peopZ.e through time ••. a distinctive way of 

thinking • . • which enables us to ask when are we in relation to where 

we have been and· where we are going or wher>e we ought to go. 116 8 

9. Conclusion: Describing minority group responses - class activity 

(a) Reflecting diachronically 

The students will be asked to reflect critically in a diachronic 

s ense on their personal identity, their minority group and its 

position in society, and their own student group and the future action 
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arising from it for the group project. 

(b) Doing your· 01m · naming 

Think of a situation where you know that you and your actions 
have been named by someone else. Redefine this situation by 
naming it for yourself. What power does this give you? 

In this unit students have been introduced to and expected to 

use some philosophical concepts and perspectives in their analysis of 

the minority group condition. 
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c. Unit 3: Expressions of minority group concerns: minority voices 

Introduction 

In this unit students will identify a minority group or 

organisation of particular interest to them. The students will 

investigate the i_ssues which the minority group itself has articulated 

as important through the sensitive reading of materials published or 

distributed by the selected group, tuning in to media coverage, inter

viewing or socialising with members of the selected group or 

organisation. 

Students will present their findings by commenting on, describing, 

and displaying both the content of the issue(s) and the forms used by 

the group to express the issue(s). 

1. Identifying and defining minority group issues 

(a) Focus on Black Australians 

In this unit the topics selected will deal directly with concerns 

and issues of Black Australians (Aborigines, Torres Strait Islander 

and South Sea Islander), and with concerns of other minority groups. 

For example, many Black Australians are also members of minority groups 

associated with Western religions, feminism, and/or interested in 

drawing parallels with groups such as Canadian Indians. 

(b) Symbolism 

In this unit students will be introduced to the· concept of 

symbolism as it is explained by Gordon Allport. 1 . Allport uses the 

term "ego extension" which has, in his conceptualisation, a close 

association with affective identif ication with one's group and 

includes that identification with any object, persons, causes, and 

collectivities that are thought of as "mine". Allport suggests that, 

psychologically, the group and its symbols become part of one's self, 

so that prominent activities of an ethnic group member or organisation 

are followed carefully by their respective ethnic group members who may 
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experience their exploits with special excitement and gratification. 

It follows that if ethnic group members are subject to attack in any 

way then other members of the group will feel this as a personal 

insult or threat. This would include negative stereotyping and bad 

media images. Another ego-extension response could also be a sense 

of secret or open delight at the outrageousness of one ethnic group 

member defying convention or norms in some way. 

Ego-extension,· in the process of socialisatio.n, can become even 

more than an emotional projection of one's self on to an ethnically 

associated symbol. According to Allport it can lead to a particular 

way of viewing the world, suggesting what is important and how 

particular phenomena should be viewed. This gives rise to the issues 

and concerns which dominate the public image of the group concerned. 

For example, many Aboriginal people see the lack of rights and owner

ship of their sacred sites and the surrounding territories as the 

core of their struggle and will focus on this when considering lines 

of action. Aboriginal people have also for some time been aware of a 

lack of black professionals and tertiary trained persons, and so one 

of their concerns for action is education. Heal th and housing are 

other major issues. 

Thus the relevance and significance of issues depend on the 

orientation and concerns of the particular ethnic group. Persons of 

different ethnic groups, in this sense, live in different worlds. 

Al !port suggests that children learn the symbols that tend to set 

their ethnic groups apart and that permit a differentiation between 

the outsider and the insider. 

( c) Language 

One prominent symbol used by all ethnic and other minority groups 

is language - names, pronunciations, accents, distinct vocabularies, 

and twists of the language serve for both 'insiders' and 'outsiders' 
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to symbolise a particular minority group membership. Language is 

such a powerful symbol that analyses of the power relationships 

betweep interacting persons and groups have been recently carried 

out in terms of language 2 and educators such as Freire3 and theo

logians such as Daly4 have built whole philosophies around the 

social and political implications of speech acts and contexts, as 

can be seen in their development of the concept of 'naming'. 

(d) Racism and sexism 

In this unit also, students will be expected to make some connect

ion between the processes of racism and sexism. If minority groups 

are to be defined in terms of oppression and powerlessness, then the 

forces which maintain this situation arise from the ideologies of 

racism and sexism. Carol Ambros and Pat Eatock provide a convenient 

table of comparison5 which illuminates the sources of many of the myths 

applied to black groups and women, and which should provide students 

with starting points for uncovering some of the issues and concerns 

of different groups. 

Ambros' table lists the similarities in terms of definition, 

identification, religious historical myths, stereotyping myths 

relating to intellectual abilities, psychology and physiology, self 

concept formation, sociological description, economic integration into 

the community, terms of 'advancement', negative responses to societal 

pressure, positive responses. 

Jean Anyon defines ideology as 

An explanation or interpretation of social reality, which, 
although presented as objective, is demonstrably partial 
in that it expresses the social priorities of .certain 
political, economic or other groups. Ideologies are 
weapons of group interest; they justify and rationalise; 
they legitimate group power, activities, needs. 6 

The theoretical frameworks for this as presented by Allison Jagger 

and Paula Struhl7 will enable students to clarify racist and sexist 

perspectives of persons and society which allow for the hiding of· 
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reality from those who cannot penetrate the ideological arguments. 

(e) Visual literacy 

Students will also be introduced to concepts relating to media 

productions from a visual literacy point of view. Students will be 

expected to research materials which may not be readily available 

through the mass media because access to mass media has a strong 

relationship to power in society. Material taken from mass media 

should be critically examined, but it is seen as more fruitful for 

students to go directly to minority voices, such as the small community 

newsletters, local broadcasting stations, Black Publishing Company 

publications, local theatre, special resource centres, in order to 

hear what minority group persons themselves are saying. Attendance 

at gatherings, demonstrations and festivals, such as National Aborigines 

Week and 'Blue Stocking' Day, and public meetings such as the Treaty 

Meetings, will prove fruitful in attempts to define group issues. 

Students will be expected to research the films, literature, music 

and social interaction which are commonly referred to as "underground" 

media, as well as critically using the mass media8 , and students will 

be expected to become cognizant of some of the theoretical concepts 

used in visual communication as they an_alyse what other groups and 

individuals have used in their attempts to present points of view.9 

2. Suggested focus groups for individual presentations on issues 
and concepts 

(a) Aboriginal (I) 

Issues and Concepts: black power, pan-Aboriginality, ethnocentrism, 

powerlessness, acculturation, identity, civil liberties, human rights, 

international visibility, community development, criminal law, alcohol, 

education at all levels, black professionalism, employment, housing, 

health, changing attitudes in black/white relationships, Aboriginal 

treaty, sport vs. politics, significance of the Aboriginal flag, 

freedom, Aboriginal Legal Aid, Yumbameta Housing Co-Op., Kimeta Night 
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Shelter, Aboriginal Medical Service, Aboriginal Homemakers Group, 

Aboriginal Community Education Centre, Aboriginal Secondary Schoo 1 

Counsellors, Black Protest Committee, Black Resource Centre, Black 

Publishing Company, Alcoholics Anonymous. 

Select Bibliography of films and readings 

Diane BARWICK, "Economic Absorption Without Assimilation'? The Case of 
Some Melbourne Part-Aboriginal Families", Oceania, Vol. 33, No. 1, 
196 2, pp . ] 8-2 3. 

Diane BARWICK, "The Self-Conscious People of Melbourne", Marie REAY 
(ed.), Aborigines Now, Angus and Robertson, Sydney, 1964. 

Cheryl BUCHANAN, We Have Bugger All, Australian Union of Students, 
Carlton, 1974. 

Jack DAVIS, The First-Born and Other Poems, Angus and Robertson, Sydney, 
1970. 

Department of the Prime Minister and Cabinet, Women and Politics 
Conference 1975, Australian Government Publishing Service, 
Canberra, 1977, Vols 1 and 2. 

Kevin GILBERT, People Are Legends, University of Queensland Press, 
St Lucia, 1978. 

M. KAMIEN, The Dark People of Bourke: A Study of Planned Social Change, 
Australian Institute of Aboriginal Studies, 1978. 

Bruce MCGUINNES, The Place of Racism in Capitalism, Race and Culture 
Lectures, video, Townsville College of Advanced Education, 
Townsville, 1975. 

Robert MERRITT, The Cake Man, Currency Press, Woollahra, 1978, 

Protected (film), produced by Caroline STRAQIAN and directed by 
A. CAVADINI, 1975. 

Bill ROSSER, This is Palm Island, Australian Institute of Aboriginal 
Studies, Canberra, 1978. 

Sister If You Only Knew (film), Department of Aboriginal Affairs, 1975. 

Social Alternatives, see especially special issue Black Alternatives 
in Australia, Vol. 2, No. 2, 1982. 

Bobbi SYKES, Love Poems and Other Revolutionary Actions, Saturday 
Centre Press, Cammeray, N.S.W., 1979. 

Willie THAIDAY, Under the Act, North Queensland Black Publishing 
Company, Townsville, 1981. 

Uranium Mining in Australia: the Impact on the Aborigines and the 
Kakadu Region, Environment Audio Visuals, Carlton, 1978. 

Women of the Sun (video), (Part 3, Nerida Anderson, Part 4, Lo-arn~), 
Action for Aboriginal Rights, Malvern, 1982. 
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(b) Aboriginal (II) 

Issues and concepts: landrights, mining, community control and 

development, self-determination and self-management, health, education, 

continuing education, traditional tribal law vs. white law, housing, 

outstations and homelands movements, communication, literacy and 

numeracy, alcohol usage. 

Select Bibliography of films and readings 

J. CAWTE, Medicine is the Law: Studies in Psychiatric Anthropology of 
Australian Tribal Societies, Rigby, Adelaide, 1974. 

Fay GALE (ed.), Woman's Role in Aboriginal Society, 3rd edn, Australian 
Institute of Aboriginal Studies, Canberra, 1978. 

L.R. HIA'IT, Kinship and Conflict: A Study of an Aboriginal Community 
in.Northern Arnhem Land, Australian National University Press, 
Canberra, 1965. 

Virginia HUFFER, The Sweetness of the Fig: Aboriginal Women in 
Transition, New South Wales University, Sydney, 1980. 

Erich KOLIG, "From Tribesman to Citizen? Change and Continuity in 
Social Identities Among South Kimberly Aborigines", R.M. BERNDT 
(ed.), Aborigines and Change: Australia in the 70's, Australian 
Institute of Aboriginal Studies, Canberra, 1977. 

Lalai Dreamtime (film), Aboriginal Arts Board and Australian Film 
Council, Sydney, 1975. 

J. MIRRITJI, My People's Life: An Aboriginal's Own Story. Milingimbi 
Literature Centre, Milingimbi, 1978.: 

A. NGAMARDIKI, The Land, My Mother (film), Film Australia, Sydney, 
1978. 

J.P. ROBERTS (ed.), The Mapoon Story by the Mapoon People, International 
Development Action, Fitzroy, 1975. 

J.P. ROBERTS, M. PARSONS and B. RUSSELL (eds), The Mapoon Story Accord
ing to the Invaders - Church Mission, Queensland Government and 
Mining Company, International Development Action,Fitzroy, 1975. 

M. SHIMPO, The Social Process of Aboriginal Education in the Northern 
Territory, Department of Education, Da:rwin, 1978. 

R. TONKINSON, The Jigalong Mob: Aboriginal Victors of the Desert 
Crusade, Cummins Press, Menlo Park, California, 1974. 

P. and N. WALLACE, Killing Me Softly, Nelson, West Melbourne, 1977. 

Women of the Sun (video), (Part 1, Alina the Flame; Part 2, Maydina 
the Shadow), Action For Aboriginal Rights, Malvern, Vic., 1982. 
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(c) Torres Strait Islander 

Issues and concepts: employment in the islands and on the main-

land, immigration, medical care, education, the border dispute, local 

industries, transport and communication, maintenance of religion, 

the place of Thursday Island and Bamaga comnn.1nities in the Torres 

Strait, land and sea rights, political representation. 

Select Bibliography of films and readings 

Jeremy BECKETT, "The Torres Strait Islanders",T.WALKER (ed.), Bridge 
and Barrier: The Natural and Cultural History of Torres 
Strait, Australian National University Press, Canberra, 1972, 
pp. 307-326. 

Jeremy BECKETT, "The Torres Strait Islanders and the Pearling Industry: 
A Case of Internal Colonisation", M. C. HOWARD (ed.), Aboriginal 
Power in Australian Society, University of Queensland Press, 
St Lucia, 1982, pp.131-158 

Noel FINCH, The Torres Strait Islands: Portrait of a Unique Group of 
Australians, The Jacaranda Press, Milton, 1977. 

E.E. FISK, Helen DUNCAN, Anne KEHL, The Islander Population in the 
Townsville Area, The Torres Strait Islanders, Vol. III, 
Australian National University, Canberra, 1974. 

James GRIFFIN (ed.), The Torres Strait Border Issue: Consolidation, 
Conflict or Compromise, Townsville College of Advanced Education, 
Townsville, 1976. 

The Islanders (film)., Canmonwealth Film Unit, Canberra, 1976. 

M. LAWRIE, Myths and Legends of the Torres Strait, University of 
Queensland Press, St Lucia, 1970. 

Koiki MABO, Acculturation Problems of a Torres Strait Islander, Race 
and Culture Lectures (video), Townsville College 9f Advanced 
Education, Townsville, 1974. 

Margaret REYNOLDS, "The Black Community School in Townsville", 
Social Alternatives, Vol. 2, No. 2, 1981, pp.64-68. 

Nonie SHARP, Torres Strait Islands - A Great Cultural Refusal: The 
Meaning of the Maritime Strike of 1936, La Trobe University, 
Melbourne, 1980. 

John SINGE, The Torres Strait: People and History, University of 
Queensland Press, St Lucia, 1979. 



171 

(d) South Sea Islander 

· ·Issues and ·concepts: political recognition, in-group cohesive

ness and unity, group identity as a separate and viable Black 

Australian community, ownership of land, education, maintenance of 

black churches, Australian South Sea Islanders United Council Incor

porated. 

Select Bibliography of films and readings 

Fci.ith BANDLER, Wacvie, Rigby, Sydney, 1977. 

Faith BANDLER and Len FOX , Marani in Australia, Rigby, Adelaide, 1980. 

Noel FATNOWNA, South Sea Islande rs in Queensland, Race and Culture 
Lectures (video), Townsville College of Advanced Education, 
Townsville, 1981. 

c. TIFFIN (ed.), South Pacific Images, Academy Press, Brisbane, 1978. 

A. WENDT, Inside Us the Dead: Poems 1961-1974, Longman Paul, New 
Zealand, 1976. 

(e) Feminism and the status of women 

Issues and concepts: feminist analyses of subordination, the 

origins of women's subordination, forms and expressions of patriarchal 

power in Aboriginal society, in literature, film and media, in familial 

roles, in ideologies of the past, in contemporary society. 

Alternative theoretical frameworks - conservatism, liberalism, 

traditional Marxism, socialism, radicalism. 

Select Bibliography 

Margaret BEARLIN and Nancy SHELLEY, Wome n in Education in the Australian 
Capital Territory, A.C.T. Chapter of the Australian College of 
Education, Canberra, 1981. 

Department of the Prime Minister and Cabinet, Women and Politics 
Conference 1975, Australian Government Publishing Service, 
Canberra, 1977, Vol s 1 and 2. 

Germaine GREER, The Female Eunuch, Granada Publishing, London, 1970. 

Norma GRIEVE and Patricia GRIMSHAW (eds), Austr a lian Women - Feminist 
Perspectives , Oxford University Press, Melbourne , 1981. 

Alison M. JAGGER and Paula R. STROHL, Feminist Frameworks : Alternative 
Theoretical Accounts of the Relations Between Women and Men , 
Mrr. r ;,,w Hi 1 l 'Rnnlr f""n 1\To,., Vnv-lr 1 Q7~ 



Doris I.ESSING, Children of Violence, five part series, Granada 
Publishing, London, 1972. 

Jan MERCER (ed.) , The Other Half: Women in Australian Society, 
Penguin Books, Harmondsworth, 1975. 
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Casey MILLER and Kate SWIFT, Words and Women - New Language in New 
Times, Penguin Books, Harmondsworth, 1976. 

Cherrie MORAGA and Gloria ANZALDUA (eds), This Bridge Called My Back: 
Writings By Radical Women of Color, Persephone Press, 
Massachusetts, 1981. 

Marge PIERCY, Woman On The Edge of Time, The Womens Press, London, 
1979. 

Rosemary RUETHER, New woman, New Earth: Sexist Ideologies and Human 
Liberation, Seabury Press, New York, 1975. 

Virginia WOOLF, Three Guineas, Penguin, Hannondsworth, 1938 (1977). 

Anne SUMMERS, Damned Whores and God 1 s Police, Allen Lane, M~lbourne, 
1975. 

(f) Religious minorities 

Issues and concepts: for example, Ireland: historical develop-

ments from the English invasion of Ireland 1169, Plantation of Ulster, 

Act of Union, Horne Rule, I.R.A., race, language, culture, identity, 

religion, land, dispossession, numbers, status, political use of 

language, violence, separatism, oppression and comparisons with the 

contemporary Aboriginal position in Australia. 

Select Bibliography of films and readings 

T.P. COOGAN, Ireland Since The· Rising, Pall Mall Press, London, 1966. 

T.P. COOGAN, The I.R.A., Fontana, Glasgow, 1980. 

Morris FRASER, Children in Conflict, Penguin Books, Harrnondsworth, 
1973. 

O. MacOONAGH, Ireland: The Union and Its Aftermath, Allen and Unwin, 
London, 1977. 

E. NORMAN, A History of Modern Ireland, Penguin Press, London, 1971. 

(g) Homosexual groups 

Issues and concepts: visibility, the right to employment, child 

custody, political recognition, social recognition, separatism, 

isolation, alienation. 
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Select Bibliography of records and readings 

Sidney ABBOT and Barbara LOVE, Sappho Was a Right On Woman: A Liberated 
View of Lesbianism, Stein and Day, New York, 1972. 

Dennis ALTMAN, Homosexual: Oppression and Liberation, Penguin, 
Ringwood, 1971. 

r::ennis ALTMAN, Coming Out in the Seventies, Penguin, Ringwood, 1980. 

James BALDWIN, Giovanni's Room, Corgi, New York, 1969. 

Rita Mae BROWN, Ruby Fruit Jungle, Daughters Inc., Vermont, 1973. 

Female Homosexuality: Conditioning Processes in Society and Family. 
Campaign Against Moral Persecution, Sydney, 1975. 

Female Homosexuality: Conditioning Processes in Education and Mass 
Media, Campaign Against Moral Persecution, Sydney, 1975. 

Andrew HODGES and David HUTTER, With Downcast Gays: Aspects of Homo
sexual Self-Oppression, Pomegranate Press, London, 1975. 

Jill JOHNSTON, Lesbian Nation: the Feminist Solution, Simon and 
Schuster, New York, 1973. 

Jill JOHNSTON (ed.), Amazon Expedition: A Lesbian Feminist Anthology, 
Times Change Press, New York, 1973. 

Dolores KLAICH, Woman+ Woman: Attitudes Towards Lesbianism, Simon 
and Schuster, New York, 1971. 

Lesbian Concentrate: A Lesbianthology of Songs and Poems (record), 
Olivia Records, Los Angeles, 1977. 

Cherrie MORAGA and Gloria ANZALDUA (eds), This Bridge Called My Back: 
Writings by Radical Women of Color, Persephone Press, Massachusetts, 
1981. 

Robin MORGAN, "Lesbianism and Feminism: Synonyms or Contradictions?" 
Amazon Quarterly, Vol. 1, No. 3, 1973. 

Linda SHEAR, A Lesbian Portrait (record), Old Lady Blue Jeans, 
Massachusetts, 1975. 
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(h) Comparisons with minority groups in other countries 

Issues and concepts: Black, women, homosexual, ethnic, 

indigenous and other minority groups in, for example, United States, 

Canada, Britain, New Zealand and/or South Africa. 

Select Bibliography of records and readings 

Arnold ADOFF, Black on Black: Commentaries by Negroes, Macmillan, New 
York, 1968. 

L.H. CARI.SON and G.A. COLBURN {eds), In Their Place: White America 
Defines Her Minorities 1850-1950, John Wiley and Sons, New York, 
1972. 

A Declaration of Metis and Indian Rights, Native Council of Canada, 
Ottawa, 1979. 

Franz FANON, Black Skin, White Mask, Paladin, London, 1967. 

George JACKSON, Soledad Brother: The Prison Letters of George Jackson, 
Penguin Books, Harnmondsworth, 1971. 

June JORDAN, Passion: New Poems, 1977-198_(2, Beacon Press, Boston, 1980. 

J. KATZ, I am the Fire of Time, Clark Irwin & Co., U.S.A., 1977. 

Arthur J. MORE, Native Teacher Education: A Survey of Native Indian 
and Inuit Teacher Education Projects in Canada, Canadian Indian 
Teacher Education Projects {C.I.T.E.P.) Conference, Vancouver, 
1981. 

Edward PEEKS, The Long Struggle for Black Power, Charles Scribner's 
Sons, New York, 1971. 

Bernice REAGON, Give Your Hands to Struggle: The Evolution of a 
Freedom Fighter {record), Paredon Records, Brooklyn, 1975. 

Rayna R. REITER (ed.), Toward An Anthropology of Women, Monthly Review 
Press, New York, 1975. 

Stan STEIMER, The New Indians: The Gathering of the Red Power Movement, 
Dell Publishing Co. (Delta), New York, 1968. 

Treaty Between the United States of America and the Navajo Tribe of 
Indians With a Record of the Discussions That Led to its Signing, 
K.C. Publications in co-operation with the Navajo Tribe, 
Flagstaff, Arizona, June 1972. · 

Penelope WASHBOURN {ed.), Seasons of Woman: Song,Poetry,Ritual, Prayer, 
Myth, Story, Harper and Row, San Francisco, 1979. 

The Yucca Tsa Aszi: Magazine of Navajo Culture, Vol. 4, No. 3, 1980. 
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3. Conclusion 

The bibliographies are provided to get students started. They 

are a small sample only of material that is readily available. 

Students will need to isolate issues through their research and then 

formulate discussion questions and presentation points. Displays of 

material, relevant films, pictures, slides and tapes will all enable 

a student to run an exciting,stimulating presentation session. 

Students should not restrict themselves to academic articles for their 

research although these are useful. They should look mainly for 

materials written by minority group members. 
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D. Unit 4: Identification of local and personal issues: dialogue 
and action 

Introduction 

The purpose of this unit, comprising nine hours of in-class time, 

is to provide students with the opportunity and encouragement to act 

on some of the ideas discussed during the preceding course activities. 

This is based on Paulo Freire's concept of praxis whereby, with a 

combination of dialogue and action, people become conscientised and 

act on the world to change it1
, using ''action that is concUI'rent with 

reflection or analysis and leads to new questions, actions, and 

reflections. "2 

The major focus areas in this unit are 

(a) Methodology and media 

Expression of issues as social statements, individual and group 

contribution to community development, relationships between personal 

and social issues. 

(b) Social skills 

Development of a conscious awareness of co-operation, consensus , 

contribution, responsibility, care, creativity, contribution to the 

group of individual excellence , dialogue and action. 

(c) Practical skills (according to media used) 

(i) Creating skills - getting ideas. 

(ii) Producing skills - doing it. For example, outlining, planning, 

scriptwriting, article and report writing, pr oof reading, 

typing, editing, layout, photography and printing, visua l 

literacy, publication r equirements, voice production. 

(iii) Presentation skills - s electing and communicating with an 

audience through appropriate media. 
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1. Methodology and media 

(a) Defining the area of concern 

After spending time during the course investigating theoretical 

concepts and studying particular expressions of these from individual 

groups and organisations, the class group will be in a position to 

identify themselves as a group, to expr~ss particular concerns, and 

to engage in activity involved with promoting, advertising, clarifying, 

or teaching about, those concerns. 

Students could either elect to give a broad overview, incorporating 

several perspectives, of a topic, or they could focus, with more depth, 

on one particular facet of it. Their initial discussions would include 

an attempt to weigh up the significance of what they intend doing in 

terms of the effectiveness for change, direction of change and 

community response. 

(b) Two past pro j ects 

As it is the students who are involved in each course who will 

define each project, it is not possible to outline here details of 

future activities. However, as a guide, the descriptions of the two 

publications arising from the course as it was offered in past years 

are included. 

(i) Betty McLellan {ed.), By Gee: A Collection of h'ritings 
Describing Minority Group Movements 1n Australia and North 
America, Townsville College of Advanced Education, Townsville, 
1980. 3 

This publication contains descriptions of some more recent social 

movements "instigated in response to what they [minority groups] 

experienced as injustice., discrimination., and oppression." It was 

compiled the first time the original course was offered from the 

course assignments of the Aboriginal and Islander students who did 

the cours e. 
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(ii) Sandra Renew (ed.), Reawakening: A Collectiori 'of Writings About 
Freedom·and Minoritv Groups, James Cook University, Townsville, 
1982. 4 

This publication contains a series of papers exploring the concept 

of a treaty of commitment or Makarrata between black and white 

Australians set in the context of the wider philosophical issue of 

freedom. It was compiled by the seven women, four black and three 

white, who took the course in that year. It was designed from the 

start as a group project to result in publication, with responsibility 

for its completion and quality resting with the students. 

(c) Procedure for development of a publication as a class 
project 

In the production of Rea\~akening in 1982 the following procedure 

was used. The students 

(i) Established.a starting point from a recognised source: 

Lorna Lippmann, Generations of Resistance: The Aboriginal 

Struggle for Justice, p.199 . 

•.. the time is long overdue for the status and rights 
of Aborigines and Torres Strait Islanders to be 
established by treaty with the Australian government, 
since Australia was the only former British colony 
not to recognise indigenous title to land. 5 

(ii) Researched the major issues which were seen as 

1. The protection of Aboriginal identity, language, 

law and culture. 

2. The recognition and restoration of rights to land by 

applying throughout Australia the recommendations of 

the Woodward Commission. 

3. The conditions governing mining and exploitation of other 

natural resources of Aboriginal land. 

4. Compensation to Aboriginal Australians for the loss of 

traditional lands and for damage to those lands and to 

their traditional way of life. 
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5. The right of Aboriginal Australians to control their own 

affairs and to establish their own associations for this 

purpose. 6 

(iii)Formulated the following questions: 

1. What is the significance of land to the Aboriginal people 

traditionally, and today? 

2. What form should a treaty take? 

3. What are the arguments for and against as put by black 

and white Australians? 

(iv) Widened the scope of their topic in accordance with their aim 

of 

"setting up a black-white dialogue" 

and the treaty aim of 

''bZack-white understanding on a basis of equality" 

so that the topic read 

"Achieving a MC?_re Just Society: A Treaty of Commitment" 

(Makarrata) and then set it in the context of freedom as an 

issue for all persons. 

(v) Outlined the key areas to be expanded as articles and assigned 

topics to authors. 

(vi) Proof-read, discussed, and edited each article. 

(vii)Developed the overall design, layout and graphics. 

(viii) Completed the publication. 

(ix) Disseminated the book. 

(d) Suggestion for future project 

Although it is the group each time who should define and develop 

the issue and the relevant media for their project, the following 

suggestion has been included for the purposes of this planning 

exercise. 



Journey Towards Freedom: Writings About Human Rights and Black 

Australians. 

(i) Main ideas for discussion 

Liberation of people to become full participants in 

human society. 

Attempts to reflect on the experience of oppression. 

Actions for the creation of a new, humane society. 
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This book could be a collection of writings about the Pan

Aboriginal movement and its o~treach to an international audience on 

social justice for Black Australians. 

(ii) Starting points from an established source: 

Letty M. Russell, Human Liberation in a Feminist Perspective -

A Theology. 

No concrete liberation should be used to set up another 
oppressor with the roles reversed. Liberation does not 
mean fighting all the other members of the human family 
so that our specific group will be on top. Each one of 
the liberation movements opens up a new front against 
the inhumanity of life •.. To be sure, different move
ments set different priorities. In principle, however, 
no one liberation has priority over other liberations 
.•• Liberation of one particular group of people can be 
authentic only in so far as it includes freedom for 
the others, never against them ..... 

When we try to describe freedom in our lives as women 
and men in a world ..• in change, we usually turn to 
the word "liberation". 

This is not because we can be any more specific about 
what it means, but because liberation helps to ·focus 
on a process of struggle within ourselves and with 
others toward a more open future for humanity. 

As we experiment with what freedom might mean, we 
discover that the struggle toward liberation varies 
with each person and with each human community ••• 
demanding freedom from dehumanising social structures 
in order that (one) may become free for participation 
in the social political and economic struggles for 
humanization which are taking place in our global 
society. 7 
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(iii) The following questions could serve as a focus: 

(1) What does "freedom" mean to you? Discuss in terms of "freedom 

for ••. " and "freedom from II ... 
(2) What should this project be called? 

(3) What will its completed form be? 

( 4) What media would be the most appropriate - written text, video, 

film? 

(5) How do you personally achieve freedom? How do groups achieve 

freedom? 

(iv) Major sources could include readings on human rights, civil 

liberties and various federal and state government documents relating 

to this 8
, and newspaper articles as they occur. 9 Students will be 

directed to some publications outlining and describing basic media 

skills which are relevant to materials, publication and production. 10 

(e) Using other media 

(i) Other topics for projects could include 

an analysis of Aboriginal and Islander created literature, 

drama, poetry, song, 

police abuse, 

Aboriginal and Islander teachers in the Queensland 

Education Department. 

(ii) Appropriate media for students to use to develop these topics 

could include 

·book 

photo-journalism 

video 

film 

poetry reading 

The major constraints are (1) time 

poetry 

posters 

kits 

play - drama, comedy, 
street theatre 

art display 

whether the project can be 



182 

completed within the course limit, (2) skill development - if students 

are using a media, such as video, and are novices in terms of the use 

of the gear then rapid development is needed if the finished product 

is to reach a presentable standard, (3) equipment and expense -

some media will be ruled out if the equipment is not freely available 

locally as most students are too poor to outlay large sums to buy 

either the hardware or the software needed. 

2. The nature of the group in a group project 

(a) Five stages of group development 

It is suggested by Watson, Vallee and Mulford that all groups develop 

through stages, and that an understanding of the relationships between 

group members in each particular stage is important in being able to 

have the group working constructively. 

Stage one: Group members are polite, avoid conflict, concerned 

about acceptance or rejection. Orientation is towards the task. 

Stage two: Group members are involved in conflict because of 

concerns about status, power and organisation. There is concern with 

organisation, rules and agenda. 

Stage three: There is cohesion between members and affection, 

open-mindedness and a willingness to share. Orientation is to group 

conformity. 

Stage four: There is a supportive group climate with resolution 

of interdependence and independence conflicts, high commitment, 

warmth and freedom. Orientation is to creative and self-renewing 

problem solving. 

Stage five: There is a breakdown of group skills as the orient

ation is to the disengagement of relationships as the group comes to 

an end . 11 
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(b) Use of stages for group project 

During this course, Stage one and Stage two 

should be in effect during the introductory period, the lecture

discussion sessions of Unit 1 and the introductory lectures of the 

seminar strand. Stage three should occur during Unit 2 

when students are engaged in discussion of the analysis of thei r 

personal state_ments and in Unit 3 as the seminar-presentations are in 

full swing. Thus, it is hoped that the group will develop to Stage 

four the optimum stage for productive group work, as . they 

undertake their major group project. Stage five should 

then, neatly occur during the final two weeks of the course duri ng 

which students are involved in concluding discussions and course 

evaluation, and their assessment week activities. 

In the interests of facilitating group development to fit in with 

the needs of the course it may be necessary to introduce some 

structured experiences at different times. For example, the f ollowing 

games could be used to move from 

Stage one to two: Autobiographies 

Stage two to three: 

Stage three to four: 

Stage five: 

3. Practical skills 

Motives 

Unequal 

Conflict resolution 

Helping styles 

Needs 

Clarifying interdependence 

Our group symbol 12 

(a) Creating skills - getting ideas 

The experiences and activities in which students were engaged 

during the course should provide a wealth of questions to be answered, 
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problems to be described and solved, and media by which this activity 

could be presented. In Unit 3 Expressions of Minority Group Concerns: 

Minority Voices in particular, students, through their research and 

other students' presentations, should have been exposed to a wide 

variety of issues presented by minority group persons themselves 

through media they have chosen. If students are slow in getting 

started they should be referred back to some of this material. 

(b) Producing skills - doing it 

The practical skills needed by students will vary according to 

the media being used and the past experience of the students. However, 

in most cases practical skills will only develop as students become 

engaged in the activity and problems are surmounted through doing 

(several times over if necessary) what has to be done. Students 

gain confidence if they realise that they are, in the process of 

their project, part of a long line of minority group persons engaged 

in the presentation of their creative endeavours to others. Students 

have found great comfort and support in reading about the struggles 

of others in this process. For example, the section entitled 

"Speaking in Tongues: The Third World Woman Writer" from 

This Bridge Called My Back13 includes 

Gloria Anzaldua, "Speaking in Tongues: A Letter to Third World Women 

Writers", 

Hattie Gossett, "Who Told You Anybody Wants to Hear From You? You 

Ain't Nothing But a Black Woman", 

Nellie Wong, "In Search of the Self as Hero: Confetti of Voices on 

New Year's Night". 

Norma Alarcon, ''Uricana' s Feminist Literature: A Re-vision Through 

Malintzin for Malintzin: Putting Flesh Back on the Object", 

Chrystos, i 1Ceremony for Completing a Poetry Reading". 
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(c) Presenting skills: communicating with an audience 

The program in which this course is offered is intended to train 

teachers so the students involved will have substantial practical 

experience in defining an audience and selecting content and 

presentation strategies in order to enhance communication. 

The models discussed earlier, and the assumptions on which the 

course is based provide clear guidelines for the selection and 

development of presentation skills. 14 

4. Conclusion 

In this unit the emphasis is on creating a context in which 

students control, initiate, plan and execute a project which will 

make a worthwhile contribution to the understanding and/or changing 

of the minority group condition. Under no circumstances can the 

spirit of this unit be fulfilled by the lecturer or teacher treating 

it as part of the lecture program. It must be a student-centred 

activity. 

In 1980, June Jordan, a Black poet, wrote "We are the ones we 

have been t,Jaiting for". 15 

This course has been an attempt to convey this to the students 

involved and to give them some knowledge and skills which will give 

them the confidence to take up the responsibility which this 

statement implies. 
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CHAPTER 5: SUMMARY, POSSIBLE CRITICISMS AND IMPLICATIONS 

The purpose of this field study has been to develop a tertiary 

level elective course in the study of minority groups (esp~cially 

Aborigines, Islanders and women) and to provide a vehicle through 

which the minority group students can make a contribution to defining 

minority group experience. Those to whom this field study will be of 

interest will, therefore, include teachers, especially those who 

identify with a minority group, and students, especially minority 

group students. 

The course is designed to be offered within a conservative 

tertiary educational institution. It was written with the constraints 

imposed by such a situation impinging on what was seen as possible. 

However, in the wider community, where anyone who learns is a student 

and anyone who can facilitate this learning is a teacher, this course 

will have ideas and suggestions in it which could be used for a 

variety of purposes. 

In this chapter, the fi e ld study will be summarised, some 

possible criticisms presented, and some major implications for 

education for minority group students will be discuss ed. 

A. Summary 

Perceptions of the institutional constraints and some aspects 

of the social context in which the course will be taught were described 

in the first chapter. The relationship between the oppressive and 

changing political and social context and the articulated needs of 

Aboriginal and Islander groups was discussed. 

This discussion gave validity to the assumptions about the nature 

of persons, the nature of society and the nature of knowledge on which 

the course was subsequently based. It was seen as important that 
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different concepts of freedom be discussed to illuminate these 

assumptions. because the aim of the course was formulated in terms of 

freedo~ as the empowering of individuals and groups. This empowering 

is a priority concern for minority groups. 

Two models for developing curriculum were then presented. These 

were included for several reasons~ 

(a) Because they were .shown to be in harmony with the stated assumptions 

for this course, and because they are used in the Diploma of · 

Teaching curriculum courses, they provide a legitimate framework 

from which this course was developed. Both teachers and students 

can look to the models for arguments and rationalisations to 

support what they want to do in the course. 

(b) The models provide a clear interpretation or middle step between 

the defining of assumptions and the development of a course from 

the assumptions. It was seen as important to provide this aid 

as a demystification device for the Diploma of Teaching students. 

Thus they will have a working example of one of the theoretical 

processes presented in other cour ses, and understand how it 

affects them as students. 

(c) Many of the ideas, concepts and statements presented as being 

important to minority groups may appear to threaten the ways in 

which tertiary courses are usually taught and what is seen as 

worthwhile content. For teachers and lecturers, the models not 

only legitimate and demystify, but they are a source of alter

native, non-threatening rationalisations for trying something 

different. 

(d) The models were also included to help teachers to co-ordina te 

and synthesize the different perspe ctives to be presented in the 

course. The models should be helpful in amalgamating the vast 

range of abstract ideas suggested and in incorporating and 



198 

responding to contributions of students' experiences. 

The ideas seen as useful within the wide scope of the course are 

complex_ and should be manageable if they can be made concrete through 

the students' own experiences. Also, some teaching strategies 

suggested by the mo~els are discussed as it is important that not only 

the content be relevant for minority groups but that the way it is 

presented is also compatible with the aims expressed. The teaching 

strategies suggested are compatible with the assumptions previously 

discussed about the nature of society, the individual and knowledge, 

and will make possible the achievement of the aim of the course. 

The content of the course is presented in four units and 

conceptual t~ols from sociology and philosophy are suggested to assist 

students in processing and analysing the ideas they develop through 

these units. The point was made that it is expected that students 

will be able to use and recognise several different ways of viewing 

and explaining the world in their quest for greater understanding of 

their world and in their need to act to make changes in it. 

Students will also need to be conversant with the philosophical 

concepts which other minority group persons are using to explain and 

describe what they are doing. 

Some suggestions are made regarding the evaluation process. 

Strategies suggested are intended to cater for institutional require

ments, while at the same time providing the constructive feedback 

necessary for both teacher and students to enable them to reach the 

course aim of empowering. Detailed suggestions for the content and 

main ideas in the course are made, although it is recognised that 

this material will soon become dated. Teachers should be prepared to 

substitute more relevant examples when appropriate, especially when 

they are contributed by minority groups themselves. 
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B. Possible criticisms' of the course 

1. Problems with the ideological base 

One of the fundamental premises of the early Marxist position is 

that of the concept of alienation, meaning that people, in lacking a 

sense of community, are unable to develop fully. The assumption is 

that it is not possible to develop fully as a human being alone, or 

in isolation. 

Most Marxists believe that, in the present industrialised 

society in which we live, people are socialised into an isolating, 

and therefore alienating, aloneness. Critics of the various Marxist 

positions, however, interpret this concern with community in an 

extreme sense which negates the individual. Critics claim that in 

the Marxist position individuals are always, and negatively, sub

ordinated to the group processes and needs. 

The position taken in this field study is that it is logically 

impossible to have a group or community not made up of individual 

people, and it is fundamentally impossible for a group or community 

to act, an important factor in praxis, unless the individuals 

comprising it act. No group can act unless catalysts or individuals 

act. Dialogue can only occur in groups if individuals are prepared 

to dialogue. Conversely, individuals cannot dialogue alone. A view 

of individuals developing consensually defined goals and processes 

seems to be a more commonsense proposal. 

This conflict between the two positions can only be resolved if 

they are viewed as symbiotic rather than being in conflict or mutually 

exclusive. 

In this field study, an attempt has been made to put this 

resolution into practice by including the two perspectives through 

the humanist and social reconstructioni st models for curriculum 

development. Whether or not this is valid in terms of the designated 
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outcomes will only be apparent through the carrying out of a long

term research project. 

Not all people, and thus not all minority group people, or all 

teachers, will accept as legitimate the assumptions on which the 

course is based, and therefore they will view the· course with 

scepticism. They will have problems accepting the Marxist orientation 

which views the present structure of society as oppressive, especially 

to minority groups. They will thus have difficulty in accepting the 

validity of the social reconstructionist perspective of curriculum, 

as it relates to society as. it should be, as opposed to society as it 

is. 

This difficulty in accepting a course aimed at, ultimately, 

changing the political and social structure of society will occur 

because our present society is the result of a common agreement among 

the powerful about beliefs, and these beliefs form an ideology. These 

beliefs give rise to sexist, racist and individualistic social and 

political structures which, in combination, make up our way of life. 

It will be difficult for many people who benefit from this way 

of life to view it without bias. Any person criticising the way things 

are or suggesting change will be subject to strong social pressures 

to develop a more positive attitude to present conditions and per

spectives. On the other hand, people who identify as members of an 

oppressed group, will see so clearly that the present system is unjust 

and restrictive for them, that they may find difficulty in making the 

compromises necessary for survival.within an institution, which is 

designed to enforce and develop the dominant conservative ideology. 

There seemed to be little point in attempting to produce a 

course for minority group students which claimed to have a politically 

neutral status or to be based on neutral assumptions which would deny 

dignity to the students who will be affected by it. 
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This course, therefore, is based firmly on assumptions which 

recognise oppression and powerlessness and which by no means could be 

seen as neutral. However, it also provides, through a blending of 

two models for curriculum development, a means by which teachers can 

begin to develop the understanding that our basic perspectives often 

hide our 'real' relationships with other persons, and that all 

relationships have both real or physical content and symbolic content. 

Use of the models may help those involved to begin to abandon the 

certainty of the beliefs which they have been taught and acknowledge the 

validity of other perspectives through questioning and critical analysis . 

A justification comprising of a description of injustice and 

repressive acts in Queensland serves to point out the necessity £or 

some changes to occur if individuals and groups can be said to have 

certain civil and political rights derived from basic human rights. 

2. Problems in achieving objectives 

In this course there are two main problems concerning measuring 

the effectiveness of the teaching strategies,relevance of content and 

ultimate achievement of aims. 

The main problem will not actually be whether the objectives 

have been achieved but in knowing whether they have been achieved. 

Because the social reconstructionist - (neoMarxist) - approach is 

strongly based on the students' own experience, it is very difficult 

to test whether externally imposed objectives have been achieved. 

Unlike approaches which assume a concept of knowledge as an entity 

in itself, with what is known being separate from the knower, it is 

only possible here to provide some way of recording experiences, so 

that those recording them can make their own comparisons and 

analyses. 

If the social reconstructionist perspective is accepted, then 

the effectiveness of the course in terms of its reconstruction of 
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society will not be known for some time, that is, until this recon

struction becomes visible. The questions become then whether or not 

it is sensible to put a time limit on the waiting .for change to occur, 

and of how to measure the kind of change and the desirability of it. 

The course itself is only one semester long. It will be most 

difficult to assess the effectiveness in terms of changes in this 

short time. 

Another major concern is that of whether it is actually possible 

to teach to expose ideology, to develop awareness of the political 

nature of language and to develop responsibility to act, or whether 

all that is happening is the exchange of one ideology for another. 

For example, in an ideal language or communication context, there are 

no hidden agenda or preconceived expectations and assumptions affect

ing the dialogue, due to power, time or access to information. The 

ideal is a situation of justice and equality between speakers. 

However most politically significant and therefore educational 

communication takes place in contexts where there is an imbalance of 

power to control the content, direction and outcomes of linguistic 

exchanges. 

This is significantly the case in tertiary education institutions 

It would be practically impossible for a teacher within the institution 

to set up space consistent with the ideal in which to teach this 

course. Jhere would therefore be interference from the start and it 

would be most difficult to achieve the objectives. This interference 

arises from the world view of the dominant ideology and includes an 

all pervasive context which strongly encourages and rewards the 

achieving, competitive individual. 

While one of the functions of the humanistic model is to focus 

on the individual, this does not automatically imply that competition 

and individual achievement will be the automatic outcomes. Humanism as 

a model can also be used to provide a focus for an individual with 
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co-operative social consciousness working for consensually derived 

group goals. 

Another concern is that because this course has not yet been 

taught, nruch of what has been suggested should be subject to some 

kind of scrutiny or evaluation before it is adopted as useful or 

significant. To this end, examples of feedback sheets on which 

students comment about content, procedures and responses are included 

in the text. The course at least needs to be taught once and 

evaluated by minority groups themselves to validate the proposals 

made in this field study. Another concern is that pertaining to the 

expectation that students' involvement in the course will include 

acting to change the world. The question is how much and what kind 

of action will be tolerated before the institution expels or suspends, 

or otherwise rejects, a student for acting. In a society which 

espouses individuality but expects and values conformity, this 

conflict is already evident, but students acting as a result of this 

course will make it a very visible problem. In a sense this could be 

seen as evidence of the success of the course. 

3. Necessary characteristics of teachers 

This course demands special qualities of its teacher. Ideally, 

this course should be taught by a member of the minority groups 

represented by the s~udents in the course. Thus, in the context of 

the Aboriginal and Islander major study for which this course was 

originally intended, the ideal teacher should be selected from the 

Aboriginal and Islander women applicants. If the course was to be 

taught in a women's studies program, then certainly the teacher would 

be selected from the women -applicants (and preferably from the lesbian 

or black women applicants as these women would have a double first

hand experience of oppression common to many minority group persons). 
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Another important attribute for a prospective teacher in this 

course is that they have a critical, conscious awareness of the 

oppressive nature of society and of themselves as a member of a 

minority, and thus powerless, group. Unless the teacher has this, 

she will not understand what her students are saying to her. Also, 

not only must the teacher have an awareness of the relationships 

between language and power, but she must be able and prepared to 

listen to, and hear, what the students are saying. The teacher must 

have the ability to structure the classroom experiences so that 

students perceive the power they have both in dialogue and action. 

The teacher must also be aware that to act to change is to be 

viewed as dangerous so she must be able to perceive the consequences 

of being dangerous and be prepared to cope with and live with these 

consequences. Thus the teacher must have knowledge of the assumptions 

on which the course is based, and a sensi ti vi ty to and acceptance of 

the developing philosophical positions of various minority groups. 

C. Implications 

There are several obvious implications for consideration in the 

future when developing education programs £or minority group students. 

The first is that it is most important that suitable teachers be 

selected from minority groups to present the course. At the same 

time, although it is not common practice at present~ an induction 

course or orientation program should be tmdertaken by prospective 

teachers of the course to develop in them skills and awareness not 

often found in tertiary teachers. This orientation should include 

discussions with local minority spokespersons and groups, a selected 

reading program of some of the materials included in the resources 

listed, some skills development in interpersonal and intercultural 

communication, and the development of production and publishing 

skills. 
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Another important implication arising from the discussions 

included in the course is that this course should be seen as merely 

an int~oductory c9urse. Further courses need to be developed expand

in~ such topics as liberation ethics, theology for minority groups, 

11doing" philosophical analysis with minority groups and sociology 

courses which arise from minority group perspectives. These courses 

would serve the purpose of legitimating minority groups' special 

knowledge and experience, which at present are treated as either 

exotic or deviant, or are ignored. 

The other most obvious implication is of the need for formalised 

long and short-term research studies to be developed and carried 

out by minority group persons in order to validate the effectiveness 

of 

(a) The teaching strategies suggested. 

(b) The blend of humanistic and s ocial reconstructionist 

perspectives. 

(c) The evaluation strategies suggested. 

(d) The usefulness of the concepts listed as content. 

(e) The usefulness of the sociological and philosophical "tools" 

for analysis suggested. 

~n short, this course can be seen as clarifying some starting 

points for more effective minority group participation in and control 

of the education processes affecting powerless groups . 
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