
AN ETHNOGRAPHIC STUDY OF E.S.L, STODEN'l'S 

AT A CANBERRA HIGH SCHOOL. 

By SUSAN BESSELL 

(i) 



ABSTRACT 

This ethnographic study was undertaken in order to examine the 

problem of many of our E.s.L. students• slowed academic progress 

in high school. The study found culture shock and culture 

conflict, low self-esteem and poor motivation, established 

learning styles and unsuitable teaching techniques, personal and 

societal identity confusion to be factors preventing such 

students from achieving their full potential. 
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CHAPTER I 

INTRODUCTION 

Adolescent students from non English speaking 

backgrounds expexience many problems during their fi.rst years in 

our high schools. This well documented fact has been recognized 

by education authorities for some time ( Schools Conmission 

Reports for the Triennia l.976-78, 1979-81; The Ga.ll:,ally Report, 

l.978). In the A.C.T. special. English as a second Language 

teachers have been provided for such students since 1968 and a 

multicultural approach to all students• education has been an 

accepted pa.rt of the A,C,T, Education Authority•s philosophical 

stance since l.979 (A.C.T. Schools Office MUl.ticultural Education 

WOr'k.ing Party Report, 1979). 

However, even with special assistance, E.S ,L. students 

continued to experience problems. In l.976, i.n recognition of the 

particular difficulties facing non English speaking new arrivals 

i.n the A.C.T., a separate intensive English centre was 

established, 

Here students study English intensively for 6 months 

before progressing to their local high schools wbere they join 

subject-area classes for the first time. 

They continue to receive E,S,L, instruction for a 

further 18 months but during this period and, in many cases, for 

some ti.me afterwards, students experience a variety of academic 

and social problems, the solutions to which have not yet been 

found. 
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The particular phenomenon observed by this researcher 

over the past 9 years was that adolescent E.S.L. students 

acquired, i.n s to 6 months, a knowledge of the basic structures 

of the English language, together with a limited vocabulary, and 

were able to use these to function adequately within the 

sheltered environment of a separate intensive language centre 

( Besse 11, 1977). However, when they proceeded to the larger 

world of a suburban high school and entered subject-area cl.asses, 

the rate at whieh they learnt English slowed or plateaued and 

many began to experience academic failure and social dislocation. 

The problem was also recognized by the schools in which 

these students were em::olled, and requests were made by schools 

for E.S.L, students to receive special help for longer than the 

initial 2 years after their arrival i.n Australia. Subject-area 

teachers also continued to request assistance with E.S.L. 

students and reported repeated instances of students experiencing 

difficulties. 

The aim of this study was to examine the process of 

English as a second Language learning as it proceeded in our high 

school settings, with a view to uncovering possible causes of the 

above-mentioned plateauing effect. 

Our school system has a responsibility to E.S.L. 

students to alleviate such a situation, and if possible, to solve 
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these problems. on personal, community and national levels, it 

seemed, there were good reasons for so doing. 

From the students' point of view, there existed much 

perhaps unnecessary personal anguish and unhappiness. And in the 

case of senior students, there was also the real possibility that 

protracted academic failure would lead to a greatly narrowed 

choice of career opportunities. Por younger high school students 

the experience of failure could lead to an alienation from study 

which would continue throughout their school lives. Across the 

entire age range there was the danger of wasted human Potential. 

Furthermore, schools and education systems clearly have 

an obligation to the students in their care, whatever their needs 

might be, to prepare them for useful and personally fulfilling 

lives in the society. 

Similarly, on a national level, for the country's 

immigration programme to succeed, whether it be based on the 

importation of skilled workers, family reunion programmes or the 

humanitarian acceptance of refugees, the successful education of 

the children of these immigrants should be of paramount 

importance. And while English remains the language of 

instxuction in our high schools and the major language in our 

working and social communities, successful education will involve 

the learning of English. 
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There seemed to .. be at least nine areas which might shed 

further ligbt on the problems of the E.S.L. students in high 

school and clarify the reasons for their difficulties. 

1. The move from the relatively secure atmosphere of 

the intensive language centre and the necessity of settling into 

an unfamiliar institutuion for the second time within 6 months of 

their arrival in a new country could prove to be significant. 

Energies would need to be directed towards learning yet another 

new systems buildings, teachers• expectations, school rules, 

which would inevitably be accompanied by a second bout of culture 

shock, no 1118.tter how adaptable the students had become. 

2. The 6 months or so spent lea.ming English 

exclusively, in addition to any breaks in the students• education 

in their home countries, (caused by political unrest or extended 

periods of travel), combined with the differences in curriculum 

content between different education systems, could all cause the 

E.S.L. students to be ''behind" their Australian classmates. 

3. conflict between various aspects of the cultu-re of 

their home country and of Australia could also create problems. 

This conflict might include different values regarding learning, 

attitudes to newcomers and to being new and adopting a new set of 

values. varying degrees of ethnocentrism amongst different 

national or cultural groups might also result in differences in 

the rates at which particular groups of students were accepted 

and settled in. 
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4. Lowered self esteem might be caused by students 

finding themselves in a minority situation where familar 

attitudes and behaviour were absent or not valued. This in turn 

might lead to poor 11\0tivation to succeed in the new environments 

and poor motivation, once established is extremely difficult to 

improve. 

5. Motivation could also be affected by the fact that 

the students had already acquired the ability to communicate at a 

basic level in the intensive English course. Having made this 

initial effort, they may be unwilling to maintain such a degree 

of comi.tment or they may not recognize any real need to 

COUlllUnicate at a more complex level. 

6. Purthermore, students of high school age have 

already acquired particular learning styles and attitudes to 

learning and the new students• success coul.d well depend on how 

closely these reBelllbled those in our schools or the degree to 

'Which we cater for students who rely on different learning 

styles. 

7 • Teaching techniques which are unfamil.iar or 

unsuitable could alSo cause or exacerbate the E.S.L. students• 

problems. It may well prove illuminating to examine the 
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techniques used in our classrooms and assess ·-tbe.1.r .... effectiveness 

in terms of teaching subject-area language and content to the 

E.S.L. students. 

8. The whole question of identity confusion in the 

newcomer and the psychological and social disorientation this can 

cause deserves closer study. The process of socialization into 

any culture is a long and complex one, with formal schooling 

comprising only one aspect. The adolescent high school student, 

who is but pa.rt wa.y through this process in his native culture, 

must leave and begin afresh in a new and unfamiliar setting. 

9. A further complication is the stage which an 

adolescent has reached in the development of a healthy sense of 

personal. identity (Erikson, 1968). It would seem that 

transplantation into a new culture at this critical time tlla.y be 

extremely hazardous for adolescents. 

The acquisition of a second language then, is onl.y a 

pa.rt of the complex process of learning to function successfully 

in a new culture. Therefore, in examining the problems of E.S.L. 

students in our high schools, it was decided to look not only at 

their language development but at the students as they operated 

genera.lly in subject-area. classrooms after leaving the intensive 

language centre. 

It seemed desirable to follow the students• progress in 
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a. variety of classes, a.nd to compare their experiences with those 

for whom the process of socia.liza.tion ha.d been proceeding without 

interxuption: the mainstream or AUstralia.n students. And since 

the teacher is often such a pivotal force in choosing a.nd 

controlling the experiences of students in the classroom, a.nd 

might be expected to provide additional insights aided by 

professional training, experience and maturity, each cl.ass 

teacher was included in the study. 

It was decided to employ an ethnographic approach which 

would seek to describe the classroom culture of students and 

teachers in their own terms, the "ethnographic semantics .. of 

Spradley and Mceurdy ( 1972). This methodology describes the ways 

in which the participants categorize, code and define their own 

experience, so that their organization of the world becomes the 

basis for organizing, reporting and interpreting the data. 

outside experiences, such as those of the playground, home and 

conmunity, would influence this organization, so the methodology, 

although focusing on a classroom, would also reflect the larger 

social setting. 

The results of this investigation, it was hoped, would 

provide a clearer picture of the classroom lives of the E,S.L. 

students, and in highlighting their problems, help give some 

clues to their solution. 
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CHAPTER II 

LITERATURE REVIEW 

Much of the ethnographic research into E.S.L. students 

in the classroom has been carried out in the United states either 

in government sponsored schools on American Indian reservations 

or in urban schoolS containing large concentrations of minority 

group students. 

A breakdown of the relationship between a school and its 

surrounding socieey was found to be the cause of failure in 

American Indian students in various reservation communities ( wax, 

wax and Duinont, 1964; King, 19671 Wolcott, 1967, 1968a, 1969b; 

Pa.nee, 1968: all ethnographic research reported by Sindell, 

1969). This breakdown produced an identiey conflict which 

adversely affected the students• education {Wintrob and Sindell, 

1968). A further conflict was seen to arise specifically between 

the students• concepts of self and the attitudes towards learning 

and conformity held by their native culture. Failure in school 

was a result of this conflict (Miller, 1977), 

Ethnographic studies of urban students and classrooms 

failed to produce such a clear picture, however. In an intensive 

study of one classroom, Smith and Geoffrey (1968) found complex 
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factors affecting E.s.L. students• failure as did Lea.cock (1969) 

in his comparative sample of many city classrooms. In a 1968 

analysis of individual students and teachers, though, Burnett 

examined the ways in which the cultures of home and school 

affected schooling in a Puerto Rican area of Chicago and her 

findings of conflict between the two cultures paralleled the 

conclusions arrived at in the American Indian studies. 

Reparts of E.S.t. students experiencing difficulties 

were li.1llited neither to the United states nor to ethnographic 

research, and studies in many different countries employing a 

great variety of methodogical approaches have yielded sanewhat 

similar results. 

The particular problems of second phase or long term 

E.s.L. students were highlighted in 6 different pieces of 

literature; from canada (Ashworth, 1977b), Japan (Harasawa, 

l.974), Australia (Harris, 1980), the U. s. ( Robinett, 1972) and 

Britain (Lindsay, 1977 and Edwards, 1979). Ashworth interviewed 

100 teachers a.cross Canada and concluded, "One of the 

weaknesses •.•• lies in the second phase of language learning" 

( p. 266); Harasawa ( 1974) described well motivated students 

needing English for university entry who studied English for at 

least 10 years yet were regarded as "notoriously poor linguists" 

( p. 71) and the English Language Teaching programme "a disastrous 
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failure" (ibid.p.71). Barris (1980) questioned the haste with 

which bilingual language programmes were introduced into Northern 

'Territory Aboriginal children's education a.nd the stages at which 

they were introduced, Robinett ( 1972) outlined the difficulties 

of teaching English as a second Dialect to non-standard speakers 

of English, such as blacks in the u. s. ; Lindsay ( l.977) described 

adult foreign students who travelled to England especially to 

learn English who were strongly 11\0tivated but whose progress was 

often slow and disappointing and Edwards ( 1979) chronicled the 

failure of the children of West Indian immigrants in British 

achools1 "What is certain is that Department of Education and 

Science figures show disastrous academic results for the children 

of ethnic minorities" (p,256, Garton, 1980). 

Conclusions reached in the above mentioned second phase 

E.s.t. failure studies varied enormously. Ashworth { l.977b) 

blamed culture conflict, the time taken to learn the first stage 

of E.S.t. and low self-esteem which caused poor motivation. 

Harasawa. focused on Japanese E.S.L. teachers• fondness for 

linguistic minutiae and the cultural gulf between Japanese and 

English, whil.St Barris ( 1980) blamed the too early introduction 

of E.S.L, in the Northern Territory M>original bilingual 

education programme. Robinett ( 1972) found a la.ck of motivation 

to learn in students who could already communicate to tbeir 

satisfaction in their own ghetto dialect. In the British studies 
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Lindsay ( 1977) isolated culture conflict, previous learning 

experiences, preconceived ideas regarding learning and the effect 

of paxticul.a.r teaching techniques, whilst Garton (1980) in 

discussing Edwards' 1979 findings, claimed that racism and 

cultural alienation caused students to retreat from English 

culture and language, 

over the past so years many reported instances of 

difficulties in the acquisition of English as a second language 

and advice on the 1Q0St appropriate methods of successful teaching 

and learning have :reflected the linguistic theories of the day, 

The earliest research offered purely linguistic explanations 

which then tended to give way to psychological influences, 

Conflicting cultural values and the failure to learn a new 

culture effectively followed, whilst recent research recommends a 

bilingual or multicultural approach to second language 

acquisiton. 

The research literature is examined below in these four 

categories i.e., l.inguistic, psychological, cultural conflicts 

and multicultural approaches, and is considered appropriate in 

placing this researcher's study within anhisto:rica.J. framework as 

well as providing it with a relevant background, 

The linguistic approach to E,S,L, failure can be seen to 
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ba.ve developed from the early work of Pries ( 1.945) and La.do 

( 1957 ), who advocated a structural approach to contrastive 

linguistics: examining the grammatical similarities and 

differences between the native and the second language and 

maintaining that acquiring the second language simply meant 

learning a new set of habits, Any problems or errors which 

developed in the process were viewed in the light of mother 

tongue interference or structural differences between the native 

and the second language., Lado pioneered error and contrastive 

analysis by claiming that "those elements that are smilar to the 

(E.S.L. learner's] native language will be simple for him, and 

those areas that a.re different will be difficult" (Lado, l.957, 

p. 2), thus inferring that E. s. L. learners' di.fficulties could be 

predicted and explained by the structure of their native 

languages. 

Prom these theories sprang a multitude of error analysis 

studies based on contrastive analyses of native languages and 

English. 

some researchers (Barry, 1971-German, Andresen, 

1972-Norwegian; Court, 1972-Thai and other Asian languages, 

Vidovic, 1972-Serbo-Croation and Aziz, 1974-I:raqi) cl.aimed 1n0ther 

tongue interference in the learning of the pronunciation of 

English and recoamended the use of phonological contrastive 
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analysis in E.S,L, teaching to predict and correct errors, 

Isolated problems were given novel explanations. Utley 

(1973) concluded that sorne mispronunciations by Thai E.s.t. 

learners were caused not by mother tongue interference but by 

E.S.L. teachers overemphasizing English pronunciation, which was 

misheard by the Thai student. 

others (George, 1971-Asian languages; Richards, 

1971-el.even different languages; Ceylon Research Group, 

1972-Ceylonese; Efstathiadis and King, 1972-Greek; setian, 

1972-Arabic; Peter, 1974-Hungarian; Johansson, 1975 I & II 

all languages and ICha.faji, 1975-Arabic) on the other hand, 

concentrated on contrastive analysis of general grammatical and 

syntactic features to explain E.S.L. difficulties, 

However, of this latter group, .Richards, Johansson and 

JCha.faj i provided more complex explanations. Because he examined 

el.even different languages, Richards was able to point to similar 

errors in E.S.L. appearing from speakers of different native 

languages. These he called intra.lingual and developmental e:rrors 

and concluded that native languages did cause some E.S.L. errors 

but others would be caused by learning strategies, the 

interference of English grammatical structures and developmental 

conflicts. 
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Johansson and IChafaji both found fault with La.do's and 

Fries• purely structural approach to contrastive and error 

analysis and Johansson used Pitt Corder's ( 1967) theories of 

erxors as the fonaation and testing of hypotheses to explain 

first and second language (Ll and L2) errors. However, Johansson 

still saw the errors originating from Ll interference, and he 

further argued that errors in Ll were caused by 

transformational-generative grammar and led to a distinction 

between competence and performance. In other words, performance 

could be affected not only by competence but by variables such as 

memory. He regaz:ded semi-grammatical utterances as instances of 

developmental stages where the rules had. not yet been 

established. Similar errors found in L2 were caused, according 

to Johansson, by incomplete competence in the L2. 

IChafaji offered a d.ifferent explanation. He rejected 

the structural contrastive approach since no two languages are 

the same and he also found fault with the transfo:rmational 

contrastive approach, which examined deep as well as surface 

level structure, because this focused on competence rather than 

performance. His approach: a formal-functional contrastive 

approach, examined the deep structures of both foxms and 

functions of the languages and concentrated on the performance of 

the learners. He found that potential learning problems did come 

from Ll interference but concluded that if the languages were 
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similar in fonn and function, then the learner would make fewer 

errors. 

other researchers looked at linguistic difficulties in 

different lights s Taylor ( 1976 ) also refuted La.do• s acceptance 

of Ll interference as the sole cause and added that it was a much 

more complex issue; Harasawa {l.974) found prob1ems caused not 

only by mother tongue interference but also by mother tongue 

thought patterns and criticised teaching which emphasised minute 

L2 grammatical details, McLaughlin ( 1978) adopted COrder•s 

theory of errors as learning strategies. 

sapir (l.964) and Ka.plan (1966) regarded E.S.L. 

acquisition as incomplete until the cultural structures 

repxesented in the wr.itten .language (e.g. , paragraph structure) 

were learnt. still more researchers saw the compl.exi.ties of the 

English language as the cause of the problem. Although James and 

Mullen {l.973) conceded that some aural. difficulties woul.d be 

caused by L1 interference, the unfamiliarity of such features as 

lexical and sentence stress, cohesives and discourse :markers, as 

well as cultural allusions and assumptions in English, ~re 

regarded as further stumbling blocks. unfamiliar intonation and 

stress also resulted in oral unintelligibility (Mahandru, 1975). 

La.ck of familiarity with standard spoken English which caused 

problems in aural comprehension was documented by James ( 1975) in 
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students who bad concentrated on a grammatical approach to E.S.L. 

learning or had been taught by speakers of overseas dialects. 

solutions involving new testing techniques and teaching 

methodologies were also put forward in response to perceived 

linguistic difficulties. Sako and Fruchter {l.965) and Gue and 

Holdaway ( 1973) searched for an ideal. English language test which 

would predict second language learning success, t.a.ne { 1962) used 

controlled experiments to measure the outcomes of different 

skills approaches to learning E • s. L. and Day et . al. ( 1. 978 ) drew 

up a rank order of difficulty in standard English grammatical 

features to assist E. s • L. learners . Schwab ( l 963 ) reCOIID'llended 

the teaching of specialised research skillS to advanced learners, 

Kharma. ( l.972) the use of language laboratories for sound 

recognition and discrimination and sentence pattern recognition. 

Cooper ( 1.964) found that exposure to conversational English was 

not enough to improve E.S.L. acquisition and Kann (1.976), in an 

echo of error analysis, maintained that evaluating linguistic 

achievement in external examinations solely by calculating the 

error quotient was not a good measure of E.s.L. proficiency, 

Psychological explanations for E.S.L. failure have been 

sought by many researchers as far back as the 1.950s and 60s when 

an earlier concept of language aptitude was developed more fully 

and batteries of tests ( such as those measuring ability with 
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phonetic encoding, rote memorizing, recognizing gramna.tical 

functions, and inductive learning) were developed to measure and 

predict thi8 quality in potential. language learners. Carroll 

( l.960) claimed that language learning was a special talent, 

similar to artistic and music ability and that between ten and 

twenty percent of children had a specific language learning 

disability even with the best learning conditions. Pinlsleur et 

al. ( 1962) also found that language aptitude was an extremely 

compl.ex concept and that students varied greatly in their rates 

of learning. 

However, as eaxly as 1956, E.S.L. failure was being 

attributed to different causes. Nida ( 1956-7 ) outlined a lack of 

desire to communicate with and an absence of sensitivity to the 

host cultural group. This reason, together with poor motivation 

and a high degree of anxietY; comprise the major part of the 

research findings in the later 60s and 70s. Once again Nida 

( l.957-8 ) was a pioneer, in blaming poor motivation caused by 

earlier e1q>eriences which resulted in a reluctance to take risks 

such as pronouncing new words ( later labelled "l.athophobic 

aphasia" - an unwillingness to speak for fear of making a mistake 

and commonly known as Goodison • s disease ( Alatis, l.976)), as the 

reason for E.S.L. failure. He also isolated personal identity 

crises and a high degree of ethnocentrism in an individual as 

additional. restricting factors. Taylor ( 1974) saw the 
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cognitively mature adult learner, who could use his native 

language as a reference point, as hampered by an unwil.lingness to 

take risks. 

Gardner and Lambert (1967) descri:bed the concept of 

,.anomie" or feelings of social uncertainty and dissatiSfaction as 

contributing to E.S.L. failure. More recently Scovel (1978) 

identified two types of anxiety--debilitating and facilitating, 

the former which hampers and the latter which, if harnessed 

effectively, facil.itates E.S.L. acquisition. curran (1972) 

developed an elaborate system of counselling-learning techniques 

to minimise anxiety, Herr ( 1979) similarly proposed applying the 

"SALT" ( suggestive Accelerative Learning and Teaching) method to 

E.S.L., which includes formal relaxation techniques and the 

establishment of warm student-teacher relationships. 

By far the largest amount of research in this area, 

though, centred on motivation, first in the 40s and sos an 

instrumental motivation used by foreign students arriving in the 

U.S. to study for higher degrees, then in the 60s and 70s 

replaced by the integrative needs of Spanish, Indian and other 

ethnic groups as their needs became more widely recognized 

( Norris 1.971.). 

Gardner and Lambert's ( 1972) Canadian research is 
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per:baps the best known wor:k in lllOtivation, They concluded that 

successful E,S.L. acquisition r:equir:ed the lea.mer: to adopt the 

behaviour of the host group, to have positive attitudes to the 

target culture and a positive attitude to L2 learning. They 

further concluded that if both instrumental a.nc,. integrative 

motives were present ( as in E. s. L. in the U. s. , Canada and the 

Philippines), then success was assured. Attitudes were found to 

assist motivation, too, in sustaining E.S.t. learning. (Gardner 

and smythe, 1977). 

PolloWi.ng in the Gardner-Lambert tradition, Gisela. 

Hermann ( 1980) found that linguistic failure was caused by 

unfavourable attitudes to the target language rather than by low 

intelligence or poor language ability. SpolsJty ( 1969) had 

earlier attributed success or failure to this attitude. 

Another canadian researcher and his team ( Clement et 

al. , l.977) found that attitude to second language acquisition, 

degree of anxiety and level of motivation all affected E.S.L. 

achievement and that the learning context influenced the amount 

of verbal English acquired but did not alter the student's 

attitude. He also found that self-confidence with E,S.t. 

developed with the opportunity to use the language in the 

COlllllUnity ( c. f. , Khal:ma., l.978, who showed that integrative 

motivation improved when students saw a use for their language 
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learning). Clement ( 1977) isolated 3 main factors which affected 

E,S.L. success: integrative motivation, self-confidence with 

E.S.L. and academic achievement. 

Intelligence was regarded by some researchers as 

i.mporlant and, further, was seen as closely connected with 

motivation and attitude. As early as l.929, Henmon•s prognostic 

tests found cognitive and intellectual factors important. 

Jacobovits (l.970) apportioned success precisely as 33\ aptitude, 

20\ intelligence, 33\ perseverence/motivation and 14% other 

factors. Anna-Liisa Leino•s (1974) Finnish research showed that 

success was best predicted by good reasoning ability and a 

positive attitude to English, while Reddin ( 1973) clailned that 

intellect and motivation aided E.S.L. acquisition but that those 

of low intelligence could succeed if their attitude and 

motivation were strong. 

Attitude and motivation were further discussed by many 

other researchers. Allwright ( 1977 ) described 2 kinds of 

motivation: intrinsic and extrinsic, while Kelly ( 1969) claimed 

that instrumental motivation was weaker than integrative in the 

long term and integrative stronger as it affected behaviour 

rather than intellect. Alatis ( 1974) claimed that both motives 

were always present. Dry ( 1977) differentiated between incentive 
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( an external. system of :rewards) and internal motiva.tion or drive 

and cl.aimed that success would depend on the nature.of the 

incentives, the learner's assessment of what was involved and his 

actual learning experiences. 

Betty Robinett (1972) said that the degree of E.S.L. 

acquired would depend on the learner's motivation, and Norris 

( l.97 l.) described E. s. L. failure in terms of poor motivation, 

comnunity attitudes to minority groups and the learner's 

resistance to learning once a non-standard font of English had 

been acquired. 

other external facto.rs which affected 1earner motivation 

were detailed by Girard ( l.977 ) , who furthe%' believed that factors 

such as sociolinguiStic context, teaching techniques and teacher 

personality were important. 

An associated psychological factor discussed by 

researchers was that of the learner• s identity. . Ueeda ( l.974) and 

Lebra ( 1972) examined inte.rnal conflicts in seemingl.y successful 

Japanese students of E.S.L., which were caused by the a.cquisit.ion 

of a new culture; Wintrob and Sindell ( 1968) found a similar 

identity conflict in reservation Indian children which, however, 

led to educational failure. A1though Fishman ( 1966) advocated 

the development of pride in the students• own ethnic group, 
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Gardner and Lambert ( 1972) had the most authoritative conclusions 

regarding personal identityi 

"The fascinating challenge,,,,however, is to keep 

[one's] own cultural and linguistic identity while mastering the 

second language ••• one can become bilingual without losing one's 

identity. In fact, striving for a comfortable place in two 

cultures seems to be the best motivational basis for becoming 

bilingual." (Gardner and Lambert, 1972, p,130) - An attitude 

which was echoed later by Ala.tis ( 1976). 

Personality was also seen as an important factor in 

E,S.L. success or failure. Titone (1973) included personality 

with aptitude as an important variable. Al!J long ago as 1936 

Brachfeld equated ease of language learning with a confident, 

contact-ready personality, in 1939 Stengel warned that too 

intense a desire for accuracy would slow learning and Pritchard 

in 1952 and Morrison in 1961 both identified sociability as an 

inp:>rtant factor in successful language learning. 

cultural differences and value conflicts were seen as 

reasons for E. s. L. failure by a third body of research. This 

research, in fact, mirrored a shift in attitudes to linguistic 

theory a.way from purely linguistic terms and towards the social 

and cultural contexts of language. Ala.tis• s ( 1974) acronym., 
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LAPSE ( Linguistics and Language, Anthropo1ogy, Psychology, 

sociology, Educati.on and English), showed how broad the study of 

E.S.L. had become, as did Edith Ga.rvie's (l.975) advice to 

teachers to COJllbine psychology, linguistics, psycholinguistics 

and sociolinguistics, whilst Alexander called £or courses to help 

the learner communicate in socially acceptable terms 

(sociolinguistics) and to express his thoughts and feelings 

(psycholinguistics) ( l.976). 

Sociolinguistics began to attract a great deal of 

attention in the 1970s and was seen as "the shift of interest 

away from the study of 1anguage as mechanistic :behaviour and 

towards that of the linguiStic express.ion of social and cultural 

meaning" (Lott, 1975, p.271.). 

Not that the importance of the culture su.rxounding the 

target language had previously been ignored. As early as l.945, 

Pries, and Marcltwa:rdt, and later Lado { l.957 ) , Scott ( l.965), 

Nostrand (.1966) and JCi.yooxy (1978) recommended fonnal or infonua.l 

contrastive cultural analyses for students of Engl.ish as a 

foreign language. 

The new emphasis on cultural acquisition was seen more 

in Engl.ish as a second 1anguage situations, where the student 

would have to survive within the new cul.ture. 
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MUch of the accompanying research has been carried out 

on nat:ive Allle.rican children where it was found that the 

culturally learned behaviour patterns of Indian and Eskimo 

children condemned them to automatic school failure (Wax, l.971; 

Philips, .1972; Kleinfeld, 1973; and Gui.lmet, l.978), and 

sim.ilarly, that different home-acquired cultural. attitudes in 

other mi.nori.ty groups (eg Puerto Rican "machismo") also resulted 

in school failure (Burnett, 1968 ) • McDermott ( 1974), on the 

other hand, researched many different minority groups and 

isolated two ma.in types of failing behaviour, both learned at 

school: a rejection of school values and adoption of peer 

values, and acceptance of the school's low opinion of the 

minority group. Bender and Ruiz (1974) .found, however, that 

E.s.L. failure correlated more highly with low social class than 

wit:h a refusal to adopt new cultural values. 

conditiOns for the successful acquisition 0£ E.S.L. 

depend on the amount of "meaningful" exposure to it (Briere, 

1978) Le., if English is spoken at home and the home has close 

contacts with the English-speaking community, and if school 

attendance is regular. one researcher (Barry, 1967 ) even found 

that t:he new culture could be acquired, int:egrated and made 

lasting within one year. successful E.S.L. acquisition is also 

explained i.n t:e:rms of changes in the social but not the cult:ural. 

ident:ity of the E,S.L. learner (Fitzgerald, 1977i Maori 
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university graduates). 

other .researchers have tried in vain to develop a test 

which will predict and evaluate a newcomer's awareness of the new 

culture and to produce a theory which will exp1ain the ability to 

function in a foreign cul.ture (Seelye, 1966; ~sbur,l.966). 'l'hey 

concluded, at least, that .linguistic facility is not enough. 

The late seventies al.so saw researchers finding that 

teachers needed to have a knowledge of and sensitivity towards 

the nat:ive culture of their students (Robson and SUther1and's 

l.975 work on Indo-Chinese .re.fugees in the t1. S. , Lee' s ( l.978 ) 

research on the influence of cultural. variables on the language 

acquisition of Asian students and Parnell's ( l.979) work on 

teachers' understanding of Cree Indian culture). In a reversal 

of the sttuation, it was believed, too, that E.S.L. teachers 

shoul.d be fully aware of the target cul.ture (Acheson et al. in 

Quebec, 1.977). 

The deepl.y entrenched nature of the L1 cul.ture was seen 

as an inhibiting factor in E.S.L. learning in Japan (Harasawa, 

1974), and in a study of west Indian school children in Britain 

(Christophersen, 1973). so were the hostility to and alienation 

of the children from the L2 culture regarded as causes of E.s.t. 

failure. 
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Pinally, the clash of values between the learner's 

culture and the host culture, the conflict caused by loyalty to 

one's family or integration into the new culture, and the fa.ct 

that the learner's culture was not valued by the new country, 

were all seen as important factors in E.s.t. failure (Ashworth, 

l977a & b). 

Prom the studies in cultural conflict there arose a body 

of writings on the best wa.y to avoid E.s.t. failure. These 

included attempts to increase pride in the learner's own cultural 

heritage and the setting up of wholly bilingual-bicultura.l or 

,nulticultural programmes. 

Increase in self esteem and pride in native culture were 

found to result from cultural heritage programmes (Lefley, 1974, 

Native American Children in an "Anglo" school), while similar 

programmes combined with teachings on the host culture as well as 

interpersonal relationship skills in multicultural classrooms 

were found to decrease E.S.L. failure (the Puerto-Rican study, 

19681 Anderson, 1968; Ashworth, 1975). 

Freer (1976) and Chilcott (1977) advocated avoiding 

culture bound education and courses with stereotyped cultural 

images by int::roducing anthropological and ethnographic skills 

into school programmes thereby fostering multicultural attitudes. 
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According to other researchers, cultural pluralism would 

be developed through bilingual programmes, the recognition of 

different learning styles and teaching teachers how not to 

transfer feelings of powerlessness to minority groups (Dunfee, 

1970; Johnson, 1977, Mazon, .1977 ). 

However it is the bilingual programmes in the United 

states that have generated the majority of the research in this 

area. The Bilingual. Education Act of 1968 mandated the use of 

two languages as the medium of instruction for either 

transitional, maintenance, restorationist or cultural.ly pluralist 

e.nds (Shaw, 1975} and led to the setting up of b.ilingua.l 

education programmes~ The realization in l.973 that the country 

cont:atned 5 lllillion children of non English mother tongues led to 

further support of these programm.~s to "$trengthen a child's 

educational progress, enhance his self-concept and aid .reading in 

both languages. " (Light, 197 5 ) • 

A typical a+.a:t:e law mandated bilingual educational 

provisions whenever there were 20 or more students of the same 

native .language present ( Illino.is state Office of Education, 

1978}. 

'l'here followed many attempts to define bilingual 

educ~atton and E.S.L. (Condon, 1974} as a bridge to full 
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a.ccul.turation in Ll and L2 and cultural maintenance, 1 • to define 

its goals of providing equal educational opportunity for 

non-English speaking students (Troike, 1979) and develop 

understanding for a pluralistic oriented education, improving the 

status of minority languages and reducing alienation (Garton, 

1980). 'l'he creation of possible conflict-situations was also 

examined (National council of Churches of Christ, 1977). 

Individual bilingual programmes have been evaluated. 2
• 

Almost without exception, all were rated highly. 

Paralleling these evaluations, agencies and individuals 

disseminated materials for use in bilingual and bicultural 

courses: centre for Applied Linguistics, Arlington, 1978 -

Indochinese; Bishop, 1979 - tests; Cohen and Pine, 1978 - ways 

of evaluating L2 reading. 

1. (New Mexico State Department of Education 1977; National 
Council of state supervisors of Foreign Languages 1977; 
Massachusetts State Department of Education, 1978; Hailer, l.978; 
Kunkle, 1979; Woodford, 1979; Danoff, 1979; Fishman, 19781 
Bartelt, 1979 and carlucci, 1974) 

2. (Lugo, 19721 Edwards - canada, 1973; Robson and Sutherland, 
1975; Guldemond - Canada, 1976; Offenberg and Rodriguez -
Acosta, J.976; Paulston, 1978; Bureau of Indian Affairs, New 
Mexico, 1979; Irazarry, 19791 Sutman, 1979; Bartelt, 1979; 
Smith, l.980). 
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E.S.L. programmes as such were regarded by some as an 

end point in transitional bilingual programues (Pletch, 1976), 

and these, too, have been given bicultura.l emphases (Ashworth, 

1977a; AShworth and Wakefield, 1978), or are used for students 

i.lliterate, semi-literate or underachieving in Ll. (Carson, 1977; 

stern, l.977; Molina and Hanson, l.977). 

Australian education was almost solely monolingual until 

1970 when the commonwealth Child Migrant Education Programme 

began providing for E.S,L. instruction (Marta Rado, 1.978). There 

are now community language bilingual programmes in areas of high 

L2 population density (eg. Sydney and Melbourne) and some 

pioneering COlllll\U.nity language bilingual and multicultural 

programs in A.C.T. pri.ma.ry and high schools (Hayes, 1980; Lyn 

Wells, 1980). 

Bilingual education programmes, particularly when they 

included languages commonly spoken within a local community, 

would, it was hoped, do much to alleviate the cultural alienation 

and identity conflicts experienced by E.S.L. students and 

documented earlier in this chapter. The psychological problems 

resulting in poor motivation, underachievement, and withdrawal or 

aggressive behaviour, would, according to the researchers and 

instigators of these programmes, gradually diminish and 

disappear. 
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What has been discussed in this chapter haS been the 

research literature on E,S,t. failure in the past so years. Many 

different methodologies have been used in the studies of learners 

in diverse situations and all serve to shed some light on the 

problems. It would seem, however, that the more recent research 

points to the wisdom of examining the learner, not the languages, 

and the learner within his cultural environment rather than in 

isolation. 
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CHAPTER III 

METHODOLOGICAL CONSIDERATIONS 

The decision to examine the learner in relation to his 

culture or environment necessitated choosing a methodology which 

would produce the best description of that relationship and 

highlight its essential features. An ethnographic approach 

seemed to fulfil these requirements. 

Ethnographic enquiry is found in anthropology as far 

back in time as Herodotus in the Ancient World and then fairly 

continuously in North America from the time of its discovery by 

Europeans. The anthropologists investigated simple, sometimes 

primitive cultures, which differed greatly from our own complex, 

technologically oriented cultures, and their enquiry has been 

called "comprehensive ethnography" (Byrnes 1978, p.6). This 

sought to answer the question, "What are the people of such and 

such a place like?" ( ibid, p. 4) • A second and later type of 

ethnography beginning with the Domesday Book sought to compare a 

known aspect of familiar culture with a similar aspect in an 

unfamiliar culture: "topic-oriented ethnography", such as L.H. 

Morgan•s 19th century work on kinship. A third, the 

"hypothesis-oriented ethnographic enquiry" was begun by John and 
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Bea Whiting 1n which hypotheses were fonnecl from existing 

literature and then tested for further infoxma.tion in the field. 

20th century anthropological studies have been described, too, as 

"functionalist anthropology" which concentrated on the use of 

small scale participant/observation to examine the colonizing 

activities of Europeans and the socialization of children in 

ongoing small societies (Ma.semann, 1982, p.4). 

All four types of methodology involved an initial 

contrastive or comparative insight into the culture or an aspect 

of it, the systematic seeking and recording of infoxma.tion and 

then the analysis or interpretation of the findings. 

As the 20th century proceeded, ethnographers began to 

turn their attention to little known or problem areas (e.g. , 

minority groups, failing students) of 1l\Odern Western society. 

What had once been a purely anthropological discipline now began 

to borrow parts of its theoretical framework from critical 

sociology and philosophy (Masemann, 1982). 

From anthropology, ethnography continued to emphasise 

qualitative analysis, and concentrated on participant/obsei:vation 

of a small group or groups "with an attempt to understand the 

culture and symbolic life of the actors involved" ( ibid, p.13). 

But it also used the analytical language of the researcher, and 
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it was in this analytic stage that different sociological 

perspectives appeared. 

Ra.lfpenny (1981, p.565) found, too, that ethnographic 

data consisted of "descriptions of a culture 'from the inside', 

that is, a culture's members• conventional understandings of 

their interactions and environment", but it was in the data 

analysis stage that he saw 3 separate sociological approaches in 

modern ethnography. These he labelled the positivist, the 

interpretivist and the ethnomethodological. 

'l'he positivist tried to make the raw data 'objective• by 

the use of traditional experimental measurements, scaling and 

attention to reliability and validity, the interpretivist aimed 

to gain access to the subculture and report the members• 

understandings of it and was therefore concerned with problems of 

choosing infonnants, establishing rapport, keeping field notes 

and choosing material which would best convey this understanding. 

The ethnomethodologists shared the aims of the interpretivists 

but went further in showing how the members of a culture 

constantly construct and reconstruct meaning, and thus their data 

analysis techniques whould be concerned with ways which would 

best reveal this process. 

The object of the contemporary ethnographer, then, is to 
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discern "hoW people construe their world of e'JCP9rience from the 

way they talk about it" (Frake, 1962, p,74), .. The analysis of a 

culture's te:rminologica.l systems will not, of course, 

exhaustively reveal the cognitive world of its members, but it 

will certainly tap a central portion of it". (Ibid. p.75). 

"To the extent that cognitive coding tends to be linguistic and 

tends to be efficient, the study of the referential use of 

standard, readily elicitable linguistic responses - or texms 

should provide a fruitful beginning point for mapping a cognitive 

system" ( Frake 1962, p. 76). 

Hymes, (1978, p.12) stresses, however, the importance of 

additional knowledge derived from participation and observation 

by the ethnographers 

"All of us are only partly able to articulate anal.ysis 

of our lives and their contexts. The meanings which the 

ethnographer seeks to discover may be implicit, not explicit. 

They may not lie in individual items (words, objects, persons) 

that can be talked about, but in connections that can only 

graduall.y be discerned. The deepest meanings and patterns may 

not be talked about at all, because so fully taken for granted". 

The ethnographer begins with familiar categories, ways 

of communicating et cetera, but seeks to uncover "these 
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community-specific ways of putting the encyclopedia. of culture 

together, that cannot be assumed in advance of inquiry •••.• 

Without ethnography we can collect statistics ••••• Only with 

ethnography can we discover the connections among these things in 

the lives of particular kinds of people (Rymes, 1978, p. 12). 

Here, then, are underscored the 2 basic differences 

between ethnographic: and experimental inquiry: ethnographic 

research must be open-ended so that meanings and concepts which 

emerge as important to the cultures under investigation become 

part of the study, and hard data in itself has no value unless 

it has importance to the members of that culture, since it is 

"unsatisfactory in tapping the dynamics and complexities of the 

processes involved" (Battersby, 1981, p.92). 

The ethnographic methodology that has evolved from 

anthropology and sociology, then, commonly consists of J?XOblem 

fonna.tion from observation of a culture, either first hand or 

through the literature, a second stage of sometimes quite lengthy 

( up to 3 years) of field work consisting of participant 

observation, interviewing of informants, testing of hypotheses, 

developing new ones, recording of data such a.s observations, 

interviews etc, and a third stage of data presentation and 

analysis in which concepts are arrived at. The second and third 

stages can be simultaneous and often should be, as new 
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connections, concepts and hypotheses are tested, alter or emerge. 

Ethnographic methodology has been criticized for not 

having a clearly defined philosophical framework and for 

borrowing from diverse or poorly defined frameworks. Even if it 

is agreed that "ethnography can be conducted under the auspices 

of a range of theories ••.•• [it] is not a theoretical perspective 

in itself, but can be employed in varying theoretical frameworks" 

(Delamont and Atkinson, 1980, pp.132 and 143). Masema.nn (1982), 

however, urged the necessity of a researcher to at least place 

his ethnographica.1 approach within a sociological perspective of 

which Ma.semann defines 2 distinct types: the ethnomethodological 

and the critical. 

The sociological perspective of the interpretative or 

ethnomethodological approach Wa.3 "to uncover the workings of, for 

example, educational systems, in terms of their meanings for the 

participants, either as teachers or learners [and therefore] the 

researchable question [was] the meaning of events and processes" 

(Ma.sema.nn, 1982, p.5). 

The critical approach, on the other hand, was closely 

connected to theories of society and a concept of a social 

structure which existed beyond the participants• perception of 
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it. For Masemann and others it involved Marxist theories of 

class conflict and control. 

In addition to the question of sociological frameworks, 

ethnography has also been challenged regarding its scientific 

credil>il.ity. Indeed the very nature of ethnographic research: 

"the focus on natural settings, the use of participant constructs 

to structure the research, and investigator avoidance of 

purposive manipulation of study variables" (LeCompte and Goetz, 

1982, pp. 31.-2), raise questions of sul:)jectivity versus 

objectivity and have concerned many supporters of ethnographic 

methodol.ogy (e.g. , Hymes, 1977, Battersby, 1981; Leeompte and 

Goetz, l.982). 

Battersby has developed 8 "conditions", which link 

quantitative with qualitative techniques, to cope with the 

subjective nature of ethnography: his "grounded theory of 

ethnography" for use in educational research. These are that:-

l. the study should be longitudinal so that changes can be 

observed over time 

2. the research design should allow the researcher to 

become completely immersed in the social processes of 

the society being studied so that be can understand the 
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foundations of the participants• behaviour and ao make 

valid conclusions 

3. a. reference group should be established separate from 

the group being studied to confirm that the language and 

symbols being used in the researched group are fully 

understood by the researcher 

4. the researcher should be willing to expand his 

participant/observer methodology to include 

questionnaires a.nd structured interview schedules which 

are open-ended, thus avoiding imposing an artificial 

framework on the infoxma.nt 

5. the influence of artifacts within the society must be 

recorded as well as the predispositions of the 

researcher 

6. the researcher must use terminology carefully at the 

reporting stage so that the participants• meaning is the 

one which is conveyed to the reader 

7. the reporting must go further than mere description to 

"expJ.a.natory analysis" (Battersby, 1981, p. 93). 
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8. the researcher must be convinced a.t the outset that: the 

scene they a.re describing consists not of a pregiven set 

of objects but one which is actively created by the 

participants • 

All eight conditions have been taken into consideration 

in the study described here. 

others (e.g. , LeCompte and Goetz, l. 982 ) , whi:Lst agreeing 

that ethnographic methodology can successfully combine 

quantitative and qualitative techniques and objective and 

subjective da.ta anal.ysis, argue the case for addressing the 

question of reliability and validity more strongly, Pointing out 

that an ultimate aim of all research is credibility, but that the 

very nature of ethnography requires different approaches to those 

used in experimental research. 

Whereas in the latter the researcher must systematically 

examine all ca.uses and effects and seek to establish reliability 

~d validity by holding irrelevant elements constant or by 

eliminating them, the aim of the foxmer is to focus on 

relationships among the variables in a. natural context. 

With regard to the goals of the research, the 

experimental resea.rdher aims more to verify an existing theory, 

to hypothesize causal relationships between variables, then test 

the outcomes of the ca.uses on effects (e.g., Day et al. 19781 
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Chihara and Oller, 19781 Lane 1962; Guilmet, 1978). The 

ethnographer, on the other hand, describes systematically a1l the 

characteristics of variables and phenomena, generates and refines 

concept categories, discovers and checks associations amongst 

phenomena, or perhaps compares constructs from phenomena in one 

setting with comparable phenomena in other settings. Only after 

this does he develop and confirm hypotheses (e.g., Philips, 

1972 ). 

"In a sense, the experimental researchers hope to find 

data to match a theory, ethnographers hope to find a theory that 

explains their data" (LeCompte and Goetz, 1982, pp,33-4), 

In the application of their results e1Cperimental 

researchers genera1ize from their sample individua1 study to a 

wider population, producing causal statements, whereas 

ethnographers aim to compare and translate their findings. 

Comparabili:ty means that the researcher must describe the 

characteristics of the culture and the constructs generated so 

clearly they can be used as comparison with other groups 

(Wolcott, 1973 )i translatability means that the research 

methods, ana1ytic categories, characteristics of phenomena and 

groups are identifiedd with such clarity that these comparisons 

can be ma.de confidently ( LeCompte and Goetz, 1982). 
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These then are the basic differences between the nature 

of experimental and ethnographic .research. In the discussion of 

specific points of relial:>il.ity and validity which fol.lows, these 

differences and differences between the two methodolog.ies will be 

expanded. 

En'ERNAL RELIABILITY 

This examines the question of whether independent 

researchers could replicate the study: uncover the same 

phenomena, generate the same constructs in the same or a similar 

setting. Because ethnographic research takes place in natural 

settings, and often records a. process of change, the situation 

itself is often impossible to replicate. However, the 

methodological techniques of generating, refining and validating 

constructs can be, as long as they and the whole research design, 

data collection and analysis techniques have been accurately 

recorded. AS well, the ethnographer can, and should, uake use of 

such experimental techniques as structured and unstructured 

interviews, photographs, videotapes, surveys etc. , which can be 

copied. 

Whilst real external relia))ility as the experimental 

researcher knows it may never be achieved, replication of the 

ethnographic process is possible if the researcher is careful 
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with the definitions of such aspects as the social role of the 

researcher within the group, the social status of the informants 

and the ways in which they were chosen and the social contexts 

within which, for example, the interviews took place. 

Similarly the definitions and units of analysis used by 

the researcher should be carefully defined. 

one such concept which is central to ethnographic 

research is that of culture, early definitions of which were 

provided almost exclusively by anthropologists. They emphasized 

the content of the concepts "that complex whole which includes 

knowl8age, belief, art, morals, law, customs and any other 

capabilities and habits acquired by man as a member of society" 

(Taylor, 1891)1 "the way of life of a people" (Linton, 1945); 

"observed behaviour" ( Harris, l.971), interactions by which 

shared meanings are negotiated by individuals and groups 

(Furlong, l.976; Gearing, 1973, l.9751 all quoted by LeCompte and 

Goetz, 1982). 

And these are largely the definitions accepted by 

contemporary Australian educationists interested in culture and 

lllUlticulturalism. Galbally, in his 1978 "Report of the Review of 

Post-arrival Programmes and services for Migrants" borrows 

'l'aylor•s early definition, the Education Portfolio Group's 1979 
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.. Discussion Paper on Education in a Multicultural Australia" 

refers to .. the wa.y of life of a particular group" (p.:3) and the 

School's Colm\i.ssion (1979) regards culture as a social group's 

heritage-traditions, history, language, arts and other aesthetic 

achievements, religion, customs and values" (p.68), 

Bullivant (1980), however, includes the idea of 

structure or patterning in his 1980 definitions "culture 

provides a problem solving survival programne; the patterned 

system of interdependent knowledge and conceptions embodied in 

symbolic and non-symbolic communication modes, which a social 

group has evolved from the past and progressively modifies and 

augments to give meaning to and cope with the present and 

anticipated problems of 1.ts existence ( .P, 19). 

Many modern anthropologists also regard culture as 

having both fonn and content. Pelto (1965, p.67-8) sees culture 

as "learned patterns of social behaviour, •.•• the complex 

abstraction we could build if it were possible to put together 

the ideas, patterns of meaning and 'rules' for behaviour of all 

the individuals in a given community". 

P'or Spradley and Mccurdy ( 1972, p.8) it is "the 

knowledge people use to generate and interpret social 

behaviour •• ,This knowledge is learned, and, to a degree, shared". 
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It is coded in complex systems of symbolS (Spradley, 1972) and 

taught to each new generation by a variety of subtle as well as 

overt means in the long process of sociali.zation ( Spradley and 

McCurdy, 1972). 

And it is these last definitions which include form and 

content which are accepted by this researcher. However, not only 

one, but all of the large scale theoretical premises that 

influence a piece of research should be clearly defined so as to 

facilitate replication. FUrther concepts wi.11 be discussed in 

the following chapter. 

A final question which is central to replication is that 

of how clearly the methods of data collection and analysis can or 

should be described. some ethnographers (smith and Geoffrey, 

1968 and Spradley and MCCurdy, 1972) specify their methods so 

clearly that future ethnographers can use their studies as 

manual.S, whil.St others have been vague or idiosyncratic and 

personalistic, and claim that such processes should not and need 

not be described. Attempts have even been made (Frake, l.962) to 

descril>e models of the analysis process. 

IN-l'BRNAL RELIABILrt'Y 

This addresses the question of whether researchers, when 
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given a set of previously generated constructs, could match them 

to the data, That is to say, they could describe phenomena in 

the same way, arrive at the same conclusions, agree on 

classifications or on types with which to begin categorization, 

in the same way as the original ethnographer, 

teeompte and Goetz (1982) suggest 5 ways of reducing 

threats to internal reliability, by: 

1. using low inference descriptions such as verbatim 

reports of people's speech, and narratives of behaviour 

which are analysed and presented in exerpts coded to 

categories in taxonomies 

2, using teams of researchers who discuss meanings. This 

is, however, very costly and could influence the social 

dynamics of the setting 

3, using participant researchers, or local informants to 

correct the researcher's interpretations 

4. using peer examination, such as other field workers, 

independent analysis from several sites or peer review 

after publication 
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5. using mechanically recorded da.ta, such a.s videos or 

audiotape. The.re are disadvantages in these, however, 

as they record a. great amount of data, but still only 

what the researcher chooses. 

Of paramount: importance to internal reliability is the 

way in which the raw data is coded and analysed. 

IN'l'ERNAL VALIDI TY 

This is to do with how well scientific observations and 

measurements a.re authentic representations of the reality being 

studied ana in this respect ethnographic research can claim 

superiority over experimental designs for four reasons. 

In the first place ethnographic data coll.action and 

analysis methods provide closer contact with the subjects, penni.t 

continual analysis and refinement of the data so that the mateh 

between the scientific categories and the reality of the 

participants is better. 

secondly, the technique of interviewing informants 

reflects 'fflDre aocurate.ly the participants• categories and is less 

abstract than techniques used in experimental research. 
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Thixdly, participant observation in natural settings 

reflects tbe life experiences of the participants better than do 

the contrived settings of experimental research. 

And fourthly, ethnographic analysis involves the 

researcher in continual self-monitoring, questioning and 

re-evaluation: the "disciplined subjectivity" of Erickson 

( 1.977). 

Threats to internal validity however, do exist in 

ethnographic methodology a.nd revolve around the question of 

whether the concept categories understood by the researcher to 

have mutual meanings for observer and participant really are 

shared. Threats are posed by 5 factors s histoxy and maturation; 

observer effects; selection and regression; mortal.ity; and 

spurious conclusions. 

l.. Histoxy and Maturation. Whilst experimental 

researchers use artificial strategies to maintain time as a 

constant, ethnographers assume that changes occur naturally and 

will affect data. Thus the effects of histoxy are controlled by 

the ethnographer who examines which data remain stable a.nd which 

change over time by replicating and comparing baseline data. 

some remain in the field for up to 3 years or use ti.me sampling 

techniques by revisiting at intervals or interviewing long tenn 

participants ~lcott, 1967: Kwakiutl Indian village in canada). 



- 48 -

The effects of maturation or changes in individuals can 

be controlled in ethnographic studies by designs which span only 

a short time. However, ethnographers sometimes delil>erately 

choose 11\aturation as the focus of a study (e.g., Burnett, 1968 

rites of passage in maturation of U.S. students) and 

developmental stages are then seen as varying according to the 

group•s norms. This differs markedly from experimental studies 

which use universal stages of development. 

2. Observer effects. The effects of instrumentation 

and testing in experimental studies are similar to the effects 

produced by the observer's presence in the scene in ethnographic 

studies. His status and role within the social group, his 

relationship with the informants (which should be close and 

trust-inducing but not so close as to result in dependency), are 

all important factors. 

The credibility of the infoxmant is also important. He 

-may lie, omit information give the "expected" answer or behave 

unusually perhaps to present himself the best light, perhaps as a 

reaction to the observer/researcher's presence. cross-checking 

with several infonnants and long-term residence in the field are 

two ways of overcoming these threats (Wolcott, 1973), 

There is al.so a danger of becoming too familiar with the 
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scene and losing one's ability to analyse objectively. In other 

words, when using participant derived constructs, the researcher 

must show that "categories are meaningful to the participants, 

reflect the way participants experience reality, and actually are 

supported by the data" ( LeCompte and Goetz, 1982, p. -47 ) • 

wax ( l.971) proposes a dual identity for the 

ethnographer, as an outside-insider which would allow for 

authentic presentation of the participant• s world. The emic-etic 

dichotomy has been discussed too by Hymes (1977,1978) and others 

who value the 'emic' or insider's approach for participant 

observation and data collection and the "etic" or outsider's 

objectivity for the analysis stages of inquiry. 

3. selection and Regression. Whereas the experimental 

researcher strives to show that differences between treatment and 

control groups are caused by the treatment rather than basic 

differences in the groups, the ethnographer is concerned with 

data and conclusions distorted by the selection of particular 

informants and interviews with the participants he observes. To 

reduce this threat to internal ( and external) validity, he should 

-make cross-group comparisons to gauge whether his infoxma.nts are 

typical of the group and constantly question commonly assumed 

meanings. 
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4. Mortality. Groups inevitably gain or lose members 

over time and whereas experimental researchers are abl.e to 

replace lost subjects, ethnographers regard this occurrence as 

noxmal and in fact often study its effects. 

5. Spurious conclusions. 'l'he risk of arriving at 

spurious conclusions regarding the relationships between 

phenomena is a real one for both experimental. and ethnographic 

researchers. However, whereas the experimental. researcher uses 

deduction to establish the internal validity of a relationship, 

the ethnographer combines this with an inductive process. He 

must continually trace causes and sources back to their 

beginnings and can do this through interviews and cross--checking 

with different infoxmants, and must only make generalizations 

about relationships with great caution. There is al.ways the 

danger, too, of the researcher disagreeing with the informant on 

causes, but thiS can be minimized by the researcher• s long term 

residence in the field, and careful observation of the covariance 

of phenomena in their natural setting. 

EXTERNAL VALIDI'l'Y 

LeCompte and Goetz ( 1982) claim that this refers to the 

extent to which the findings of a piece of research may be 

compared across groups. statistical generalization to other 
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groups as the experi.1'1\ental researcher knows it is practically 

impossible in ethnography, and the threats to external validity 

in ethnography are the same ones Which endanger its comparability 

and translatability, Which were discussed earlier. 

Accoxding to Wolcott (1973), the ethnographer's task is 

to demonstrate the typicality of a phenomenon or the extent to 

Which it compares and contrasts along relevant dimensions with 

other phenomena. External validity will, therefore, be 

established if the ethnographer can identify and descril>e those 

characteristics of phenomena Which are important for comparison 

with other types and thus establish valid bases for comparison. 

Shuy (1.977), too, warns against using quantitative analysis to 

generalize across groups and recommends only quantifying like 

elements, or phenomena, which have been well identified. 

The use of multisite ethnographic designs Will allow for 

comparison of phenomena, but would probably not confoxm to the 

rigorous standards of statistical generalization. 

Four important factors affect the credibility of a study 

and its validity in using cross-group comparisons (Leeompte and 

Goetz, 1.982). These are the effects produced by selection, 

setting, history and constructs. 
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l.. selection effects. some constructs ma.y not be 

compared across groups because they are group specific or the 

researcher has chosen a group where the particular construct does 

not apply. This danger is greatest when researcher designated 

categories are used or sometimes when participants• subjective 

constructs are used. _ These can be strengthened, however, by the 

use of quantitative categories, such as socio-economic status. 

2. setting effects. The act of studying a cultural 

group may change it so that a construct from. one setting may not 

be comparable with one in another setting. LeCompte and Goetz 

(1982) advise then that a researcher must only compare across 

groups which are being observed in a similar manner, whereas 

Sindell ( 1969) urges a broad use of cross cultural comparison, 

sudh as that of classroom or school to broader social context. 

3. History effects. Cross group comparison is also 

lllade difficult .by the fact that any group or culture's 

experiences will be unique. Therefore the ethnographer must 

identify the different historic variables so that constructs can 

be applied accurately. But whereas Delamont and Atkinson (1980, 

p.145 ) urged the recognition of different sociological frameworks 

operating in different cultural settings, "There is a world of 

difference - on the surface at any rate - between, say, the 
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school in a remote Kwakiutl village on the North West Pacific 

coast (Wolcott, 1967) and one catering for Puerto Rican 

adolescents in Chicago (Burnett, 1973)", others have suggested 

that the "failure to identify clearly both common and contrastive 

features of schools in non-literate and literate societies has 

led to the attribution of undeserved uniqueness to schools in 

complex technological societies" (Studstill, l.979;, p.53; 

LeCompte and Goetz, l.982). 

4. Construct effects. Here there are the twin problems 

of the extent to which abstract te:rms, generalizations and 

meanings are really shared across different times, settings and 

groups and how different groups regard the effects of obsexved 

phenomena. If the analytic constructs arrived at by the 

ethnographer are not valid, then cross comparisons are not valid. 

Careful cross-checking between informants, team research, 

triangulation and peer review are all recommended. 

Dealing exhaustively with threats to reliability and 

validity would sometimes appear to negate the very esaence of 

ethnographic :research, which is a "a faithful and accurate 

rend.i.tion of the participants' lifeways" ( teeompte and Goetz, 

1982, p.54), which are indeed eccentric, unique and 

idiosyncratic. The researcher's task is to abstract and 

formulate these into constructs which may be applied to other 
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groups without distorting them a.nd in doing this may use 

quantitative ancl qualitative techniques, objective and subjective 

data a.na.J.ysis. In this way absolute validity and reliability may 

not be achieved, but within the context of a particular research 

problell\ it 111&y be approached and attained, and all the points 

discussed above have been carefully considered in this study. 

The problem under scrutiny in this study - the rate of 

E.S.L. students• progress once they join mainstream high school 

ciasses - cannot be addressed simply by examining pass and 

failure rates, or even by collecting possible reasons for 

failure, both of which approaches would have lent themselves to 

an experinental methodology. Instead, the perceptions of the 

participants in the classes - E.s.L. students, mainstream 

students and teachers - were considered of paramount importance, 

as was participant observation on the part of the researcher, in 

order to gain a more complete picture of the lives of the 

participants and to uncover the real reasons for the E.S.L. 

students• slow progress. It was hoped that an ethnographic 

methodology would best do this. 
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CHAPTER IV 

RESEARCH DESIGN AND DATA COLLEC'l'ION TECHNIQUES 

The problem of E. s. L. students' slow progress once they 

began studying in high schools then, was to be investigated using 

an ethnographic approach, and the research design and data 

coll.ection techniques were chosen carefully, taking into 

consideration those concerns discussed in the previous chapter. 

Theoretical Pramework 

The problem had become obvious to this researcher after 

she ha.d undertaken a miniethnography of an intensive language 

centre (Bessell, l.977 ), which found that students• progress was 

good at this stage of their second language acquisition, largely 

because their needs were met in a caring, friendly, albeit 

sheltered, environment, where students and teachers had a shared 

perception of the cultural scene, which was dominated by the 

students• common disability and unanimously accepted means of 

overoomi.ng it. When the researcher observed the students after 

they had graduated to high schools, their slowed rate of progress 

and their teachers• dismay, were immediately and disturbingly 

evident. 
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Perusal of the published literature on thie second stage 

of second language acquisition ( Chapter II) produced descriptions 

of similar situations in many different countries. 

The early stages of this research design thus followed 

in the anthropological tradition of the Whitings• 19th century 

"hypothesis-oriented" ethnographic enquiry ( reported by Prake and 

discussed in Chapter III}, which selected a problem from first 

hand observation or literature and then examined the problem in 

the field to gain more information which was then analysed and 

interpreted. 

However, it was also in the 20th centw:y sociological 

tradition of the ethnom.ethodological approach ( reported by 

Masemann and discussed in Chapter III), which added a concern to 

find the analysis which would best show how members of a culture 

constructed and reconstructed meaning. 

The sociological and philosophical perspective from 

which this research proceeds has been touched upon earlier ( in 

the Introduction) but deserves fuller discussion here. The 

approach of the interpretativists and ethnomethodologists 

(Masemann, Chapter III), which was to discover what was going on 

inside classrooms through the perceptions of the participants -

both teachers and students - in order to uncover the meaning of 
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events and processes, was to be the object of the inquiry. This 

researcher aimed specifically to uncover pcssible causes of the 

inequalities of educational outcomes being achieved, so that full 

personal potential might be realized and unnecessary hardship and 

suffering alleviated. It was intended, too, to link this with 

the idea of a wider social structure, not, however, in Marxist 

terms of class conflict, but in terms of a desired goal of 

national social cohesion. 

These then, were the theoretical bases on Which the 

research topic was selected and the philosophical framework 

Within which the study would proceed. 

Samp1ing 1ml sel ecti on Procedures 

A stratified sample of 5 subject area classes containing 

at least 3 E. s. L. students was chosen for this study. Every 

effort was ma.de to select a wide range of classes in terms of 

subjects (academic and non-academic), ages and sexes of students 

( all years from 7 through to l.O, boys and girls), and ages and 

sex.es of teachers (beginning or tempcrary teachers as well as the 

more e,q,erienced. (See 'l'able 1 showing sample). 



TABLE .l 
SHOWING RANGE OP SUBJECT CLASSROOMS . YEAR GRADES, TEACHERS AND STUDENTS SAMPLED 

Subject Classrooms History Science P,E. Social science Chemistry 

Year grades 7 8 7 7 9/10 (Composite 
class) 

Exoe;tj,eDQ~ .Q.{ Extremely experienced Experienced Band l. Experienced Beginning Experienced senior 
teacher senior teacher teacher approaching senior teacher teacher 

approaching maternity leave teacher 
retirement 

sex of teacher p F M F M 

sex Q.f ~instream M p M F M (J1 

student 0:, 

Sex of E,S.L. M F 
student 

M M p 

country of birth Bong Kong India 
of E.S,L. 

Vietnam Vietnam China 

student 

No, .Q.{ ~ i.n 3 yrs 7 mths l. yr 2 mths 2 yrs 8 mths l. yr l.O mths 2 yrs l. mth AUstralia 
.,(_y ,At Oct .:.tQ.l. 

Schooling in 3 yrs primary 9 mths intensive 2 yrs primary 1 yr primary 5 mths intensive 
Australia Bchool,7 mths high language centre ~chool, 5 school language centre CE,S.L, students} school 4 mths high school mths intensive 10 mths high 1 yr 8 mths high 

language school school 
centre 
4 mths high 
school 

Immi.grant/RefugeeL Inmigrant Diplomatic Refugee Refugee Immigrant 
Di12lomatic 
backgmung 



- 59 -

Data Coll ection Techniques 

The data were collected over one school te:tll\ ( Third 

Ten11, 1980) and involved participant-observation during at least 

7 lessons in each of the 5 classes. The lessons ranged across 

the Whole school day and included a variety of lesson types. For 

example, in the Year e science class, both practical and 

theoretical lessons were observed. 

Data on the different activities undertaken in each 

class as well as examples of the language and speech used in a 

variety of natural contexts (e.g., instructions i.saued by a 

teacher to a class, informal exchanges between students etc,) 

were recorded in note form ( see sample in Appendix III ) . 

Three infonaants were chosen from each class: the 

teacher, an E.s.L. student (one currently receiving 1 or 2 

"lines" of specialist E.S.L. assistance) and 1 non-E.S.L. or 

mainstream student. These info:rma.nts were then interviewed by 

the researcher using a fairly structured questionnaire (see 

Interview Schedule in Appendix II), in a seri.es of 10 to 15 

minute, audio-taped interviews, outside class time and towards 

the end of the term ( see 'l'ranscripts of Interviews, Appendix I). 

These interviews were important to the study because a 

participant's cultural knowledge (the "cognitive coding" of 

Prake, 1962), tends to be linguistic and efficient and so the 
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linguistic responses or terms can be used as a starting point in 

-mapping a cognitive system. 

The object of the questionnaire, then, was to ascertain 

how the infonaa.nts• cultural knowledge was organized and to look 

for cultural "categories" or ways in which they classified and 

organized not only their classroom experiences but their total 

life experiences, as they were revealed in their organization of 

the fonner. 

The first series of questions, the "big", ••global" or 

"grand tour" questions, ( see Appendix II) were designed to elicit 

a survey of the cultural scene and· to provide "categoxy labels" 

and "cover terms" or "domains" (Spradley and Mccurdy, 1972) from 

whi.ch to ask "detail" questions. · 

The second group of questions, the "structural" 

questions, would reveal the category "systems" Within the 

cultural setting and similarities within them. 

The third, the "meaning" and "contrast•• questions, would 

clarify the 11\8anings of particular concepts. 

The final "attribute" questions were to highlight 

differences among related categories. 

Ideally, the interview questions should be as general as 

possible, so as to reveal the content and structure of the 
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infoxmants' cultural knowledge, and not have this "coloured .. or 

biased by the interviewer's choice of questions which may edge 

the infoxmant towards the interviewer's cultural view. However, 

any questions, apart from the "big" questions may do this, and 

this danger must be offset by the desirability of arriving at an 

exact and detailed description of the content and structure of 

the infoxmant's cultural knowledge. And since it is the 

structure and content as well as the meanings attached to them by 

the infoxmant that provide the researcher with the information 

with which she can, for instance, compare different views of the 

same cultural scene, then a loosely structured interview Bdhedule 

is necessaxy, or a schedule that is adhered to loosely, but is, 

all the same, adherea to. Thus, in conducting the interviews, if 

an info:rmant wanted to pursue an area not directly related to the 

Schedule, this researcher pexmitted this for a. time, then 

attempted to lead the informant back to the schedule. 

The infonaa.tion elicited from these interviews and the 

participant-observation in the classrooms provided clues to the 

structure and content of the participants• cultural knowledge 

systems and made possible the construction of taxonomies of 

"domains" for the reporting of this knowledge. 
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strategies .fQx dealing: nth threats .ts2 .LLl. objectivity iUd .OU 

reliability and validity 

(a) This particular research design and its attendant data 

collection techniques were tailored to answer the criticisms 

concerning lack of objectivity levelled at ethnographic 

methodology by writers like Battersby ( l98l.) and the threats to 

reliability and validity posed by writers like Leeoanpte and Goetz 

(l.982) discussed in the previous Chapter, 

The research design fulfills Battersby•s 8 conditions of 

"grounded theory of ethnography" in that: 

1- it is a longitudinal study over a school texm, so that 

possible changes can be observed over time 

2- participant-observation is undertaken so that greater 

inmersion in the classroom culture is experienced which, in 

turn, should lead to more valid conclusions regarding 

behaviour 

3- there is a reference group established which is separate from 

the group being studied. The reference group is fonned by 

the mainstream students and the teachers, being long texa 

residents of the scene, unlike the E.S.L. students 
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4- open-ended questions were used in the interview schedule 

(e.g. , the ''big questions" ) , so as to avoid imposing an 

artificial framework on the informants 

5- the predispositions of the researcher have been recorded 

(e.g., in the Introduction, in the discussion on 

philosophical framework earlier in this chapter, and later in 

this chapter in discussion of the participant-observer role, 

and in the analyses of the results in chapter VI) 

6- texminology used by the participants is reported carefully 

(e.g., in the Taxonomies in Chapters, Transcripts of 

Interviews, Append.ix I1 samples of classroom data collected 

during participant-observation, Appendix II), in an attempt 

to convey to the reader the participants' meanings rather 

than the researcher's 

7- descriptive reporting is accompanied by explanatory analysis 

(e.g. , prose analysis which accompanies the taxonomies, 

Chapter V) 

8- the scenes being described consist not of a pregiven set of 

objects but ones which are actively created by the 

participants in that greater importance is attached, in this 

study, to the .interviews with infoxmants than to the 
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participant-observation, although use is made of the 

participant-observation in the analytical stage. 

(b) Threats to reliability and validity are constantly 

monitored in this research design and dealt with in ways which 

reveal the unique characteristics of ethnographic research as 

opposed to experimental designs. 

Por instance, in fonnulating the central problem, the 

relationships among the variables are to be examined in a natural 

context rather than the systematic analysis of all causes and 

effects. And the goal at the conclusion of the study will be a 

theory which will explain the data, rather than beginning with a 

theory and matching data to it. 

Th:roughout the study the characteristics of the culture, 

the constructs generated and the research methodology employed 

will be described sufficiently so that comparisons with other 

groups will be possible, in spite of the uniqueness of some 

aspects of each classroom situation and of each participant. 

Such comparisons or generalizations from samples being studied 

are an accepted part of experimental studies, but are only 

possible in studies such as this if descriptions a.re detailed and 

accurate. 
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Similarly, threats to external reliability are dealt 

with by the detail in which the research design and 

methodological techniques are recorded and by the addition of 

such experimental techniques as the semi-structured interview 

( see Appendix II). 

LeCompte and Goetz (1982) also recommend such measures 

as defining the social status of the infoxma.nts and the 

researcher. This researcher was, at the time of the study, an 

E.s.t. teacher in the school, viewed by the E.s.t. students as an 

a.lly, by the mainstream students as something of a. curiosity (a 

teacher who sometimes sat nth the students in class), and by the 

teachers as someone who, professionally and personally, had the 

interests of E.S.L. students at heart. Sometimes, depending on 

the teacher's degree of confidence, the researcher was regarded 

with suspicion, at other times as a colleague who was exhibiting 

an interest in their teaching area and its problems, 

The social status of the student and teacher informants 

varied from class to class, although in each the teacher was a 

leader and the only adult involved full time with that class 

( with the exception of one, the Year 8 Science class). The 

social status of each infonaant and other relevant personal 

info.r:mation is catalogued in Table I contained earlier in this 

chapter, and in the description of the sampling and selection 
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procedures, and the ways in which the infoxmants were chosen are 

described later ( in Chapter v). 

The social contexts in whiCh data were collected are 

a.lso described fully in Chapter V. Por example, the 

participant-observation in the 5 different classrooms and the 

interviews in empty classrooms or staffrooms during recess and 

lunCh breaks. 

Clear definitions of key items of ana.l.ysis are another 

essential feature of ethnographic reporting, so that it may later 

be replicated, and one such item, culture, was defined in Chapter 

III. others, such as scene and setting are discussed here. 

The cultural "setting" refers to the large social unit 

being studied, in this case the high school in which the 

participants teach, learn and generally interact. 

The cultural "scenes" (Spradley and Mceuxdy, 1972, p.24) 

are the smaller social units chosen for intensive study, in this 

case, a sample of the subject area classes. 

The .-thocls of data collection and analysis used in this 

study are based on those used by other educational ethnographers 

( largely Spradley and Mccurdy, 1972 ) , yet the techniquee are also 
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given a detailed description in relation to the particular 

culture under investigation in order that external reliability 

nay be achieved and the process being carried out can be 

replicated in a sillli.lar cultural setting. 

With reference to enhancing internal reliability, this 

researcher employed 4 of Lecompte and Goetz•s s suggested 

strategies, in that low inference descriptions such as verbatim 

reports of participants' speech and reports of behaviour have 

been analysed and coded to categories in the taxonomies in 

Chapter V; in£ormants were used to correct the researcher's 

interpretations (e.g., all 3 info:z:mants in the Year 9/l.O 

Chemiatry class were questioned closely on the point of the 

assumed alienation of the quiet students from the learning 

process); mechanically recorded data were used in the·fo:nl of 

audio-tapes of informants' interviews and are reproduced here in 

transcript form ( Appendix I); peer review was used before and 

after publication in as much as this study was undertaken as a 

Master of Education thesis project and the researcher's 

supervisor monitored its progress and the examiners conducted a 

critical evaluation. 

Strategies to reduce threats to the internal validity of 

the study were also included in the research design and data 

collection methods. The effects of history were indeed intended 
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as a. focal point, as the school experiences of the E.S.L. 

students were to be compared with those of the mainstream 

students and teachers who had been long term participants in 

these or similar scenes. The effects of maturation were not 

intended to be similarly highlighted. Rather they were minimized 

by the relatively brief duration of the study: one school term. 

Effects p:roduced by the researcher's presence in the 

classrooms 11ta.Y also influence the authenticity of the match 

between participants• and observer's views of the xeality under 

investigation, and here the whole question of the "emic" versus 

the "etic" approach is relevant. certainly the researcher had an 

insider's insight built up during 3 years of ma.instream teaching 

in high schools and e years of tutoring and teaching E.s.L. 

students in small group and annexe situations, and an "etic" 

outlook facilitated by 3 years of graduate and post-graduate 

training in teacher education and research. Yet the ba.lance 

between the two was a delicate one, especially during the data 

collection stage, when a conscious effort had to be made to play 

an unobtrusive yet objectively observant role as 

participant-observer, and initiate and nurture an empathetic yet 

non-dependency inducing and impartia1 role in interviewing 

infoxmanta. And finally one had, in the analysis stage, to 

ma.intain an objectivity enhanced by insights g.leaned from 

immersion in the scenes. 
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'l'O reduce threats posed l:>y the selection of atypical 

informants, constant and conscious use of cross comparisons were 

ma.de and commonly assumed meanings were regularly questioned. 

"Mortality" occurred in 2 of the classes in the study 

( though only in connection with non informant participants) and 

its effects were noted l:>y the informants in their interviews and 

by the researcher in the analysis stage. 

The risk of reaching spurious conclusions, always a 

danger to internal validity, was minimized by carefully 

cross-checking information and generalizations bot:b with 

informants and within the data. 

External validity was especially important in this 

study, as an attempt to compare across different classroom. groups 

and also to compare different informants• views of the same 

classroom, was contemplated. The danger of using researcher 

designated categories in the inte:rview schedule ( for example, 

"Are there different kinds of students?" '"What are they?"), was 

avoided .l:>y the careful checking of terminology within and between 

the informants' replies before they were coded in the taxonomies, 

so that the categories finally arrived at were those selected l:>y 

the informants rather than the researcher. 
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The cross comparability of constructs between groups, 

a.lso endangered by such things as the presence of the 

participant-ol>server, wa.s to be strengthened by collecting 

observations f:t'OIII 3 different perspectives: the E,S,L, student, 

the 111ainstream student and the teacher. 

The uniqueness of each class's experience always makes 

cross group comparisons difficult, but the careful identification 

of conmon and contrastive features in each scene will make it 

possible to cross-compare like variables and perhapS even to make 

cross-comparisons between a simple setting ( the intensive centre) 

and a complex one (the high school). 

Bow fully abstract tez:ms, generalizations and meanings 

are shared between different groups and scenes poses another 

threat wtu.ch was reduced by careful cross-checking between 

infonnants, anal.ysis of the findings, and peer review, so that 

the analytic constructs arrived at in the taxonomies and the 

analysis of the scenes would be valid. 

xn swmary, the research design emerged from a 

theoretical framework of observation, the researcher's earlier 

research and the discovery of somewhat similar problems in the 

research literature. The ethnographic methodology was chosen 

after careful consideration of several methodologies in xe1ation 

to the problem. under scrutiny. 
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Data collection was by means of participant-observation 

which was undertaken over 1 school teXlll in a vertical. sample of s 

subject area high school classes containing some E.S.L. students. 

A chronological set of field notes was recorded I ( see 

Sampl.e, Appendix III). 

A series of 10 to 30 minute interviews with 3 informants 

(the teacher, a lM.i.nBtream and an E.S.L. student) from each class 

were audio-taped (see 'l'ranscripts of Interviews, Appendix I). 

The setting for the study and its relationship to the 

larger cultural scene were described ( see beginning Chapter V) 

and similarly each subcultural scene (cl.a.es} and informant (see 

also Chapter V} as a preliminary to the da:ta analysis. 

Prom the participant-observations and interviews, 

taxonomies of categories based on several domains which ma.de up 

the scene for ea.ch informant were drawn up ( Chapter V), several 

sets of attributes for the domains were chosen, and direct 

quotations of the informants coded to the relevant category. 

Following the taxonomies there is a prose analysis of 

the domains and· categories each informant used, how they 

organized the categories, how they defined their meaning and how 
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they used this information to order their experiences {al.so 

Chapter V), 

These emic cultural models are then used as the basis 

for anal.ysis of the E.S.L. students' experiences, common 

constructs are c~ed across scenes and linked with possible 

areas of concexn which had been raised in the Introduction and 

Chapter II, Literature Review. ( see Chapter VI) • 

Finally, common themes and possible concl.usions are 

presented. ( Chapter VI I ) . 



- 73 -

CHAPTER. V 

PRESENTATION OF RESULTS 

Description of Setting 

The cultural setting chosen for this study was a 

iong-established neighbourhood high school for Years 7 to 10, 

situated in an inner suburban area of Canberra. For many years 

it had attracted students from a broad range of socio-economic 

and cultural backgrounds, purporting to provide them with a sound 

general education which would prepare them for the workforce or 

further study. 

Because of the school's geographical location close to 

the residential area favoured by the staff of overseas embassies 

and a residential complex for visiting university staff, it also 

attracted 1118.llY students whose mother tongue was not Engl.ish, and 

for the past 13 yea.rs it had provided special instruction in 

English as a second Language for these students. 

In 1976 a physically separate unit, the Introductory 

English centre, was set up to provide intensive English 

instruction for students who enrolled with little or no English, 
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and these students onl.y joined the main school•s regular classes 

after completing a course of approximately 6 months' duration. 

once in the main school these students, and others who arrived 

with sufficient Eng1ish for them to begin studying in mainstream 

cl.asses, were sti11 offered specialist E.S.L. assistance on one 

or two 1ines of their seven line programme. 

As well, the student population included a small number 

of Prench nationals who, together with some Australian children, 

followed one of two bilingual Prench-Eng1ish programmes offered 

by 1:he French-Australian School, the junior high section of which 

formed a sub-school wi.thin the main school.. 

In 1979 in response to world events, a change in 

Australi.an Government immigration policy led to a further 

diversification i.n the student population as the first of a wave 

of south East Asian refugees arrived in Canberra, many settling 

in the area se~ed by the school. 

At the time of this study, out of a total school 

population of 551., 75 students in the main school were classified 

as E.s.t. students and 41% of these were refugees. 

'l'he structured sample of 5 subject-area classes referred 

to earlier (Chapter IV: Research Design) provided the cultural 

scenes for this study. 
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The Year 7 History class consisted of approximately 30 

eleven to twelve year olds in their first year of high school. 

History was a compulsory subject in their programme and they were 

studying ancient civilizations. Of the 7 E.S.L. students in the 

class, 6 were reasonably recent arrivals in Australia (within the 

last 18 months), and one had spent 3 years at a local primary 

school. Pour were refugees, one from a diplomatic family and one 

an immigrant. All came from South East Asia. Of the mainstream 

students, most had attended one of several feeder primary schools 

in the area before graduating to the neighbourhood high school. 

Classes were normally held in a big, old, recently 

refurbished classroom in one of the oldest parts of the 

57-year-old school. At the teacher's request the desks were kept 

in extremely orderly rows, no pictures or assignments adorned the 

wallS (probably as a concession to the freshly painted wallS). 

An overhead projector and screen were in evidence and frequently 

used, and a large table at one side of the room was used to 

display project work, clay models etc. on occasions the class 

would be taken out of the school building on an orderly 

"walkabout", using local resources and points of interest to 

complement their study of the past, and on equally well organized 

regular trips to the school library. 

The lessons observed covered many different topics and 
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types of presentation. Por example, Hammurabi's laws were 

related to modern concepts of crune in a class discussion. 'rh.ey 

drew maps, had a spelling and word meanings test, filled in 

answers to questions on a comprehension passage (the teacher 

helping the E.S.L. students). Some earlier tests were returned, 

the marking system explained and examples of good. work were read 

out. In one lesson the students gave talks, explaining the floor 

plans of early houses. On another occasion the teacher organized 

the desks into groups of 3 or 4 and scattered the E.S.L. students 

amongst the groups. Another day, in the Lil:>rary, where the class 

was researching "Warfare", the students chose their own groups 

and most of the E.S.L. students chose to sit together. 

At al.l times the teacher directed the activities in a 

calm, firm manner. Directions and instructions were issued 

clearly, often repeated at least once, and the teacher attempted 

to create a situation where all students were given some of her 

attention and all students had the opportunity to learn in a 

fair, orderly learning environment. Even when students were 

working in groups, however, there was little student-student talk 

permitted. 

Of the 3 informants in this scene, the teacher was by 

far the most forthcoming and expansive when interviewed, and as 

perhaps befits a teacher with many years• experience in similar 
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scenes, she had definite and well thought out views on the class. 

The mainstream student informant, who had been chosen by the 

teacher, appeared a little bemused at first at the p%0spect of 

being interviewed but soon warmed to the subject when he realized 

he was being asked to talk about something familiar. The E. s. L. 

infoxmant was deliberately chosen by the researcher as he was the 

lllOst proficient in English of the E.S.L. students, although the 

fact that he had been in Australia for so much longer than the 

others ( 3 years and 7 months), probably meant that his views 

would be atypical. He was still a val.id choice, however, as he 

was still receiving the maximum amount of E.S,L. instruction (2 

lines). 

The year seven Social Science class consisted of about 

30 eleven to twelve year olds who met in a smallish classroom in 

a newer part of the school. overlooking a ma.gnificant oval ringed 

with well-established trees. The walls were decorated with 

posters and assignments, which included examples of work from 

this class. There were maps around the room and rolled up above 

the blackboard, and a portable television and video machine was 

wheeled into the room when needed. Students sat at desks 

clustered in groups around the room and usually chose where they 

would sit. 'l'here were only 3 E.S.L. students in the class (all 

refugees), although there were also 2 South East Asian students 

who did not need E.S.L. assistance and did not come front refugee 
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families. On every occasion but one the E. s. L. students sat 

close by the side of the teacher• s desk, During only one lesson, 

when the class was doing a test, they were scattered amongst the 

mainstream students ( perhaps at the teacher• s direction). 

The 7 lessons that were observed covered a range of 

activities and presentations. Students looked up map references 

from co-ordinates, completed cross-word puzzles to help them with 

revision, answered written questions on a comprehension passage, 

copied a "cycle of poverty" from the board, watched a video on 

world food problems, did a test, had a test returned, discussed 

garbage disposal problems in the developed world and undertook 

research in the school Library. Many of the lessons involved 

student centred activities, although all were preceded by the 

teacher's instructions. 

These instructions were usually detailed and often 

appeared to go unheeded by the more talkative students, and there 

was usually an undercurrent of chatter in the room, certainly 

with teacher consent, during such activities as the cross-word 

puzzle sessions, but without her approval during the viewing of 

video programmes. One of the E.S.t. students (the infoxmant) 

appeared to pay ve,:y close attention to the teacher at all ti.mes 

and often looked extremely worried, 
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The Social Science Teacher proved to have a detailed 

knowledge of this scene, although at first this researcher was a 

little disappointed by what seemed to be a hesitant attitude. 

Perhaps this was caused by her relative inexperience as a teacher 

and her apprehensions concerning the researcher's purposes. 

However, she appeared to appreciate having the opportunity to 

discuss the students and share her concerns regarding the E.s.t. 

students in particular. The mainstream student informant was a 

particularly confident and thoughtful girl who had no hesitation 

in sharing her cultural knowledge of this scene. The E.S.L. 

student who appeared so worried aroused the resea.rcber•s concern 

and curiosity and was chosen as infor:ma.nt from the group of 3 

E.s.t. students for this reason. 

A Physical Education class was deliberately chosen for 

incl.usion in this study as an example of a scene in which there 

would be few, if any, literacy demands made on the students. 

HQWeVer, year 7 P.E. proved to a very interesting scene for other 

reasons as well. Firstly it was a boys-only cl.ass, unlike some 

of the other P.E. classes and unlike the other 4 classes in the 

stucly, and secondly, of the nearly 20 students, all but 4 or s 

were E.S.L. students or students born in non-English speaking 

countries. They came from a range of refugee, immigrant and 

diplomatic backgrounds. 
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The P.E. class was conducted on any one of several 

well-established ova.ls surrounding the school, at the nearby 

public swimming pool, at an indoor gymnasium close to the school 

or, in the case of theory lessons, in a classroom overlooking the 

ma.in oval. 

During the time spent as a participant-observer in this 

scene the researcher observed a variety of indoor and outdoor 

activities. The boys practised baseball skills and then played a 

lllOdified form of the game, the teacher demonstrated the correct 

techniques of batting and boWling in cricket and the boys played 

a game, again using modified rules. They played volleyball and 

basketball, they spent a lesson swimming, they watched a movie on 

canoeing one rainy day and helped the teacher calculate their 

sporting a.wards using a complicated system which :rewarded effort 

and enthusiasm as well as performance and skill. 

Throughout all these activities the teacher's drive and 

enthusiasm never faltered and the boys appeared to be swept along 

with this vitality. He explained techniques and skills often at 

great length, but always accompanying explanation with 

deinonstration. He appeared to receive almost hero-worshipful 

attention from the E.S.L. students and attentive respect from the 

rest. These demonstrations were always folloWed by enthusiastic 

attempts to put theory into practice on the pa.rt of the class. 
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When games were not preceded by explanation or demonstration, he 

quickly got activities underway and kept the game going, often at 

a. furious pace. 

As an info:rmant the teacher was extremely eloquent and 

tended to speak in superlatives. Douglas, the mainstream student 

informant, was a neat-looking, physically small boy who initially 

approached the interview with some suspicion, but then wanned to 

the task as he began describing the scene. Nyang was chosen by 

the researcher as the E.S.L. informant, because he was so quiet. . 

and withdrawn in the researcher's specialist E.s.L. classes, that 

curiosity was aroused concerning how he would fare in the rough 

and tumble of mainstream school life. He had been in the school 

only 4 months and his English language competence was extremely 

poor. 

The year 8 Science cl.ass met in a newish laboratory in 

the wing of the school which overlooked the playing fields. The 

students sat at 8 big wooden laboratory benches set in 2 rows 

down the room, the teacher's bench was on a raised dais at the 

front of the room and at the side of the blackboard a door led 

through to a preparation room and through again to the adjoining 

lal)oratory. 

The class of 32 students had studied for 8 weeks with 
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each of s science teachers in rotation, ea.ch teacher specializing 

in a different branch of Science. They were now with Teacher 

number s • The class contained 6 E. s , L, students, l former E . s . L. 

student and at least l mainstream student whose older sister had 

studied E.S.L. 

Whilst this researcher was present in the laboratory 

with year e science, they were observed studying the five senses 

by watching a teacher demonstration and then conducting 

individual and group experiments {e.g., dissecting a bullock's 

eye; touching and tasting various objects), watching videos and 

making their own notes, working in their notebooks, writing up 

experiments and copying notes from the boa.rd, receiving 

instructions on an assignment to be completed at home; revising 

for a test. 

The teacher kept a firm rein on the rather lively class, 

issued instructions in a loud, clear voice and conveyed a 

no-nonsense attitude at all times. There was little or no 

interaction between the E,S,L, students and the majority of 

mainstream students, some work-related, student initiated 

interaction between the E.S.L, students and the teacher and the 

participant/observer, and a great deal of behaviour-related, 

teacher initiated interaction between the teacher and the 

liveliest mainsteam students. 
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'l'he teacher proved to be a good informant, who was 

willing to talk at some length, if a little unenthusiastically, 

about the scene. Contril:)uting factors may have been that she was 

approaching leave and the interview took place in the last week 

of the school year. 'l'he mainstream student was chosen because 

she was one of the most taJJta.tive in the class and would 

therefore be expected to be a good informant. As well, she bad 

appeared to the researcher to show little interest in the 

academic work and it was felt that the choice of such an 

informant might balance some of the more academically inclined 

informants in earlier scenes. e.g., David in the History class, 

Sandra in the social Science class. She approached the interview 

with the same apparent lack of interest and answered the 

questions perfunctorily, though with good humour. Both Mana, the 

E. s. t. informant., and the Science teacher had tagged Mana as 

having difficul.ties with Science, and this was the reason she was 

chosen as the E.S.L. infonaant on this scene. 

'l'he year 9/10 Chemistry class consisted of about 20 

senior students, 3 of whom were E.S.L. or former E.S.L. students. 

It was the only one of the 5 classes sampled which was an 

elective rather than a compulsory subject . 'l'he class met in a 

very old Science laboratory in the oldest pa.rt of the school, and 

contained much-carved, wooden benches and walls lined with 

glass-fronted cupboards holding scientific apparatus, An axolotl 
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lived amongst the weeds in a. fish ta.nk on one side of the room 

and several dozen black and white rats of various ages and sizes 

were housed in bins not far away. 

on every occasion that participant observation was 

undertaken, the quieter students (including the E.S.L. students) 

were found to be sitting at the back of the laboratory and a 

noisier group were lined up along the front benches engaging the 

teacher in tournaments of spirited and good humoured verbal 

jousting. Teacher .and students were able to keep this up whilst 

conducting or observing experiments involving solubility and 

density, supersaturated solutions, single replacement, a coin 

experiment; discussion of experiment results, theoxy lessons 

and vexy occasional reference by the teacher to the much 

respected demerit cards, which he kept in his bench drawers. 

Meanwhile the quiet group caJ.ml.y went about their activities, 

talking softly amongst themselves or observing the frequent 

interactions between teacher and noisy students, 

The Chenu.stxy teacher proved to be an excellent 

infonnant: SOllleone who knew the scene intimately and could 

communicate this knowledge with great clarity. Giano, the 

1na.instream infoxma.nt and a. second generation Australian, also 

knew the scene well, was extremely outgoing and happy to share 

his observations. won Sa, the E.S.L. informant, was a 111UCh more 
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reserved personality, yet she proved willing enough to discuss 

the scene. However, although she appeared to understand the 

questions, she seemed amazed that the researcher would want to 

know about some areas of classroom behaviour and even became 

quite cross with the interviewer at one stage when the 

interviewer misunderstood her. 

The interviews with the 15 informants were conducted 

during the period the researcher spent as a participant-observer 

in the 5 classrooms. Most of the interviews took place towards 

the end of this till\e, after the researcher had had time to 

observe the scenes and therefore could question the infoxmants 

more closely when confusion arose (e.g. , Interview 6, exchanges 5 

and 8, Appendix I, regarding the presence of Prench students in 

the class), 

Although the same set of questions was used as a basis 

for all the interviews, some interviews led off at a tangent, for 

instance when the ''big" or "global" questions led to many 

different cover terms or domains (e.g. , yr 9/1.0 Chemist:r:y class 

teacher: "academic standard" and "behaviour" } , or when some 

informants needed encouragement in the structural questions to 

settle on a particular category system (e.g., Chemistry class 

teacher on grouping students according to behaviour and seating 

groups in class}. Not. all interviews adhered strictly to the 
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order set out in the interview schedule either (e.g. , Interview 

4, exchanges 17, 18, and 19, Appendix I, on the teacher's aims 

and her relationship with the students), since there were, for 

example, times wben the interviewer felt that an informa.nt was 

unready or unwilling to answer a particular question at length 

early in the interview, so it would be abandoned and pursued 

again at a later stage. sometimes, too, an informant especially 

wanted to pursue an area or issue (e.g. , Interview e, Exchange 

29, Appendix I), and the interviewer permitted this natural flow. 

In spite of these deviations and alterations to the interview 

schedule, all questions were eventually asked. 

The interviews took place during lunch hours in tbe 

cases of the student informants and some of the teachers, and in 

"free" periods in the case of other teacher info:rma.nts. 

Interviews varied in length from 5 minutes ( e.g. , P. E. 

class, mainstream student, Douglas) to well over half an hour 

(Chemistry teacher), and in amount of information offered, from 

what at first seemed like very little ( in the case of P. E. class, 

E.s.t. student, Nyang, because of difficulties of communication) 

to a. great deal ( in the case of the P. E. class teacher, where the 

informant exhibited a pronounced desire to talk about the scene). 

The amount of information offered and the ease with which an 

informant articulated his knowledge did not always provide a true 
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ind1cation of the informant's cultural knowledge of the scene. 

Por example, E.S.L. student, P.E. class {little information), 

teacher, P.E. class (much information), and it was part of the 

resea.rdher•s task to sift through the interview data for 

infonna.ti.on to draw up the taxonomies. 

Pollowing the collection of data within the interviews, 

the transcripts were exall\i.ned carefully and one or two domains 

which were common to all informants were isolated for closer 

study. The two domains which appeared 1n0st frequently in all 

scenes broadly represented the academic and soci.al areas of 

cultural knowledge. 

Taxonomies of Infoi:mants• Cultural J<nowledqe 

Year 2 History Cl~s. 

-reacher ( Mrs .§.J. 

Taxonomy of ways of Learning History : Teacher's Cultural 

~owledge 

Lessons of instruction. 

Lessons of notemaking. 

Lessons of answering set questions. 

Practical work ( papular with students) e.g. , matching 

notes with correct pictures. 

Student talks. 

Essay writing. 

Research project. 
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Taxonomy of student Groups 1,n the History Class .!..!!,g_ pl.16 ,!.1:. end 

2f chapter} 

Teacher's cultural Knowledge of the scenei-

The teacher saw this class as a "fairly nor:ma.l 

mainstream class" except for the presence of a distinct and 

isolated E.S.L. group who sat together and clung together for 

security, to the disadvantage of two students who were 

linguistica1ly and socially confident enough to break away. Also 

clearly distinguished in her eyes was the remainder of the class 

which she divided into "very good", "moderate" and "not so good" 

students. Amongst the "not so good" students was a distinct 

sub-group of noisy, selfish, "Oc::kerish" students whose behaviour 

antagonized her and isolated them from the rest of the students, 

at least in their formal classroom setting. This teacher's 

definition of "Ocker" was someone who was egocentric and noisy, 

someone you could imagine having a father "playin' football and 

goin' to the pub." 

There was cross correlation evident between her broad 

classification of types of students and where particular groups 

of students sat in the classroom. For instance, she recognized 

wan as a student who studied E. s. t. , yet she grouped him in a 

"mixed" group (behaviour-wise and academically) of 4 who sat in a 
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certain corner of the room and had no contact with the "true" 

E.S.L. group. Similarly, David, a bright and noisy student in 

that group of 4 belonged also to the "very good" student group. 

The noisy selfish students obviously affected and at 

times disrupted classroom activities in spite of their lack of 

student-initiated interaction with the other students. For 

example, "I've got to say: 'There"s somebody else speaking, 

darling. Would you mind?'" However, there was no open conflict 

between any of the groups nor with the teacher, who described 

herself as "fairly strict" but as having a "chatty" and pleasant 

relationship with the students, and determined to insist on fair 

and considerate behaviour from all concerned. She professed to 

like teaching that class. 

Her specific aims regarding the subject area were to 

give the students an understanding of life - in the past, and 

also its unchanging aspects - and to develop a love of History 

which would lead to a desire for more academic study at a later 

stage. She was also determined to maintain order and fair play 

in the class so that less assertive or weaker students could 

learn. 
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Mainstream student c David> . 

Taxonomy Qf ways Qf. Learning History . 

Go to the library. 

Go through the text book (a frequent activity). 

Go walking around. 

Act things out. 

Use our heads (answer questions not directly related to 

the text). 

Taxonon\Y 2f Student Groups in the History Class. 

The girls 
-fairly quiet 

~ :b2m students !:mm around ~ 
-sit together -sit together 

-usually sit 

/ 

~ -play amongst themselves 
together 

-some talk a lot 
-get picked on by the 
teacher for talking 
-are all friends 
-get the same grades 
talk loudly amongst 
themselves 
-ignore the teacher 

I "-

~ or sometimes with others 

-some are not so 
noisy 
-himself 
-wan 

1. plays soccer l. plays Aussie Rules 

Mainstream student's Cultural Knowledge gg the scene:-

David enjoyed this class because he could go to the 

Library a lot, and he liked the teacher. He seemed to think that 

it was acceptable for the boys to talk a lot, although he did not 

regard himself as being a member of the extremely noisy group. 
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He had noticed that that group were often reprimanded and 

consequently did not like the teacher, and that the other 

mainstream groups in the class (both boys and girls) interacted 

amicably. Be could also distinguish between di.fferent kinds of 

noisy group behaviour: e.g. , by talking amongst themselves and 

ignoring the teacher, and could contrast the behaviour of 

individuals within the group: e.g., 2 boys played different 

codes of football. He described the E.S.L. students as a group 

apart, who sat on their own in class and played amongst 

themselves i.n the playground, only occasionally joining in with 

mainstream groups. He too placed Wan in the same not so noisy 

mainstream group as he belonged to. 

David's aims in the History Class were to earn good 

marks and try to enjoy lea.ming History. 

E.S.L. Student (Wan), 

Taxonomy of Ways of Learning History. 

Do a lot of vocabulary. 

Read a lot. 

Study a lot. 

Do own work ( if we• re quiet ) . 

Get picked to read a.loud ( if we• re noisy). 

Go to the library to do research. 
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Make models out of paper and clay. 

Make reed pens out of pa.ddlepop sticks. 

TaxonQlllY of student Groups in the History Class:

All students 

E.S.L. students 
-receive a lot of 
help from the 
teacher 

' \ 
\ 

I 
I 

I 

I 

I 

'lt1fan placed 
himself here 

I 

-a bit noisy 
-sometimes don't 
do much work 

I ------students who are 
R..retty good 

/ -are good to "us" 
-act friendly 
-help you, tell you 
if you don't 
know something 
-friendship group 
foxtll8d in pri.:ma.ry 
school. 

"1/2 way" 
"midway" 
-receives help 
from teacher when 
he needs it. 

students who are 
just alright . 
-sometimes tease 
us 
-not very helpful 

E.s.L. student's Cultural Knowledge of the Scene:-

wan quite enjoyed this class at times. It seemed that 

the reason was that he did not have to do very much work. Be 

appreciated the help the teacher gave to the weaker E.S.L. 

students and to him, al.though he implied that he did not often 

need it. Be particularly appreciated the friendly behaviour of 

one mainstream group and the assistance with academic work that 

they offered him. Be also believed that about hal.f the students 

had longstanding ties of friendship which had been formed in 
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primary school. (wan had attended a local primary school]. The 

"just alright" group, on the other hand, did not have these ties, 

did not get on as well together, and somet:illles teased him and the 

other E.S.L. students. 

It was interesting that he saw the teacher's approach to 

everyone as being helpful and also that all the students were 

noisy at times and reluctant to work. Perhaps the most 

interesting aspect of wan• s organization of this cultural scene, 

though, was his placing himself midway between an E.s.L. and 

mainstream group. 

wa.n•s stated aim was to study and learn al:>out the 

history of the ancient world. 

~ 2 Social Science Class. 

Teacher ~ ~. 

-raxonomy of ways of teaming Social Science. 

see videos. 

Do comprehension passages, 

Written assignments. 

ASsignments with photographs and sketches. 

Read silently, 

Read aloud individually ( to assess comprehension). 
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Do crossword puzzles. 

Class discussions (usually dominated by 3 students). 

Teacher presentation of information. 

'l'aXonomy of student Groups i,n the Social Sci ence Class (see .Q!ll 

tt end Qt chapter> 

Teacher's Cultural Knowledge of the scene: 

The Social Science teacher's main concern with the 

academic work in the year seven Social science Class was that the 

topic being covered - underdeveloped and deve1oped nations - was 

not really being assimilated by the students, and had not 

.resulted in better understanding and more interaction between 

class members, some of whom were from underdeveloped nations. 

She had a detailed picture of the activities undertaken 

by the class in covering the work, and an equally clear picture 

of the student groups at either end of the behaviour/ability 

spectrum, but little to say of those in the middle. 

She was concerned that the noise and enthusiasm of the 

mainstream groups was taking too much of her attention away from 

the E.s.L. students whom she'd "forget were there most of the 

time." Yet she was able to distinguish between the behaviour of 
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at least 2 of the 3 boys in that group and to hypothesize reasons 

for their wanting to sit close to her desk ( "I suppose maybe they 

associate more with me than the other kids in a way"), but not to 

take positive action to change the situation. She was satisfied 

with her relationship with the class, although she admitted it 

was "nothing spectacular." 

Her stated aim was to cover the topic described above 

and to help the students appreciate different ways of life and 

the poor economic situations in other countries. 

Mainstream student C sandr a. > • 

Taxonomy .Qf ~ Q.f Learning Socia1 science. 

Discuss things about Third World countries and our 

society. 

Teacher writes on blackboard { Does this too much and 

doesn • t explain) • 

Read. 

Write ( not so much) . 

Little tests e.g. , looking up places in an atlas from 

co-ordinates. 
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TaxonOlJ\Y 2f student Gro\lps .1n :the social science cJsi@a 

~ Really noisy all the time 
~II\~ 

Noisy students Better middle ' Quiet OUiet but do their 
-bad, mess up group I Students work 
-joke, tell -very smart 1 -aren •t -do average work 
stories to each -quieter that -talk a little 
other -(Sandra brainy I 
-talk about herself) E.s.t. students 
other events of -keep to themselves 
the day c outside class > -(Hong) 
-hardly take any French kids 
notice of the -keep to themselves 
teacher or their at Recess 
work 
-do hardly any 
work 

Mainstream Student's Cultural Knowledge .Qf ~ scenei-

To Sandra, this class, and indeea the wider school, was 

characterized by distinct groups of students who interacted very 

little, yet accepted one another's existence. Her frustration 

with this separateness was evident: "La.st year - (an E.S,L, 

student] mixed with us which was good"; "Wel.l it's funny, 

because, like, the E.S.L. peopl.e tend to keep with the E.S.L. and 

the French people keep with the French people and I al.ways try to 

mix but it's hard sometimes, because I can't speak the language 

very wel.l, so it's a little more difficult"; "We've got one boy 

(French] in my Living Skills class but at recess he always plays 

with the other French children", and she appreciated the mixture 

of social and cultural groups present in the Social Science 

class. 
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Ber stated aims were not only the academic goals of 

earning an A grade, but also to change the behaviour of the 

disruptive students. She planned to do this by ••telling the 

teacher", behaving well herself and "trying to influence them", 

so that the class could get on with its work. 

E.S.L, Student (Hong}. 

Tax.onQlllY of Ways of Learning Social Science. 

Watching video {telling about Third World country). 

Reading book.. 

Looking at maps. 

Teacher tea.ch us. 

study about life and people. 

Taxonomy of Student Groups in the Social Science Class. 

Noisy all the 
time 
-keep talking 
-teacher tell 
them to be quiet 
but they just 
keep talking 

I 
Tient (an 
E.s.L. student) 

Sometimes 
noisy and 
sometimes do 
their work 
-talk and work 
at same time 

I 
Hong hilllSelf 

students who 
do their work 
-not quiet but 
not too noisy 

I 

~ quiet 
students { all 
girls) 

I\ 
Sandra girls who 

come from 
Indonesia 

some main
stream 
students 
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E,s.L. student's cu1,tura,1 Knowledge .2f .the. scene~-

The picture Hong painted of the Social Science class was 

one of work drowned out by good natured noise: "I.n that cl.ass 

they really noisy". There was no real conflict between noisy and 

quieter groups: "They good friends", and the noi$e appeared to 

disturb neither Bong nor the other students. In fact, he counted 

one of his friends, another E.S.L. student, among the noisy 

group, 

He described the teacher's role as one of continually 

trying to quieten the class: "All the time Mrs J, she got to 

say, tell them to be quiet, they just keeping talking", However, 

he judged that she got on well with the students and claimed that 

she was "nice". Hong himself only "sort of, half and half" liked 

being in the class. 

He appeared to have a clear, although not detailed 

picture of the course content and activities carried out in the 

class. Bis aim was to learn more about Third World countries and 

their probl.ems. 



Bg 2 R.LL. c1ass, 

Teacher {Mr L..l, 
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'l'a:X0nomy: 2.f BD. Qi Learning P. E. 

Aquatics learn to swim 

- competitive swimming 

life saving. 

Gymnastics - body confidence 

- use of apparatus. 

Athletics - choose ]. or 2 events 

skills 

to suit 

Cross count:r:y running - develop endurance 

students, 

- develop cardio-vascular system. 

Traditional sports - cricket, tennis, football skills, 

hockeY,badminton and frisbee. 

Approaches - community approach ( get group started and 

then coach individuals), 

Taxonomy of Student Groups in the P.E. Class (see pl.18 at end of 

chapter} 

Teacher's cultural Knowledge .2f .th§ scene:-

To the teacher the year 7 P.E. class was an extremeJ.y 

tightly knit "community" or "family" where the desire to I.earn 

new skills and sports was paramount. He was aware that the 
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absence of any real conflict between the overseas and Australian 

boys was due to the transfer of one especially unpleasant 

Australian boy, and the small numbers of Australian students in 

the class. This left a majority who brought with them a 

culturally acquired deep respect for the teacher and common 

disabilities: ignorance of Western sporting skills and lack of 

education in physical development. 

'l'he teacher enjoyed the somewhat unfamiliar situation of 

teaching truly new skills to enthusiastic students and claimed 

that his task was an easy one since the class contained "all 

fairly naturally superb athletes" and the overseas students had a 

"profound modicum of ability compared to Aussie kids. There were 

no real slobs in amongst this group - so basically their 

co-ordination and their ability to learn skills was good." 

His aim was to increase their confidence and. create in 

them a desire to develop themselves physically which he felt was 

not a part of their Asian cultural background where the 

development of the mind was more highly valued. 

Mainstream Student c Douglas>. 

Taxonomv 2f !!AD. 2f Leaming P .E. 

"Man" kind of things, boys• sports. 
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Do swimming, baseball, softball, cricket, football, 

soccer, volleyball, basketball, 

watch filmS. 

Talk about it. 

Taxonomy .Qf Student groups in the P.E. Class. 

students who don't 
join in 
-argue & won't 
play if they don't 
like the chosen game 
-have something wrong 
with them 
-want to join in but 
don't know the game 
& are afraid of being 
laughed at 

~ kids 
-don't get 
changed or play 
-know how to 
play but won't 

Kids who are always 
waiting to begin 
-very interested 
-enjoy P,E, 
-good athletes, keen, 
energetic 

/ ~glaa Wan 
-best at himself 
cricket & 

football, but 
too big 

Mainstream student's cul t ural Knowledge of the scene, 

Douglas obviously enjoyed participating in the class for 

the opportunity it provided to concentrate on boys' SPorts, 

whilst other mixed sex P,E. classes were forced to provide unisex 

activities, He also appreciated the teacher's friendliness and 

actual involvement in the games. Although there were students in 

the class whom he did not like, the teacher's insistence on 

everyone being involved had obviously been accepted to some 

extent by this student, "A couple of them :I don't like. 

(However], we all get in and play a good game," Even so, 



- 1.02 -

incipient conflict was avoided in less positive ways, too. 

"Y'see, if we don't like •em, we just leave 'em and we'll pair 

out in groups and that." 

Interestingly, Douglas did not see the E.s.t. students 

as a d:iStinct group within the class, even when specifically 

asked about one by name. 

Douglas's stated goal was to learn lots of sports and 

become good at them and to earn an A grade. 

E. s • L, student C Nyang}. 

Taxonomy of Ways 2' Learning ~. 

hockey. 

far. 

SWinllling, cricket, running, volleyball, basketball, 

How to play cricket the proper way. 

How to kick the ball. 

How to swim. 

How to hit the ball the right way for the ball to go 

How to hold the bat the right way. 
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TaXQnomy 2t student Groyps in 1.lli. ~ class • 

All Q!l!. big group 
-all do the same things (sports, 
activities) 
-everybody friendly 
-d7t the teacher teUa them to, 

Unfriendly students 
-get angry when you can't kick 
the ball back to them accurately 
-walk away and find another partner. 

E.s.L. student's cultural Knowledge of the Scene:-

Nyang's enjoyment of his P,E. class: "Ob, it's fun", 

hinged on the course content fulfilling his perceived need.as 

"It• s very fit for you" [ It makes you fit?], the sensitivity of 

the teachers "Ah, he's very kind, kind to· the students", the 

freedan to follow student-expressed interests: " ••• when the 

student say do something, he do that thing told he try" (when a 

student wants to try an activity, the teacher 1.ets him]; and the 

evident satisfaction of the other students: " ••. they enjoy it." 

Nyang's one real experience of another student's 

irritation with his 1.ack of skills did not appear to have 

bothered him undul.y - "I play with another boy" - but it is 

impossible to real.ly assess. 

His stated aim was to learn new skills and games: 
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"'l'rying to do what I can't do, trying to play the game I can't 

play and trying to learn it," 

It was interesting that he too failed to see an E.S.t. -

mainstream dichotomy in the class. 

Year ,!t Science Class 

Teacher (Mrs IL.l,. 

Taxonomy of ways of Learning Science. 

Investigating the senses: a very practical. course. 

Do a lot of experiments on how each of the senses works. 

Make observations. 

Come up with a few principles and a pattern that will 

fit the whole sensory system and ea.ch one. 

Make conclusions: "What did you see?" ''What does it 

tell you?" 

Relate experiment findings to other areas. 

Do a lot of individual or group work from text book 

experiments and board experiments. 

Not much writing or theory. 

QUite a high proportion of videos, 

Individual. assignments. 

Some abort term homework questions. 
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Taxonomy ~ student Grou.ps .in .the science class !.eft Rl.ll At fillll 

of chapter) 

Teacher· a cultural Knowledge .Qf. the scene : -

This teacher had a clear and detailed picture of the 

groups within her class, as well as a definite understanding of 

her ways of teaching the class science. 

She described her relationship with the students as one 

of "hold(ing] kids off a fair amount. I tend to maintain a 

teacher role. I hope I'm approachable in that they can ask 

questions and so on, but I still feel I keep a teaeher role. 11 By 

this she meant that she remained physically apart from the 

students, conducting lessons from behind the teacher's raised 

dais at the front of the class and moving up and down only the 

central aisle while students were carrying out experiments. She 

was concerned that this practice, essential to maintaining 

control of a junior class, together with the large size of the 

old Science laboratoey, ma.de students feel isolated from her. 

With student relationships her concern centred on a 

particular group of troublemakers who had been together for a 

long time in different classes and whose behaviour was 

deliberately disruptive. 
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Her stated goal was to encourage students to work their 

way through conducting their own experiments so they could arrive 

at conclusions that were truly their own, and then be able to 

make inferences and relate their findings to other situations, 

rather than to be satisified with simply "writing up" an 

experiment. 

Taxonomy of student Groups in the Science r.Jass (see pl20 at end 

of chapt er) 

Mainstream student <Janet ) . 

'l'axonomy Q{ Ways Q! Learning sci ence. 

Mostly write. 

Sometimes do own experiments ( likes that but not those 

where you cut things up e.g. , bullock• s eye). 

Mainstream student's cultural Knowl edge of the scene. 

Janet's view of the science class was coloured by the 

fact that none of her "really good friends" was in it. She had a 

very sketchy knowledge of the ways of learning science. However, 

this was balanced by a more detailed picture of the student 

groups in the class and their ways of behaving. Her scene was 

characterized on the one hand by many groups who "mucked around" 
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to vaxying degrees, and on the other, several groups of ••really 

brainy" students. 

She thought the class was "O.K.", liked the teacher, a.nd 

particularly enjoyed carrying out her own experiments, as opposed 

to the situation in other classes she had been in where the 

teacher conducted all the experiments. 

Her stated aim was to work hard in order to get a good 

-.aark, but with an amused self-acceptance, she admitted that she 

usually '"end[ ed] up mucking up. " 

E.s.t. student {Mana}. 

Taxonomy Qf ~ 2f Learning Science. 

Do astronomy: learn about how rocks are fonned and wha.t 

happens when you put them in acid [ in previous unit) . 

team about biology: what we have in our bodies and the 

names; cut up eyes, kidneys ( does not like doing this). 

00 experiments, write it down, read a. book. 

Taxonomy of student Groups in :t.rut science Cl.ass <see J2lll at fil!g 

of chapter 
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E.s.L. student ' s cultural :Knowledge 2f .the. scene,-

on the whole Mana expressed satisfaction with this class 

because she could conduct experiments herself: "It• s nice. You 

can do everything", there was a ready supply of apparatus: "They 

give all the equipment what we want to do", and the teacher 

issued clear instructions: "They tell us what we have to do," 

Her areas of unhappiness were with having to cut up eyes and 

kidneys and receiving low marks in tests because she found 

studying difficult. 

With interstudent relationships she found comfort in the 

fact that there was a reliable group of helpful girl students she 

could turn to. Yet she had been hurt by the behaviour of others 

who would help only if there was some advantage for them, or who 

were erratic in their helpfulness, or who betrayed a trust and 

talked about her behind her back. 

A1so in the area of student relationships she was well 

aware of the different types of behaviour of the "crazy" students 

who sat up the back, although she did not intera.ct with them. 

Year .iLlQ. Cheuti.stry ~. 

Teacher (Mr IL.l, 

Taxonomy .Qf ~ of Learning Chemistry. 

Learn about fonnulae, atoms, acids, bases, etc. 
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Interest students in Chemistry by experiment and 

demonstration. 

Tie chemistry to rea.l life s Applied Chemistry, 

Chemistry of the .Kitchen, party tricks. 

Link known infonna.tion or experiments where something 

attention-grabbing occurs to more obscure chemical problems. 

Lead from the concrete to the abstract (Piaget) • 

Taxonomy of Student Groups in the Chemistry Class C see pl22 at 

~ 2.f chapter> 

Teacher• s cultural Knowledge of the scenes -

The Chemistry teacher had a carefully thought out 

rationale for his classroom activities, which led the students 

from known information, often everyday realities which they had 

taken for granted, or from a simpl.e, concrete experiment set up 

in the laboratory, to more subtle and probing questions of 

chemical. properties etc. Bis rationale was based on Piagetian 

educational theory and practice. 

He had thought carefully about the students in his class 

too, and was able to group them according to several different 

classifications based on their backgrounds. For instance, he 

claimed there were students in the class with low socio-economic 
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backgrounds and others ranging up to high socio-economic 

backgrounds J childX'en of academic and non-academic parents, 

mi.grant children ( a greater or J.esser number of these depending 

on the breadth of the definition of "migrant .. , and E.S.L. 

children forming a subgroup in this classification. 

However, he finally settled on an "introvert", 

"extrovert" dichotomy which grouped the students according to 

their level of interaction with him and one another in cJ.ass. 

He was quick to refute any suggestion that the 

"introvert" or "quiet" group were not as involved in the learning 

process, arguing that although they did not interact with him, 

the extrovert group or each other to any great extent, they were 

aware of what was going on in cJ.ass and were part of the J.earning 

process. ..They will interact within their own group •.•• and they 

will interact about the other group. They• 11 see the other group 

doing something or saying something and they will respond, but 

they're not initiators, nor do they interact really with other 

groups," The teacher would not agree either that the quiet group 

was bothered by the noise and attention surrounding the 

introverts. Be believed the extrovert group ignored the quiet 

group - "They're just also-rans" (in they eyes of the extroverts] 

- unless they needed to borrow a piece of equipment, for 

instance. 



- l.ll. -

He described his relationship with all the students a.a 

goodt "I 1ike this class. It's a friendly class", and used a 

novel aeasure to gauge their opinion of himt "I haven't found 

any rude things written on the benches." 

His stated aim was to inspire and motivate the students 

and provide a foundation for later, more serious study of 

Chemistry. A secondary aim was to cover the actual course 

content. 

Mainstream student < Giano >. 
Taxonomy Q.{ Ways Q.{ Learning science. 

Do work, 

Have a bit of fun with everyone. 

Talk about things and that. 

Teacher explains it in a real good way. 

Bein' in class. 

Read.in' text books . 

Doin' stuff from the board e.g., a problem - do it 

together - do it by yourself. 

Assignments. 

Tests - a bit. 

Ma.inly what you do in class. 

You learn something as well as have fun. 

Practical work; learn a lot from that; good fun too. 
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Taxonomy Qf student Groups in the Chemistry Class 

Group at the front 
-do a lot of talking 
-muck around a bit 
-do the work when they have to 
-crack jokes 
-have a bit of fun with Mr R. 
-most get good marks 
-Gian/himself ~ 

-some are just -some just 
tryin' to be talk about 
funny. anything. 

Group at the back 
-quiet 
-just do the work 
-don• t do much in class 
-get good marks 

I ~ 
-some just -some talk in 
stay by class. 
themselves 
& talk to 
each other. 

Mainstream student's cultural Knowl edge of the Scene:-

'l'h.e overwhelming feature of this student's cultural 

scene was that it was fun, that the teacher ma.de learning 

enjoyable: "Be makes it fun to be there." At first Giano seemed 

a little worried that one couldn't learn "as much" if it was ma.de 

enjoyable, but then he decided that since the students' marks 

were good, perhaps effective learning was taking place. 

He also had very definite ideas on teachers and their 

teachings "other teachers just make it straight out of the book 

and no fun at all, you know, and you can't have any fun at all, 

which makes ·it boring, and some teachers are so slack that you 

don• t learn anything. With Mr R you learn something as well as 

have fun." 
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Giano could descril:>e the different groups of students 

and their behaviour, and distinguish between different types of 

behaviour within each group. Relationships between the two 

groups were not always good, however: "Sometimes one group might 

:rubbish the other group a bit [presumably the noisy ones teasing 

the quiet ones], but they get on pretty well, most of them,•• and 

they interacted voluntarily only when it was necessary, for 

instance, for either group to obtain information or equipment. 

Giano•s aims in the Chemistry Class were "to work, get a 

good mark, have a bit of fun." 

E,S .L. Student~~. 

Taxonomy 2f. Ways Q.f Learning Chemistry. 

study). 

Do experiments. 

sometimes read books. 

Take notes. 

Teacher always takes the lesson (i.e. , no free time to 

Have tests. 

ASk the teacher questions. 
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Tagonomv 2t student GrQUpa in ~ Chemistry class 

Noisy students 
-all boys 
-all yr lOB 
-alwa.ys try to be funny 
eg, read a. paragraph a.loud 
with each person saying one 
woxd 
-all clever students because 
a.re in yr l.O. 

I 
a. leader 
-makes "that kind of 
nothing jokes". 

Quiet students 
-girls & boys 
-yrs 9 & 10 
-always quiet 
-don't join noisy group 
-talk to [amongst] themselves 
-noisy group tries to make fun 
of quiet boys who don't 
retaliate 
-thinks they are good students 

\ 
Won Sa herself 

E.S.L, student's cultural Knowledge of the scene:-

Won sa thought this was a good class, but for her the 

scene was dominated by the noisy group. She cl.aimed that this 

did not worry her, although she was aware that some o~ the boys 

in the quiet group were teased by the noisy ones. These same 

noisy students only interacted with her when they exhibited 

curiosity concerning her test marks. She fel.t her group ( the 

quiet ones) did not need to interact with the other group: .. We 

don't need them." Interestingly, she regarded the noisy group as 

cl.ever because they were all in a higher year grade then she. 

She was unenthusiastic about the teacher but admitted 

that he knew a great deal ancl sometimes spoke to them on subjects 

other than Chemistry. She did not feel that he favoured the 

noisy students, but got on equally well with each group, 
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answering her group's questions when they asked them, as well as 

those put by the noisy group. 

Ser goal in the Chemistry Class was to learn something 

about Chemistry: "About Chemistry. I mean the chapter", and it 

is interesting to note that although she listed "doing 

experiments" first when asked how they learnt Chemistry, here she 

implied that the infoxma.tion she needed came from the textbook. 



Tll'ONOMY Qt STUDENT GRQQPS I.H :rim HISTORY cuss, (Teacher's cultural Knowledge) 

(Domain i students) 

E.S.L. children l6)(category) 
/"\_ 

(Concepts)(Subcategories) 

/ " l. understands ~ getting better~ 
~ understandi ng 

2 of these confident 
enough to ask for 
clarifications "What• s 
that mean?" ose group as a 
"nest", for security 
too much. 

1•Pairl y normal .. Mainstream Class 

Nonna.1, Mainstream~ ---- \ ----1 ~ ~ 92.QQ. studenta mooerate .!2tt .Q.f others 
1 -vitally interested student -not so good 

..2. finding ~ take av. intelligent -pays attention Subgroup of 3 boys 
difficult 

I 
interest when interested -intolerant, noisy 

- nearly die if 1 -borrow school & outside -is forced to pay OCkerieh, egocentric 
you ask them to , Library books attention when 

7
not -little contact with 

speak \ ~ interested rest of class. 
1 

\ 1/ / l very reticent' \ ( l of these boys a 4th boy whom teacher 
plays amicably has isolated from 
with rest of subgroup and placed 
class in play- next to Wan 

\ 

\ 
ground. 

I l boy 
-behaviour has improved a bit Mixed group of 4 boys 

-sit in far corner 

---- I "-
-has begun to work much better 

\ 
-teacher has heard of similar 

1 quite bright but 1 very quiet 1 bright 
time-wasting, Ocker luy toad ( David) 
noisy, -egocentric 

\' 
' 

' 
' 

' ' ' 

, improvement in boy's English class 
- - -

l. (wan) bright, noisy \ 
I shuns E.S.L, group. , 

-gets on well with this, 
group. 

/ 

- - - -

I-' 
I-' 
cr-, 



TAXONOMY OF STUDENT GROUPS .!Ii ~ SOCIAL SCIENCE CLASS; C Teacher• s cultural Knowledge> 

Whol.e Class 
-Quite a good bunch 
-a nice bunch of kids 
(Behaviour & Ability Groups) 

.(.Afg). 
Pretty good kids 

I (S<>me) 

(ability)~,,' _ , ✓-P~fervesoent 

bright talkative 
effervescent full stop 

-pretty bright 
-general knowledge good 

/ -pretty effervescent 

group of 3 \ 
-dominate group of 10 or so 
discussions -some are friendly and popular 

with everyone 
-lots of little budding romances 

I 
Sandra 
-one of the brightest 
-good behaviour 
-an ideal student 
-can discuss things 
-does her work 
-knows what she's doing 
-researches work 

-has to 'look at• 
them all the time 

ASian ~ 
-3 boys 
-very quiet 
-can't read very well 
-sit close to one side of 
teacher's desk 
-don't . . mix dur· 

------ activities ing group 

~ 
Phouc Hong 
-a little slow -a bit under 
-nice but doesn't average 

I-' 
I-' 
-...J 

do much -some work quite good 
-artistic ability 
good 

-gets off on wrong 
track 



TAXONOMY Qi: STUDENT GROUPS DI :nm. LL. cws; C Teacher's cultural Knowl,edge > 

"Family" 
~ -very compatible 

Ocker Aussies 
-2 or 3 only 
-unpleasant grossness 

overseas~ 
I 

Asians 
kept· in check by sheer -majority of class 

/ ..-rs in j""r g,:oup ~ 

1 particularly some friendship Douglas 

-all fairly naturally superb athletes 
-good co-ordination and ability to learn skills 
-aiming to build confidence in them & develop 
them physically 

unpleasant boy subgroups 
left early in 
term 

-loyal to each other, respectful to teacher 
-new cultural approach: body is as important 
as mind 

-l of the 
greatest ockers 

-feelings hurt by Ocker syndrome 1 cultural 
/ ackgr1unds causi them to ~coil from it 

several physically inept Chinese Japanese Malaysian Thai 
-encouraged by others - language groups for communication 

( /asionally) J ~ 

Nyang some friendship wan and 
-a quiet subgroups others 
individual -physical strength 

competence 

r' 
r' 
co 



'l'AXONOMY Ql STUDENT GROUPS IN~ SCIENCE CLASS: ( Teacher's cultural Knowledge ) 

~ Total Mixture 
-chosen from alphabetical lists of names, not ability 
-top ranking yr 8 student down to close to the bottom 
-a smaller nasty group than other yr 8 classes 
-a higher proportion of E. S. L. stude'nts 
-had been taught by all other science teachers before coming to this teacher 
-good at doing experiments and recording results 
-most worked pretty well 

-------- -8 bench groups 
1
c chosen by students) 

Bright children 
-fairly rowdy 
-got their work done 

/ "' ~bright~ .! hanger on 
-began by copying 
then his. work 
:improved 
-got into a pattern 

Rowdy Children 
-not bright 
-not interested 
-didn't do much 
-results from other teachers 
similar 
-delil:>erately or othexwise 
antagonised rest of class and 
each other 
-a long-standing mode of 
behaviour 

I 
Bright but badly behaved 
-need a lot more work 
-played off each other 
-didn't get their work done 
unless teacher was standing over them 

.§. other bench groups 
-worked fairly well 
-all at own level 
-even the lower ability groups 
worked well & hard 
-little time wasting 

\ 
Typical E.S.L, group 
-just sit and work 
-t:ry ve:ry hard 
-drive teacher insane asking 

I-' 
I-' 
\.0 

=ti.oi, "But, but", -y?• 

Janet 

-quite bright, but hard to judge 
because of language problem 
-attentive, tries ve:ry hard 
just below the top 
(academically) 

-a leader on her bench group 
-not extra bright 
but quite conscientious 
-worked hard 



'fflXQNOMY QF STUDENT GROUPS .m :DZ SCIENCE CLASS: (Mainstream Student's cul tural Knowledge) 

Girls that m .sm the 
front i. second deSk 
-sort of really brainy 
-one of them is and 
she helps the other 
girls 

====-----.12D. that !Ill .sm ~ 
other front~ 
-really brainy too 

Deak Groups 

f 
.l2D_ that .§it 
opposite t.Q Y!. 
.sm the other side 
i, the ~ behind 
~ 
-muck a.round a lot 
-get sent outside 
a lot 
-ha.te the teachers 
a.nd vice versa 

~~~.tlm~ 
-l./2 muck •round & 

1/2 don't 
-the more popular 
people 

our~ 
-il\Ostly muck around 
a bit 
-mostly work 

I 
Janet; herself 
-tries to work hard 
but l'QOBtly ends up 
mucking up 

I-' 
t,J 

0 



TAXONOMY .Qf. STUDEN'1' GROUPS l1i !lB. SCIENCE crass: (E.S,L. Student's Cu],tura1 Xnow1edqe) 

~ students AB. not ~ ~ 
-talk bad things 

!.l§. 

-don't return things when they borrow them 
ESL & fonner 
ESL students 

-sit up the back and talk 
-can't hear what the teacher is saying 

- students W,X,Y 
& z 

I~ -Badega.r 
-Yanny 

~are~~ 
-not friends with E.S.L. 
students 
-not friends of those who help 
E,S.L. students 
-look through to next lab. 
when door is open; wave & 
talk 

some~ just§: li.ttle 
l2ll craz}!'. 

I 
Michelle 
-talks about us when 
we a.sk her for help 

~ students YI. nll ~ 
-tell us (weaker E,S.L. students] if 
we don/ know something --------

some will help us Marisa 
only if we lend them -helps all the time 
something or will only 
help us for that class 

}-' 
t'V 
f-' 



TAXONOMY Qf ·STUDENT GROUPS IN~ CHEMISTRY CLASS: (Teacher's Cultural. Knowledge ) 

Class organized heterogeneously Qn age across n1. ~ ~ l.Q. ~ ability 
-not a normal distribution: upper middle academically 
-a very mixed bag all together 

~ -•the good, tho 1>lld & the ugly.• ------------

Extroverts 
-boys 
-sit together 
-loud 
-al.ways prepared to give an answer right 
or wrong or just smart 
-some more willing than others 
-talk to other group if need apparatus 
or information 
-usual.ly ignore them 

Gia.no 
-a good student 
-if he succeeded, good, if not, 
just too bad 
-very ha1e fellow well met 

A 
' • 

'II: I 
:Keen to do no work whatsoever 

-many are quite bright so can get 
away with it 
-often say they haven't done the 
work but have real.ly done it. 

* 

Introverts 
-girls 
-sit together 
-quiet 

" 

-only offer answers if asked 
-talk amongst themselves 
eg, about the other group but not to them 
-are not initiators 
-will respond eg, laugh if something happens 
-some good students 
-not actively involved in socialization process 
-are actively involved in learning process 

/ ~~ 
1 student 
-would raise her hand to 
offer an answer several 
times. 'If not asked 
would look sad & resentful. 1 

* • 
Keen on an academic lifestyle 

-work all the time 
-don't have a moment to breathe. 

Won sa 
-a good student 
-gets good marks 
-keen to work and 
succeed & be seen 
to succeed. 

These groups were offered by the teacher early in the interview and seem to correspond roughly to his later groups. 

t--' 
rv 
rv 
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CHAPTER VI 

ANIU.YSIS OF RESUI/1'S 

INTRODUCTION 

In this chapter the data will be an.alysed in such a way 

as to present a synthesis of each E.S.L, student informant's 

experiences in the 5 classes chosen for this study. The 

particular influences operating on each student, especially in 

social and academic areas, will be examined using data supplied 

by all 3 informants in each scene, as well as insights gained by 

the researcher during participant-observation in the classses. 

AS well, data on informants' attitudes towards E.S.L. students in 

general, including E.S.L. students• perceptions of themselves, 

will be examined using comparisons of different informants• 

taxonomies of cultural knowledge of the same scenes. 

In this wa.y, possil>le reasons for E.S.L. students• 

academic failure or lack of progress will be highlighted and 

these will be discussed further in the concluding chapter. 
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L. wan• s Experiences in the History Class 1 &i Analysis 

(See taxonomies of infonna.nts• cultural knowledge of the 

scene, Ch.V, pp. 87, 90-92, 116 and transcripts of interviews, 

App.I, pp. Al.-A7). 

Wan appeared to have integrated himself into the 

mainstream of social l.ife in what was recognized by all 3 

informants and the participant-observer as a potentially 

exuberant History Class, to the extent that the teacher had 

pla.ced a troublesome mainstream student next to him, confident 

that this would help control that student. wan was seen by both 

the teacher and the mainstream student infoxma.nt as a member of 

an academically and behaviourally mixed mainstream group and he 

himsel.f chose not to associate socially with the 6 more recently 

arrived E.S.L. students in the c},ass, who sat together and did 

not willingly mix with the other students in the class. 

However, although Wan too, had attended one of the 

school's feeder primary schools for more than 2 yea.rs, he did not 

consider he had the advantages of one group of good friends in 

the class whose association dated from their primary school days. 

Be claimed too, that some of the mainstream students teased him 

as they did the other E.S.L. students. He did not complain 

vigorously about this, however, describing this group as ,.just 

a.lright" • 
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It would seem then, that although the other members of 

the class (teacher and students) regarded wan as socially 

integrated, Wan hl.mself believed there was still a long way to 

go. It is revealing at this point to compare the 3 informants• 

taxonomies of student groups in the class. All 3 (including Wan) 

identified an Asian or E.S.L. group (although Wan pl.aced himself 

only partly in that group and partly in a mainstream group), 

whilst the teacher grouped the rest of the class according to 

attitude to work and academic ability, and the -mainstream student 

saw a boy/girl dichotomy. Wan perceived the mainstream student 

groups wholly in terms of how friendly and helpful they were to 

"us" and in this respect he included himself in the E.s.t. group. 

Yet despite the fact that complete social integration was not one 

of his stated aims, wan• s avoidance of the E. s. L. group in class 

and his failure to complain overly of the teasing suggests that a 

very important personal goal was to become fully accepted in this 

way. 

Academically, the situation was different. His ability 

to conmunicate verbally was quite good, although his syntax was 

still unorthodox ( Inter:view 2, Appendix I, pp. A3-A6 ) • In fact 

wan had already adopted some of the colloquial expressions of the 

peers whose acceptance he craved. For example, "sort of" (Int. 

2, App. 1, p. A4) and also exhibited some of the firmly 

entrenched and difficult to •unlearn' "E.S.L.-type" errors of 
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learners who have acquired English without: the benefit: of formal 

grammatical instruction. For example, lack of agreement: between 

subject and verb ( Exchs 17 and 18, Int . 2, App. I, p. A5 ) , These 

inaccuracies did not seem to worry him, although he :recognized he 

still needed help in the more formal aspects of language: 

reading, writing and specialized vocabularly and he saw this help 

coming from the teacher and some mainstream students. 

[On one occas:i.on during this researcher's time as 

participant-observer in the class, the teacher presented a lesson 

which made use of mainstream students• and the teacher's ability 

to help a socially confident E.s.L. student with language: wan•s 

essay describing a typical Egyptian house was written on an 

overhead transparency in uncorrected form and the class and 

teacher rewrote it for him (.Appendix III, p. A39 Samples from 

field notes). 

wan did not seem at all worried by this public analysis 

of his er:rors and appeared grateful for the assistance. The 

teacher recognized only too well, however, that a similar 

exercise would not be possible with some of the more recently 

arrived, less socially confident: E,S.L. students: "This little 

fellow, Trang, nearly dies if you ask him to speak, and Afad does 

too". ( Exchange 21, Interview 1, Appendix I, p. A3). She 

acknowledged too, a developmental process occurring in others in 
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the E.S.L. group, "They've both (Hoon and l. other] got enough 

confidence now to come and say, 'I don't quite understand this' 

and 'What's that 111.ean?' and to speak (Exchange 21., Interview 1, 

Appendix I, p. A3 ), but she blamed the security provided by the 

group for holding them back, rather than perhaps their relative 

deficiencies in English which ma.y have been creating a continuing 

lack of confidence. Wan, on the other hand, was not deterred by 

his incomplete mastery of English.] 

This illuminating glimpse into the classroom life of the 

other, less linguistically proficient E.S.L. students, and the 

teacher's perceptive recognition of 2 students• readiness for 

further integration is also revealing of missed opportunities on 

the part of teachers to create 11\0re 111.ixed group work situations, 

where "ready" E.S.L. students, or even the less "ready" ones 

accompanied by a more confident E. s • L. "buddy", can work 

alongside socially and linguistically more able mainstream 

students, thus providing them with behavioural and linguistic 

models·which make use of valuable peer group resources and 

facilitate social and language development in natural situations. 

Illuminating too, is the teacher's initial description 

of the class (Int. 1, Exch. 1, App. l, p. Al} as a fairly 

"noxmal" mainstream.class with the exception of the 6 E.s.t. 

students. Although she later exhibited detailed knowledge of 
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individuals within that group, the mainstream infoxma.nt referred 

to them onl.y as an isolated a.nd separate group. Even wan failed 

to differentiate between them, thus pointing to the danger of 

E.S.L. students being regarded as a stereotypical, academically 

inferior group, rather than as individuals at different social 

a.nd linguistic stages and with individual abilities and needs. 

Such stereotyping on the part of a teacher, mainstream student or 

E.s.t. student could well lead to prolonged isolation and would 

certainly adversely affect learning. 

wan himself was fortunately spared this treatment, 

having achieved for himself acceptance as a.n individual in the 

eyes of the class (Here it is appropriate to refer to the Year 7 

P.E. Class interviews 7 and 9, App. I, pp. All and Al8, where it 

can be seen that much of Wan's acceptance as an individual in 

that class was based on his physical and athletic prowess). 

He appeared too, in the History class, to have been 

completely accepted by a mainstream group and, despite the 

teacher's recognition of the presence of an intolerant "OClterish" 

element in the Class, he was not unduly worried by his perception 

of his position as only partly socialized into the mainstream 

culture. Perhaps the teacher• s inclusion of interpersonal 

relationship skills in lessons ( Exchange 8, Int. l., App. I, p. 

A2) helped, 
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Perhaps too, because he had arrived in Australia before 

reaching adolescence, there wa.s no evidence of his suffering from 

marked identity conflict. 

To both the participant-observer and to wan it seemed 

that the teacher had chosen pedagogical techniques which would 

facilitate his language development, and by placing vocabularly, 

reading and studying highest in his taxonomy of ways of lea.ming 

History (ChV), wan himaelf revealed that he recognized the. areas 

in whidh he needed to progress. Apart from a.dlllitting at fi.rst 

that he liked the cl.ass ma.inly because "You don•t do much work" 

(Exch. 1, Int. 2, App. I, p. A4), he appeared to be quite well 

motivated to learn. 

A comparison of the 3 informants• taxonomies of ways of 

learning History shows no real contradictions but, predictably 

perhaps, the teacher who had a more detailed picture, described 

the ways in more academic terms, and included her objectives. 

Both student infoxma.nts gave a more concrete description of the 

activities in class, though it is significant that wan, rather 

than Da.vid, included the practical lessons of model making in his 

taxonomy ( lessons which did not involve formal writing and 

included l.ittle reading), although he acknowledged that uethods 

involving formal language were more important. Wan also listed 

reading aloud and recognized its use by the teacher as a control 
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technique when the class was unruly. However, E. s. L. students• 

dislike of reading aloud in mainstream classes is well known -

and understandable: their mispronunciations and stumbles over 

phrasing and intonation in such a public area must be a painful 

experience. 

wan had not: attended the Introductory English centre, 

and had made the transition from primary to high school along 

with his classmates; he was not: a recent arrival in Australia 

and therefore did not appear to be suffering from any of the 

effects of culture shock or conflict. 

Why then, had wa.n•s progress in learning English been so 

slow? It would seem that, having made an initial effort in his 

primary school days, he had learnt to survive socia.lly with a 

basic level of verbal communication and was now busy securing his 

social. position in the mainstream group. Perhaps potential 

conflict existed not between his native and the new cultures but 

between the culture of the curriculum ( represented by the teacher 

and to a lesser extent by "good" students such as the mainstream 

student informant descril:>ed by the teacher as "bright David") and 

the student counter culture (represented by students such as 

Holliday: "quite bright but wastes his time and has this OOkery 

business" ( Exch, l.5, Int • 1, App. I , p. A3 ) • 
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2. Hong's Experiences in the social. Science Cl.ass: An Analysis 

(See Taxonomy of infonnants• cultural knowledge of the 

scene, Ch.V, pp, 93, 95-97, 117 and Transcripts of I9terviews, 

App. I, pp, A7-A13), 

In stark contrast to wan, Hong lacked any real social 

confidence in his Social Science class. He not only sat with a 

group of recently arrived fellow E.S.L. students (indeed, the one 

occasion on which I saw them scattered amongst the class had been 

during a test, and hence little or no social interaction would 

have ))een possible. This had been at the teacher's direction, 

although perhaps she had seized this opportunity precisely 

because no interaction for which the shy students were unprepared 

could occur), but their little group chose to sit as close to the 

teacher's desk as possible, and as far away from the mainstream 

students as they could get and they were extremely quiet. Hong 

was a.ware, though, of individuals and groups and their behaviour 

in the rest of the class (Exchanges 19 to 31, Int. s, App. I., p. 

A11 a.nd Hong's Taxonomy of Student Groups, ChV). 

His worried expression ( description of informants, ChV, 

p. 78) may have been caused by a. reaction to the background noise 

or his culturally acquired Asian respect for the teacher's 

authority, and hence concern at what he saw as the other 

students• lack of respect, albeit good-natured. It could have 
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been caused by his need to pay very close attention to the 

teacher's instructions and so not "get off on the wrong track" 

( Teacher Int. 4, App. I p. A9), or by his real concern at the 

lesson content: the problems of Third World countries, which 

were so close to his own experiences. 

The mainstream informant, who was clearly sympathetic to 

contact with other cultures, "I like a mixture of culture and 

society" ( Ex.ch. l., Int • 6, App. I, .P. Al.2 ) , gave revealing 

insights into the small degree of cultural intexmingling in the 

class - and the school - claiming that the different groups 

co-existed amicably but interacted very little ( Int. 6, App. I, 

p. Al2 and ChV, p. 96 Taxonomy of Student Groups in the Social 

Science class). Her attempts at mixing with the French students 

were enhanced ( although she saw her lack of proficiency in French 

as having the opposite effect) by her ability to speak a little 

French, but even without the advantage of bilingual 

conmunication, satisfactory communication had occurrred with at 

least one E.S.L. student in her primary school the previous year 

(Exch. 15, Int. 6, App. I, p. Al3). 

The absence of interaction in the social science class 

was al.so noted, with disappointment, by the teacher (Ex.ch. l.7, 

Int • 4, App. I, p. A9 ) , since one of the aims of her course was 

to foster cross cultural understanding and tolerance on a 

personal level. 
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In spite of their expressed disappointment at the lack 

of interaction in the class, however, both teacher and mainstream 

student informant could only perceive the E.S.L. students as a 

uniformly and stereotypically quiet group ( see the relevant 

taxonomies of student groups in the class in Ch.V, pp. 96 and 

117), although the teacher could distinguish between one E.S.L. 

student whom she regarded as intellectually slow and Hong, who 

sometimes "gets off on the wrong track ••• but that may be because 

I didn't explain it well enough to him" (Exch. 16, Int. 4, App. 

1, p. A9). Sandra. could not distinguish between any of the 

i.ndividua.lS in the E.S.L. group (although she had had an E.S.L. 

friend in primary school). From within the E.S.L. group, on the 

other hand, Hong could see that Tient was often noisy, that he 

himself was sometimes noisy, that a group of fo:rmer E.S.L. 

students - all girls - were very qui.et, and he could, as 

mentioned above, distinguish between other members of groups in 

the class. It would seem that with careful and perceptive 

classroom management techniques, the E.S.L. students could be 

integrated lQOre fully into mainstream classroom activities and so 

come to be seen more as individuals. 

Academically, Hong was struggling in this class, despite 

the teacher's insistence that he was "in the middle" and "only a 

bit underaverage" (Exch. 16, Int . 4, App. I, p. A9) . His 

difficulties lay, as did wan•s, in the formal reading and 

especially writing, and only the picture-style assignment 
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presentations and word game elements of the course saved him from 

failure. 

However, he was well motivated to learn according to the 

teacher and by his own account, wanning especially to the 

culturally familiar aspects of the course: the problems of Third 

World countries. 

'l'he informants• taxonomies of ways of learning Social 

science (ChV, pp. 93-95 and 97) give important clues to their 

different perceptions of the learning process. As with the 

History teacher, the Socia.l Science teacher had a long.and 

detailed list which included the dreaded "reading aloud", a 

technique she used as a comprehension yardstiek for the E.S.L, 

students. Although he gave no indication of his feelings towards 

this activity, it featured in Hong"s taxonomy, and in Sandra's, 

although she also included class discussions (which she obviously 

relished, and, by the teacher's account, also dominated) and the 

teacher writing at length on the board, which she disliked. 

Hong's list also contained such passive, or receptive, 

language/learning activities as watching videos, looking at maps, 

the teacher teaching us and studying. 

Hong, of course, was a relatively recent arrival (see 

Table l., Ch. IV, p. 58) and although he too had attended primary 
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school here, be appeared to be suffering from the effects of 

culture shock and conflict between his cultura.l.ly acquired 

attitudes to learning and teachers and those evident in a noisy, 

disrespectful Australian classroom. Whilst he had experienced no 

openly ethnocentric unfriendliness from the mainstream students, 

his sense of security was derived from being part of a little 

group with similar backgrounds and problems and from the close 

proximity and sympathetic attitude of the teacher. 

However, whilst the teacher's attitude was helpful, she 

had developed neither the teaching techniques to help students 

such as Hong, "I didn't explain it well enough to him" (Exdh. 16, 

Int. 4, App. I, p. A9), nor the classroom management skills to 

lessen the effects of the dominant mainstream group: "I ignore a 

lot of the others because they (the 'noisy' ones) are pretty 

effervescent" (Exch. 5, Int, 4, App, Ip. A8) and to encourage 

social interaction between the groups. This teacher was a 

beginning teacher, and although she had some knowledge of the 

native cultures of her E.S.L. students and had chosen a course 

which might be expected to facilitate cross cultural 

understanding, she realized this had not happened (Exch. 17, Int. 

4, App. I, p, A9) and, at this stage of her c8.%eer, had not 

developed the skills to improve the situation. 
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3. Nyanq • s Experiences in ~ R.JL.. Class, An Analys i s 

(See Taxonomies of infor:ma.nts• cultural. knowledge of the 

scene, Ch, V, pp. 99-103, 118, and transcripts of interviews, 

App. I, pp. Al.3-A20) . 

Socially, and with regard to the course content, this 

class was a successful experience for Nyang. In spite of his 

short term participation in the scene ( 4 months), his reserved 

manner ( Ch v, description of informants), and the P. E. teacher• s 

description of him a.s "vexy much a quiet individual, •••• didn't 

seem to exist in a group" (Exch. 11, Int. 7, App. I, p. A16 ) , and 

his lack of proficiency in English (Int. 8, App.I, p. Al6), he 

was still able to communicate his quiet enjoyment of the class 

and appreciation of the teacher, "It's fun", "he's (the teacher) 

very kind to the students (Exchs l & s, Int. 8, App. I, pp. Al6, 

1.7) and students, "Everybody just one big group" and their 

attitude to the class, "They enjoy it" (Exchs. 14 & 8, Int. e, 

App. I, p. A17), 

This positive atmosphere and social cohesiveness (after 

the departure of an "Ocker" student ) ( Int. 8, App. I, p. A16 ) was 

corroborated by the teacher and mainstream student infoxmants and 

the researcher's participant-observation and could be attril:>uted 

to any or all of the following factors which were opera.ting 

within this class. 
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In the first place, the E. s. L. , and particularly Asian 

E.S.L., students comprised the majority of the class and brought 

to it their native cultures• respect for the teacher. Nyang also 

emibited a strong desire to acquire sporting skillS which he 

regarded as important and highly valued in his new culture, and 

which he realised he did not possess. This desire was shared by 

most of the class (e.g., mainstream informant, Douglas, wanted to 

learn " 'lllan • kind of things, boys • sports" ( Taxonomy of ways of 

Learning P.E., Ch.V) and poorly motivated or negative students 

were in the minority ( Teacher Interview 7, App. I, p. Al.3). 

It was too, a comparatively sheltered and uncomplicated 

cultural scene in which to acquire new skills and the potential 

for conflict had been removed by the transfer of an unpleasant 

-mainstream student, although the E.s.t. students had reacted -

passively - against such students• behaviour when they 

experienced it: "I did notice they were hurt at times by the 

ocJter syndrome when it raised its head. They couldn't understand 

it, they couldn't compete with it. In fact the very nature of 

their backgrounds caused them to sort of recoil from it"(Exch, 9, 

Int. 7, App, I, p. Al.5), 

Any awkwardenss or inexperience was usually smoothed 

over by the "community" feeling in the group ( Teacher Interview 

7, App. I, p. Al4) and occasional outbursts of impatience at 
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clumsiness, by the ability to quickly find a new partner (Exchs, 

29 to 38, Int. 8, App. I, p. Al8 ), probably one with the same 

laclt of skills and strong motivation to learn. 

The teacher's firm but unobtrusive control of the 

organization of group work may have been an important factor in 

averting awkward situations. In fact, the teacher•s personality, 

his awareness of and experience in the native cultures of his 

E.S.L. students and his presentation of a course which met 

students• perceived needs in a skilful manner undoubtedly helped 

make this a successful cla.Ss for Nyang. 

Of course in this class no literacy demands were ma.de on 

the students, so that some of the pressures of the more academic 

subjects were absent from the scene. 

Interestingly, this class provided some glimpses of 

E.s.L. students who had been informants and/or participants in 

other classes in this study and their much changed behaviour 

highlights the importance of the effect of the eocio-cultural 

environment on behaviour and learning. Por instance, Trang, who, 

in the History class was "very reticent" and "nearly dies if you 

ask hilll to speak" ( Teacher Int . 1, App. I, p. A3 ) , was quite 

vocal in the P.E. cl.a.Sa and "you'd take a bit of notice of him" 

( Teacher Int. 7 , App. I, p. Al6 ) • Hong, who in the Social 
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Science class, was part of a group of Asian boys who were so 

quiet "I'd forget they were there most of the time" ('l'eacher Int. 

4, App. I, p. A8), showed "obvious physical competence" (Teacher 

Int. 7, App. I, p. Al6) and was another enthusiastic and vocal 

participant in the P.E. class activities. wan {of the History 

class) was also in this class, an extremely confident 

participant, and his physical size, strength and skills were 

admired by teacher {Exch. 15, Int. 7, App. I, p. Al6) and 

mainstream student alike (Exchs. 15 & 16, Int. 9, App. I, p. 

A20). Perhaps this sporting prowess was what gave him confidence 

in llOre academic classes and blunted his motivation to imp:rove 

his literacy Skills. 

Although he could name individuals in the class and 

describe their particular attributes and skills, the teacher's 

taxonomy of student groups ( see Ch. V) was dominated by an 

"unpleasant OCker Aussie" versus "respectful Asian" student 

dichotomy which certainly gave the E.S.L. students an experience 

of being the favoured majority in a class situation but may have 

prevented the teacher from perceiving and treating the students 

as individual.s. Neither student informant divided the class 

along these stereotyped cultural lines; rather, Douglas grouped 

the students according to their willingness to participate in the 

P. E. lessons, whilst Nyang' s perceptions of the scene were 

extremely simple: one big friendly group with a few unfriendly 

exceptions whose ire was raised by some E.s.L. students' 
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inexperience and la.ck of skills and who shunned them accordingly. 

Nyang's perceptions of students grouped according to degrees of 

friendliness towards E.S.L. students were similar to those of Wan 

in the History Class. 

In their taxonomies of ways of learning P. E. , the 3 

infonna.nts came closer to a commonly shared perception. 

Predictallly the teacher's taxonomy was more detailed in texms of 

activities and approaches and his aim was to build body 

confidence. Douglas's taxonomy listed similar activities and 

approaches and expressed the same aim: he wanted to learn 

"manly" sports. Nya.ng too wanted to acquire these same skills 

and rated learning the skills correctly as his highest priority. 

However, although this class was largely a successful 

experience for him, Nyang was still experiencing some problems. 

He was probably still in the throes of culture shock after his 

recent arrival from the intensive language centre and several 

changes of school in Australia ( see Tall le I, Ch. IV, p. 58 ) , hence 

his inability to fo:rm friendship ties in this class, and his 

difficulties in communicating during the interview ( Int. 8, App. 

I, p. Al.6) were evident. However, he was well motivated to 

acquire the highly valued sporting skills of his new culture and 

well placed in a supportive class with a teacher who un~erstood 

the values of his native culture, possessed the much admired 
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sporting akill.S, imparted them with clarity and enthusiasm, and 

probably provided an attractive model with which Nyang was 

striving to identify. 

What detracted from this cultural. scene was the fact 

that opportunities were missed for literacy skills to be included 

with the practical. physical skills, and for these skills to be 

shown as va.l.ued by the much admired teacher: reference to a 

cr.icketer in a current newspaper or magazine articl.e; the 

teacher being seen with a book in his pocket; simple written 

rules for a game to be issued along with or even instead of the 

verbal ones. The opportunities in a class where the l.iteracy 

level of the majority of students was unifoxmly low were many and 

varied. The danger of swamping a successful. practical. subject 

with too mueh theory could be avoided by teachers of more 

academic subjects linking their lesson content with that of the 

P.E. class from time to time. 

4. Mana• s Experiences in the Science Class: An Analysis. 

( see Taxonomies of informants• cultural knowledge of the 

scene, Ch.V, pp. l.04, 106, l.07, 119-121 and transcripts of 

interviews, App. I, pp. A20-A28 ) • 

Socially Mana appeared to be reasonably secure in this 

class, her sense of security coming from a more proficient group 



- 142 -

of girl E.s.t. students, some sympathetic and helpful mainstream 

students and the teachers' willingness to explain points she did 

not understand. (The class had rotated through 5 consecutive 

teachers). She had experienced the slights of some vindictive 

mainstream students who had betrayed her trust when she had asked 

them for help but the effects seem to have been softened by the 

nastiness being directed at her group rather than at Mana 

individually. Like Hong (in the social Science class) she was 

part of a distinct E. s. L. group, but unlike him she interacted 

amicably with at least one other group: "the ones Who help" 

(Exch. 29 to 31, Int. 11, App.I, p. A25), and had learnt to a.void 

"the crazy ones", the noisy students who monopolised the 

teacher's attention. 

once again, however, the teacher ( as in the History, the 

social Science and, to a lesser extent, the P .E. ciass) saw a 

separate and distinct E.S.L. group, although in this case the 

students were further stereotyped as "what I call my typical 

E.S.L. group, because they just sit and work and try very hard". 

( Exeh. 18, Int • 10, App. I, p. A22 ) • The mainstream infonna.nt 

could differentiate between the E.S.L. students to a small extent 

isolating one "brainy" one Who helped the others, although she 

did not label the group as "E. s. L. " ( referring to their :bench 

positions instead), and revealed her ignorance of E.S.L, 

students• difficulties with language by her assumption that 
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because they worked hard they we:re "sort of brainy". ( see 

Taxonomy, Ch.V, p. 120). 

As could Hong .in the Social Science class, Mana could 

ide.ntify different groups of students amongst the mainstream 

students and further identify individuals by their behaviour 

e.g. , lli.chelle ( see Taxonomy, Ch. v, p. 121.), and like wan and 

Nyang ( in the History and P .E. classes) she grouped them 

according to their attitudes towards the E.S.L. students and 

their degrees of helpfulness. Here the danger existed s.imilarly, 

that the E.S.L, students, whilst showing a willingness to learn 

about and already possessing quite complex knowledge of the 

mainstream students in groups and as individuals, were being 

stereotyped and regarded as an isolated and separate group by 

teacher and mainstream student. This situation could well. 

adversely affect social integration and learning. 

Academically Mana appeared to be confident enough to ask 

the teacher for help. The teacher identi.fied her as .part of a 

"typical" E.S •. L. group who "drive you insane asking questions: 

'But, but, but,• 'Why?' 'But'" (Exch. 19, Int. l.O, tpp. I, p, 

A23). More often than .not, however, this res~a:rcher observed the 

more proficient E.S.L. students, who were longer te:rm 

participants in the scene, asking the questions and Mana simply 

listening and following. Yet Mana claimed, "If you want to ask 
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the teachers what we cannot do they tell us what we have to do" 

(Ex.db 1, Int. 11, App. I, p. A23). 

By all 3 informants• accounts she was well motivated: 

••Mana - attentive, tries very hard" (Teacher's Taxonomy of 

student Groups in the Science class, Ch,V)1 "sort of really 

brainy" (mainstream student's Taxonomy of Student Groups in the 

Science class, Ch.V); "I like to [want to] study" (Exch. 4, Int. 

11, App. I, p. A24), although Ma.na•s own attitudes to Science 

were ambivalent and seemed to be influenced by the course 

content: .,We learn what we have in our bodies and we learn the 

names" [implying positive perceptions] (Exch. 3, Int. 11, App. I, 

p. A24), "But I don't like Biology because we cut everything, 

like eyes, kidney. I don't like" (Exch. 8, Int. 11, p. A24). 

This researcher assumed this was a normal reaction from a Hindu 

student asked to dissect a bullock's eye; however, mainstream 

student Ja.net also expressed distaste for the activity (Exch. 12, 

Int. 12, App. I, p. A27), so it could have been just a natural 

squeamishness. 

Whatever Mana.'s reasons for disliking the activity, the 

fa.ct that a Hindu student had not been offered an alternative 

activity indicates either ignorance of or insensitivity to other 

cultures on the pa.rt of the teacher. 

Hana's attitude to Science was also negatively affected 
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by poor test marks. "I like to study, •• But when I have test then 

I don• t like ••• because it ' s really hard to study for the tests" . 

(Exch. 4 to 7, Int. 11, App. I, p. A24). She regularly received 

low marks, 

Mana• s references to difficult.ies studying and her 

unbappiness at receiving poor test results also raises questions 

of just how far the learning needs of E.S.L. students are catered 

for in mainstream c1asses. There was no sign of specially 

designed lesso.ns to assist with unfamiliar vocabular1y or 

grammatical constructions such as the passive voice used so 

frequently in scientific texts, no revision lessons tailored to 

the needs of E.S.L. students, no specifically designed tests or 

assignments which might measure understanding of course content 

rather than ability to produce science related prose, and the 

multiple choice answer tests which were used often contained 

questions which were obscurely or ambiguous1y phrased. 

Like Wan in the History cl.ass, and not surprisingly, 

Mana generally enjoyed the practical lessons where no literacy 

demands were ma.de on her i "They give all the equipment what we 

want to do" (Exch. l, Int. ll, App. I, p. A23) and she shared 

this preference with the mainstream student .informant - "It's 

better in the classes that we've just had because you're allowed 

to do your own experiments" (Exch. 11, Int. l.2, App.I, p, A27); 
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however Janet: did not share Maria's commitment: to ha.rd work. 

so Mana was a .bright, ha.rd working student, who felt 

re.la.tivel.y secure 1n this c.lass. Her commendabl.e efforts were 

constant:ly rewarded with l.ow marks, so that no .matter how 

detexmined or intelligent she was - ''She rea.l.izes she• s at a 

disadvantage and worked very hard" ( Exch 16, Int 10, App. I, p. 

A22 ) , it woUl.d not be surprising if she lost heart - "I don• t 

l.ike Science but I like to study ••• it's really ha.rd to study for 

the tests" (Exch. 4 to 6, Int. l.l, App. I, p. A24), - and failed 

to progress at a satisfactory rate. 

s. lf2n Sa• s Experiences in ~ Chemistxy Class; An Analysis. 

(See Taxonomies of informants• cultural knowledge of the 

scene, Ch. V, pp. 108, 109, 111-114, 122 and transcripts of 

interviews, App, I, pp. A28-A37). 

Won sa alone amongst the sample of E.S.L. students in 

this study was succeeding academically, yet her experiences in 

the Chemist~ class are valuable in extending the picture of the 

accUl.turation p%0Cess for E.S.L. students. According to the 

teacher, the mainstream student infonnant and the 

participant-observer, Won Sa was well motivated and. auccessfUl.l.y 

involved in major aspects of the learning process. For exampl.e, 

"they (the quiet group of which wan Sa was a member] get good 
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lDilrks as well (Mainstream student, Exch. 10, Int. 15, App. I, p. 

A36}; "I'd classify Won Sa as keen to work, keen to succeed and 

to be seen to succeed" (Exch. 28, Teacher Int. 1.3, App. I, p. 

A32). 

However, .like .Bong, Nyang and Mana in the earlier 

scenes, she was not involved in the dominant mainstream culture 

of the classroom. "We (the quiet group] don't need them [the 

noisy group) anyway" (Exch. 53, E.S.L. infoxmant Int. 14, App. I, 

p. A35), "(they're the quiet group] actively involved in the 

learning process (but not in] the socialization process" (Exch. 

22, Teacher Int. 13, App. I, p. A31), 

Won sa implied that this rejection of the dominant 

mainstream group's values was a matter of her choice - "we don't 

need them anyway" and that invol.vement with this group and the 

attendant greater .interaction with the teacher, were unnecessary 

for l.earning to take place. However, al.so by her own admission 

this group was closed to her, not necessar.ily because she was 

less proficient in English, but because she was a girl (Exch. 51, 

Int. l.4, App. I, p. A35) and because she was in Year 9 rather 

than in Year 10 in this composite Year 9/l.0 class (Exchs. 38 & 

39, Int. 14, App. I, p. A34). She also assumed that the noisy 

group who interacted with the teacher so playfully and made 

jokes: "tfell, those Year l0s are a bit, bit, bit too noisy" 

(Exch. 3, Int. 1.4, App. I, p. A32) and "they try to be funny" 
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(Exeh. l.7 & 18, Int. l.4, App. I, p. A33), could afford to waste 

time because they were in Year l.O and therefore "clever" (Exchs. 

42-44, Int. 14, App. I, p. A34). 

Socially Wan Sa was not isolated in this class by any 

means. She was secure as part of a quiet group of hard working 

students which included foxmer E.S.L. students as well as 

mainstream boy and girl students from Yea.rs 9 and 10, and her 

socialization was proceeding both within that group, .. They will 

interact within their own group" (Exch. l.3, 'l'eacher Int. 13, App. 

I, p. A30), in the presence of and in response to the dominant 

cultural group: "They will interact about the other group, 

They'll see the other group doing something or saying something 

and they will respond" (Exch. 13, Teacher Int. 13, App. I, p, 

A30), "Soatetimes I might come by and ask something or they come 

by and ask you, but they usually do it (prac. work] by themselves 

and we do it by ourselves" (Exch. 22, Mainstream student, Int. 

15, App. J:, p • .A37 ); and through some interaction with the 

teacher: "we ask him questions (and he answers them]" (Exchs. 

54-5, E.s.L. student J:nt. 14, App.J:, p • .A35). 

Won sa seemed to be protected from the small. amount of 

negative interaction initiated by the noisy group, perhaps 

because she was a g.irl: "(The noisy students bother] only to the 

quiet boys a bit" (Exchs. 48-50, E.S,L. student Int. 14, App, I, 

p. A35), and "There's SOll\etimes one group (the noisy group] might 
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rubbish the other group a. bit, but they get on pretty well, most 

of them.. (Ex.ch. 15, Mainstream student Int • 15, App. I, p. A36 ) • 

Indeed it was Won sa•s academic success - "I'd say Won 

sa would get better marks, or, in fact, did get better marks, 

overall ( than Giano]" (Exch. 27, Teacher Int • 1.3, App. I, p. A32 ) 

- which created interest on the part of the noisy groups 

"Sometimes, such a.s when you have tests they say, 'What did you 

get for the test?'" (Exch. 52, E.S.L. student Int. 14, App. I, p. 

A35), and there wa.s no evidence to suggest this interest was 

anything but amicably curious or even admiring. 

A closer examination of Wan sa•s cultural knowledge of 

the scene through the.Taxonomy of Ways of Learning Science, 

E.s.t. student's cultural knowledge (Ch.V, p. 113), shows that 

she learnt best through independent activities: "studying the 

chapter, prac. work", rather than through activities which 

included interaction with other students and the teacher ( c. f. 

Mainstream student infox:mant•s and teacher's taxonomies, Ch.V, 

pp. 11.1, 108-9). This suggests that Won Sa had either 

consciously or unconsciously rejected the cultural values of the 

dominant mainstream group or felt she had been rejected by them. 

Fortunately she knew how to proceed with the learning process 

independently (by studying the text) and seeking the teacher's 

help only when she needed it. 
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She may ha.ve brought this independent and academic style 

of learning from her native culture (China., see Table I, Ch.IV, 

p. 58) and it may have been reinforced by the culture of her 

family ( both parents were academics). Certainly she was learning 

Chemistry successfully. What has not been proven is whether 

learning would have been 1110re rapid had she been more actively 

involved in the social:tzation process, or even whether she wanted 

this to be so. It would seem not. 

It is possible that she wa.s developmentally D10re mature 

and better able to cope with abstract thought and learning 

techniques and so not needing the concrete methods favoured by 

the teacher (Exeh. 5, Teacher Int. 13, App. I, p. A29) when 

introducing a topic. 

What must also be kept in mind is that although wan sa 

was receiving good marks in the Chemistry class, her command of 

verbal Engl.ish was still not good (Int. l.4, App. I, pp. A32-5) 

and the demands ma.de on the students to develop and produce 

extended pieces of prose ( see the 3 informants• Taxonomies of 

ways of Learning Chemistry, Ch. v, pp. 108-9, Jll, l.13 ) were not 

great. 

In the Year 9/10 Chemistry class there appeared the 

closest agreement between informants on the student groups in the 

class, all three agreeing on the behavioural division of 
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"extrovert" or "noisy" and "introvert" or "quiet". It was in 

their taxonomies of ways of learning Chemistry that they 

diverged, the teacher tying the learning activities to the aims 

of his course and in turn to well thought out educational 

philosophy, the mainstream student highlighting the concrete 

activities and the entertaining teacher-student interaction which 

captured his attention and ma.de learning fun, while the E.S.L. 

student listed doing experiments followed by a range of 

independent or teacher directed activities. 

The literacy demands made on the students were almost 

always receptive rather than productive, and although she felt 

confident enough to ask the teacher questions, most of Won sa•s 

learning was independent and/or passive: listening to teacher 

explanations, doing solo or small group experiments, and above 

all by reading the textbook. 

The teacher"s classroom language was rich and 

imaginative and he usually accompanied verbal description with 

demonstration. Por exasnple, "gingerly rub it on your hand" was 

demonstrated in front of the class (Participant-observer's field 

notes, App. III, p. A39), yet the students were not given 

practice in writing except in highly structured laboratory 

reports, and never encouraged to write freely or expressively on 

scientific subjects either as an aid to learning or to develop 

their writing skills. 
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sere was an example of an E,S,L. student who was 

achieving at least in the Science based areas of the curriculum, 

by developing her use of receptive language, a.t the expense of 

the productive aspects, such a student, given her level of 

111a.turity, intelligence and motivation, would probably continue to 

succeed in areas where receptive language was valued, but woul.d 

fail to 1:>ecODl8 a truly literate and articulate member of society 

in her adopted country. 
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CHAPTER VII 

CONCWSIONS 

What, then, are the significant factors influencing our 

E.S.L. students• progress in high school? The choice of an 

ethnographic methodology, which involved participant-observation 

by the researcher in their classrooms and the gathering, 

recording and analysis of their perceptions along with those of 

their teachers and mainstream classmates, produced a detailed and 

complex picture of the learning experiences of these students, 

Many factors operate on each student in every scene; however, 

relevant features and COllllt\On themes which the study uncovered 

serve to highlight the nine areas which were initially raised in 

the introductory chapter of this thesis as possible factors 

contributing to our E.S.L. students not achieving their full 

potential. 

Perhaps the first point - apart from the complexity of 

each scene - that the study and the analysis of its findings 

suggest is that each cultural scene and its participants ( i. e, , 

the classroom., its students and teacher) is unique. so it is 

with extreme caution that generalizations are made and 

conclusions drawn, and then only from comparable aspects in the 
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scenes or when aspects a.re clearly transferable to simiJ.a.r 

classrooms, students and teachers. 

one such aspect that emerged was the presence of culture 

shock in some of the E.S.L. students, Whilst the move from the 

relatively secure atmosphere of the small intensive language 

centre, and the problems of settling into the more complex 

environment of a suburban high school, were not shown to be a 

specific feature of any of the scenes, the symptoms of culture 

shock were evident in a least two of the E.S.L. students, who had 

either arrived recently from the centre and/or experienced 

several changes of schools in Australia (Hong, Social Science 

class and Nyang, P.E. class). This was affecting not only their 

ability to foxm personal ties, either with other E.S.L. students 

or with mainstream students, but also their ability to learn. 

And whilst the ti.me taken in lea.ming English 

exclusively, any interruptions in their schooling and curriculum 

differences between various schools they had attended were not 

shown to be factors in the experiences of these students, nor to 

be directly contributing to their difficulties, nevertheless, 

such interruptions and differences could be assumed to be pa.rt of 

the frequent changes which ~ shown to accompany the symptoms 

of culture shock. 
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It would appear, then, that frequent changes of school 

and relatively short periods of enrolment in each institution 

contribute to the learning difficulties of our E.s.t. students. 

CUlture conflict emerged as a significant feature in the 

scenes, one which could be expected to contribute in several 

different ways to E. s . L. students• problems. 

Pirstly, conflict between the values of the students• 

native cultures and those of the Australian community, as these 

were manifested in the high echool classroom, at times caused the 

E.S.t. students to recoil from the unfriendly, ethnocentric 

behaviour of some mainstream students. ( It should be emphasized, 

'however, that such instances were ieola.ted and infrequent and in 

no way dominated the classes in this study. What is of concern 

here are the effects such behaviour may have had on learning. ) 

At other times the E.S.L. students simply avoided or ignored it, 

sometimes from a position of "weakness" created by their lack of 

social confidence and/or proficiency in English, S01118tillles 

choosing to avoid or reject the dominant cultural values of the 

scene as a. positive step, without any immediate or obvious 

effects on their progress. 

secondly, a kind of cultural separatism. seemed to 

operate as a result of the conflicting values of E.s.t. and 



- 156 -

mainstream student groupgs, with some E.S.L. students ignoring 

the dominant cultural scene and retaining their own values of 

ha.rd work and respect for authority and book learning, 

When this conflict operated negatively, it hindered the 

social integration of the E,S.L. students into the ma.instream of 

student life and narrowed the opportunities for language learning 

and acculturation in natural contexts. 

Thirdly, ignorance of, or insensitivity to, the E.S,L. 

students• native cultures on the part of both students and 

teachers was also a feature of some of the scenes. Analysis of 

these scenes has shown that E. s. L. students were aware of and 

interested in mainstream students and their culture, and that on 

ma.ny occasions this awareness and interest were not reciprocated. 

once this becomes a mutual process, the E.S.L. students should 

have a sounder basis upon which to proceed with learning. 

A factor related to the culture conflict present in the 

scenes was that of poor self-esteem created wben attitudes and 

behaviour familiar to the E.S.L. students were not highly valued. 

This was the experience of at least two of the students in the 

st\ldy. In both the Social Science and Science classes there 

existed a vocal majority of students who rejected the values of 

hard work and quiet respect for authority, and in one of these 
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classes there was the added difficulty of a religious tabu not 

being respected by the teacher in connection with an E.S,L. 

student. In the other clas·s, the very real problems of the 

E.S.L. student's native culture fonned pa.rt of the course 

content, yet were noisily glossed over by the mainstream 

majority. such situations clearly contribute to lowered 

self-esteem and could lead to difficulties with learning. 

There was also some evidence that motivation to progress 

with further language development is adversely affected by the 

E.s.L. students• acquisition of a basic level of COl'NllU.nica.tive 

competence, in one instance not the grammatically correct fo:rms 

of the intensive English course, but a. colloquial form similar to 

that used by the student peer group whose social acceptance the 

E.S.L, student desired, and, in other instances, by the school's 

courses and teachers not requiring or developing literacy at a 

more sophisticated level. 

Predictably, perhaps, it was the most senior E.S.L. 

student in the study, who had already established the learning 

stye of relying on her textbook for acquiring information, 

revision and study purposes and who therefore chose not to 

involve herself actively in the frequent verbal learning 

activities in her Chemistry class, who then missed out on 

valuable diversified language learning opportunities. 
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Typical nati.ve culture learning techniques, such as the 

rote learning drills favoured in many large classes in some Asian 

countries, were not revealed as established learning practices 

whose absence was regretted by the E,S,L, infoxmants in the 

study. However, one, (Mana, Science class) expressed general 

difficulties in stUdying here and another (Hong, Social science 

class) expressed distaste for the high level of noise associated 

with classroom learning activities. These assumed differences in 

learning styles between the native and Australian cultures could 

all affect learning. 

Although many teachers demonstrated effective use of 

strategies which were helpful to the E. s. L. stUdents, repeated 

instances of unsuitable teaching techniques also emerged during 

the course of this study. Most were associated with the failure 

to integrate E.S.L. students into the mainstream of classroom 

life, where they could participate more fully in natural learning 

contexts. 

other instances were associated with the small amounts 

of formal literacy - reading and writing - required in some 

classes, or the failure to link popular practical subjects with 

11\0re academic ones and so facilitate E,s.L. stUdents• acquisition 

of English. 
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Also absent were special provisions in much of the 

lesson planning and teaching techniques for language development 

strategies Which would benefit the E.S.L. lea.mer in mainstream 

classes. other deficiencies included poor use of resource 

111aterial ( e • g. , the E. s. L. students themselves ) , Which 

discouraged realistic cross-cultural learning. 

Xdentity confusion, in the sense of difficulty in 

acquiring a place within the larger culture, did not emerge from 

this study, perhaps because it took place over a relatively short 

time ( one school term), perhaps because the E. s • L. students• 

incomplete mastery of English prevented them from articulating 

such an abstract concept, or perhaps because their relatively 

short-term residence in Australia and their daily attendance at 

school had shielded them from the wider implications of life in a 

new culture. 

Their position within the narrower classroom culture 

was, however, quite clear. Xn spite of their expressed 

willingness to learn more about and interact with the mainstream 

culture, E.S.L. students were seen as an isolated and stereotyped 

group by all three categories of informants, and whilst this may 

have been valuable as an interim measure to create a sense of 

security, it made for long-term. isolation and cultural 

separatism. 
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The search for a sense of personal identity also 

appeared to have negatively influenced the E.S.L. students• 

acquisition of English. One (wan, History and P.E. classes) had 

rejected the school's formal aca.detnic values in favour of BOCial 

acceptance by a mainstream peer group and as an athlete; anot:her 

(Nyang, P.E. class) had thrown his energies into striving to 

acquire sporting skills which were highly valued in his new 

culture, at the expense of verbal. and social involvement in the 

class, and yet another ( Won Sa, Chemisty class) had rejected 

involvement in the verbally more articulate majority group in her 

class in favour of a serious commitment to an academic lifestyle, 

which emphasized book learning and measured success in texms of 

test results. others (2 fairly proficient and confident E.S.L. 

student participants in the History class) clung to less 

linguistically proficient E.S.L. students, perhaps because such 

association strengthened their sense of personal identity. 

In all four instances the search for a sense of personal 

identity, so crucial in adolescene, supplanted the desire or 

ability to learn English at the expected rate. 

Many E.S.L. students in our high schools a.re undoubtedly 

prevented from reaching their full potential because of a 

complexity of often disparate factors operating to vaxying 

degrees in the very heart of lea.ming: the subject area 
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classrooms. In this study such factors as: 

culture shock caused by frequent changes of school 

- culture conflict manifesting itself in a rejection of 

the sometimes unfriendly or insensitive mainstream culture and 

the establishment of a separate sub-culture 

- lowered self-esteem caused by the unfamiliarity of the 

mainstream culture 

- poor motivation to progress once communication at a 

basic level has been achieved 

- the presence of firmly established learning styles 

which are often at odds with those catered for in our classrooms 

- teaching techniques which do not facilitate continued 

second language development 

- identity confusion on a personal and societal level 

resulting from immersion in an unfamiliar culture 

were found to be present in the classrooms under observation. 
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APPENDIX 1: 

Transcript of Taped Interviews with Informants 
Intet:View l: Year 7 History Class J Teacher ( Mrs S) 

Int • Intet:ViewerJ Ta TeacherJ St= Student. 

Exchange 
No.l Int, First of all, just a general question about what this 

class is like . 
~: Well, it's a fairly normal mainstream class but it does have 
the 6 E.S.L, children in it and of those 6 E.S.L., l is quite 
in sympathy or understands; 2, I would say, 3 of the others are 
getting better at understanding what is going on; and 2 are 
finding it difficult. But othei:wise it's a fairly nonnal 
mainstream group, 

2 In-t: What kinds of things do you do in this particular class? 
~: We have, I suppose, lessons of instruction, you'd call them, 
lessons of note making, lessons where they answer set questions, 
lots of practical work that they like to do. For instance, if 
we're doing a topic such as "Food in Egypt", I could talk about 
it and we could make notes or, as I did this t:i.ll\e, we did it all 
from pictures from which I'd removed all the notes which were 
all there and they had to match them all up. So, you know, a 
varied approach. 

3 Int, Do you like this particular class? 
f: Oh, yes, 

4 Int, And what are the kids like? ~ you describe the students 
in general? I know you have, to a certain extent, but are there 
any other things you'd like to say about them? 
~: Well, there are some very "good" students, as we'd say, "a 
good student" and they're vital.ly interested. They'd go up and 
borrow books from not only the school l.ibrary but outside and 
you can say they take a very intell.igent interest. Then there• s 
the ordinary, moderate sort of student who pays attention, when 
they're vitally interested, and you force them to pay attention 
when they• re not. And then there• re the others who are not so 
good. 

s Int: And you've mentioned the different ways in which they 
learn History. 
~&. They also do talks, write essays. They've done a research 
project - :t think that was a sort of learning exercise. 

6 Inti What, specifically, are you aiming to do with these kids 
in this particular class? 
~, Well, I think because it's History, and because they are 
young, the methods we use and the lines we take, may not be 
approved of by the strict historian, but :I think my main idea is 
to give them an understanding of life as it was in those days 
(and there are lots of things it hasn't changed in either) and 
so get them to love History, so that later on they'll be able to 
go into the more complex, fascinating things of History, 
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7 .Int.• How would you describe the relationship between you and 
the kids and the kids and you? Interaction. 
'.r• At times it's ver:y chatty, at times it's, "You listen to me 
because you• ve got to learn something" • At times I have to 
rouse on them. I always tr:y to explain what we• re doing and why 
we're doing it. They probably think I'm fairly strict, I think, 
but they're quite happy in the next 5 minutes to resume very 
pleasant relationships. 

8 .tnt,, How would you describe the relationships bet:ween the 
different groups of students? 
'.r: There are quite different groups, strangely enough. And one 
of them ( an Australian group) is not really tolerant of anybody, 
except their own little Ockerish ways, so I think always in 
English and History we do a lot of Living Skills and one of the 
things that I think is important in the classroom is to get 
everybody to be aware of everybody else and listen to everybody 
else. And that l.ittle group doesn • t get very much of a nice go 
with me because they are so egocentric, uninterested in anybody 
else. 

g .!m.,: How do the other chil.dren get on with that group? Are 
they very tolerant of them? 
~: Oh, they allow them to borrow material from. them. 'l'hey 
never sit with them, These 3 I'm thinking of in particular, 
always want to sit together, and they borrow from before them 
and the people behind them but there's not much·contact, really. 
They're of the room,. but they're the ones I"ve got to say to: 
"There• s somebody else speaking, darling. Would you mind? They 
want to tell us something". And yet, on the other hand, I •ve 
noticed one of these boys out there in the playground playing 
ball with the rest of the class. 

l.O Int: Ah, so there's no sort of open conflict either in here or 
out there. 
t: No, no. 

l.l. Int: Let• s talk about one particular group then. Within that 
group of rather selfish students, are there different kinds of 
selfish students or are they all the same? 
i: Within that group? 

l.2 Int: Mm, or within any other one group you might want to 
choose, are there variations within the group? 
~= Of selfishness? 

1.3 Int: or of anything. With that particular group, if we say 
they're the selfish, egocentric ones, are there different types 
within that group? 
~: Yes, each of those boys is quite different, quite different, 
A boy who ought to be in that group - I've pushed him out 
because 4 of them together is just too much: they're very noisy 
- he's much better out by himself. Be sits with Wan. But of 
those 3, I can see a bit of an improvement. I hope I'm not 
being, you know, Wishful Willy, but one of thetn has begun to 
work very much better and I hear that same thing is going on in 
his English class. 
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14 Int: Let's just for a moment mention 2 students by name, 
although I'm not going to use their names when I write things 
up, of course, wan I what group would you place him in? 
~: Oh, with the Australian boys. 

J.5 ~: Definitely with the Australian boys? With the noisy ones 
or the ones that get on with their work, those that have to be 
persuaded or what? 
~: Well, there • re a funny mixture. There' re 4 boys over in the 
far corner and 1 boy who sits near him, Holliday, is quite 
bright but wastes his time and has this Ockery business. Behind 
him is a very quiet, lazy toad and then there's bright David K. 
Wan gets along very well with them. 

l.6 Int; So you'd place him in with the bright boys. 
~= And he never moves himself anywhere else, never wants to get 
over here (indicates part of room where E.S.L. students sit]. 

17 Int: That's something that I had noticed because I had 
cla.Ssified him as an E.S.L. because he's doing 2 lines of E.S.L. 
But he doesn't see himself as E.S,L,, neither does the other 
boy. Now was that the David that I interviewed yesterday? 
~= Yes. 

l.8 Int: Ah, so you'd put him in that group too, with the bright, 
noisy boys. 
i.: Yes. 

19 Inti They're definitely not the 3 you were talking about 
earlier? 
~1 Oh, no. 

20 .xnt: Because they• re egocentric and noisy. 
i.: No, one of them is, This Holliday is quite an egocentric 
and a real - you could imagine his father "playin • football and 
goin • to the pub" and you know he's really that sort of boy. 
But wan sits there and, as I say, there's never a movement 
across here. That's interesting, isn•t it? And I think that if 
there weren • t 5 or 6 of them, Trang, no, not Trang; Hoon - a 
nice looking boy, no, not Trang, he's very reticent, and Afa.d -
Tient? No, anyway, that boy. If there weren't 5 to cling to 
over here, I'm sure those 2 could be put out. 

21. Int: Oh, I see. These 2 have got the confidence. 
~: That• s right, and they• ve both got enough confidence now to 
come and say, 'I don't quite understand this' and 'What's that 
mean?• and to speak, whereas this fellow, Trang, nearly dies if 
you ask him to speak, and little Afad does too. 

22 Int: So it's Hoon and the one we can't place who are ready to 
go. 
i.: Yes. 

23 Int s oh, that's interesting. 
~: If they didn't have that security, that nest, to get into, 
and see that• s why I thirut Wan, how he got there I don• t know, 
but that was good. 

Interview 2: Year 7 History Class, E,S,L. student {wan) 
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Exchange 
No.l lrn;.t First of all, Wan, can you just tell me what•s it like in 

this Bistoey class? What's it like to be in the History class? 
~, Oh, History class1 sort of try to find back., old 
civilizations and things like that. It's sort of pretty good 
sometimes. You don't do much work. Nonnally you've got 
vocabulary; you do a lot of vocabulary and read a lot and a lot 
of studying, too. 

2 Int t Do you like being in this class? 
st t Oh, sort of, I suppose. Mrs s' s a pretty good teacher. 
She Helps us a lot, especially Trang, Hoon, soonya, Imah and 
Afad (All 2-line E.S,L. students], 

3 Intt And she helps you too, doesn't she? 
st: Yeah, when I need help. 

4 Int: Yes, you don't need as much help as they do, do you? 
stt No. 

s Int: can you describe the students in this class? Are there 
different groups of students? 
§1: No, no. Some of them's pretty good, some of 
them's ...•. they•s pretty good to us, I s•pose. 

6 Int t so you• re using 2 different groups. You• re saying that 
there's ... who's ••us"? E,S.L. students, you mean. 
§ta Yeah, they• re good to us. 

7 Int: And the rest of the kids? You said some of them are 
"pretty good" and some of them are what, just al.right? 
fili: Yeah, just alright. 

8 Int: The ones that are pretty good - how do they behave? 
tt t They act friendly and helps you with everything like that. 
If you don't know a thing, just ask them and they'll tell you. 

9 Int I And what about the ones that are just alright? 
fil..: Hmm. Oh they sometimes tease us and sometimes they don't. 

10 Int: They're not very helpful? 
§!.: Yeah, not very helpful, t s'pose. 

11 Int: What are the different ways you learn history in this 
class? 
st: If we're quiet, or something like that, we just read and do 
our own work. If we're too noisy, Mrs s. asks us to read it out 
loud and picks one of us. We go to the library and do research 
and things like that. 

12 Int: Any other ways, any other things that you do? 
~: No, I don't think so. 

13 Int I Do you ever make anything? 
!i.t,: Oh yeah. sometimes a model out of paper and clay and 
things like that. We made a reed pen and used paddlepop sticks. 

14 Int t Do you like doing that? 
!i.t,: It's alright. 

15 Int, What are Yml teying to do in that class? 
.§:t.1 '!'eying to study and that's about all. 

16 Int: You' re trying to learn about what? 
st t About Histoey, the ancient world. 

17 Int: Now let• s see. How does the teacher get on with the 
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students? 
.B,a Mrs s. get on with us pretty well. She helps everybody, 
sort of, in a way, as much as she can. 

18 Int: And do the students like the teacher, do you think? Do 
they get on well with her? 
fil;,: Yeah, sometimes. Sometimes they're a bit noisy and doesn't 
do much work sometimes, 

19 Int: Who's that? E.S.L. students or .•• 
st: No. Oh, a bit of both. 

20 Int: Sometimes the E. s. L. students are naughty too. What about 
the group that are helpful to you? Are they sometimes naughty? 
st: Yeah. 

21 Int: And the others who aren't helpful to you? 
fil..: Yeah - everyone• s the same practically. 

22 Int: How do the different groups of students get on together? 
You've said that some of the other students help you, some 
don't. What about those 2 groups of students? Do they get on 
well with each other? The ones that help you and the ones that 
don't help you. 
st: Not all of them, no. About 50'\ of them knows them well 
because they're from the same school. 

23 Int: I: see. So, they get on well together, do they? 
st: Sometimes. 

24 ,Int: But the ones that come from different schools, they don• t? 
St: No, not always. some of them's pretty good friends from 
the parties. 

25 ~: Do they have a lot of parties, did you say? 
St: No, from the ~. 

26 Int: Ohl o.K. you obviously include yourself in the E.S.L. 
group, - or not? Do you? 
St: Not really, no. 

27 Int: You don't? What group would you put yourself in? 
St: I don't know. Sort of half, mid-way. 

28 Int: That's interesting, because you've been in Australia a 
long time, have you? How many years? 
st: 3 1/2 years. 

29 Int: Is Claire in this class? Claire s. 
St; No, she's in the other class. 

30 Int: I'm thinking of a fair-haired girl in the class. 
St: Paula P. 

31 .tnt: No, not an E.S.L, student. 
st: No, she isn't E.S.L. She was born in England, parents are 
Italian. 

32 ~; What group would J?aula belong to? 
fil..: Top class • 

33 ~s You mean the ones who work ha~ and help you? 
§t: Yeah. 

34 lnt,s Also help the E.S.L. kids? 
st: Yeah, sometimes she does. 

35 Ints Anything else you'd like to tell me about the class, that 
I haven't asked about? 



36 
.§:t: 
Int: 
st, 
xnti 

No, nothing much • 
'l'hat's about it? 

Yeah. 
o .K. 'l'hank you. 
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Interview 3: Year 7 Histo:ry Class, Mainstream student (David). 

No.l Int: Now, first of all, can you just tell me what it's like in 
that class? 
st: Oh, it's quite good. Go to the libraxy a lot, which I 
like. 

2 rnt: Any other things that you do in that class? 
sti Go through the textbook - we use the textbook a lot. 

3 Int: Anything else? Do you like being in that class? 
St: Yeah. 

4 Int: What• s the teacher like? You don• t have to use her name. 
st: She's good, I think. 

s Int: can you describe the students in that class? 
fil..: Oh, all the girls are alright. Some of the boys talk a 
lot. other than that, it's good. 

6 ~= You do think that's good, or you don't? 
st: Talking a lot? No that' s ••••• (pause) 

7 Int: o.K. Are there any other different kinds of students? 
st: Yes. There's some from around ASia, I think. 

8 Int: Now, you talked al>out girls who are fairly quiet and boys 
who a.re pretty noisy and the E.S.L. kids or kids that come from 
ASia. Now, do those kids behave in different ways? Do they do 
different things? 
st: The E.S.L. kids sit together most of the time. other than 
that just the boys sit together usually and the girls sit 
together. 

9 Int: And the boys talk a l.ot? 
st: Most of the time. 

10 Int: What are the different ways that you l.earn Histo:ry? 
St: We go walking •round, go to the libraxy, look at the 
textbook and sometimes we acts things out. sometimes we have to 
use our head: some of the questions mightn • t be in the 
textbook. That's about all, I think. 

11 Int: What are you t:rying to do in that class? 
st: I t:ry to get good marks and I t:ry to enjoy it. 

12 int.: Bow does the teacher get on with the students and how do 
the students get on with the teacher? 
~= Oh, the teacher, oh, she gets on quite well, I think. 
Sometimes she gets on with the kids that are always talking and 
X think the students get on quite well; except for the kids who 
get picked on all the time because they're talking or something 
like that: they don't like her. 

13 l,ntt How do the different groups of students get on with each 
other, say the quiet girls, the noisy boys and the E.S.L. 
students? 
st: 'l'he boys and girls, they get on quite well. But the E.S.L. 
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kids, they usually play amongst themselves or sometimes they 
come and play wi t:h us • 

14 ~• Are there different kinds of noisy boys or are they all 
the same? Do they all do the same things? 
St: 'l'hey • re all friends . They don• t all do the same things. 

15 !Dt: What kinds of different things do they do? 
st: Oh, one of 'them plays soccer and the other one plays Aussie 
Rules. 

16 Int: 
silly, 
things? 

Oh yes, but I mean in that class, when they're being 
when they're being noisy, do they do different kinds of 

st: Oh they• re about the same grades and that. 
17 Int: When they're being noisy, though, what do they do? 

St: Oh, they talk loud or they talk amongst themselves all the 
time and sometimes they ignore the teacher. 

18 Int I Which group do you belong to? 
St: 7 PUrpl.e. 

19 Int: No, sorry, I mean in that class. Are you one of the noisy 
boys, or what? 
§.t: Sort of noisy and not so noisy. 

20 Int I so there• s another group that aren't so noisy. All the 
boys aren't noisy? 
St: No, not all of them. 

21 .Int.: Ah, I see, And what group would you say wan belonged to? 
St: Not so noisy group. 

22 Int: (Repeats answer] Same group as you? 
fil;,1 Yeah. 

23 ,!JJ:t: You don• t think of him as being one of the E. s. L. kids? 
~• No. 

24 Int: Right. And t:he E.S,L. kids, as you say, just sort of play 
amongst themselves . 
St: Yeah. 

25 Int: Anything else you• d like to tell me? 
St: No, I don't think so. 
Int: Good. Thank you very much. 

Interview 4: Year 7 Social science Class; Teacher ( Mrs J). 

No.i Int: First of all, just sort of an all-encompassing question: 
What do you think of that class? What's it like for you? 
~• Their ability or their behaviour? 

2 Int: Anything, anything to describe that class. 
~: Well, with ability, I think that ranges from pretty good 
with a few of the kids who seem pretty bright (their general 
knowledge is good) to, I. suppose, well, because the ASian kids 
woul.d be worse, but I imagine it's because they can't read very 
well that's the drawback. But I think Phouc seems a little 
slow, He's a very nice kid but he doesn • t do much. His 
artistic ability's good, so I'm concentrating on that. 

3 !n:t,, Just imagine that I'm never in the room. What kinds of 
things do you do in that class? 
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~• You mean presentation of work? 
4 l'.nt.t Anything, just to describe the kind of activities that you 

set up. 
~: we• ve seen some videos on the work we've done, we• ve done 
comprehension passages, they've been given an assignment on one 
aspect of work which I've said had to be written. sometimes I'm 
generous and let them present photographs and sketches and 
stuff, but I want to see this written down. And we've sometimes 
read and we've read pieces aloud. I was onl.y interested in 
hearing that because it sometimes indicated, you know, whether 
they can understand things, whether they can read first off. So 
I've heard them all real aloud at one stage, but that was for 
me. oh, we've done crosswords and that kind of thing; the 
usual presentation thing, and we've done discussions which have 
been dominated by about three. 

5 Int: Yes, I must ask you about the particular groups in a 
minute. Do you like teaching this particular class? You know, 
because teachers have classes they like and classes they don't 
like so much. 
~: Yes, most of them are good kids I think. some of them are 
pretty effervescent and they take away - you know, I have to 
look at them all the time and I ignore a lot of the others 
because they are pretty efferves.cent; some of them are bright 
effervescent ·and others are just talkative full stop. But 
they're quite a good bunch - they're a nice bunch of kids. 

6 Int t That brings us back to the different groups of students. 
can you see different types of students or different groups of 
students? You mentioned, I guess, brighter ones and less bright 
ones, and then talkative ones who are not such good students and 
then -
~: Talkative ones who are good students. Yes. 

7 Int: Any other groups? 
~= We11 .I know that these 3 Asian boys are very quiet. I'd 
forget they were there most of the time. And they sit here 
(indicating close to teacher's desk at one side of the 
classroom]. I don't know why they've come down here - I suppose 
- I've often wondered why they do. I suppose maybe they 
associate me - more with me than the other kids in a way, or 
that's what I think because they sit down here, even though they 
seem to mix with the others, but you don't see them sitting 
together to do work I ask them to do. 

e Int, 'l'hey stay as a little group amongst themselves? 
~= Yes. 

g Int I And they• d be ones you'd include in the quiet group? But 
within that group, for instance, you'd say that there'd be some 
that are brighter than others? 
i, Do you want names? or what? 

10 .ID:t.: No, first if you can see if some•re brighter than others. 
~= Yes, yes. 

1.1 Int: What about the other groups in the class? Do you see much 
interaction between them? say the hard workers and the noisy, 
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not so bright ones, for instance. 
!ts There•re some kids that I know wou1d be friendly with all 
the others. They• re pretty popular I can see, within say a 
group of 10 or so, and there seems to be lots of little budding 
romances between a lot of them. It's very interesting to watch 
them. 

12 Int s Oh, obviously - lovely I Let's see. I was going to ask 
you about particular ones, Sandra was one I just picked out as 
being fairly articulate. Which group would you put sandra in? 
is Yes, she's one of the brightest. 

13 Int: Noisy bright or quiet bright or what? 
~1 No, I mean she's very good behaviour. There's nothing you 
can say wrong with her. She• s good behaviour, yet she' 11 
discuss things when you ask her. She does her work and she 
knows what she's doing. And she researches work that has to be 
researched out well. I suppose she's an ideal student. 

14 Int: She's very articulate, isn't she? What about Hong? Where 
would you sort of place him? 
~= Well, he's tried in the work we've done. umm-

15 Int: He'd certainly be in the quiet group-
~= can I just look at my marks? 

16 Inti Oh, yes. 
~= Well, I think compared with the others he'd most likely be 
maybe a bit underaverage. I mean I think he's quite good. some 
of the work he does is quite good. If he gets off on the wrong 
track it's not too good, but that may be because I didn't 
explain it well enough to him, I haven't made up their reports 
( turns pages of mark book and refers to marks] • Bong's in the 
middle, 

17 Int: No, that• s fine. What are the kinds of things that you• re 
aiming to do in this class? Just in general. 
~: Maybe to make them - We say in the course that was set out -
the parts that I took were "Underdeveloped and Developed 
Nations" - hopefully that they do see that there's other ways of 
living other than ours and I think they do. They do in theory 
anyway. They can regurgitate what I• ve said and what they've 
looked up but whether that makes them any better, say, getting 
along with other kids from other countries, I don't know, 
because often they can easily say what you want them to say but 
whether it's sunk in or not and whether they do realize that so 
many people live different ways and live so poorly and that, I 
don't know. 

18 Int: I just wanted to talk just for a minute about 
relationships between the students and students. You said that 
they seem to get on fairly well. And you like teaching that 
class? 
~t Yes, they' re fine. 

19 ~= So you have a fairly good relationship with the kids and 
they with you? 
!ts Yes, I suppose, I mean it's nothing spectacular, but 
they're quite a nice bunch of kids. 
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20 lnt: Mm. Anything else that you'd like to tell me about the 
class? Maybe that I haven't asked you? 
:ts No. I think that's a11. 

Interview 5: Year 7 Social Science Class, E.S.L. student (Hong), 

No. l ~• First of all, Hong, can you tell me what it's like to be 
in that class? 
~= In that class they really noisy and all the time Mrs J. she 
got to say, tell them to be quiet, but they just keeping 
talking. 

2 Int: Do you like being in that class? 
st: sort of, half and half. 

3 Int: What do you do in this class? What do you and the kids 
do? What do you study? 
st: we study Social Science - about life and people, what they 
do and everything. we learn about the Third World countries. 

4 Int: Third World countries. Now, you talked about the other 
students being noisy. Are there different groups of students? 
Are there different kinds of students? You said the students 
are noisy1 are a.11 the students noisy? 
~= No, just a few of them. 

5 Int I What do the others do? - The ones that aren • t noisy. 
st: They• re not noisy, they just working. 

6 In11 so there are students who a.re noisy and there are students 
who do their work. Which group are you in? 
st I Half and half. 

7 ~: Are you sometimes noisy too? 
st: Yeah. But not usually, just s6ll\etimes . 

8 Int.: So there are kids who are noisy all the time, and there 
are kids who do their work, and there a.re kids who are sometimes 
noisy and sometimes do their work. o.K. What are the different 
ways that you learn social Science in that class? 
.fil;.: You learn more about the other countries-

9 Int: No. That• s what you learn, but how do you learn about 
them? Do you read books, do you watch videos? What do you do? 
St: Oh. Yeah. We watching video and we reading book and 
looking at maps. 

10 Int: Any other ways? 
st: Like teacher teach us. 

l.l Inti The teacher talks. 
sts Yeah. 

12 Int: Are there different kinds of videos? 
sti Yeah. 

13 Int.: What are the different kinds? 
st: They talking about the Third World country: they poor 
country. And telling about the problem of the countries. 

l.4 Int: And other kinds of videos? What do they show you? (pause] 
No? Are there different kinds of maps that you look at? 
St: Yeah, 

15 Int: What are the different kinds of maps that you look at? 
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§:t.: What do you mean? 
16 lnt.t Well, you said you look at maps. Now, a.re there different 

maps that you look at or are they all the same maps? 
St: All the same, I think. About the world. 

17 Int: You just look on the world map. 
St: Yes. 

18 Int: Do you think the teacher gets on well with the students? 
Sts Oh, yes. $\e's really nice. 

19 Int: She .i§. nice, isn't she? Now what about the noisy students 
and the not so noisy students? Do they, are they all good 
friends? 
fili: Oh yes. They good friends. 

20 Int: o.K. Any of your friends the noisy students? 
fili: Oh yes. 

21 Int: Min? Some of your friends are the noisy students? 
Sb Yes, Tient. 

22 Int: Tient•s a noisy student, is he? Ah, that's very 
interesting. What do the noisy students 92? 
st: Oh, they just 'tracting (distracting?] there the lesson. I 
don• t know. They keep talking. 

23 Im.,: They just talk? They don't do anything else? 
st t No, they working, but they talking. 

24 Int: Working and talking. 
St: so they disturbing the other people. 

25 l.nt.1 Do they disturb you? 
Sta No. 

26 lnt.: Doesn't it make you cross? Does it make any of the other 
kids angry? 
~= Oh, no. 

27 Int: Is sandra a noisy student? 
fili: No. 

28 Int: She's not. Is she a quiet student? 
fil;.: Not quiet, but not too noisy. 

29 Int: Who are the very quiet students? 
fili: I think the girls that come from Indonesia. 

30 Int: O.K. You don't have to tell me their names. Any other 
quiet students? 
fili: Diana, Katrina and some others. 

31. Int: o.K. So there are some other quiet students. Are they 
all girls, the quiet students? 
§.t.: Oh, yes. 

32 Int: I see. Now what are you trying to learn? What are you 
trying to do in that class? You, not the others. 
st: Trying to know more infonuation about the Third World 
country and know what the problems - you know, why they are the 
Third World country. 

33 ~: Good. Thank you very much. Anything else you want to 
tell me about that class? 
§.t.t No. I. don't think so. 
Int s Right. Thank you very much. 
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Year 7 Social Science Class; Mainstream student 
{Sandra) 

No,l Int: o.K. Sandra, Tell me, what's it like to be in this class? 
St: It's good. I like a mixture of culture and society. It's 
gooa. 

2 Int I What kinds of things do you do in tha.t class? 
st: Oh, we talk and we write mostly, and we discuss things 
about the Third World country that we're doing, and the society 
in which we live, ma.inly. 

3 Int: And what• s the teacher like? You don't have to say her 
name. 
St: Oh, she• s - I like her except there's one bad point about 
her: She writes on the blackboard too much and doesn't explain 
about it. But I think she• s a fairly good teacher. 

4 Int: can you descril>e the students in the.class? 
st: There• s a different variety. some of them ar:e bad and mess 
up and everything; others are better and very smart and 
quieter. And then there's the quieter kids who aren • t that 
brainy but are very quiet. And then there• s the middle group 
who do average work and talk a little, 

5 Im;.: And they all behave in different ways, as you've said, 
Bow do the different groups of students get on with each other? 
st: we 11 it' s funny, because, like, the E • s. L. people tend to 
keep with the E,S,L, and the French people keep with the French 
people and I always try to mix but it '.s hard sometimes because I 
can't speak the language very well, so it's a little more 
difficult. But you tend to keep in their own social groups or 
so. 

6 Int: Now, you've talked about kids who were noisy and mucked up 
and kids who were very quiet and the ones in the middle who were 
a little bit noisy but got on with their work. Would you say 
that the E.S.L. kids were in any of those particular groups? -
Or are they mixed through those groups? 
st:s Well, I think they"re quiet but I think they do their work. 

7 Int: so they're not in the group that's a little bit noisy? 
St: No, 

8 Int: o.IC.. You mentioned the French kids. What group do they 
belong to or do they mix through? 
st: Well, I don't really know, but we've got one boy in my 
Living Skills class but at Recess he always plays with the other 
Prench children, so they tend to keep-

9 Int I I rea.1ly mean just in the Social- Science class. Are there 
any French kids in that? 
fil.,1 No. 

10 Int s I didn't think there were. What a.re the different ways 
that you learn Social Science in that class? 
St: Like, do you mean by reading and writing, but not so much 
writing because some kids just write and it doesn't go through 
their heads. We do a lot of sort of little tests and other 
things where you have to look up the Atlas and then find out a 
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place. She gives us a number on a map. 'l'hen we have to look up 
the number and see what the place is. And things like that. 

11 Int: Any other differnt ways that you learn? 
st= Not really, not that I can think of off hand, no. 

12 Int: What a.re you aiming to do in that class? 
st: Well, I'm hoping to get an A, for one thing, but just to 
make some of the people more well behaved. But it's quite 
difficult to do that. But I'm trying to get a high mark for 
this, whereas som.e people say, "Oh, I don't like the subject. 
I'm not going to do it, [in Year 8 when it is no longer 
compulsory] so I won't do very well, sort of thing. 

l.3 Int: Do you think the teacher gets ,on very well with the 
students? 
fil.,: Some and some not so much. 

14 Int: And what about the different groups of students? Do they 
get on well together? 
St: Yeah, I think we mix fairly well in that group. 

l.5 Int: Which group do you belong to? 
st: well, I belong to a group of girls. We don• t have any 
E.S.L. children with us but Min [E.S.L. student] last year, she 
mixed in with us which was good. 

16 lm;.: Yes, Now you talked about noisy students and quiet 
students and Min. Now which of those groups do you belong to? 
St: I think the middle one. 

17 Int: Right. What about Hong? Which group do you think he 
belongs to? 
1ft: we11, I'd sort of put them in a different group where 
they'd be quieter but they would get on with their work. 

18 Int: What do the noisy students actually do? 
ns Nothing. 

l.9 Int: What, they• re noisy, but they don't do any work? 
~: No, hardly any at all. 

20 Int: Well, what do they do when they're noisy, though? 
st: Oh, they just joke and tell stories to each other and talk 
about other events of the day and things like that and hardly 
take any notice of the teacher or their work. 

21 Int: And you said that in that class you• re a.i.mi.ng to get an A 
and also to try and make the other students behave themselves? 
(Yeah]. Bow do you do that? 
st: We11, you can• t really. You have to tell the teacher, for 
one thing. But just by trying to keep yourself quiet and by 
trying to influence them. 

22 ~= Why are you trying to do that? 
st: I don't know. Just so it'll be a better class and get on 
with the work. 

23 Int: Anything else you'd like to tell me about the class? 
§£1 I can't think of anything else really, No. 
Int: Good. Well, thank you very much l 

Interview 7 1 Year 7 Physical Education Class, Teacher ( Mr Y). 
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No.l Int: First of al.l, what's it like? What's this class like? 
Just in general terms. 
~= In terms of my satisfaction or the personalities of the 
kids? 

2 Int I Anything. Anything you like to tell me. 
~1 A very satisfying class to teach because of the diversity of 
background. Also, after being a teacher of Phys. Ed. for so 
many years it's refreshing to take a group of kids at that age 
that're so fresh and uninitiated in so many activities. You 
take a lot of Australian-background kids for many of our 
activities in Year 7 and they've all had a go at it in primaxy 
school.. These kids were fresh, new to most of the activities we 
took. This stimulated them a lot of course because these were 
brand new, and it stimulated me because here I was able to hand 
on pearls, as it were, to kids who had never even seen a cricket 
bat or a tennis racquet or learnt how to swim, and the like. 

3 Int: What do you do in that class? Just imagine I've never 
~n there. 
:I: It's a fairly traditional Physical Education programme. The 
ma.in core units are Aquatics Which involves learn to swim, 
competitive swimming skills, survival swi.lmling skills and life 
saving. Gymnastics is another core units body confidence, use 
of apparatus, not so much pitched at Olympic level but just at 
getting kids to be aware of their body and what it can do. 
Athletics is another core unit Where we choose all the Athletic 
events and try to find one or two that will suit all students -
each particular student - in the class. And the last one is 
cross~untry Running, We put a lot of emphasis on the 
development of endurance and the caxdio-vascular system. 'l'he 
rest of the course is involved in literally anything at all that 
is physical, that will help promote fitness, body awareness,· 
muscle tone. we move through traditional sports like cricket, 
tennis, some football skills, hockey, frisbee, badminton; just 
about anything is fair game, 

4 ~: Ahl Do you like teaching that class? 
.T,: Very much, yes . 

5 Int: can you describe the students? 
:I: As individuals, or as a group? ••Family" is a word that 
comes to mind. They' re so compatible. In the group were a 
couple of OCker Aussies, who in any other group would have 
dominated and brought out, in ffl'f opinion, that rather unpleasant 
grossness of the Australian character. But in this particular 
group, having so many overseas kids, especially Asian, in the 
group, they constituted a group in themselves, they controlled 
that OCker image and there was a tremendous loyalty within the 
class to ea.ch other. several of the students were very inept 
physically and remained so, unfortunately, but there was no 
feeling of teasing or ill-feeling towaxds them. There was that 
tremendous feeling in all the kids to encourage, where in an 
Australian class, an Australian background, they'd get eaten 
alive, be called "skinny", "bonesy", "spazzo". 'l'here was none 
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of that in this class. This was one of the really satisfactory 
things of teaching them. 

6 Int I Lovel.y. Anything else you'd like to say about the 
different ways of learning P.E. in that class? Approaches. 
i., I use ve.ry much a community approach. Most - using the. 
community approacht the attitude of get •em together at the 
start of a period, "Well, c•mon, we have all got something beaut 
to do . today". Get them all started. Then I• d have to go around 
and work on individuals. I did more individual teaching, 
especially early in the year, in that class than I've probably 
ever done for years because there were, as I said, kids quite 
physically inept especially in the aquatics programme. The 
gymnastics programme I just really had to get the class going 
and then spend most of the period moving around the individuals. 

7 Int: What are you aiming to do, just in general, in that class? 
~, Lift their physical confidence, obviously make them 
physically more competenb muscle, heart-lung capacity, 
co-ordination. ·sut largely in that class they were all fairly 
naturally superb athletics. All of them had a profound modicum 
of ability compared to Aussie kids. There were no real slobs in 
amongst this group we're talking about so basically their 
co-ordination and their al:>ility to learn skills was good. What 
I needed to do was to enable them to grow in confidence and a 
desire to develop themselves physically. They didn't seem to 
bring [these] from their cultural background in Asia where the 
physique was there but it was probably merely a vehicle for the 
lll.ind and wasn • t concentrated on very much. But this was my 
greatest aim: to get them to see the importance of promoting 
the health and welfare of their body and becoming committed to 
it. 

8 Int: How would you describe the relationship between you and 
those students? 
:f: Profound respect from them. It was almost embarrassing. I 
have had this experience before overseas where because you're a 
teacher, you are someone extremely special. J:t's a great ego 
trip compared to teaching Australian kids' classes where that 
respect has to be earned through very rigorous times. That 
respect was given to me without even asking, without even 
demanding, and it certainly was a pleasure. 

g Int: And you've said something about the relationship between 
the different groups of students. Anything more you want to add 
to that? 
i.a I did notide they were hurt at ti.mes by the OCker syndrome 
when it raised its head. They couldn't understand it, they 
couldn't compete with it. In fact the very nature of their 
backgrounds caused them to sort of recoil from it. Now, as I 
said, l.uckily in this class there were only a minority of kids 
in fact one of the greatest Ockers I've ever met, thank 
goodness, left in october and he certainly cleared the decks of 
a lot of problems. He was particularly unpleasant in my 
opinion. 
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10 1n:t1 Three more questions. Are there different kinds of kids 
from other countries? You mentioned them as a group, a big 
group, in the class. · Are there different groups within that, 
that you see? 
~ s More friendship groups, ones to twos. They tended to 
commune very easily in the group. I didn't notice any 
particular - you had Chinese, Japanese, Malaysian, Thai and I 
could honestly say, aside from.maybe a language relationship 
where they'd throw a comment to someone of the same language, I 
didn't notice any particular national affiliations at all, 

11 Int: And Nyang, for instance, what group would you place him 
in? 
~= Didn • t seem to exist in a group, to be quite honest. This 
community feeling in the class was profound. Trang - you'd take 
quite a bit of notice of him; Hong - you'd take a bit of notice 
of him, but Nyang was very much a quiet individual in my 
opinion. 

1.2 Int: But you'd still place him in the "students from other 
countries" group in your mind? 
~= Yes, that's right. Definitely. 

U Int: What group would you put Douglas in? 
~s OCker. Aussie OCker, 

14 Int: one last question: The Aussie Ockers - you mentioned one 
who'd left. But apart from that, did they behave in different 
ways or always the same way? were there any groups amongst 
them? 
~= Oh, very much so. Mario and John very thiek together. 

15 Int c Right, 

2 

3 

4 

j'_: Grant and a few like that - But because the number of 
Aussies in the class was so few, their affiliation - they didn't 
have much choice. They usually paired up in twos but as soon as 
they were thrown into the Phys. Ed, situation, those pairs, 
unless I had some pair activity going, would disintegrate, and 
because of the obvious physical competence of these other kids, 
the Aussies wouldn't upset them so much. Kids like Hitashi, 
Bong and Wan. Who'd argue with Wan in a Phys. Ed. period? He• s 
brilliant [and also very big and strong]. And so that kept all 
the OCkers quiet. 

Interview 8 : Year 7 P. E . class; E. s . L. student ( Nyang} . 

can you tell me, Nyang, what's it like in that P.E. class? 
Oh, it's fun and you do some things then it's very fit for 

you. 
Int: Mnm? What do you do in that class? 
!lt,: Ah, swimming, cricket, run, nm, volleyball, baketball, 
something. 
Ints Yes, Anything else? 
St: Yeah, hockey. 
~s Mmml Do you like being in that class? 
St: Yes. 
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s Int: What• a the teacher like? 
tt1 Ah, he's very kind, kind to the students. 

6 Inti Mnl. 
st: And he's ah, you know, he's ah, he's when the students say 
something, then he just do and the student told him to do but 
some - but when the student say do something he do that thing 
told he try. 

7 Int: If the students have got a good idea, he let's them do 
something? 
.§t: Yeah. 

e .Int: That's goodl can you tell me about the students in that 
class? 
sti They, they, they enjoy it. 

9 Int: They like it? 
St: Yeah. 

10 Int: Are there different kinds of students in that class? 
l.l Int: (Pause, repeats question more clearly) Any girls in the 

class, for instance? 
st: Oh, no. 

12 Int: What, a1l boys? 
fil.,1 Yeah. 

13 Int: Different groups of students in that class? 
§.t,1 No. 

14 .!n1: Everybody just 1 big group. 
St: Yeah. 

15 Inti a.IC. so everybody behaves the same way? 
St: Yeah. 

16 1.nt1 Everybody does the same thing. Un\. What a.re the 
different ways that you learn P.E. in that class? 
~= Ah, how to play cricket the proper way. 

17 Int: Yes. 
st: And how to kick the ball and how to swim llllll and how to hit 
the ball far and hit, hit it the right, right way for the ball 
to go far .•. 

18 Int: Right. 
st: and how to hold the bat ah the right way. That• s all. 

19 Inti Right. What are you trying to do when you're in that 
class? 
st: 'l'rying to, trying to do what I can't do, trying to play the 
game I can't play and trying to learn it. 

20 Ints Trying to learn the games that you don• t know. 
St: Yeah. 

21 ~= Goodl Bow does the teacher get on with the students? 
St: Fine. 

22 .Int: Pine. 
§.t: Yeah. 

23 Int: Umh. 
&: He's very happy. 

24 Int: Bow do the different students get on with each other? The 
different students. Are the students all friends? 
St: Yeah. 
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Everybody's friendly? 
Yeah. 

26 Int:: o.K. so all the students are the same. They're all very 
friendly, (pause] o.K. What do friendly students do? Bow do 
the students behave? If they are friendly? 
§!..1 Very well, They have ..• the teacher um tell them something 
and they just do wha.t the teacher tell them, 

27 lntt Right, And what about when they are playing with each 
other? The students playing, Are they always friendly with 
each other? 
St: Yeah. 

28 Intt o.K. And you are a friendly student too? 
St: Yeah. 

29 Int: Ah. Anything else you want to tell me about that class? 
st: Ah, ah somethi- sometime' you -you pl.ay soccer. The other 
boy go to the other end and that boy go to this end and when the 
other boy can't kick you kick right the fine in the goal and it 
if if not go straight so the other boy very angry, he just go 
just ah, you know, he don• like that -the other boy, ah being 
with him because he can' kick and be mus' go and get the ball 
all the time. 

30 Int: So sometimes the students get angry. 
St: Yeah. 

31 lnt,: sometimes they're not friendly. 
~: Yeah. 

32 Int: What do they do When they get angry? 
~: Oh when they• re angry they jis • walk away and don't play 
with the other boy and they play and they get the other boy and 
play. 

33 .I!!!;,: Who chooses the people to kick together? You know, one 
boy here, one boy there. Who chooses? 
§!..: Oh, Mr Y. 

34 Int: Bas that ever happened to you? That somebody has got 
angry with you? 
St: Yeah. 

35 In-t: That llY, happened to you I ( AmUsed amazement) 
St: Yeah. 

36 Int: I see. And he just walked away, did he? 
st: Yeah. He jus' go and found somebody else and play with 
him. 

37 Int: 

~= 
38 ~: 

~I 

39 .Int.: 
St: 

40 Inti 

I see. And what did you do? 
x play with the other boy. 

You found another partner, did you? 
Yeah. 

o.IC. Anything else you want to tell me? 
That's it. 
That's it? Well thank you very m.uch. 

Interview 9: Year 7 P. E. Class; Mainstream Student (Douglas). 

No.l Int: First of all, Douglas, what's it iike in that class? 
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sts P.E. class? Oh, it's better than the other one, Mr Y. 
does more "man" kind of things. 

2 Inti Does more ... ? 
st s Does lQOre boys• s~rts and that. see, the other ones where 
there's boys and girls mixed, see you have to do what the girls 
do or. • • but with us we can. do swilmu.ng and baseball and 
softball and whatever we want to do. 

3 lm.,s I see. And do you like it in this class? 
Sts Yeah, good kids. 

4 Int.: O.K. What other things do you do other than swilfflling and 
baseball? What kinds of things do you do? 
St: we•re gonna start cricket, footbal.l, soccer ..• any kind of 
sports. We do a bit of volleyball and basketba.1.1. 

5 Int s What• s the teacher like? 
St: Oh, he's alright. Be gets involved with the game and that. 

6 Int: can you descril:)e the students? 
St s Most of them are alright and most of them I know, You 
know, friends and that. A couple of them I don• t like. we all 
get in and play a good game. 

7 Int: Are there different kinds of students in that class? 
fil;',,: Yeah. 

8 Int: 
of 

can you tell me? Do they do different things? Are some 
them different? 

sts some of them prefer one garne from the other and if they're 
doin' one game and it's not what they like, they'll argue and 
won• t play p and other kids are lazy and don• t get changed and 
ever play, and some kids are always there waiting and too 
interested and that. 

9 Int s Right. What are the different ways that you learn P. E? 
fili,: Through films and that - watching films ( you see we watch 
films in the 30 minute periods); doin' the thing itself; 
talking - y'know talking about it, That's all. 

l.O Int s Good. And what are you trying to do in that class? 
St: um, learn most of the sports and get good at • em; get an A 
or something like that. 

11. Int: Good. How does the teacher get on with the students? And 
how do the students get on with the teacher? 
stt Guess Mr Y gets on fairly, y •know, friendly and that. He• s 
a pretty good teacher to get on with. It's quite easy to .•• we 
don't know if he gets on with us. He probably does. 

12 Int s What about the different groups of students? Do they get 
on well together? 
st, Most of them. Y'see, if we don't like •em, we just leave 
•ea and we'll pair out or in groups and that, 

13 Int: Right, Are there different kinds of, say, the students 
who don• t want to join in? Are there different kinds of them or 
are they all the same? 
st: Ah, there's them, some can't join in, you know, with 
something wrong with them or anything, and there's some that 
want to join in but they can't play it or anything and they 
think that if they join in they might get laughed at or 
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something, and there• s some that are just lazy and they might 
be able to do it but they won't. 

14 Int s Let's see. What group would wan belong to? 
st: On? Be belongs to my P. E. group. 

15 ~= No, which group? Is he a laZy boy, a nasty boy, a very 
keen boy or what? Those kind of groups; in that claas. 
st: He• s a good athlete, he's energetic, he gets along well 
with most of us, except he's a bit too big. (Douglaa is very 
small for his age. wan is big for the claas] . 

16 Int: He is a big kid, isn't he? 

17 

18 

§:t.: Be likes most of the sports but he's always best at cricket 
and football and that. 
Int: 
st, 
Int: 
st: 
~: 

Anything else you want to tell me about that class? 
No, nothing really, just - pretty good class, 

Good I Which group would you say you belong to? 
um, I don't know ••. The ones that like it and enjoy playing. 

o .IC. Thank you very much. 

Interview 10: Year 8 Science Class I Teacher ( Mrs B) . 

Ho .1 .Int: You don• t have to use names if you don• t want to. If you 
do use them., I won't be using them in the transcript. 
,T: Yes, fine. 

2 ~= First of all, just a "big" questions What's this class 
like? This Year B class? 
f.: It's a total mixture. They were organized just on names, no 
ability, so you've got from the top ranking student in the year 
down to very close to the bottom or the trouble makers. This 
group of Year 8 had a smaller nasty group than most of the 
others. l: think. It had a high E.s.L. proportion of children 
in it as well compared to the other Year 8 groups. I think 
that's about all. 

3 Int: Just imagining that I wasn't there at all, what kinds of 
things did you do with that class? 
i.: It's a very practical course, an investigation of our 
senses, essentially. So they do a lot of experiments, they come 
up with a few principles, but not many. It• s just looking at 
how each of the senses works and coming up with a pattern in the 
end that will fit the whole sensory system and then can be 
applied specifically to each one. They do a lot of individual 
work or group work from text book experiments or board 
experiments. There wa.sn•t much writing on theory done. QUite a. 
high proportion of videos in it as well. 

4 ~= Did you like teaching this particular group? 
~• It was the end of the year; I• m not sure if that had 
anything to do with it, and they'd been to every other Science 
teacher before they arrived here, so I think that affects the 
children. In te:r:ms of doing the experiments and recording 
results, they were a very good group. I think that's probably 
part of the experience and most of them. worked pretty well. 
There was only one group that didn't really work in the room. 
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5 .tnts You've described the students a little bit. can you go 
back now and describe them as groups? You've mentioned several 
groups, any other groups you wanted to add to that? 
'.ti There was one group of bright children who were fairly 
rowdy, but there was one group of rowdy children who were not 
bright and were nQt interested, and operated that way. But 
apart from that, as I said, the other seven groups worked fairly 
well, all at their own level. But I was surprised at some of 
the lower ability groups, how well, how hard, they worked. 
There was very little time wasting from them, but there was just 
the one outstanding group that I don't feel did very much, and, 
from their results, didn't do very much all the way through. 

6 Int: When you see the class as groups, you• re talking about the 
benches, aren't you? 
~* They tend to work into bench groups, yes. 

7 Int I Did you choose them or ••••• ? 
~t No, they chose them. 

8 Int: Anything more you wanted to add about the different ways 
of learning Science in your class? In this particular class. 
~= No. I think, you know, they did their own assignments, they 
did some homework questions, short term. It was mainly 
experimental. I was surprised that a lot of the children 
related it and were prepared to talk about relating it to other 
things and I think that's very good. I think that's about all. 

9 Int I Apart from what you' re aiming to do in the course, what 
are you aiming to do in general in that particular class or what 
were you aiming to do with them? 
~1 I think, what they came up with: the ability to look at an 
experiment, to carry it out, to make the observations first of 
all, and then to make the conclusions. Children tend to think 
that if they"ve written down the experiment, that's it. If they 
do the elel)eriment, then that's something extra. They tend not 
to carry it through, so I spend a lot of ti.me on the "Well, what 
did you see?" and "What does it tell you?" sort of situation. 
And I think that's basically what they're going to get out of 
Science if they can make that step with anything they've got, 
then that's a valuable point. 

10 Ints Bow would you describe the relationship between you and 
the kids and the kids and you in that particular group? 
~1 I tend to hold kids off a fair amount. I tend to maintain a 
teacher role. I hope I'm approachable in that they can ask 
questions and so on but I still feel I keep a teacher role. I 
tend to maintain an overview of such a big class, so that means 
essentially you're ma.inly at the front or just moving up and 
down aisles. If you stop and go to one particular group with a 
junior class like that, the others tend to disintegrate or you 
get the troub'le maker. From the front of the room you can see 
most things, so until they're all working pretty flat out, I 
don't move around and I think this holds children off. And a 
Science room holds them offs it's a big room and they feel that 
they• re isolated from that point of view. They tend to think 
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you're not in touch with them as well, so you"ve got to keep 
re111inding them of that. I think that• s the sort of 
relationship, really, that we have. 

ll .tn:t., What about students and students, the relationships 
between the different groups of students? Bow do you see that? 
~• A lot of the children have obviously been together for a 
long time - know each other. There was one group - and I didn • t 
think of it before - that deliberately or othe:rwise antagonised 
almost everyone else in the class, and I feel that's a 
long-standing thing. There was a deliberate perfo:rma.nce. You 
know, they antagonised each other and they antagonised everyone 
else, and I don't know why. 

12 Int I Are those kids that you'd put in the noisy, non-working 
group? You know you talked about noisy good workers and noisy
~• Yes. This is another one that I just thought of actually, 
They' re bright, there• s no two ways about it, but very badly 
behaved and I feel need a lot more work. 

13 .l.nt.: Within that particular group, for instance, did they all 
behave in the same way? Did they all sort of act as a unit? 
~• I don't know. Their behaviour was similar. :I think they 
were just playing off each other. 

14 lnt,1 What about, say, the noisy - bright ones? Did you see any 
noticeable differences in the way they behaved within their 
group? 
!J:,: Apart from the fact that they got their work done, whereas 
the other group just didn • t get work done, unless you were 
standing over them, 

15 Int: They all did their work but were unifo:tml.y noisy? There 
wasn't any difference within that group? 
~= No. There were 2 bright ones and a hanger on, but that 
helped him because it dragged him along and showed him what was 
going and I think it lifted his work. That happens in quite a 
few of the groups. You just need a leader, and it begins as 
copying, but it doesn't end up as copying. You know, eventually 
they get into the pattern. 

16 Int: I •m going to mention 2 students• names now but I won• t :be 
using their names. What group would you put Mana in for 
instance? 
~: I think she• s very hard working. She realizes she• s at a 
disadvantage and worked very ha.rd. 

1.7 Int: And so, what, you put her in sort of a middle group? :If 
you had a bright noisy group, a noisy noisy, the troublemakers
~= No. I think she• s quite bright, but it's hard to judge at 
the moment with you know the language problem. She certainly is 
attentive and tries very hard, so probably just below the top 
really, 

18 .xm._: I wasn't really thinking of academic grouping, I was 
thinking more sort of sub-cultural groupings within the class. 
Those girls who all sit ~ (indicating benches where E.S,L, 
students sit]: would you place them in any particular group? 
~ 1 Yes • It• s what I call my typical E. s. L. group, because they 
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just sit and work and txy vexy hard. 
19 lm,_: Ah. 'l"hat•s a fourth or fifth one. 

~• Yes. In one of my other groups (classes], I got a vexy 
a.typical E. s. L. group, which surprised me. Most of them are not 
tha.t way a.t all, They really sit and work, drive you insane 
asking questions : "But, but, but, " ••why?" "But ..... 

20 Int: Janet. What particular group would you put Janet in? 
~• Janet A? She was a leader in that (bench] group. I don't 
think she"s bright but I think she's quite conscientious. 

21 Int: She wouldn't be in the noisy noisy group? 
i: No, no. She was not extra bright, but worked hard sort of 
person. 

22 Int: Anything else that I haven• t asked you that you• d like to 
tell me about that class? 
~= I don't think so. You know, as Year es went they weren't 
bad. And especially at the end of the thing C course] a lot of 
other people have complained that the last class they got was 
dreadful. 

23 Int: The end of the year syndrome? 
~• Yes, but they weren't too bad really. Fortunately we had 
enough to keep us going almost to the end, not quite. 

24 .tnt.: There•s one thing I forgot to ask you, because this class 
is different from the other ones I've looked at. You only see 
these kids for 8 weeks: how do you feel about that? For 
getting to know them. 
~• :It's unfortunate that we didn't have time, like everything 
else this year, to develop our system where we had enough 
cross-over, but certainly at changeover there was discussion 
about · children and what was happening. It mightn • t have been 
marks but it was what was happening and I feel that as each unit 
went through we got more and more work each time into the unit: 
you develop it. I think we got a lot of value for money out of 
it with the kids. strangely enough, all the comments we've got 
from the children have been, "We like seeing all the teachers", 
which is quite funny. 

25 Int: But do you find you have enough time to get to know them? 
~: Yes, I think so. You know, I• ve been in the school a fair 
while but even so it means you know evexy Year 8 child, so that 
next year ..... And in terms of teaching content you get it done 
really well and go faster and better; so we enjoyed it. 
1m, s 'l"hank you • 

Interview 11: Year 8 science Class; E.S.t. Student (Mana), 

No. l Int s Now, first of all, Mana, can you just tell me what it• s 
like in that class? Anything about it? What's it like in that 
class? 
st: It• a nice. You can do everything. They give all the 
equipment what we want to do. If you want to ask the teachers 
what we cannot do they tell us what we have to do, 

2 Ints What do you do in that class? Just pretend that I"ve 
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never been there and you tell me what you do in that class. And 
when you were with Miss E. as well, (The Year 8 science class 
spent e weeks with each different specialist science teacher]. 
st1 In Miss E's class we do (did] astronomy. We learn [learnt] 
about the rocks - how the rocks are fanned and what happens when 
you put them in the acid. 

3 Int: And in this class? 
fil;.1 In Mrs B's class we learn about biology. We learn what we 
have in our bodies and we learn the names. 

4 !m.,1 Do you like being in those classes? 
st: Yeah. I don't like science but I like to study. 

5 Int: (Repeats answer]. 
st: Yeah. But when I have test then I don• t like. 

6 Int: Why don't you like it then? 
st: Because it's really hard to study for the tests. 

7 Int c Do you always get good marks in the tests? 
St: No. 

8 Inti Is that why you don't like it? 
st: Yeah, but I don't like biology because we cut everything, 
like eyes, kidney: I don't like. 

9 Int c You don' t like cutting up things. 
St: No. 

10 Inta o.x. What a.re the teachers like? You don't have to say 
their names. You can just say Teacher 1, Teacher 2, 
st: Teacher 11 she was very nice, but I've been with her for 2 
weeks, then I had Teacher 2. He was very nice too. But Teacher 
3, he talks very slowly [softly?) so I couldn't hear, so that• s 
why I've got bad marks from his class. And Teacher 4 [Miss E. ] , 
she was very nice teacher and Teacher 5, [Mrs B] she was [is] 
too. 

11 Int: can you tell me about the students? can you describe the 
students in that class? 
st: There• s some of them they' re not very nice and they always 
talk bad things and when they borrow something they don't give 
it back. And when they sit they always talk so we're sitting at 
the front and they can't hear what the teacher is say. 

12 Int: Are there different kinds of students or are they all like 
that? 
St: some of them, they• re different. 

13 Int: How are they different? 
st: some of them, they're very crazy and some of them they're 
just a little bit. And some people, they are very nice and if 
you ask them something what you don't know, they tell us . 

.14 Int: So that's 3 groups: the ones that are a lot crazy, the 
ones that are a bit crazy and the ones that help you. 
st: Yes. 

15 Int: You said they help "us". Who is "us .. ? 
st: can I say the names? 

16 Int: Yes, if you want to. 
~, There's w. [ex E.S.L, J, x. (ex E.S.L. ], and Y. (non 
E,S,L.], she do sometimes and Z. [l line E,S,L,], a little bit. 
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17 lmc,1 And are they the nice ones, are they the ones that help -
other people who help you people? 
st: Yes, they are nice. They help everybody. 

18 Int: But you said, "There are some nice students that help 
'us' " • Who are they? 
st: Like Michelle, I don't know her surname. Because if you 
tell her something she asks for something then after she say 
vezy well. •• (unintelligible] then she talks about us. 

19 ~= She tal.Jts about "us"l You see you keep saying "us" and I 
want to know who you mean by "us" • You mean the E. s • L. 
students? 
st: Yes. 

20 Int: Who are they? 
st: Like Budagar, Yanny and me. 

21 Int: That• s probably about all in that class. But the other 
girls you mentioned, they help you, they help the E,S.L. kids? 
fil.1 Yes. 

22 Int: What's the name of the girl who sits beside Michelle? 
(Short break in tape] • 

23 Int: What are the different ways you learn Science? 
St: I know biology, astronomy, electric. 

24 Inti What are the different ways that you 1earn it when you go 
into the labs? Do you read books or do you do experiments or 
how do you learn it? 
St: We read books. First we do experiment, then after what we 
see in the experiment we write it down, then we read a book, 
what happens when you mix something and what happens to it. 

25 Int: Any other ways that you learn science? 
.§.t.: No. 

26 Int: What are EY teying to do in that class? When you go into 
Science, what are you tcying to do? 
st: Oh, I try to understand what I can, what the teacher is 
saying to do, and I learn what happens to the air when some 
people do something to the air, like new things. 

27 Int: How do the teachers, Teachers 4 and 5, get on with the 
students? Do they get on well with the students? 
st: Yes, but .. . . ( long pause] . 

28 Int: Do all the students get on well with each other in that 
class? All the different groups of students get on well? 
St: In Teacher 5 • s they do very well. 

29 lmc,: Which students did very well? All the students? 
st: Yes. 

30 Ints o.K. But I mean the different groups of students: the 
E.S.L. students, the ones that help you, the noisy ones and the 
not so noisy ones. Are they all good friends? 
§.t.1 But the crazy ones, they are not the friends. 

31 Int: The crazy ones are not the friends of who? 
st: They're not the friends of the E.S.L. students or the ones 
who help. 

32 1.nt: What do the crazy students do? 
St: They just sit and when the door is open, they look at the 
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next room and they wave and talk. 
33 .Int• Are there different kinds of crazy students or are they 

al.l the same? 
st: I don't know. 

34 I:nt: Are there different kinds of helpful students? 
§.ta But sometimes When you give them something they don't have 
and when you borrow them and they will help you only for that 
class, then they will change. 

35 Int: some of the others help all the time, do they? 
st, Yes. 

36 Int: Is Marisa (older sister of an E.S,L, student] a helpful 
student? 
st, Yes. 

37 Int: Is she helpful all the time or only sometimes? 
stt When you need help she helps us. 

38 Int: But she's not like the ones who' 11 only help you one day 
and then not the next, 
St: 

39 Int: 
St: 
Int: 

No. 
Anything else you want to tell me about the class? 

No. 
'l'ha.nk you very much. 

Interview 12: Year 8 Science Class; Mainstream Student (Janet). 

No.1 Int: First of all, Janet, can you tell me what it's like to be 
in that class? 
fil..: Oh, it's not very good 'cause I don't really know all that 
many people. I know a couple of people but none of my real.ly 
good friends are in it, 

2 Int: I see. Anything else about the class you want to tell me? 
~: No. 

3 Int: What do you do in that class? 
St: What do you mean, just Science? 

4 Int: Anything that you do in the class, that you want to tell 
me. 
st: Mostly muck around (chuckles] • 

5 Int I Do you indeed I ( laughs I I see. Do you like being in that 
class? 
st: Yeah, It's o.K. 

6 Int: What are the teachers like? And you don't have to use 
their names. You can just call them Teacher l and Teacher 2, if 
you want to. 
st: Oh, I• ve liked all of them so far except one of them. 

7 In:t.1 can you tell me about the students in the class? Just 
pretend that I 've never been in there. can you describe the 
students in that class? 
st I All of them? 

8 Int: Or if there are groups of them. Just something about 
them. 
st: 'l'here•s the girls that sit on the front desk. They're - do 
you want me to say their names? 
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No, I• d just prefer you to sort of describe them as a 
group. 
St: Yeah, well, the girls on the front desk, they're sort of 
really - the front desk and the second desk - they're sort of 
really brainy. Or one of them ii, and she helps the other girls, 
And then there's the boys that sit on the other front desk: 
they're really brainy too. And then there's the other ones that 
sit opposite to us on the other side. They muck 'round a lot 
and get sent outside a lot and so do the ones behind them. And 
then ·there's the ones at the back; they half muck 'round and 
half don't, and they're the more popular people, you know, and 
then there's just our desk. 

10 Int: Which group would you include somebody like Mana in? 
st1 The ones that sit up the front, the girls. 

11 Int: And those groups behave in different ways, don't they and 
you've just described to me the ways they behave. What the 
different ways that you learn Science in those classes? 
fil;: well, mostly write. Sometimes we do experiments, like in 
one of the classes, (not in Miss E's or Mrs B's), one of the 
teachers did all the experiments and it's not very fun but it's 
better in the classes that we've just had because you're allowed 
to do your own experiments and all that. 

12 int,: Do you like, for instance, doing experiments where you cut 
things up? 
fil;..1 No, I don't like that. 

13 Int: Any other ways that you learn Science? 
fil;..1 No, I don't think so. 

14 lilt: What are you trying to do in that class? 
~1 What do you mean? 

15 J:.nt.: When you go into that class each day, what are you trying 
to do? 
st: Trying to work hard so I' 11 get a good mark. 

16 Int: You've just put yourself in one of the groups that muck 
up, haven't you? 
St: Yeah, but I try to work hard but then I usually end up 
mucking up. (both chuckle] . 

17 Inti O.K. How do the teachers get on with the students and the 
students with the teachers? 
st: Pretty well. some of the students that really muck up 
really badly, you know, hate them, and vice versa, but a lot of 
them get on fairly well. 

18 lnt.: Are there different - Let's see, you talked about 
different groups of students who muck up, so there a.re different 
kinds of students who muck up? 
st: Yeah. There's the ones who muck up a. little but like us. 
'l'here•s the ones that muck up a fair bit and then there's the 
ones that muck up all the time, 

19 Int: And you• re in the ones who ... 
~: MUck up a little bit. I mean we don't do- •cause we mostly 
work, I s•pose. 

20 Int: And the students who sit up the front work all the time? 



St: 
21 .lnt.t 

fil;.t 
Int: 
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Yeah. 
Anything else you want to tell me about that class? 

No. 
That's it. o.x. Well, thank you very much. 

Interview 13 1 Year 9/10 Chemistry Class; Teacher ( Mr R). 

No.l lrui.: Now first of all, a "big" question: what's this class 
like? 
~: What• s it like? Well, what aspect are you thinking of? Are 
you thinking of the academic standard, the behaviour? 

2 Int: Any at all, any aspect that you-
~: Oh, O.K. Well, first of all, I like this c:la.ss. It's a 
friendly class. Academically it would be upper middle grouping. 
It's not a group of students who are not very bright, although 
there a.re one or two in all classes. And of course all our 
classes are heterogeneously organised as regards to age in 9 and 
l.O and in ability. so although you expect, maybe, a normal 
distribution - you may well expect it in any class with a 
composition like this- it hasn't got it. I would say it's 
shifted up towards the upper end. There are people in the class 
who are very keen on the academic-type life of working all the 
time and not sort of having a moment to breathe. And at the 
other end of the scale we•ve got the coq,lete opposite. We've 
got people Who would be very keen to do no work Whatsoever. 
'!'here's a lot of these kids who don't want to do any work are 
quite bright and consequently can get away with it. Although 
they appear that they're not prepared to do anything, when it 
comes down to the nitty gritty you find that they've actually 
done the work, although they would be more than likely to tell 
you they haven't done it. 

3 Inti well, that's lovely. You've covered about e of my 
questions in that one. · That• s beautiful. What are you trying 
to do for them? 
~: well, basically - 1•11 just look it up [la.ughs]. I've got 
the whole thing here that tells you what I'm going to dol 
(Pretends to refer to a printed curriculum.]. 

4 Int s Not allowed, not allowed 1 
.7!: well, it is a Chemistry II course first of all. One of the 
aims of the course is to have them understand certain things 
about Chemiatry1 learning about fontlUlae, atoms, acids, bases. 
That's the academic side of it. Also to interest them in 
Chemistry - I think that's one of my big aims. Even if they 
don't remember too much about what we've covered in the course, 
as long as they develop an interest then maybe they'll take it 
up later on. Because I think you need to remember that we are 
only a Year 7 to l.O school and when they leave here, this is 
only the beginning, not the end of any studies they're likely to 
do in Chemistry. 

5 Int: What are the different ways that you try and get those 
aims across? Just assuming that I've never been in the room. 
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%1 Right, Well, the ways I try to get the aims across is by 
experiment and demonstration, by tying Chemistry into real life. 
I think possibly of making them see that Chemistry isn't 
something that just happens in the lab- and one of the things is 
my so-called party tricks Which really are Applied Chemistry and 
Chemistry of the Kitchen - of things that they do come across 
all the time and I try and relate things that they know about 
with things that they don't know about and then hopefully ••••.• 
I suppose really I'm working at a Piagetian concrete stage and 
trying to tie it in very much to that. And there is in fact a 
very important educational, philosophical aspect here
(Interview unavoidably interrupted at this point; continued at 
a later date] • 

6 Int: Ah, the different groups of students in that class: can 
you describe them? 
~: Ah, right. How do you mean "different groups"? There are 
groups front various backgrounds, there are some groups whose 
parents are from what we'd call low socio-economic backgrounds, 
and the opposite end - the high groups. There are children of 
parents who are academic and non-academic and these do show 
through in some of the things that they're asked to do and the 
way they relate. There are some migrant children. In fact, I 
suppose the majority of them are migrant children when you get 
down to it, depending Where you're thinking where the migrants 
are from, There are some E,S,L. children and I think that sums 
them up, apart from looking at their- The other thing is to 
look at how they perform in class, how they- Oh well, there are 
the good and the bad and the ugly (chuckles] and there are 
extroverts in the class, there are introverts. In fact, 
there's quite a very mixed bag aJ.l together. I think if you 
wanted to find any particular group in the class you"d find it 
if you looked hard enough. 

7 Int: The children choose where they sit, don't they? 
~= Yes. 

8 Int: Do you think that the groups form up, if you like, in 
recognizeable units, depending on where they sit, for instance? 
~= Yes, in most classes they do: You can see this, but as to 
whether it actually happens within the classroom, or it's 
happened already before they get to the class, this is quite 
debatable. There's often a sex preference, where boys and girls 
do tend to sit separately. Well, in this particular class 
anyway. Although in any other classes there is a mix. 

g Int: Yes. What. I guess I am trying to lead you back to is what 
you were saying just before we turned the tape on. When you 
picture that class in your mind, you can see- sitting here, 
maybe a group sitting there. can you describe that group? 
~: Well, that would probably be an extrovert-introvert type 
grouping. Maybe they' re the wrong terms. A loud and a quiet 
group might be the thing. The · two groups that spring to mind 
immediately are a group who are always prepared to give me an 
answer be it right or wrong or in fact even a smart answer and 
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the other group will only offer answers if they"re asked. That 
would be the 2 groups that I'm thinking of, 

10 Inti Let's take- a.nd I gather that the "extroverts" are the 
ones of course Who are happy to answer. Within that group, do 
you see different kinds of students? Different kinds of 
extrovert, willing to answer, students? 
~, Yes, but they're just shades of grey. They're all quite 
prepared to come up with some sort of answer, but some are more 
willing than others. There• s none who are really just being 
dragged along by the others, because the ones who would fall 
into a category like that don't seem to break into the group. 

11 Int: And you don't see any other distinctions between that 
group of extrovert students? 
~: I can't think of any, no. 

12 I:nt: What about the introvert group, then, for instance? Are 
there different kinds of students within that? Different 
degrees of quietness and shyness perhaps? 
~, Now this is very hard to answer, because I'm not really 
certain if there is any difference at all. '11\inking back, no, I 
can't- no, they'll all come up with an answer if I ask them 
something and ask them directly. They' re not frightened to talk 
amongst themselves, either. 

13 Int: '11\is is the introverted group? 
~: Yeah. They talk to each other. They're not just 
individuals, you know and just sit there and they're all lumped 
together because they sit there and don't talk. They will 
interact within their own group but- and they will interact 
about the other group. They' 11 see the other group doing 
something or saying something and they will.respond, but they're 
not initiators, nor do they interact really with other groups. 
They can be affected by the group but it's sort of an inter and 
not an intra- or the other way a.round, rather. 

1.4 Int: Right. Let's take the extrovert group, then, and I want 
to talk about intergroup relationships now, a bit more. The 
introverted group notices things that are going on but doesn't 
seem to be affected by it. In what ways does the extrovert 
group behave towards that particular group? 
~ Ah-ooh-aha. Well, they would go and talk to them if there 
was a material basis, such as having to borrow something, They 
would not communicate with them unless it was something which 
was affecting the extroverted group itself1 if they had to get 
some piece of apparatus or get some info:rma.tion, borrow a book. 
Apart from that they tend to ignore them. They' re just "also
rans". 

15 Int: Nothing more about the introvert group? 
~ s Not that I can think of. 

16 .Int.: You don't think they're bothered by the others at all? 
~l No. 

17 Int s I can't remember whether this was on the earlier tape or 
not but how would you describe your relationship with the 
students - the whole class. 
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:l: Oh, good, good. 
18 Int: And their opinion of you? 

~= we 11, I haven't heard any adverse ones and I haven't found 
any rude things written on the benches. '!'hey seem - I haven• t 
detected any antagonism. 

19 Int: Anything else about that class, that upon reflection - any 
ways of descril>i.ng them, anything else you want to say about 
them? 
~= No, I can't think of anything. can· you prompt me? 

20 Int: • Yes. . There was something that I was interested in when 
you we:re talking about the ways in which you teach them; the 
ways in which you teach Applied Chemistry to that particular 
group and you talked about the degree of success that you feel 
you have with what you called your "party tricks", your "kitchen 
chemistry" in getting across heavier stuff. How do you feel 
about that? 
."ts Well, it seems to work. The party tricks are the key to the 
door. Once you"ve got the key in, then the rest of it comes 
over. Let's see if I can give an example of a good way of doing 
it. something like a colour change: the clear liquid which 
suddenly comes blue. Now that encompasses- first of all it• s a 
trick. You see something happen: you let it stand, it changes. 
Shake it, it comes back again. Now that opens the field of 
physical-chemical changes, elements, compounds, observation, 
perception, recording, chemical equations, what's :really going 
on in the thing: heats of formation, did it get hotter, did it 
get colder; and from these you just lead into them. The 
"tricks" as I say or call them are just introductions and if 
that can be related somehow to something that they know about, 
then all the better. 

21 Int: I keep on getting back to the groups. The quiet ones, the 
introverted ones - you described them as not responding unless 
you really encourage them. '!'here are good students within that 
group? 
~: Oh, yes, yes. It' s not that they don• t understand or 
anything. '!'hey will respond in the sense that they• 11 laugh at 
something that happens in the room. They' 11 respond to things 
like that, They don't just sit there like cabbages all the 
time. 

22 Int: Yes, I can see that, but would you say that they' re not as 
actively involved in the lesson? 
~, No, I wouldn't say that, not in the learning process. In 
the socialization process, yes. 

23 Int: And they need encouragement though to be say involved in 
teacher-led discussions? 
~= Yes, they do, although there a.re times when things have come 
from that group. Do you want me to use names? 

24 Int: No, not particularly. 
~= No. Right. One of the students is quick or was several 
times. It wasn • t all the time and that's why I didn • t remember 
it till now. Sometimes she would put her hand up and answer 
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sOIN!thing without me actually directing it to that group and if 
she put her hand up and didn't get picked,I get the feeling that 
she was a bit resentful of it, because she knew something and 
wanted to contribute and she'd always put her hand down and look 
a bit sad about it. 

25 Int I So she looked for that encouragement. 
fa Yes. 

26 Int: I'm going to have to mention just 2 names, just to see 
which g:roups you'd put them in. I interviewed Giano and Won Sa. 
Could you place them in groups? 
~= Well Won sa would go in the quiet group and Giano in the 
other group. 

27 1m.,: Would you classify them both as good students or how would 
you classify them? 
:l: Yes. I"d classify them as good students. I'd say Won Sa 
would get better marks, or, in fact, did get better marks, 
overall, whereas both of them are good students. I wouldn't 
doubt that. 

28 Int: You also earlier on classified people as keen to work or 
not keen to work. 
~: .I'd classify Won Sa as keen to work, keen to succeed and to 
be seen to succeed, whereas Giano, if he succeeded that would be 
good, if. he didn't, well, just too bad, and very ha1e fellow 
well met. 

29 Int: I think that's it, Thank you very much, 

Interview l.4c Year 9/l.O Chemistry Class, E.S.L. student (Won Sa). 

No,l. Int: o.tc. Won sa. First of all, can you tell me what it's 
like in Chemistry 9/10? What is it like to be in that class? 
st: You mean what .•.... ? 

2 Int t What• s the class like? Just pretend that I• ve never been 
in that class and I know nothing about it. What's it like in 
that class? 
st: The students or the things you learn? 

3 Int: Anything you like to tell me. 
St: Well, those year 10s are a bit, bit, bit too noisy. Is 
that what you mean? 

4 Int: Anything you like to tell me about it. Is it: good being 
in that class? Is it boring being in that class? Is it bad? 
St: It's good. 

s ln:t,: What do you do in that class? 
St: we do experiments and sometimes we read books - chapters. 

6 1mt_s And you like being in that class? 
St: Yeah. 

What's the teacher like? 
Well, he's not too bad. 

can you tell me anything more about him, without using his 
name. 
st: Oh, he knows many things and he sometimes talks out of the 
subject. 
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g .Int.: Be talks "out of the subject"? About other things? 
§1: Yes, about other things . 

10 1.nt.1 What about the students in the class? You mentioned the 
noisy ones. can you tell me about the students in that class? 
St: They• re funny, They always try to be funny, 

11 Int: Are all the students like that or are there different 
kinds of students? 
st: Different kinds. There's one leader who always makes that 
kind of nothing jokes. 

12 ~nt: And that's in the noisy group? Are all the students in 
that class noisy? 
n: No, 

l.3 Int: So, is there another group of students? can you tell me 
about them? 
n: They' re all quiet. 

l.4 Int: The quiet ones, I see. How do the quiet students behave? 
Do they behave in different ways or are they always just quiet? 
St: Not always quiet. 

15 Int: What do they do? 
st: They don• t join those noisy group, that• s all. 

16 Int: I see. But what do the quiet students do in class? 
~= They just talk to themselves. 

l.7 I:nt: They "talk to themselves", They talk amongst themselves? 
(Yes]. To their friends. (yes]. And what do the noisy ones do? 
There's one who's very noisy, and what other ways do the noisy 
ones behave? 
fili.: They try to be funny, that's all. 

18 Int: Do you think they' re funny? 
fili.s Oh, sometimes, Like last ti.me you weren't there, they 
tried to read one paragraph and each person say one word, around 
like that. 

19 Int: You've mentioned some of the different ways in which you 
learn Science. You mentioned doing experi.ments, reading. What 
else do you do? 
st: Taking notes • 

20 Int: And when you' re in the class, what are you trying to do? 
~: We don• t usually have free periods. The teacher always 
takes the lesson. 

21 Int: And when you go to the class, what are you aiming to do, 
when you go into that classroom? 
st i Trying t:o learn something. 

22 1.nt.: About what? 
About Chemistry. I mean the chapter. 

Goodl O.K, Which group of students do you belong to? 
I think the other one, not the noisy one. 

How does the teacher get on with the students in the 
claSs? 
§11 Good. 

25 Int: Does he get along better with the, say the noisy students 
than with the quiet students? 
St: Both of them. 
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26 Int: Do the noisy students get on well with the quiet students? 
St: 

27 Int: 
I think sometimes. 

And sometimes they don't? 
St: Yeah, 

28 Int: So, what happens When they don't? 
fil..: Some boys in the quiet group - the noisy group always try 
to make fun of them. 

29 .tnt_: Do they? And what do the boys in the quiet group do? 
Sb They just do as, what they like, 

30 Int: They don• t do anything back to them? 
St: No. 

31 Int: Are there different kinds of quiet students? 
st: Yes. 

32 Int: can you tell me the different kinds? 
st: well, some quiet students, they don't belong to the noisy 
group, but they just talk to themselves. 

33 Int: And other quiet students? How are they different? 
st: There• s nothing reaJ.ly different . 

34 Int: You mean all the quiet students do the same things? 
fil.,t Yeah, 

35 .lmr_: What about the noisy students? Are they aJ.l the same or 
are there different kinds? 
fil..: I don't really know. 

36 !.!'!!;,: You don't know them well enough, I guess. 
fil.,: They're in Year 10. 

37 Int: Ohl o.IC. so there is another lot of groups in this 
class? some are year l0s? 
st: And some are year 9s. But some year 10s are in the quiet 
group. 

38 Int: There are some year 1.os in the quiet group and year 9s. 
And are there 9s and 10s in the noisy group? 
st: There• s no 9s in the noisy group. 

39 .Im;.: The noisy group has only got year 10 in it? 
St: Yeah. 

40 Int& o.K. Thank you. Who are the good students in the class? 
The noisy students or the quiet students or what? 
St: I don't know. 

41 Int: Do you think the quiet students are good students? 
fil.,: I guess so. 

42 Int: What about the noisy students? Do you think that they• re 
good students? 
St: They're still clever, you know. 

43 lnt,: They' re clever. The noisy students are clever? 
st: Because they• re in year 10. 

44 .Int.: I see. You think they' re clever because they• re in year 
l.O. 
st, Yeah. 

45 .xnt.: 
class? 
~I No, 

O.K. Anything else that you want to tell me about the 

46 Int: Do you like being in that class? 



Sts Yeah. 
47 Int: Why? 

- A35 -

st: There• s nothing wrong, so everything' s just as usual. 
48 Int: The noisy students don't bother you. 

st: No. only to the boys a bit. 
49 Int.: The boys bother you a bit? 

St: No, no, nol Only to the other--
so ~= The noisy students bother the quiet boys. 

st: Yes. 
51 Inti Are there any noisy girl students? 

St: No, there isn't. 
52 Int: So the noisy students: do they ever talk to you? If 

you're in the quiet group, do they ever talk to you? 
st: No. Oh, sometimes, such as when you have tests they say, 
''What did you get for the test?" That• s all. 

53 Int: And when you're doing practical work, do they ever help 
you with your work or say anything to you? 
st: No. We don• t need them anyway. 

54 Int: You "don't need them?" I see. Anything else you want to 
tell me, that I mightn • t know, because I don• t see everything, 
do I, when I go into the classroom? It's not the same for a 
teacher anyway. It's always different for a student. O.K. 
Does the teacher talk to you in class? 
.It_: Yes. we ask him questions. 

55 Int: And he answers your questions? 
st: Yes. 

56 Int I Does he talk more to the noisy students? 
,St: The noisy students sometimes ask more questions. 

57 Int: So he• s answering their questions. Do you understand when 
he's answering their questions? 
St: Yeah. 

58 Int I Good. Anything else you want to tell me? 
St: No. 
Int: we11, thank you ver:y much. 

Interview 15: Year 9/10 Chemistry Class; Mainstream Student {Giana). 

No.l Int: What I want you to tell me is what it's like in that 
particular class. Anything about it. 
st: Ah, it's good fun, makes it easier to I.earn. Mr R. makes 
it a bit more enjoyable, it's bearable. I don't know if you 
learn as much but; the marks aren't too bad, so it's alright. 

2 Inti What do you do in that class? The different kinds of 
things that you do. 
St: We ma.inly work. 

3 lnt,: Anything about what you do. 
St: I don't know, we do work, have a bit of fun with everyone, 
talk about things and that, 

4 In:t: Do you like being in that class? 
st: Oh yes, it's alright. 

s Int: What• s the teacher like. You've a1ready told me a bit 
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about the teacher, You needn • t use his naD\e. 
~s He's really good. He makes it fun to be there and that. 
It's just not boring where you're just readin' it out of the 
textbook and writin' things down, Be explains it to you in a 
real good way. 

6 Ints What about the students in the class? can you describe 
the students? 
St: Noisy. Oh, most of them muck around a bit and that but 
they do the work when they have to. There's 2 groups really, 
that group at the front that do a lot of talking and there's a 
group at the back that's quiet and just do the work. 

7 Int: Are there any other different kinds of students? 
St: No, not really. 

8 Int: Now, the noisy students and the quiet students. In the 
group of noisy students are there different kinds of noisy 
students? 
.§.:t.: Yeah. 

9 Int: Can you tell me about that? 
st, some people are just tryin' to be funny and that and 
there's other people that are just there and just talk about 
anything but mostly all the same - crackin' jokes and that, 
having a bit of fun with Mr R, 

10 ln.t,: What about the quiet students? Are there different kinds 
of quiet students? 
st: Ob yes. There's some that just stay by themselves and just 
talk to each other, but there's some that talk in class. But 
most of them just sit. up the back and don't do much in class. 
But they get good marks as well. 

11 Ints And the noisy students get good marks? 
.§.:t.: Most of them. 

12 Int: What are the different ways that you learn Science in that 
class? 
st: Just from bein' in class, readin' textbooks and doin' stuff 
from the board, Mr R. explainin' it, assi.gnments, and, I 
suppose, tests a bit; mainly what you do in class. 

13 Int: Do you think all the students like that teacher? 
st: The ones around me do, most of them. 

14 Int: Do you think the teacher likes the students? 
St: Oh year. I think so. He gets on pretty well with them. 

l.5 Int: You were talking about the 2 groups of students. Do you 
think those 2 groups of students like each other? 
st I sometillles and sometimes not, There• s sometimes one group 
might rubbish the other group a bit, but they get on pretty 
well, most of them. 

l.6 Int: What are you trying to do in that class? 
Sta Work, get a good mark, have a bit of fun. 

17 Int: Anything else you want to tell me about that class? 
Because I've only been in there for a little while, so I don't 
really understand what goes on~ 
fil..: It's a lot different to most other Science classes. 

18 Int: It's different? 
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ns Yeah. other teachers just make it straight out of the 
book and no fun at all, you know, and you can't have any fun at 
all, which makes it boring and some teachers are so slack that 
you don• t learn anything. With Mr R, you learn something as 
well as have fun. 

19 Inti You talked about the different ways in which you learn 
Science in that class and I think they were, what, tests-
st: Assignments, work in class . 

20 1.nt,1 Are there different kinds of work in class or is it always 
the same? 
st: Oh well, there's you read through the book or he• 11 have a 
problem up on the board and we all do it together or sometimes 
you just do it by yourself. 

21 Int: So it• s all just sitting at the bench reading? 
st: Oh, there• s a lot of · practical work too, learn a lot from 
that and that• s good fun too. We learn just as much from that. 

22 .!!lt: When you• re doing the practical work in particular and you 
can move around, do the 2 groups of students ever intermingle 
much or is it still just the quiet students and the noisy ones, 
separate? 
st: Oh, I dunno. Sometimes I might come by and ask something 
or they come by and ask you, but they usually do it by 
themselves and we do it by ourselves. 
:Int: o.x.. I'll turn this off. 
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APPENDIX II 

Interview Qµestions 

(based on Spradley and Mccurdy, l.972) 

l.. Big, ql.obal Q!: "grand tour" guest,ions 

What• s it 1ike in this cl.ass? What• s this cl.ass like? 
Wha.t do you do in this class? 
Do you l.ike being in this class? What's the teacher like? 
Do you like teaching this class? What are the k.ids l.ike? 
could you describe the students/teacher? 

2 • structural questions 

Are there different kinds of students? What are the different 
kinds of students? i.e. , X and Y. 
Do they behave in different ways? i. e • , a) :b) c). 
What are you aiming to do in this class? 
What are the different ways of learning e.g. , Science? 

3 • Meaning and contrast qu~stioni 

What's the relationship between the teacher and the students? 
What• s the relationship between students? 
Are there different kinds of X students? 

4. Attribut~ questions 

e.g., 1s an X student an a) b) or c) student? 
What do Y students do? 

Is there anything else you'd like to tel.l me about this class? 
Is there anything I haven't asked you that you'd like to tell me 
about this class? 
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APPENDIX III 

Sample of note fol:tll record of pl.ass observations 

Class: D line 9/10 Chemistry 
'l'eacher: Mr R. 
3rd lesson observed (of 7] 
Period 2 (i.e., 1 hour lesson, 10 am - ll..05 am] 
Date 9/l.0/80. 

Why didn't experiment result in expected result (question posed 
orally and on board]? 
Activities: Laboratory procedure revised 
Experiments: supersaturated solutions 

Heating copper sulphate 
Methods:- Teacher demonstration; student experiments. 
Teacher language noted i "Gingerly rub it on your hand". verbal 
description accompanied by appropriate physical actions. 

Cl.ass: D line 7 History 
Teacher: Mrs s. 
7th l.esson observed (of 7] 
Period 6 [i.e., 40 minute lesson, 2.so pm - 3,30 pm] 
Date 2/l.2/80 

Overhead projections of students• floor plans of Egyptian houses 
displayed and described by individual students. 

Overhead projections of weaker students' (e.g. , wan• s) essays 
displayed and corrected by class and teacher. students not 
openly identified; however, class members knew which was wan• s 
work. wan•s apparent reaction - nonchalant gratitude. 






