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ABSTRACT 

The following study, in examining theoretical 
constructs and their practical implications, as 
they relate to organization management, innovation, 
and ethnicity, notes the inter-relationship of all 
aspects of administration. It also recognizes that 
organizations are social entities which have a non
rational component. These non-rational elements 
can lead to prejudice, discrimination, and hostil
ity, particularly across organizations and across 
ethnic boundaries. 

In the field of education it is contended 
that innovation or change is only acceptable where 
effective communication across all involved groups 
occurs; and in ethnic settings educators must heed 
the feelings of the ethnic community accepting that 
the community has knowledge about its culture that 
they do not possess. Educators are often unpre
pared, or unwilling, to do this, hence the move 
towards change stagnates, and hostility between the 
groups festers. To overcome the stalemate appro
priate cultural forms of communication between the 
participating groups must be established. 

To demonstrate the application of the various 
theories under review, an inter-organizational 
conflict situation between the University of Tasma
nia and the Tasmanian Aboriginal Education Consult
ative Committee was examined. The reasons leading 
to the conflict are cited, along with their rele
vance to theory, and proposals to overcome the 
obstructions facing each group are delineated. In 
putting forward these notions there is a realiza
tion that closer bonds must be forged between the 
University and the TAECC if the conflict is to be 
resolved. To do this it is advocated that the 
change strategy, Organization Development, be uti
lized, using outside change agents who are accept
able to both organizations. 
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v. 

"One of the greatest pains to human nature 
is the pain of a new idea." <Bagehot, c. 19) 
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INTRODUCTION 

Within families, social groups and organizations even 

the best-laid plans can go awry. When plans are proposed to 

cover two or more diverse organizations the acceptance of 

any such plans are compounded by the different assumptions, 

philosophies, and aims of the organizations involved. This 

is especially true when agreement across different ethnic 

groups is a necessary condition to the acceptance and imple

mentation of proposed changes. 

In essence, the study that follows reviews the 

lems asociated with attempts to have accepted, and 

prob

imple-

mented, a proposed tertiary level course which was designed 

for practising teachers to study Aboriginal culture and 

educational approaches for Aboriginal people. At the same 

time it develops a theoretical framework to help establish 

ways and means by which alternatives may be determined and 

evaluated, and it considers possible procedures that could 

be adopted to help resolve conflicting approaches. 

Different organizations with their own notions on 

education, and with markedly different cultural appreciative 

systems, were involved in the process of determining the 

nature and content of the proposed course in Aboriginal 

Studies. From a relatively early stage in negotiations 

problems began to emerge: problems which, initially, were 

not created by the two niain opposing groups. Once these two 

groups became protagonists the successful acceptance of the 
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course was almost assuredly doomed whilst each group held to 

its views and did not face the reality of compromise and 

conflict resolution. A classic "white versus black" con-

flict situation became apparent. 

What could be done to resolve the 0 white versus black" 

impasse? For an answer to this question the present author, 

who was not a member of either of the two dominant groups in 

the dispute, went to the literature in such fields as gen-

eral and educational administration, innovation, cross-

cultural studies, and social psychology to seek theoretical 

constructs deemed appropriate to the issue, and to establish 

acceptable methods which the disputants could use to resolve 

their differences. The problem has not been resolved but 

the present study, through a discussion of theoretical con-

structs and the practical aspects associated with organiza

tional administration and innovation, indicates ways and 

means which could have been used <and still could be used) 

with, and by, the two dissenting groups to bring about a 

course in Aboriginal Studies for practising teachers. 

The Framework of the ~tu!!Y 

As mentioned in the previous paragraph, when seeking 

answers as to how to develop positive approaches to the 

resolution of conflict, a wide coverage of the literature 

was made, starting with a detailed review of the principles 

of organization management. As stated earlier, the reason 

for this is that an innovation is far more likely to be 

initiated, accepted and implemented when the people involved 
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come to understand the basic tenets of administration and 

the principles that are applied under various conditions 

within, and across, organizations. This detailed examina-

tion takes place in "Section A: An Overview of the Study 

and Review of Organizational Management Literature", follow

ing an °historical" development of the study. Having re-

viewed the literature on organizational management, reasons 

for the non-acceptance and non-implementation of the pro

posed course of study are examined. The explanations given 

are closely aligned, for the most part, to the prevalence of 

tension and frustration surrounding relationships between 

Aborigines and non-Aborigines. 

The possible reasons for the non-acceptance and nan

implementation of the course highlights the need for know

ledge about theoretical constructs relating to innovation 

and change, and in "Section B: Constructs on Innovation and 

Change" various theoretical frameworks, and the practical 

problems associated with bringing about change and innova

tion, are studied. 

In most circumstances, finding ways of diffusing an 

issue and determining likely solutions would rest on a 

knowledge of organizational management procedures and the 

methods to employ in bringing about innovation or change. 

By its very nature, additional cultural and attitudinal 

factors are operating in the present study, and these are 

investigated in "Section C: Considerations for Community 
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Involvement of Ethnic Groups in Educational Innovation" 

through a number of relevant channels which emphasize the 

considerable impact ethnicity has on attitudes and behav-

iour. This impact is demonstrated through an examination of 

certain topics, with particular attention being given, under 

chapter headings to: 

conflict and change in ethnic settings; 

the influences and formation of attitudes, including 

those of prejudice, and the various constructs that have 

been postulated to account for attitude change; 

cultures and cultural values, which extend the notions 

relating to attitudes, attitude change, and prejudice, as 

outlined in the preceding chapter 

. educational considerations, and practical aspects asso

ciated with educational innovation, that should be taken 

into account when teaching people from other ethnic 

groups, as well as the meaning education has for specific 

ethnic communities; 

and finally 

group association and leadership in different ethnic 

settings. 

In this section on ethnic factors and community involvement 

the 0 situation" of the Aborigines is discussed, along with 

other ethnic groups, but attention is especially directed to 

the American Indians. The reason for this is that their 

situations so often have a close resemblance in traditional, 

as well as current employment, political and educational, 

terms to the Australian Aborigina l people. 
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Throughout the first three sections of the study a 

number of assumptions have been made about organizations, 

innovation and change, and cross-cultural behaviour. In the 

main, these assumptions can be isolated within the study but 

there are two assumptions which are not so clearly discern

ible, and which are worth mentioning here: the first is 

that in organizations no single part of administration can 

stand alone if those bodies are to remain dynamic and viable 

entities; and the second assumption is that soundly con

structed theory and practice are compatible, and each can 

continually feed the other, thereby leading to a continual 

improvement of both theory and practice. The scope for 

alternatives is broadened, and one can indicate with more 

sureness the possible outcomes if a certain alternative was 

followed. <It is largely due to the assumptions on theory 

and practice, and dynamic organizations, that the chapter on 

"Organizational Management" is given in such detail.) 

The final section, "Section D: Approaches to Resolv-

ing the Issue". su:nrrnarizes each of the previous chapters and 

presents, on the basis of the previous discussion, strate-

gies that could be used to overcome the deadlock that 

ently thwarts agreement by the concerned parties about 

pres

the 

content, and teaching, of the course in Aboriginal Studies. 

Along with the above strategies, methods by which such a 

course could be implemented are proposed. 
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SECTION A 

AN OVERVIEW OF THE STUDY AREA AND REVIEW OF 

ORGANIZATIONAL MANAGEMENT LITERATURE 
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CHAPTER 1 

THE NATURE OF THE STUDY 

Preface 

The following study reviews theoretical constructs 

relating to administration and innovation, and demonstrates 

the application of such constructs through using a proposed 

tertiary level course in Aboriginal Studies as an instrument 

to outline associations between theory and practice. 

This study revolves around the difficulties associated 

with the acceptance and implementation of a course in Abor

iginal Studies. The dominant protagonists came from two 

groups, namely, certain academic members of the University 

Centre for Education, and the Tasmanian Aboriginal Education 

Consultative Committee, with the Division of Teacher Educa

tion at the Tasmanian College of Advanced Education being 

involved to a lesser degree. 

The proposed course was initiated through the Tas

manian Centre for Continuing Education of Teachers. It was 

to be developed in conjunction with the University of Tas

mania and the then Tasmanian College of Advanced Education. 

In this chapter the events that have led to the non

development of the course are presented, together with the 

responses made by the main participating groups. 

******* 
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The purpose of this study is twofold: first, to 

review theoretical constructs relating to administration and 

to innovation and change; and secondly, to demonstrate the 

application of theoretical aspects of administration, inno

vation and change to practical situations. To emphasize the 

advantages of a sound theoretical base a proposed Tasmanian 

Centre for Continuing Education of Teachers <CCET> degree 

level course <Bachelor of Education) in Aboriginal Studies 

is to be used as a vehicle to outline the associations 

between theory and practice. 

The CCET is part of the Tasmanian Department of Educa

tion. Degrees far the Centre are issued through both the 

University of Tasmania and the Tasmanian State Institute of 

Technology <TSIT> - until mid-1985 this Institute was known 

as the Tasmanian College of Advanced Education <TCAE). 

Throughout the study the latter name will be used. 

The CCET up to December 1980 was officially serviced 

by the TCAE <Mt. Nelson and Newnham Campuses) and the Uni

versity. Until the beginning of 1981 .most of the CCET 

courses were offered by Mt. Nelson, a few by Newnham, and 

none by the University. With the rationalization of terti-

ary education in Tasmania the University indicated during 

the crucial rationalization meetings of November and Decem

ber, 1979 its interest in CCET courses and its ability to 

mount courses. With the Mt.Nelson campus closed and many of 

its staff at the University Centre for Education (UCE) the 

University began offering through their newly acquired staff 
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members numerous established Mt.Nelson CCET courses, and 

certain University staff, largely for survival purposes - it 

would seem - became interested in setting-up their own CCET 

courses. 

courses 

This decision by the University meant that CCET 

towards degrees in Education became available 

through both the University and the TCAE. 

To conserve resources and so as to be able to offer as 

wide a range of courses as possible to teachers wishing to 

pursue further studies, the UCE and the TCAE have made an 

arrangement whereby the CCET courses offered by one institu

tion are transferable to the other. In the case of a new 

course an agreement was reached that representatives of each 

institution would consider and agree on the content and 

standard of the course being offered before presenting it to 

students. 

The proposed course in Aboriginal Studies was a Uni

versity initiative and was accepted and approved by the 

University Professorial Board, but the course as outlined in 

the CCBT document was not acceptable to the TCAE's Division 

of Teacher Education's Board of Studies. This course also 

happened to be the first one to be considered under the 

transfer agreement. As outlined below, disagreement did not 

exist only between the TCAE and the University. 

Qrigi~~ of the Problem 

The nation of an Aboriginal Studies course was the 

result of the Tasmanian Department of Education's Research 
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Study No.44 (1979). This report, which was funded by the 

Commonwealth's Department of Aboriginal Affairs, was under-

taken by Ms Kerry Randria.mahefa, an Aboriginal Tasmanian. 

An Education Department working party examined the research 

study and in their report, Research Study No.44 - Aborigines 

and Tasmanian Schools - Report of Working Party, which they 

forwarded to the Director-General of Education, they suppor

ted Randriamahefa's fourteenth recommendation: 

That in-service training be offered to teachers and 
other Education Department personnel to acquaint 
them with the problems experienced by Aboriginal 
children at school and to equip them with a know
ledge and apprecition of both traditional and con
temporary Aboriginal children. (1979:9) 

They also gave support to the fifteenth recommendation which 

was 

That the Education Department make appropriate 
representations to teacher training institutions in 
relation to the introduction of an Aboriginal Stu
dies course in pre-service training. (p. 10) 

In the Comment section following the latter recommendation 

it was stated that it was hoped that some or all of the 

institutions would be able to respond to the expressed need 

for a pre-service course in Aboriginal Studies. 

report is at Appendix A:322-332.) 

<The full 

Two of the three tertiary campuses in Tasmania, name-

ly, the University and the TCAE <Newnham Campus), were known 

to respond to the idea of a pre-service course in Aboriginal 

Studies. It is not known whether the Mt. Nelson campus of 

the TCAE did not respond or were not notified. The most 

likely reason for their lack of participation (and non-
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discussion at a staff meeting), especially considering their 

attempts at that time to remain a viable institution, was 

that the northern campus, which was by then the administra-

tive centre of the TCAE, did not inform the southern campus. 

During 1979 another happening occurred which gave 

added strength to the development of courses in Aboriginal 

Studies. The Tasmanian Aboriginal Education Consultative 

Committee <TAECC) was established in March by the State 

Education Department under orders from the Minister for 

Education. The purpose of this committee of Aboriginal 

people, 

states, 

as the TAECC Report on Activities for November 

was' to advise the Minister and hie department 

on the education and training needs of Aboriginal people in 

Tasmania.' (1979:1). <Refer Appendix A:333-335.) 

Following on from the TAECC's purpose as set down in 

the November report the Sixth Meeting of the TAECC had on 

its agenda, as Item 6B under New Business, 'Teacher Educa-

tion: Aboriginal Studies and Teacher-trainees' (see Appendix 

A:338, At this meeting, held at Lady Barron on Flinder s 

Island on the 7th. 8th and 9th May, 1980, speakers on the 

topic of teacher education were: Miss Beverley Richardson, 

the Education Department's Superintendent of Special Educa

tion; Mr. John Docker, the CCET representative; Mr. Bill 

Ramsay from the Faculty of Education at the University of 

Tasmania; and Ms Glenda Jones, from the TCAE's School of 

Teacher Education. 
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The TCAE representative, although not directly involved 

through the College with Aborigines, mixed socially with 

many Aboriginal Tasmanians, particularly those associated 

with Legal Aid and the Tasmanian Aboriginal Centre in 

Hobart. The University staff member attending the meeting 

was an academic who had been concerned with Aboriginal 

education and had included units in the area in his under

graduate courses. 

An outcome of the Lady Barron meeting was that towards 

the close of May, 1980 it was decided that a post-service 

course be introduced as it was considered that immediate 

assistance was needed for Aboriginal students and this would 

best be served by providing a course for teachers already in 

the field. The CCET favoured this approach and the CCET 

Aboriginal and Ethnic Committee was established. From this 

came an Aboriginal Advisory Committee, consisting of white 

teachers and Aborigines. Two meetings were held and it was 

determined that a course in Aboriginal Studies should be 

developed through the CCET. The university representative 

at the Lady Barron meeting was involved with the advisory 

committee as was the TCAE representative. During a private 

discussion with the present writer on matters concerning the 

Aboriginal Studies course, the representative for the TCAE 

commented that she had thought that there would have been 

further meetings as far more discussion seemed to be needed 

before the content for a course could be formulated fully. 
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The University decided that it would offer a course in 

Aboriginal Studies and their representative was asked by the 

Aboriginal Advisory Committee to formulate a draft proposal. 

Meanwhile, following a request from the Director-General of 

Education that the College offer a course in Aboriginal 

Studies, the TCAE representative was asked by her Board of 

Studies to collate staff views. She reported back to the 

School of Teacher Education's Board of Studies that the 

staff considered that 

the introduction of an actual course in abori
ginal studies, and making that course available to 
all students, would not only be difficult admini
stratively and logistically, but also questionable 
educationally in that aboriginal people constitute 
only one of the :many ethnic minorities in Tasmanian 
society. It would seem desirable, therefore, for 
students to be helped to see aboriginal culture, in 
a multicultural context, rather than in isolation. 
<Aboriginal Studies Report to Board of Studies, 
undated:1) 

The report (as in Appendix A:342-343) suggested. however, 

that wherever possible attention should be drawn to Aborig-

inal education and to Aboriginal culture. 

proposed at Point 7 that 

It was also 

Course units dealing with the education of atypical 
children should be expanded to consider the needs 
of children who are culturally atypical. (p.2) 

The final point of the report was that 

The Division of Teacher Education should inform the 
Director-General of Education that there is a need 
for much further research into the educational 
problems of aboriginal children and that, without 
the findings of such research to guide them, tea
cher training institutions are restricted in the 
measures they can take to prepare teachers ade
quately in this area. <p. 2) 

Through their acceptance of their "in-house" report 
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the TCAE's <Newnham Campus) Division of Education's Board of 

Studies clearly illustrated that they did not wish to mount 

or present a course in Aboriginal Studies. On the other 

hand, the University took the initiative and became involved 

in constructing a course which was intended to meet the 

ideas expressed through the Aboriginal Advisory Committee. 

The university "course" lecturer, having completed the 

draft course proposal, submitted it to the advisory C0llllllit

tee. At a CCET meeting of 30th June, 1981 comments from the 

TAECC and the Tasmanian Aboriginal Centre were discussed and 

certain alterations were suggested for the proposed course 

outline. The University lecturer accepted these changes and 

his completed document is to be found at Appendix A:344-346. 

The TCAE representative, during discussions with the 

present writer, stated that she did not receive a draft copy 

of the proposed course outline which was circulated on the 

18th March, 1981, nor the amendments and changes resulting 

from the meeting on the 30th June, 1981. It has since been 

confirmed through a senior member of the CCET that she did 

not receive a draft copy of the course outline, In the 

light of the TCAE•s decision this action may appear to be 

acceptable but it was contrary to the intention of the 

arrangement that both the College and the University be 

informed fully on CCET courses being developed by the other 

institution. 

Following the agreement between the University and the 
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TCAE that the CCET course would need to meet the approval 

of both institutions, the University approved course in 

Aboriginal Studies was forwarded to the TCAE Coordinator for 

the CCET who presented it to the School of Education Board 

of Examiners. Objections were raised to features of the 

proposed 

Mt.Nelson 

education 

Northern 

strongly 

course by a lecturer who had been transferred from 

campus, and who had been involved in teacher 

and administration for a number of years in the 

Territory and Papua New Guinea. His views were 

supported by the majority of staff and, after a 

discussion of the ramifications attached to the Board's non-

acceptance of the course, it was decided that a submission 

should be forwarded to the University. The submission was 

to detail desirable changes in the course format as it was 

believed that other tertiary institutions which had courses 

in Aboriginal Studies would consider the course in its 

present form as being poorly structured and lacking in 

academic integrity. <Refer Appendix A: 344-346.) It was 

also decided that the submission writer arrange to meet the 

University's "course" lecturer on an informal basis to dis

cuss the broad scope of the course. 

The submission was passed by hand from the TCAE Co

ordinator to the University Coordinator of the CCET who 

failed to hand it on, as he reported when asked at a later 

date, to the "course" lecturer - this necessitated a second 

copy being sent to the University. Upon receiving the 

submission the "course" lecturer refused to acknowledge the 
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comments and claimed that it was a personal attack on him by 

the writer. <The information on the way he received the 

submission came from two independent and unsolicited Univer-

sity sources.) Under these circumstances it was decided 

that it would be prudent not to contact him either informal

ly or forma.lly and to allow the course for the time being to 

be a non-acredited TCAE unit: thus, at an early stage in 

the cooperative function between the two institutions a 

conflict situation appeared to be imminent. 

The conflict between the University and the TCAE was 

averted by the actions of a small group of Aboriginal ter

tiary students who had formed an organization known as the 

Tasmanian Aboriginal Tertiary Students Union to raise objec

tions against the proposed Aboriginal Studies course. The 

President of the association, now Legal Adviser to Tasmanian 

Aborigines, is an outspoken leader among Aboriginal people 

in Tasmania. (The content of his letter to the CCET - with 

a copy being sent to the Chancellor of the University and 

the Minister for Education - is at Appendix A:352-353.) 

The Vice-Chancellor, on receiving the student presi-

dent's letter, rejected out-of-hand any correspondence from 

the students and told the Faculty of Education to ignore the 

complaints and go ahead with the course which the Profess-

orial Board had sanctioned, His reasons were that the TAECC 

had agreed to the course outline and that the student body 

had been formed some two weeks or so after the Professorial 
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Board had roe t. 

The CCET, the Vice-Chancellor and the UCE had then, 

for a brief period, thought that the matter was closed but a 

letter from the TAECC dispelled that idea. The TAECC indi

cated their support for the students and their proposals, 

and invited the "course" lecturer to its general meeting in 

November, 1981. This lecturer, with University support, 

declined to attend the meeting and the University and the 

CCET decided not to offer the course for 1982. In the 

meantime, as reported by CCET representatives, the lecturer 

expressed the opinion that he had been betrayed by the TAECC 

and he stated that he wanted to have no further dealings 

with them. 

Actions taken £Y Tertiary Institutions an~ th~ TAECC 

Transactions in educational organizations, in the 

opinion of Hannaway (1978:417), are concerned with legiti

macy and so there should be an educational structure that 

remains congruent with social expectations and societal 

understandings about education. There is little inclina-

tion, though, within bureaucratic agencies to identify sub-

stantially, according to Braubauti in 1961, with the clien-

tele they serve (refer La Palombara, 1971: 221). Bureaucra-

tic organizations tend to lack flexibility yet flexibility 

is essential in rapidly changing situations if advantage is 

to be taken from these changes <Diamant, 1971:533). 

Looking specifically at the Tasmanian CCET's proposed 
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course in Aboriginal Studies the initial course submission 

from the University was one that demanded little change in 

approach for the staff who would have been involved and, as 

formulated, it would not have overcome the concern shown by 

the Australian Ethnic Affairs Council Committee on Multicul

tural Education (1981:3) for Aboriginal cultures. On the 

other hand, the TAECC course proposal was rejected by the 

University largely because, as discussion in 1984 with the 

CCET's Principal Education Officer (Mr. 

revealed: 

Keith Spaulding) 

it was an "outside" proposal put forward by persons who 

were not fellow-profesionals; 

the University staff, particularly the original course 

development lecturer, considered that it involved major 

changes to the initial proposal; and that 

Aboriginal involvement could take away the University 

initiative. 

A further comment made by the Principal Education Officer, 

whilst being interviewed, was that the Aboriginal percep

tions of the course were quite different from those of the 

University staff and that the CCET tended to agree with the 

TAECC as to the nature of the course. 

The University Vice- Chancellor, Professor Caro, wanted 

the initial university course taught irrespective of objec

tions lodged by the TCAE and the university's Aboriginal 

student body, especially as the course had been ratified and 

accepted by the University's Professorial Board <Spaulding 
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in 1984). When this course was rejected by the TAECC, and 

the University refused to accept the TAECC's alternative, 

the Principal Education Officer of the CCET arranged for a 

special committee to be convened in which the CCET, the 

University, 

be involved. 

the TCAE, and the TAECC representatives were to 

This committee never met as the University 

representative refused to attend when he learned that the 

TCAE representative to the committee was to be the TCAE 

staff member who had lodged the original submission opposing 

the course programme as structured by him, and accepted by 

the Professorial Board. The University made no further 

appointment. The CCET, at the same time, 

further with negotiations with the University. 

proceeded no 

The feeling 

amongst the CCET staff was that the university's representa

tive withdrew from negotiations because he could not have 

his own way. From subsequent events it appears as though he 

had University support for his actions. 

The next major development took place when the CCET 

Board, on the advice of Professor Hughes of the University's 

Faculty of Education, approached the Director of the Abori

ginal Institute of Studies, then Mr. Eric Wilmot, and in

vited him to act as consultant for the development of the 

course in Aboriginal Studies. (See Appendix A:365-372.) 

Mr. Wilmot, however, did not fill this role as the TAECC 

(and the student body) rejected the idea, claiming that they 

had expertize which would be more relevant to the Aboriginal 

situation in Tasmania than that possessed by Mr. Wilmot 
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<Spaulding in 1984). The initial objection to having a 

mainland Aborigine acting as a consultant came, it appears, 

from the President of the Aboriginal Tertiary Students Asso

ciation after he had taken a place on the TAECC. Allied to 

the above objection to an outside consultant, another prob-

lem for the Principal Education Officer of the CCET was that 

the members of the TAECC were constantly changing and this 

created problems for course development as there was a lack 

of stability and continuity in the opinions expressed by the 

members. 

Because of the so-called 11 disruptive11 actions of the 

TAECC the Tasmanian Minister for Education, Mr. Max Bingham, 

disbanded the TAECC and held elections for a new committee. 

This newly-formed committee, which was to be known as the 

Tasmanian Aboriginal Education Advisory Committee <TAEAC) 

would be the group to which the CCET would be to refer for 

advice and assistance. Shortly after the election of the 

new committee in 1984 Randriarnahefa, a long-serving meber of 

the TAECC, expressed the opinion that the committee was 

naive but as it came to know the government's views it would 

change. In the intervening period the University had with

drawn from discussions about the course but the CCET had 

begun discussions with the TCAE Co-ordinator of the CCET 

students and it was agreed that the TCAE should negotiate 

with the TAECC in arranging a course that would be accept

able to both the TCAE and the TAECC <Spaulding in 1984). 

For this purpose an approach was made to a sociologist 
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outside the TCAE. She had been Co-ordinator of the Aborig

inal Studies course at the Underdale Campus of the South 

Australian College of Advanced Education, and she agreed to 

act as a negotiator for the TCAE: this action meant that 

the initiative had moved from the University to the College. 

After interviewing Aborigines, discussing the nature 

of the course with them, and consulting with the CCET and 

Aboriginal advisory bodies the TCAE negotiator submitted her 

course proposal for approval. In order to service the 

course the College administration decided to request funding 

through the Commonwealth Department of Aboriginal Affairs. 

Any initiative that the College may have gained was lost 

through the bureaucratic inefficiencies at the College, and 

within the Commonwealth Public Service, as the proposal has 

languished in one system or the other since mid-1984 . 

<All known reports, correspondence, and other material 

relevant to the proposed CCET course in Aboriginal Studies 

are at Appendix A:317-378.) 
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CHAPTER 2 

ORGANIZATIONAL MANAGEMENT 

Preface 

Aspects of organizational management are examined in 

the following chapter with the initial section, "Organiza-

tion Theory", reviewing theoretical constructs covering 

historical and contemporary perspectives. "Notions of Lead

ership in Organizational Theory" looks at leadership styles 

and the need to develop more effective leaders, whilst the 

section on "Perceptions of Organizations and their :Members" 

stresses the idea of interpersonal perception as a two-way 

process. It also provides an explanation of the strengths 

and "realities" of people's percepions through the ways they 

respond to both the organizations and the individuals who 

make up those organizations. The central place of communi-

cation and barriers to communication are covered in "Organi

zations and Communication". Problems of communication that 

lead to conflict, and the manner by which different organi-

zations and individuals respond to conflict situations, are 

reviewed in the section on "Organizational Conflict". Means 

of resolving conflict are also considered, as is the notion 

of 0 conflict avoidance" through non-decision making. The 

final section, "Decision Making - the Heart of Administra

tion", discusses the role of decision making in organiza-

tions, the ways by which decisions are made, and the pro-

cesses that contribute to, or develop from, decisions. 

******* 
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This chapter on Organizational Management, because of 

its rather extensive scope, is presented in a number of 

sections, starting with a coverage of many of the dominant 

theories on organization. It next proceeds to notions on 

leadership before considering social perception and communi-

cation within organizations. Leading on from those areas, 

the ways in which conflict is viewed and handled in organi

zations is reviewed. The final section is concerned with 

the process and purpose of decision making. 

Organization Theory 

Organizations have been defined by Simon (1958) as 

groups of people rationally cooperating for a common pur

pose; and following Barnard (1964)[1938], Simon considers 

that interactions with individuals or groups, external to, 

but who affect the organization, should be taken into 

account <Parker, 1962:27). 

There are three approaches to viewing organizations, 

according ta Silverman (1970:31), namely, closed, partially 

open, and open systems. Gross (1964:245), for his part, is 

adamant that an organization is not a closed system as it 

exists within a certain environment. However, it seems 

reasonable to accept that not all organizations interact 

with their environments to the same extent. Whether it is a 

wholly or partially open system an organization functions 

through humans, 

the kernel of 

and human relations has been claimed to be 

administration (Litch£ield, 1956j Gross, 

1964: 245). Elsewhere, Gulick (1956:64) stated that respect 
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must be given by the executive to those people associated 

with the organization. 

In planning within the organization it is necessary to 

see the organization and its environment as a whole (People 

and Planning [Skeffington Report], 1969:9), and within the 

organization it needs to be realized that each sub-system in 

having its own disinct functions develops its own norms and 

values <Katz, 1971a: 105). Argyris (1964) considers that 

organizations depend upon: 

. continuous and open access between individuals and 

groups; 

free, reliable communication; 

. members trusting and helping each other; 

conflict being identified and managed in such a way as to 

minimize the win-lose situation; and 

effective problem-solving. 

Focusing especially on the bureaucracy and its devel-

opmental functions, Thompson suggests that the following 

requisites are required for an administration to function 

successfully: 

an innovative atmosphere, the operati□nalizing and 
wide sharing of planning goals, the combining of 
planning (thinking) and action (doing), a cosmo
politan atmosphere, the diffusion of influence, the 
increasing toleration of inter-dependence, and 
avoidance of bureau-pathology. (Diamant, 1971:532) 

Organizations to March & Simon (1967) tend to be 

specific in their approaches . Each organization exists for 
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control. On these issues Fayol wrote, 'Only one plan can be 

put into operation at a time.' (1956:44), and 'Unity, con-

tinuity, 

tures o:f 

flexibility, precision: 

a good plan of action.' 

such are the broad fea-

(p. 95). Of control he 

wrote that it, like all other elements of management, 

demands constant and sustained attention and often a good 

deal of art.' (p. 109). In order to develop this "art" to as 

full an extent as possible the administrator, 

Appleby (1961), should encourage, applaud, 

according to 

stimulate, and 

mediate with those he controls and with those with whom he 

plans. By these means the administrator minimizes disrup-

tive inequalities (Blau, 1963). 

The main organization responses to uncertainty within 

an organization involve direct or indirect control. Under 

direct control the organization can be melded into a disci-

plined, unified system that can move quickly to meet envir-

onmental threats or changes. If the environment is creating 

too much organizational uncertainty then control can be 

aimed at the environment because, in Katz & Kahn's <1978:13) 

opinion, with the environment under control there is no need 

for prediction and this further extends the bounds or 

spheres of influence. Whyte (1955:240) says that if one can 

see ahead and anticipate problems then one has better con

trol over those problems. The administrator, then, must 

plan, and for Urwick <1963:34) the essentials of a good plan 

are that it is simple, flexible and balanced, it has clearly 

defined objectives, and it uses its own resources to the 
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utmost before creating new authorities and new resources. 

In contrast to the specifics of management appearing 

in writings by Taylor <1896), 

Lillian Gilbreth (1973)[1914], 

Frank Gilbreth (1953)(1908], 

Fayol (1956) and Urwick 

(1963), Roethlisberger & Dickson <1939) and Maha (1945), 

amongst others who were writing during the late 1920s and 

the 1930s, came to the conclusion that members of organiza-

tions are more concerned with how well they 0 stand" with 

their fellow-workers than with the objectives of the organi-

zation <Bendix, 1963: 313). The social group, as Seashore 

(1954) reminds his readers, is an instrument through which 

an individual may achieve added control over, or defence 

against, the environment. Following on from Lewin's (1952: 

25) influential dictum that behaviour is a function of the 

person and the environment <B = f[P,El), Maslow in the early 

1940s developed the notion that man's behaviour is motivated 

by an hierarchy of needs (Maslow, 1943). A more recent 

analysis of the humanist principles comes from Lotz who 

claims the keys to success are 

flexibility, tolerance of ambiguity, common sense, 
perseverance, and most important, a basic belief in 
the notion that people are capable of making compe
tent decisions about programming that will directly 
affect their lives. (1982: 30> 

Though they did not specifically follow an humanistic 

approach, March & Simon emphasized that 'Individuals seek to 

satisfy personality needs through the medium of the job.' 

(1967: 77). By the mid-1950s this dynamic inter-relationship 
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of the organization and the personal characteristics of the 

individual had come to be recognized (Owens, 1981:24), and 

accepted, by the majority of organizational behaviour thee-

rists. A development of the above outcome came through the 

assumptions that formed the basis for Argyris' (1957) theory 

of organization behaviour. These assumptions were that: 

individuals have personalities and goals; 

an organization has its own needs and goals; and 

. these two previous assumptions are incompatible in signi

ficant ways. 

There are, therefore, two fundamentally different modes of 

organization - the rational model in which persons in posi

tions of authority have the necessary expertize, and the 

organic model where deference is shown to superordinates 

because of their position in the hierarchy. 

tions behind the rational model are that: 

organizations have clear goals; 

Major asump-

activities are well-planned and coordinated; and 

control is centralized. 

In contrast, the organic model assumptions are that: 

organization members place their own interests and objec

tives above the organizationj 

decisions are the outcome of bargaining and compromise 

and 

no one organization group has sufficient information or 

power to compel a high degree of coordination among the 

sub-groups. 
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As mentioned earlier, administration is a social pro-

cess and its context is a social system. In each organiza-

tion, members have set roles and expectations. However, the 

roles - and the expectations for such roles - vary from 

incumbent to incumbent and from time to time. The Getzels-

Guba Model <Fig.1) is one illustration of the dimensions of 

behaviour in a social system (Getzels, Lipham & Campbell, 

1960: 105). The model demonstrates the interactions and 

influences that institutions have on individuals, and vice 

versa. This particular model has an added advantage in that 

it views both the institution and the individual within the 

context of the surrounding cultural milieus. 

CULTURE ETHICS VALUES 

.;...INSTITUTION-----> ROLE ---~) EXPECTATIONS 

l jf SOCIA 
SYSTE 

~ NEED 
-INDIVIDUAL--4) PERSONALITY --~)DISPOSITION 

ORGANISM CONSTITUTION POTENTIAtITIES 

J f ~f J ~ 
CULTURE ETHOS VALUES 

- - --------- ENVIRONMENT -....----..,,.,.,,...,===---- ~ 

Fig. 1: Getzels-Guba General Model of the Major 
Dimensions of Behaviour in a Social System 
<Getzels, Lipham & Campbell, 1968:105) 

Another model that can illustrate the influence of 

culture and the i nfluence of past and present decision 
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making is Easto n ' s (1954) Mode l of Commun i cat ion of Support 

for Transitional Soc i eties <Fig.2). This l atter mode l r e -

lates more d irectly , as t h e name impl ies, to cross-cultural 

factors and expl anations than does the Getze l s-Guba Model 

but each helps to explain the dynamics associated with 

organiz at i o n :::;; and wit h the per:;:;ons wh o a re asso ciated either 

directly or indir ectly with such organizations. 

Ir-PUTS fR[III 
ENVIROM"IENT 

INDIVIDUAL . OUWUT 
COGNITIVE (Decision 
PROCESSt.. ' 

I M'UT 
( Support 

MODERN SYSTEJ'I DFFICI AL S 
(C) 

--l I I 1 

••• 

TRADITIONAL SYSHM OFFICIALS 
(cf) -.- -, 

. ··' 
••• 

feedback Loop '-------- , ______________ ___, 

f'ig. 2: Easton• s Communication of 9.Jpport (and Legitimacy) 
Madel for· Transl. tianal Societies (Eaaton; -'19543 ~. 

In considering the wider culture , Blau (1963:58) not es 

that changes in external conditions can create new admini-
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strative problems and as an extension of this' ... external 

developments may affect social and psychological processes 

within the organization.' 

(1965:86) suggests that, 

<Tannenbaum, 1968: 15). 

apart from changing policy, 

Vickers 

there 

are two ways in which an organization can respond to exter

nal changes. It can alter the course of affairs in the 

milieu or it can change its own course in relation to exter-

nal influences. This means that the agent may need to 

reorganize his appreciative system (Vickers, p.87). 

People in organizations have, as noted above, definite 

roles to perform but the manner in which they perform de

pends on the experiences and knowledge they bring to the 

role <Owens, 1981:68), as well as on the attitudes and 

levels of motivation they possess. There is the assumption 

that persons can be expected to act in certain ways in the 

roles they hold <Berkowitz, 1972:20) but role conflict can 

occur. Often a lack of role clarity is apparent and this 

leads to tension and dissatisfaction. The outcome can be 

that individuals display dysfunctional ways of coping with 

the situation, e, g, I vagueness, pomposity, cliches, and 

authoritativeness <Owens, 1981 :70 ). 

The social structure within an organization may be 

formal or it may be informal and on this matter Barnard 

(1964) stresses the need to understand the relationship that 

exists between formal and informal organization structures. 

Simon in agreeing with Barnard said that no formal 
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organization will operate effectively without an accom-

panying informal 

(1963:35) claims 

organization.' (1957:148), 

that informal relations both 

whilst Blau 

within and 

without the organization are as important as the formal 

structure. 

On the dynamics of communication, Owens (1981:91) 

raises the important point that within the organization the 

human sub-system is the only sub-system with a non-rational 

capability, These non-rational elements frequently pass 

into the distinctive patterns of collective feelings and 

beliefs passed along to new group members (Katz & Kahn, 

1978:50). Collective feelings and beliefs help to shape 

organizational climate. Major causal factors contributing 

to organizational effectiveness or ineffectiveness, writes 

Owens (1981:54), are organizational climate and leadership 

behaviour. 

Organizational climate and leadership behaviour are 

tied to the notion of control which, to Urwick <1963:102), 

is a continuing activity as an organization never stands 

still. Control is affected internally by its human resour

ces, by its technological state, and by its ever-changing 

relationships with the environment. Control, overall 1 de-

pends on reciprocal reactions of humans to each other. 

Cyert & March in 1965 view the organization as a coalition 

of individuals <Katz & Kahn, 1978:481). They give three 

determinants in the formation of the goals of a coalition 

these are: 
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the bargaining process by which the composite and general 

terms of the coalition are fixed; 

. the internal organizational process of control by which 

the objectives are stabilized and elaborated; and 

the process of adjustment to experience by which coali

tion agreements are altered in response to environmental 

change. 

At times coalitions are formed across organizations 

and this raises the idea proposed by Evan in 1966 of organi

zational set which refers to the relationship of an organi

zation to another organization system (Katz & Kahn, 

1978:123>. In looking at organizations in relation to their 

environments, Katz & Kahn <p.64) refer to 11 system coding". 

Other terms associated with "system coding" are: system 

openness which refers to the degree to which the system is 

receptive to all types of input; and system boundaries 

which refers to the types of barriers existing between the 

system and its environment, such as the psychological set of 

organization members. 

System coding, itself, refers to the way by which the 

system absorbs information and energy through blocking out 

certain influences and transforming others. A set coding 

style will develop and it is, therefore, predictable that 

the behaviour of members of an organization tend to become 

highly stable and predictable (March & Simon, 1967:4), and 

this allows the organization to deal in a coordinated, 

though not necessarily effective, way with its environment. 
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Where the coding system is too conservative and rejects 

input there is the likelihood of entropy. To overcome this, 

positive input must be made to the organization. An effec

tive means of doing this is given by Katz (1971a:109) who, 

in writing on "organizational therapy", states that one 

possible approach is through the systematic use of feedback 

by the various participants' perceptions and attitudes. 

Leadership!£ Organizational Theory 

An organization's structure should be appropriate to 

the goals, tasks, and technological capacity of the organi

zation and for this to happen, Dimock & Dimock (1969) con

sider that all elements need to be brought together and 

coalesced. Organization leaders have, therefore, a respon-

sibility to bring the elements together anticipating, at the 

same time, how the mix will react <Drucker, 1961>, In 

anticipating and responding, negotiations could well be a 

valuable administrative tool for administrators, and Derr 

(1972:499) suggests that negotiation should be accepted as 

normal with equal power to all groups. 

Leadership has been defined as' ... a process through 

which others are influenced to achieve goals in a specific 

situation.' <Owens, 1981: 151). Seven situation issues on 

leadership are raised by Vroom & Yetton (Owens, p.168) and 

the questions they list include: 

Does the leader have sufficient information for a good 

decision? 
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integrate. Hence, it is a prime task for administrators to 

adapt their behaviours to take into account the expectations 

and perceptions of those with whom they are communicating 

(Bosetti, 1973:37 & 38), They also need to be responsive to 

the social system (Dimock & Dimock, 1969:284), and with this 

idea in mind Bosetti has written 

Perception plays a subtle but significant part in 
the human interactions which constitute a major 
part of administration in educational organiza
tions. (1973: 35) 

Newcomb (1950) and Middlebrook (1980), to name two, 

refer to people as active, behaving mechanisms who behave 

and perceive in more or less consistent predictable ways, 

whilst Heider writing in 1957 maintained that people per

ceive behaviour as being caused and that the causal locus, 

depending upon one's position in relation to the behaviour, 

can be either in the perceiver or in the environment 

win, 1981). 

Different perceptions between, and amongst. 

duals and groups can lead to resentment. distrust, 

ity, and opposition. wrote Tannenbaum <1973:54). 

<Bald-

indivi

hostil-

To over-

come the problems created through different perceptions 

Dewey highlighted in 1916 the role of communication in 

helping people reduce their differences (Haines, 1977:47). 

The view has been expressed by Krech, Crutchfield & 

Livson (1974) and Luthans (1977) that perception is a unique 

interpretation of the situation in which the perceiver im

poses on the whole structure of reality another structure 
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which fits in with his or her needs and expectations. These 

constructs represent the individual's "distilled experience" 

Innes, Forgat, 0' Driscoll, (Gardner, 

1981:24). Along the same lines Porter, 

Pearce & Newton, 

Lawler & Hackman 

(1975) state that because people's needs and experiences are 

different so are their perceptions. The different frames of 

reference are listed by Bosetti (1973:36) as cultural and 

linguistic background, perceptual set, and self-concept. 

These three factors result in only those stimuli which are 

consistent with the individual's frame of reference being 

applied to the situation. This enables the individual to 

make judgments more readily <Buckout, 1974). 

Whilst Ribeaux & Poppleton (1981) are of the opinion 

that for a stimulus to be perceived it must activate a sense 

organ, Attneave <1971) considers that perceiving is not just 

sensing - it also involves an effect of sensory input. This 

being the case, stress, as well as group influences, and 

interactions become significant factors in perception <Lit

terer, 1965:53). 

At the organizational level Katz & Kahn (1976:434) 

consider that the position people occupy within any organi

zation or group determines their perception and interpreta

tion on information coming in and it also determines the way 

they search for new information. Even "facts" can be inter

preted quite differently by different people as relevance to 

one's needs is a major determinant of one's world view 
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<Leavitt, 1972; Erdelyi, 1974; Magnusson & Ekehammar, 

1975:148; Owens, 1981:46). 

Interpersonal perception is a two-way process and each 

perceiver develops an implicit personality theory based on 

apparent traits/dispositions of the perceived individual 

CHastorf, Schneider & Polefka, 1970: 35). However, Lippman 

pointed out in 1922, 

cultural heritage, 

that these perceptions reflect one's 

and we tend to perceive that which 

we have picked out in the form stereotyped for us by our 

culture.' (refer Katz & Kahn, 1978:433). 

Humans have limited processing capacities <Buckout, 

1974) and a wide variety of stimuli constantly confronts 

each and every individual <Luthans, 1977). People need to 

be selective because of these factors <Porter ~i ~!•, 1975). 

In being selective, individuals place significance on the 

immediate environment by relating it to their own experi

ences as well as to their present purposes <Attneave, 1971: 

67; Bosetti, 1973:36). They try to make for themselves, as 

individuals, a stable world <Hastorf et al., 1970) even 

though it may be quite different from the form of 'reality' 

that seems to exist for the majority of people <Enns. 1966; 

Luthans, 1977). It becomes necessary, then, if one accepts 

the ideas expressed by Magnusson & Ekehammar (1975:1147), 

that to understand and predict another individual's behav-

lour, one must acquire knowledge about those situations as 

they affect the other person. Knowledge. it must be remem-

bered, is limited by one's perceptual set, attitudes, and 
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motives so it is not possible to gain an entire understand

ing of the way in which situations affect another person 

one can only surmise another person's behaviour. Hopefully, 

such conjecture will be made on the basis of sustained, 

objective common-sense application of constructs that are 

the result of theoretical formulations and application. 

Extending Enns (1966) notion of distorted "reality", 

Bosetti (1973) refers to perceptual defence in which indivi

duals distort their perceptions to fit in with their stereo

types or prejudices and so eliminate those features of the 

situation that are felt to be uncomfortable. From an oppo

sing aspect, Ribeaux & Poppleton (1981) state that prejudice 

can influence perception. Under certain conditions people 

do, however, perceive more readily those things that are 

uniquely different <Buckout, 1974) but this is not to say 

that these perceptions are not "coloured,. by identification 

and association rules that have been established by the 

individual in the past <Ribeaux & Poppleton, p.210). Within 

an organization "new" and "old" perceptions are influenced 

by the formal organization itself, the participants, organi-

zational behaviour, 

(Luthans, 1977). 

and the consequences of such behaviour 

Perceptions which are discordant with the individual's 

mental set tend to be filtered out before they reach the 

level of consciousness, or they are rationalized so as to 

avoid the discrepancy <The Dynamics of Leadership, 1956; 
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B□setti, 1973). This perceptual selectivity is due ta bath 

external and internal factors, but in the case of person 

perception the major influences are fundamentally internal, 

namely. 

motivation or needs - for such things as power, 

tion, and achievement; 

affilia-

personality, i.e., one's ability to work under stress, to 

adjust to the unexpected, 

stimuli; and 

and to cope with misleading 

learning, which could be influenced especially by per

ceptual set <Luthans, 1977:256). 

On the matter of perceptual congruence, Bosetti (1973> 

reports that it appears to have positive effects when commu-

nications are positively motivated. Perceived behaviour 

becomes relative to the activities and members are free to 

alter their behaviours. A high degree of cohesiveness is 

also perceived if members feel that they belong to an inte

grated group (Seashore, 1954:36). 

Where a disparity appears to exist between reality and 

ego-ideal for an individual then that individual, March .& 

Simon <1967) propose, tends to show dissatisfaction within 

an organization. They add that three types of individual 

evaluations of self appear to be significant, 

mates of one's independence, of one's worth, 

specialized competencies or interests. 

namely, esti

and of one•s 

As members of a group it is highly likely, Seashore 
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<1954) suggests, that each individual in that group will 

create some aspects of reality which are relevant ta him or 

her than if he or she was not a member of that group. 

Within any organization, in March & Simon's <19.67: 127) view, 

the greater the number of independent information sources 

the more extensive will be the perceptions of members, so 

one would expect less perceptual conflict when one indivi-

dual or group of individuals, either in or outside the 

organization, is perceived to have a monopoly of the rele-

vant information, 

Goodenough (1973:4) refers to an individual's 'pro

priaspect', that is, the individual's subjective view of the 

world based upon his or her various standards for percei

ving, evaluating, believing and doing which he or she attri

butes to other persons as a result of his or her experiences 

of those other person's actions and admonitions. 

Bearing in mind Goodenough's (1973:4) notion of 'pro-

priospect' and other related material in this review of 

constructs on organization management it is well worth re

emphasizing, in this concluding paragraph of the present 

section, the following point: as no two individuals per

ceive in the same way it it critical, when considering the 

nature of perception, to realize that individuals can only 

evaluate every other person's perceptions in relation to 

their own. Their interpretations reflect, for the most 

part, the theoretical basis of Reider's (1958) naive psych

ology, which states in broad terms that every individual 
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acts as a "naive theorist" (or psychologist>, who constructs 

his/her own theories about personality and uses these 

theories to guide his/her modes of behaviour and response. 

This interpretation also shows the limited nature of percep

tion in that, as a rule, 'People are cemented together only 

by common interests and values.' <Gross. 1964:37). 

Organizations and Communication 

To Katz & Kahn' communication - the exchange of 

information and the transmission of meaning - is the very 

essence of a social system or an organization.' (1978:428). 

The social system according to Barth in 1966 is built up 

from individuals pursuing their own personal goals <Holm in 

1978) but writers such as Katz and Kahn would prefer to say 

that communication has particular functions depending upon 

the organization or situation. 

Communication from an organizational standpoint is 

primarily a means of influencing decisions within an organi

zation, wrote Simon (1965) 1 and it is a process whereby 

decisions are transmitted from one particular member to 

another. Effective decision-making relies on cooperation, 

and communication is the chief vehicle of cooperation <Bar

nard, 1964; Simon, Smithberg & Thompson, 1950). In pointing 

to the essential nature of communication within an organiza

tion Likert (1961:44) notes the diverse nature of the 

material to be transmitted - the ideas, suggestions, and 

experiences of communicators, the levels of expertise, the 
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emotional climate, and the loyalties and hostilities. Fur-

ther thoughts on communication are that there are particular 

types of communication, for instance, people may talk about: 

how things are (situations)j 

how things ought to be (targets)j and 

, how to move from the situation to the target <proposals) 

(Schmuck & assocs, 1977:87). 

Other features of communication that need to be consi

dered are whether the recipient of a message attends to it, 

accepts it, and acts upon it <The Dynamics of Leadership, 

1956; Harvey, 1968:2). Depending upon the content of the 

message one could also query whether the content changes the 

recipient's feelings, attitudes and/or behaviour. 

Organizations need to communicate knowledge <Parker, 

1962:27). The successful communicator of knowledge presents 

relevant material with clarity, the content is sound, and 

there is an acceptance by the receiver of the message be

cause it appears to be credible <The Dynamics of Leadership, 

1956). Further, it is presented within the cultural rules 

that guide communication among the participants (Whyte, 

1966:63; Holm in 1978). Another feature of effective commu-

nication, and one that is often overlooked, is that the 

communicators need to be aware of the resources that others 

have to offer (Schmuck & others, 1975:90). When a communi-

cation is inadequate the typical response reported by Butler 

& Riisik in 1982 is for the receiver to blame the other 

person, and following along the same lines Gibb (1961:96) 
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holds that when a communicator appears not to be empathic 

the receiver becomes defensive. 

It is obvious that in communication there are a number 

of types of constraints which Eastcott, 

(1974:42) list as: 

Holdaway & Kuiker 

. personal, i.e., physical and psychological; 

intra-organizational, which refers to the structures, 

tasks, and human resources of the organization; and 

extra-organizational, which would include such areas as 

legal, ethical, political and economic factors as well as 

community values and traditional expectations. 

Tenenbaum (1971) points out that some of the major 

problems in communication are due to person perception fac-

tors, for instance, the choice of "expert" opinion or, to a 

lesser extent, basing choice on one's feelings for the 

communicator <Berkowitz, 1972:84; The Dynamics of Leader-

ship, 1956). This selection and filtering process, in Bose-

tti's (1973:36) judgment, also plays a large part in the 

perception of communications because the perceiver, as noted 

elsewhere, is sensitized by his or her previous experiences. 

<Note also Baston's (1954) Communication of Support Model 

refer Fig . 2, p.32.) 

Keeping to the psychological aspects, and accepting 

that organization members and others fail to communicate in 

constructive ways in many situations, Pfeiffer (1973:120) 

provides a long list of refracting conditions to communica-
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tion. Those which could be seen to be appropriate to the 

present study include pre-occupation, emotional blocks, 

hostility, defensiveness, stereotyping. past experiences, 

hidden agenda, and inarticulateness. Not knowing how to 

communicate during emotion is another communication problem 

which has been stressed by Schmuck & assocs (1975:88). 

Another restraint is that it is often difficult for the 

specialist and the layman to communicate to one another 

<Friesen, 1968: 41). 

Organizational barriers to communication have been 

given by Butler & Riisik in 1982 as technical barriers, cost 

barriers, status and authority barriers, job specialization, 

"noise" barriers, and physical distance. In connection with 

physical distance, communication at a distance has been 

claimed to be costly and less accurate than closer communi

cation (Simon et ~l·, 1950) . In line with Simon et al., 

Stephenson et ~l· (1976: 119) note that visual communication 

serves as an aid to social interaction. 

Gulick (1956:42) sees the necessity for an effective 

network of communication and control but one major problem 

in any network is that organization members are constantly 

being bombarded by information and they cannot account for 

all the variables and, in seeming contradiction, they rarely 

have all the required information <Lindblom, 1968:14>. Wri

ting in terms of control, Carroll (1969:494) claims that 

loss of control in an organization takes place where a 
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limitations of the people in the organization as well as by 

those of the people in the larger society. 

plan with people, not for people.' was a comment 

made by Marris & Rein (1969:164) and in planning with people 

the administrators (or teachers) should be able', .. to tune 

in to those whom we would serve.• (Prefontaine, 1973:30). 

This means that planning involves more than community agree

ment - the community's thoughts and feelings must be known, 

appreciated, and accepted. 

Gibb <1961:93) maintains that communication can be 

understood if it is taken to be a people process rather than 

a language process. So, if one is to improve communication, 

changes must be made in inter-personal relationships. This 

idea raises the importance of the participants in any com.mu-

nication. The communication process can be analyzed, Crane 

<1972b:73) assures his readers, 

basic elements, namely, 

, the sender; 

into a finite number of 

the purpose of the communicator in sending the message; 

, the encoding of the message; 

the channel along which the message flows; 

. the receiver; 

. the receptive tuning of the receiver; 

. the decoding of the message; 

the interpretation of the message by the receiver; 

the response of the receiver; and 

. feedback from the receiver to the sender. 
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Effective 

receive, and 

communication is marked by a sensitivity to 

an awareness of symbolic meanings, careful 

timing, feedback and face-to-face interaction (Wrightsman & 

Deaux, 1981). The most meaningful communications to Dimock 

& Dimock (1969:306) are face-to-face. They go on to say: 

'To become really effective communication must be part 

of a network of values, sympathies and mutual under

standings.' <p.306). 

From a phenomenological position, Chartier (1974:125) 

is of the opinion that the most important factor affecting 

people's communications and levels of participation are 

their self-concepts. The way they see themselves and their 

situation has a major influence, for instance, on how they 

would accept authority and the type of authority which they 

might accept. 

'An organization is made up of multiple groups linked 

together in interdependent activity.' <Vroom, 1968:240). 

There is, explain March & Simon (1967:28), a :major problem 

in arranging the signalling system for independent activi-

ties. During communication, Goffman (1959) has suggested, a 

person displays "impression management" when he or she en

ters a social situation to play a role. On the basis of the 

messages and signals received a person categorizes the sen

der and allocates that person to a particular status. 

In their communications, for example, with Aborigines 

impression management is frequently displayed in a very 

51 



overt manner by European Australians <and by many other non-

Aborigines). This can be seen in the terms of reference and 

objectives of a number of studies on Aboriginal needs under-

taken by, or for, the various Federal and State Governments 

- those findings that have dared to go outside the mould 

have been secreted away and not released ta the public and 

in some cases not even released to the officers directly 

concerned with the issue. One notable critic of practices 

associated with Aborigines, 

government, has this to say: 

particularly in the area of 

White people generally don't listen very well at 
all. We usually have our own ideas about what's 
needed and what the solutions should be and we go 
there to consult and very often to get the answers 
we want. And the people give them every time. 
<Downing in 1977) 

Taking a similar view to Downing, but writing as Black 

Americans, Jones & Seagull (1977> stress that the white 

therapist in a clinical setting needs to examine and under

stand his own feelings about blacks. 

Even where individuals might disagree with an "Expert" 

they usually do not like to express or show disagreement 

hence they acquiesce <Berkowitz, 1972: 84), In contrast, 

anomic participatory groups can more effectively secure a 

measure of power and support through dramatic actions such 

as physical confrontations <Carroll. 1969: 496). There are 

also independent persons who do not use the expectations of 

others as a guide to their own behaviour. They react a-

gainst expectations and deliberately move away from the 
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"accepted•• position <Berkowitz, p.'78). Not infrequently 

persons moving away from the accepted position are cultural

ly disaligned from the main body and they are using a form 

of cultural power (Blackler & Brown, 1978:346). 

Communication relies on feedback and as Getzels & 

others have stated, 'The need for feedback provides the best 

possible support for two-way communication within an organi

zation.' (1968: 329). With this notion as a base Thomas in 

1976 proposed that the confrontation of divergent views 

produces ideas of superior quality (Owens, 1981:287). 

Feedback and the production of ideas of superior qua

lity are important considerations in communication but Hecht 

also reminds his readers of another essential feature for 

organizational success: ', .. communication and cooperation 

among administrators, implementors and evaluators are essen

tial to adequate ·evaluation.' (1977:21). 

Organizational Conflict 

Conflict suggests disagreement and dissention over 

goals, plans, and actions between individuals and the org

anization or part of the organization. Conflict can also 

exist within the individual in regard to a choice between 

two or more things <Lewin, 1935:88-91). 

Whilst some people object to conflict and try to avoid 

it, other people relish it and encourage its occurrence 

(Owens, 1981: 281). Historically, constructs on rational-

economic man (Wrightsman, 1973) and on social man <Mayo, 
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1945) hold that conflict within an organization should be 

avoided. Gulick & Urwick (1937:24) were quite definite in 

their views on conflict, stating that there must be coordi-

nation not only to prevent conflict but also to guarantee 

cooperation. Another influential writer, however, held that 

instead of defining the bureaucratic model as "conflict 

free", we ought to regard it as a system in which conflict 

is inherent.' (Presthus, 1962:58). Many contemporary beha-

vioural scientists extend Presthus' above statement in that 

they hold that conflict can be used productively (Fox, 

1971:145; Owens, 1981:277), Organizations are complex sets 

of mutually dependent and interacting variables, states 

Gibson (1966:180), and suppression of conflict could lead to 

catastrophic results. Moving to the wider society, Parsons 

and other structural functionalists saw society as being 

relatively stable but Dahrendorf (1965) considered that 

society itself is in a conflict situation. Irrespective of 

whether society is in a stable or conflict situation, Easton 

would maintain that individual or group demands cannot be 

satisfied or conflicts resolved without support from the 

system to which the individual or group belongs (Clark, 

1971:579). More specifically, the system that is of concern 

in such matters is the one with whom the individual or group 

is interacting. 

Conflict over values may go unnoticed until attempts 

are made at communication, advise Katz & Kahn (1978:429). 

They also note that 'Organizations differ in their tolerance 
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for conflict and in their ways of handling it. 1 (p.642), 

whilst Coser (1956:157) claims that the intensity of a 

conflict is directly related to the rigidity of the organi

zational structure. 

There are occasions when organization objectives and 

the wishes of a particular group are in conflict <Vroom, 

1968:231) and this bifurcation of interests leads to in-

creased conflict. As a result, decision making relies more 

and more upon internal strategies depending upon whether the 

conflict is wholly within the organization or it extends 

beyond it (March & Simon, 1967:39), Where communal conflict 

is involved the conflict generally relates to scarcity - the 

scarcity of power, status, and symbolic values as well as to 

economic opportunities and rewards , <Esman, 1937:49). A 

further condition which could have an effect on both inter

and intra-organizational functioning is made by March & 

Simon (p.122) when they state that there will be more con

flict if units are sharing a common service unit. They add 

that the conflict will centre an the resources provided by 

the service unit. 

Three commonly used concepts of conflict are: 

conflict of interests; 

competition; and 

conflict of incompatible interactions <Katz & Kahn, 

1978:614). 

Looking at conflict from an organizational bias Katz 
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(1971a:105) gives three types of built-in conflict, viz., 

functional conflict which is induced by the various sub

systems within the organization, 

the struggle between the functional units which are in 

direct competition, and 

hierarchical conflict. 

Another source of conflict is to do with decision making and 

March & Simon (1967:114) refer to unacceptability of choice, 

incomparability, i.e., the preferred alternatives cannot be 

identified, and uncertainty. Stoner in 1978 refers to in

trapsychic aspects of conflict <Allen & Subramanian in 

1982). He lists the following types: 

conflict that is within the individual; 

conflict between individuals; 

conflict between the individual and the group; and 

conflict between groups. 

Stoner also sees conflict as being a dynamic process 

involving five stages which he names as latent, received, 

felt, ma.nifest, and conflict aftermath. If one accepted 

uncritically Stoner's formulations one could overlook L□ng 1 s 

1974 theoretical framework on the covert, 

aspects of the socialization of aggression. 

as well as overt, 

Factors given by Allen & Subramanian in 1982 that help 

to determine the outcome of conflict include: 

. level of conflict; 

organizational structure and climate; 

the management of conflict and the processes involved; 
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to oneself and to one's own group as distinct from that of 

one's opponents (Katz & Kahn, 1978: 635). As communications 

are reduced "autistic hostility", 

term, is developed and maintained. 

to use Newcomb's (1950) 

Reaction to conflict depends upon both the individual 

and the source. According to March & Simon <1967:115), 

where the source is uncertain individuals will increase 

their search for clarification of the consequences that are 

already known. If these prove to be unsatisfactory then 

there will be an increased search for new alternatives. 

Organizational conflict may originally be seen as being 

substantive in that the conflict is part of the substance of 

the task, but it can become readily affective. To the 

Likerts affective involvement is a central characteristic of 

conflict in organizations <Owens, 1981:278). 

Under certain conditions conflict may not be per-

ceived, yet what may appear to be conflict in other situa-

tions may not, in reality, be conflict at all once the issue 

is investigated (Allen & Subramanian in 1982). Experimental 

studies give support to the last statement and as Likert & 

Likert in 1976 stated, perception is the key to beha

viour. The way people see things determines the way they 

will act.' <Owens, 1981:290). 

flict. 

There are a number of alternative responses to con

Through Katz (1971a) one learns that conflict may 

bring about developmental action, and that conflict can 
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provide stimulation and incentive, whilst Owens (1981:280) 

provides the following forms of responses: 

psychological withdrawal - this leads to alienation, 

apathy and indifference; 

. physical withdrawal; and 

aggressive behaviour which can result in property damage, 

and abusive language. 

Whittaker (1970) and Luthans (1977:386), in their lists of 

responses, refer to aggression, compromise, apathy (or "fix

ation,. to Luthans), and withdrawal, whilst Argyris (1957) 

says that conflict may lead to an individual being faced 

with the alternatives of leaving the organization, working 

hard to reach the top, adapting through the use of defence 

mechanisms, or by adapting through lowering work standards 

and becoming apathetic. 

Where an organization member threatens to withdraw the 

executive's responses will reflect in part his assessment of 

the contributor's importance to organization continuity 

<Clark & Wilson, 1961:154). Gulick (1956:42>, writing on 

cooperation and coordination, claimed that the organization 

requires 

clear to 

a firmly established system of authority. It is 

Gulick (p.66) that the task of the administrator 

must be accomplished by persuasion rather than by coercion 

and discipline, whilst Appleby (1961:34) reiterates Simon's 

maxim that decision making is an art and not a science. For 

his part, Barnard (1964) concluded that authority is based 

on communication and it is effective only to the extent that 
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those receiving it understand and accept it. Hence, as 

Barnard sees it, power frequently rests at the base of the 

hierarchical structure. 

Conflict is only resolved, Likert & Likert in 1976 

maintain, when all groups involved are satisfied <Owens, 

1981). In order to apply conflict resolution techniques 

effectively administrators must be trained to cope with 

conflict <Derr, 1972:498). Katz (1971a:107) also proposes 

that systematic feedback should be used to reduce conflict. 

Feedback should enable participants to resolve conflict 

situations through continuous adaptive bargaining processes 

<Cyert & MacCrimmon, 1960:572). In using adaptive bar

gaining processes Lindblom's (1968:68) concern that conflict 

among interest groups curbs the influence of each one can be 

largely overcome. 

Conflict must be seen within the whole context of the 

organization and its environment. As such there is the need 

to diagnose the situation carefully. A contingency manage

ment approach to conflict is indicated. Under this approach 

the alternative ways of managing conflict are considered and 

examined in the light of potential effectiveness, both in 

dealing with the conflict and strengthening the organiza

tion. Contingency management also allows for the already 

mentioned win-win, rather than win-lose, approach for the 

participants. A basic feature of a contingency diagnosis, 

as Owens (1981:293) stresses, is the need to ascertain the 
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way each party to the conflict has conceptualized the situa

tion. 

Systems of cooperation are always changing because of 

the differences that exist in the environment and the evolu-

tion of other purposes <Barnard, 1964: 37). Barnard also 

asserts that' ... cooperation compels changes in the motives 

of the individual.' (p. 41). The most common method of 

arranging mutual adjustments, Lindblom <1968:93) believes, 

is through informal cooperation. For all that, one should 

recall Presthus' (1962:57) warning that conflict within an 

organization is repressed and a united front is shown to 

other organizations. 

Conflict theories on change, it is proposed, should be 

taken far more seriously by all administrators and educa

tors. Through an acceptance of, and an open approach to 

conflict situations participants are in a better position to 

understand the nature of the conflict and ways to resolve it 

in a manner that is acceptable to participants: win-win 

situations could result but this is not likely to eventuate 

whilst the notion of change is dominated by .,states of 

equi li bri um" . Through facing up to the reality of conflict 

and using that conflict, first, to benefit our understand-

ings of one another and, secondly, to determine satisfactory 

ways to resolve difficulties we shall, to a large extent, 

overcome Tannenbaum's < 1968: 55-56 > "passive resistors". 

With conflict legitimized, ideas will also flow more freely 

(Thompson, 1965:4), and organizational members are likely to 
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be more highly motivated through their new relationships 

with the organization (King, 1974:85). Another aspect is 

that by legitimizing conflict there is also less likelihood 

of power being expressed through non-decision making which, 

as Bachrach & Baratz (1963) put it, prevents power issues 

from being presented so that no decision is made, or need be 

made. Non-decisions are often "madeu, both intentionally as 

well as non-intentionally, about those groups of people who 

are labelled as "problematicu. Non-decision making is also, 

as Baldock (1978:132) suggests, an act of power which is 

intended to control groups which could place a threat on the 

status guo as it is perceived by the non-decision makers. 

Decision Making= ~he Heart of Administration 

Decision making to reiterate a point that has been 

made before, is in Simon's eyes the heart of administration 

and Day (1977:1) has also commented on the central place 

decision making holds in many theories of administration. 

It is the first step in achieving the goals of the organiza

tion, argues Litchfield (1956), and it is the process in 

which the choice of a particular solution is the final step. 

Administration, asserts Litchfield <1956), is a cycle 

of activities that begins and ends with decision making: 

the cycle of which is decision making, programming, communi

cating, controlling and reappraising before returning to 

decision making (refer Fig.3). Other writers have also 

provided "life" cycles, for example, Gregg gave a seven step 
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process consisting of decision :making, planning, organiza-

communicating, 

ting (Day, 1977:1). 

influencing, coordinating and evalua-

Reappraising 

' Controlling 
~ 

Decision 
making 

Programming 

) 
Communicating 

Fig.3: Litchfield Model of Administrative 
Cycle of Activities (Litchfield, 1956;6) 

In detailing the decision making process Vickers 

(1965) puts forward that it involves the ability: 

to appreciate the problem; 

to formulate reality judgments of the relevant facts; 

to make value judgments as to acceptable solutions; 

to generate alternatives as to what might be done; and 

to construct proposals as to what should be done. 

Parker (1962:31) and others, including Dewey in 1910 

(Katz & Kahn, 1978:487), although not as elaborate in their 

formulations as Vickers, would agree with his analysis. 
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Nevertheless, as Simon (1957) reminds his readers, decisions 

(or more strictly recommendations> are judged partly· on 

their merits and partly on the merits of the person making 

them. 

Decision .making for administrators has a past, a pre

sent, and a future CFayol, 1956:2; Vickers, 1965:15; Lynden, 

Shipman & Wilkinson, 1968:7). Past decisions influence 

present thinking and future decisions, and what is done to 

anticipate future events inevitably affects the present 

<Drucker, 1961:183). Of considerable importance to any 

decision of policy is the amount of time available for 

decision making as this determines the thoroughness of a 

decision in an organizational structure <Litchfield, 1956). 

In discussing decision making in the above terms reference 

is being made to organized business and governmental struc

tures and the like. In many ways such decision making is 

different from, say, 

Aboriginal societies: 

the form of decision making used in 

decision making, which is informal, 

is by consensus, and the course of action tends to be per-

suasive rather than rational, repetitive rather than pro

gressive, and it may well be that the one who "keeps on 

saying" until he is heard becomes the "effective" decider. 

Decision making thus involves, in Aboriginal society, the 

"power of words" <Boase, Young & Bishop, 1973c:3; Fargher, 

1973). ( It should be pointed out that there is no absolute 

correspondence between tribal Aboriginals and Tasmanian 

Aborigines but there are certain marked similarities in the 
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style of communal life.) 

Time is an important element in decision making but 

Thompson refers to another vital variable, the situational 

aspect of decision making (Brewer in 1982) whilst March & 

Simon claim that where decisions are made rapidly only that 

information which is locally available is likely to be used 

(Smith, 1970:40). A major situational factor, in Harris' 

(1978) opinion, is culture. Boase et al. agree and add that 

'There is need to acquire understanding of the cultural 

implications before proposing a course of action.' (1973b:4) 

In another article on Aboriginal society they express the 

idea that those problems worth solving by Aboriginal society 

have been solved effectively by tradition and ritual. There 

is also within Aboriginal society respect for the authority 

figure who :makes statements (1973c:4). Amongst Aboriginal 

Tasmanians, as can be noted later in this study, there still 

exists an acceptance of tradition and ritual, and from 

examples cited in following chapters respect for Aboriginal 

authority figures still appears to be an accepted aspect of 

their lives. 

Simon in 1947 (Owens, 1981:21) looked particularly at 

the importance of human behaviour in decision making, and 

Dror (1965:78) has referred to the significant influence in 

decision making of such characteristics of the deciders as 

their social status, sex, intelligence, education, motiva-

tion, beliefs and degrees of self-direction. In decision 
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making, it needs be stressed, one must think beyond the 

ilillllediate problem. Bross (1965) would have the professional 

decision maker think about the problems of other indivi-

duals, and Bauer (1968:16) would have the decision makers 

redefine the issue over time taking into account, Zeckhauser 

& Schaefer (1968:63) would hope, the opinions others hold 

about the decision. They emphasize that the outcome resul-

ting from a decision may not be known with certainty and 

that all the consequences of a decision may not occur imme

diately but be spread through the future (p.28). 

Much support has been given to group decision making 

but Taylor, Berry & Block in 1958 demonstrated that inter

action among group members inhibits the generation of alter-

native solutions to problems <Vroom, 1968:231). However, 

Maier in 1963 found that group decisions produce higher 

acceptance of the decision by group members but he qualifies 

this statement by directing attention to the skill of the 

leader as an important variable in determining the quality 

of the group decisions. A problem associated with joint 

decision making and put forward by March & Simon (1967:127) 

is that there is a tendency to withhold information and this 

leads to disagreements. At another point in their writing 

March & Simon have noted that 'Pressure toward joint 

decision-making supplies one of the necessary conditions for 

intergroup conflict.' <p.124). Participation in decision 

making is nonetheless a way of enforcing the norms of the 

organization <p.81) for with collaborative decision making 

66 



there is commitment to the decisions . 

Within organizations there may be unanticipated re

sponses by the various organization members to decisions and 

the resulting consequences restrict the adaptiveness of the 

organization to the goals of the top administrative hierar-

chy (March & Simon, 1967: 36-37). To counter dysfunction 

incremental decisions are instituted - these decisions are 

regarded by the makers as remedial and are not geared to

wards future goals (Etzioni, 1967). Decision making may 

also attempt to avoid unanticipated consequences by using 

routine decisions that have been tried and "proven"; the 

organization becomes committed to activities that insure the 

status guo at the expense of greater success in achieving 

organization objectives. <Gibson, 1966: 180). In effect, 

patterns of "disjointed incrementalism" result in continual 

~~ ho£ approaches. 

In ideal terms participation has been defined as ' .. . 

the a ct of sharing in the formulation of policies and propo

sals. Participation involves doing as well as talking.' 

(Skeffington Report, 1969:1). In being a participant one 

may have to act as a representative of the organization to 

the environment and, as representative, that person will be 

expec ted to agree with organizational goals <Braybrooke & 

Lindblom, 1963 ) . Effective participation. by its very na

ture , demands that the partic ipants e stablish their own 

informal structures . 
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Notwithstanding certain earlier statements, consider-

able evidence exists to support the idea that there is a 

positive relationship between the degree to which an indivi

dual participates in determining organizational goals and 

their acceptace of the goals (Jones & Gerard, 1967) . This 

position has been supported by Vroom (1968:223) and Brown 

(1970). 

As a conclusion to this section on decision making the 

following quotation appears to be appropriate: 

If it is accepted that decision-making does have an 
important role in administration, then it fallows 
that to improve the decision-making process in an 
organization will result in an improvement in the 
administration of that organization. <Day, 1977:1) 
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CHAPTER 3 

NON-IMPLEMENTATION OF ABORIGINAL STUDIES COURSE 

Preface 

In this chapter the possible reasons for the non

implementation of the CCET/UCE course an Aboriginal Studies 

are presented in line with constructs an frustration and 

Barnard's Inducement Contribution Theory (1964). The fail-

ure to implement the course is also seen ta be the result of 

both organizational and communication incompatibility be-

tween non-Aborigines and Aborigines. This was largely due, 

it would seem, to the academics' failure to communicate with 

the Aboriginal group . Because of this lack of communication 

there was no attempt to establish a mutual "win-win" form. of 

control. The breakdown took place following the TAECC and 

Aboriginal tertiary students openly joining forces to oppose 

the UCE's course proposal. 

******* 
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Coleman & Hammen in 1974 identified five sources of 

frustration that occur in our type of society. In the 

present case three of those elements seem to have been 

working, affecting key white participants: first, there 

were delays to having the course recognized by all inter

ested parties - this was time-wasting and our society values 

time; second, there was loss - in this case the loss of 

support of a group of Aboriginal people who appeared to be 

allies; and last, failure to have the course accepted 

(refer Darley, Glucksberg, Kamin & Kinchla, 1981:436), lea-

ding to despondency by the "course" lecturer and this was 

fallowed by rejection of the Aboriginal people and the 

notion of a course. An added source of stress was that the 

self-esteem of the white participants appears, 

eyes, to have been tarnished <p.437). 

in their own 

In deciding not ta operate a course in Aboriginal 

Studies during 1982 the University and the CCET had, even in 

the midst of their frustration, shown a means of "control" 

<or "adaptation") through following another course of action 

by, as it were, withdrawing <Whittaker. 1970; Kimble, Gat

zemy & Zigler. 1980:356). Functional alternatives, as men

tioned by Etzioni, had been ignored or put to one side. The 

social, or more specifically, the dominant cultural climate 

<Silverman, 1970:37) for all but one of the interested 

parties had led to a reaction against the other, black 

versus white, and white versus black. During the periods of 

non-resolution the TCAE staff observed but did not side 
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openly with either group although sympathy was expressed, in 

strong terms, for the University "course" lecturers by some 

staff members who believed that the Aborigines were "pre-

tenders". (Correspondence to Tasmanian newspapers in re-

sponse to letters to the papers by the President of the 

Tasmanian Aboriginal Tertiary Students Union also contained 

expressions of "pretenders".) 

The outcome was that potential inducements passed from 

the CCET and University staffs (refer Barnard, 1964; Simon, 

195'7) i but the students held a "winning" position by virtue 

of the actions of the Vice-Chancellor, the "course" lee-

turer, and the CCET <refer Gulick, 1956: 64). Under Barn-

ard's notion of inducements it could be said by the educa

tors that the students were seeking personal non-material 

gains in the form of power and status as well as prestige 

amongst their people. The Aboriginal people, however, could 

well have perceived that the students' actions illustrated 

ideal benefactions in the form of altruistic service and 

loyalty to their people. 

As mentioned in the previous chapter, management 

demands constant attention and frequently a large measure of 

administrative "art" CFayol. 1956:109) - in the case under 

discussion. when the unexpected occurred the educators 

appeared to have no positive exigency plan yet people who 

know and understand Aboriginal behaviour and responses, 

particularly to their own people, would not have been sur

prised by the response of the TAECC in rejecting the course 
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structure after informally meeting with the Aboriginal ter-

tiary students. 

noted before in 

Raised against this point is the argument, 

this chapter, that the Tasmanians in 

question are by no means "Aboriginal". However, their style 

of life is, in its social and historical context, consider

ably different from that of white Tasmanians and evolved 

largely out of Aboriginal forms of living. The real issue 

in this discussion, though, comes from Whyte <1955:240) and 

it is that problems arising out of cultural and opposing 

views should be anticipated so that there is better control 

over the situation, (Although it is not under discussion at 

this point, the desired form of control emphasized by the 

present writer, it should be noted, is that of a "win-win" 

nature - a situation in which control is mutual.) 

There is incompatability - and probably this has been 

"forced" by the students - between the University's goals 

and those of the students. This incompatibility is probably 

greater now than it need have been because the "controlling" 

bodies, in particular the University, rejected unequivocally 

the students' views (refer Argyris, 1957). 

The roles of the various participants have not, for 

the most part, been determined along the psychological di

mension and it is the psychological dimension that has 

become prominent in this study. Each person has applied his 

or her particular appreciative system to the task <Vickers, 

1965) and acted, during the crucial appreciative period of 
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August to December, 1982, in an emotive, rather than ra-

tional, way. The result has culminated in, as Blau 

(1963:58) would predict, new administrative problems and 

further psychological disruptions both inside and outside 

the organization <Tannenbaum, 1968:15; Owens, 1981:70) - as 

examples, take the responses of the Vice-Chancellor and that 

of the "course" lecturer. 

The present study gives clear support to Owens' 

(1981:91) previously mentioned opinion that the human sub-

system has a non-rational component: and partly because of 

this, it would seem, solidarity was enhanced, in respect of 

their actions, between the University and the 

between the TAECC and the students. The TCAE, 

awaited the next development. 

CCET, and 

meanwhile, 

Perceptions of other people and of their actions have 

played an important role in the proceedings. In the area of 

perception both sensory and person perception are influ-

enced, in some cases quite markedly, 

nants <Williams, 1951: Deregowski, 

by cultural determi-

1972; Harris, 1978). 

This case revolves largely around cultural differences and 

incongruities, reminding readers of Gardner & assocs (1981: 

24) construct that the distilled cultural experiences of the 

various participants have contributed to the self-concepts 

and perceptual set of each participant. 

The lack of congruence between the opposing groups of 

students and educationists was heightened by the TAECC join-

73 



ing forces with the students. 

stic backgrounds, and self 

Cultural congruence, lingui

concepts <Bosetti, 1973:36), 

which incorporate common interests and values (Gross, 1964: 

37), together with mutual feelings of trust, could have 

encouraged the TAECC to change their opinion about the 

course. However, the change of attitude was most likely 

tied, in the first place, to the appointment of the new 

TAECC executive officer whose perception of the course and 

its implementation differed, it would seem, from that of the 

past executive officer. The new executive officer appeared 

to be in closer agreement with the students about what the 

Aboriginal people required of the course and its methods of 

implementation. It could, though, have been due to the 

newly-appointed executive officer perceiving a need in Tas

mania for an integrated and cohesive group of Aboriginal 

people <refer Seashore, 1954:36; also Barkin, 1965). Hard

ing, Proshansky, Kutner & Chain (1969:20) have also observed 

that if one rejects one's own ethnic group this rejection is 

likely to be accompanied by insecurity, 

feeling of helplessness. 

anxiety, and a 

From the correspondence relating to the CCET course in 

Aboriginal Studies (refer Appendix A) and oral reports re

ceived, it would appear that there was only a limited amount 

of communication between participants connected with the 

development of the course. This was exacerbated by three 

happenings: first, the entry of an Aboriginal tertiary 

students' committee into the proceedings; secondly, the 
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appointment of a new TAECC executive officer; and thirdly, 

to reiterate part of Chapter 1, the transfer to the Newnham 

Campus of the TCAE, following the closure of the Division of 

Teacher Education at the Mt.Nelson Campus, of a staff member 

who had had close links with Aboriginal Teacher Education in 

the Northern Territory. If these people had not made their 

delayed "contributions" to the discussions the course would 

have almost surely been offered, with TCAE support, by the 

University from the commencement of the academic year in 

1982. 

Once an objection to the proposed course was raised at 

the TCAE's Division of Education's Board of Studies meeting 

at Newnham by the lecturer who had been transferred from the 

Mt.Nelson Campus, other staff members' opposition to the 

course, as structured, was quite marked, A number of these 

staff members, including the College's representative on the 

CCET's Aboriginal Studies Committee, stated that they had 

been worried about developments but they had acceded to 

"expert" opinion, this, in spite of the fact that their 

knowledge of Aboriginal Tasmanians is, 

quite extensive. 

in certain cases, 

The Vice-Chancellor, in failing to communicate with 

the University's Aboriginal students, further aggravated the 

situation as he rejected a basic tenet of communication, 

namely, that cooperation is the chief vehicle of communi-

cation <Barnard, 1964). 
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The nature of the communication is determined by the 

communicator's perceptual set. When whites and blacks work 

together on a new, but important task the outcome could well 

result in inter-racial interaction disability (Cohen, 

1972:10). In part, this could be the reason for the final 

breakdown of communication between the Aboriginal bodies and 

the University and the CCET, but another perceptua l set 

concept is that during initial discussions the Aboriginal 

representatives may have been willing to accept the guidance 

of "experts" from the Department of Education and the Uni

versity (refer Berkowitz, 1972:84). Against this, it is 

quite possible that though they were not in agreement with 

the "experts" they gave the expected "Yes" responses (refer 

Boase, 1973ai Downing in 1977; Harris, 1977). 

The list of refracting conditions to c□lJlDlunication 

provided by Pfeiffer (1973:120) illustrate the difficulties 

many Aboriginal people could face in trying to establish a 

meaningful communication with whites - they are met with 

open or suppressed hostility, they are stereotyped, and they 

can have emotional blocks. Whites, likewise, have these 

same refracting communication difficulties with blacks, but 

they overcome their handicaps to a considerable degree 

through perceiving that Aborigines are a minority group who 

have an inferior status to their own. In this study the 

Aborigines, as laymen, have had, along with their other 

di:f:ficulties, the usual problems of communication with "spe-

cialists" (Friesen, 1968: 41). A re:fract ing condition that 
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seems to have affected the whites more than the blacks 

concerns Schmuck & assocs' <1975:88) notions on the effect 

of emotion on communication. The Aboriginal TAECC executive 

officer and the president of the tertiary student body 

offered to have discussions with the education bodies but 

their suggestion was not acceptable, at that time, to the 

CCET, and the University rejected the notion entirely. 

The University's and the CCET's control over the 

situation brokf3 down once the "decision makers", namely the 

University and the CCET Aboriginal Studies Committee members 

and the Vice-Chancellor, failed to communicate in any direct 

way with those persons who were seen as threats to the 

success of the envisaged programme: in this instance the 

main threat came from the students but the .. course" lecturer 

also perceived the TCAE Division of Education's staff mem-

bers' stand as threatening. Some form of communication, 

preferably face - to- face, as explained in an earlier chapter, 

should have been initiated (Dimock & Dimock, 1969; Stephen

son et al., 1976:119) , but this would have been very diffi-

cult, if not impossible, to engineer when one considers the 

implacable attitude of the University staff who were di

rectly involved in the dispute. 

As reported, the "course" lecturer became quite defen

sive ta criticism from the TCAE and the Aboriginal people. 

He "tuned out•• ta their issues, rather than "tuned in" as 

Prefontaine (1973) would recommend. On a wider perspective 

no opportunity was taken by any educationists immediately 
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involved to improve interpersonal relationships with the 

Aboriginal groups (refer Gibb, 1961:93) or to try to under-

stand their current feelings about the course (refer Jones & 

Seagull, 1977). 

One cannot be certain of the reasons for the behaviour 

exhibited 

but in a 

by any of the participants in the present 

more kindly analysis than given so far of 

study 

the 

University's approach to the course's "rise and fall" it 

could be that the University staff concerned with the course 

believed that the best way to handle conflict was to ignore 

it. If this was the case if proved to be inefffective as 

the course was not developed (refer Gibson, 1966). The 

forms of response by the University staff since the August 

to December, 1982 period appear to reflect, in line with 

comments made by Mulford in 1982a, a form of ignoring. 

Previously it was noted that prior to the course in 

Aboriginal Studies being structured there was only limited 

communication about its content. This could have hidden 

potential conflict over values <Katz & Kahn, 1978:429) and 

this appears to be the case, for what can be seen as re

quired information during early consultation came too late 

with the resulting conflict following (refer Skeffington 

Report, 1969). 

A statement by Vroom (1968:231) has been given strong 

support by what has occurred: there was a bifurcation of 

interests which led to increased conflic t with any decision 
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making relying on internal strategies. When difficulties 

arose there was little or no attempt to cooperate. This was 

especially so in the case of the UCE, which made no effort 

to cooperate with the Aboriginal groups nor with the TCAE -

it made its own internal decisions. 

The manner of responding to conflict, as the litera-

ture shows, can be quite varied. The responses of key 

figures in the case under discussion were diverse. The 

"course" lecturer, for instance, 

riod of verbal aggression became 

after a short initial pe

somewhat apathetic and 

psychologically, 

ticipation. The 

and physically, withdrew from further par

Principal Education Officer for the CCET 

Studies, in discussing the ramifications of the actions 

taken by different individuals throughout the period of 

"turmoil" deplored, in particular, the attitude and with

drawal of the "course" lecturer <Spaulding in 1984). The 

Vice-Chancellor showed disinterest and members of the TCAE 

maintained their physical withdrawal whilst the Aboriginal 

students continued to show a restrained aggression. In 

keeping with Esma.n's <1937:49) premise, which was supported 

by Spaulding, it is quite possible that the student body, 

through their actions. were seeking power and status. No

where was that most useful of tools. "compromise". used - or 

attempted to be used <refer Whittaker, 

Owens, 1981) . 

1970; Luthans, 1977; 

Assuming an hierarchy based on age and experience , as 

well as status and ethnic origin, the students demonstrated 
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the truth of Barnard's (1964) conunent that power can rest at 

the base of the hierarchical structure. In this instance 

the University. to its cost, undervalued black student power 

and authority. As discussed elsewhere, its decision in 

respect of the students showed a lack of insight. 

Decision making techniques can vary considerably, 

particularly when cross-cultural comparisons are made. From 

information presented by Boase et~!• (1973a) and Fargher 

(1973) the Aboriginal participants in the early course dis

cussions should have been allowed to deliberate the matter 

amongst themselves without outside influence. As it was, 

there were always at least two Europeans present during 

official discussions. Through the restricted nature of the 

meetings it is possible that the information provided did 

not cover a wide spectrum of Aboriginal opinion 

Smith, 1970:40). 

(refer 

The apparent need to make decisions within a limited 

time span seems to have dominated discussions. Boase et al. 

(1973b) emphasize that Aboriginal people need time to dis-

cuss a matter out, and particular care needs to be taken in 

summing- up the feelings and ideas expressed by the group 

members. A similar view in regard to Aboriginal Tasmanians 

was implied by a one-time member of TAECC during a dis

cussion about the circumstances surrounding the aborted 

Aboriginal Studies course <Randriamahefa in 1984). She also 

inclined ta the unsolicited view that the Aboriginal people 
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should have been allowed more time far discussion and that 

they should have been more involved in course development. 

Besides the restraints placed on time in order to have 

the course operating, the attempts by the University and the 

CCET to gather information were hampered by a lack of bath 

funds and the ready availability of acceptable 'resource' 

people. 

Zeckhauser & Schaefer (1968:63) have mentioned that 

the outcomes resulting from a decision may not be known with 

certainty and that the c onsequences may be spread throughout 

the future. The dysfunctional consequences of the decision 

to offer the Aboriginal Studies course were not immediate 

and were the result of the circumstances outlined. 
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SECTION B 

CONSTRUCTS ON INNOVATION AND ORGANIZATIO~AL CHANGE 
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Innovation has been described as' the generation, 

acceptance, and implementation of new ideas, processes, and 

products or services. Innovation, therefore, implies the 

capacity to change and adapt.' <Thompson, 1969: 5). More 

specifically related to education it has been said that 

innovations are' ... those attempts at change in an educa-

tional system which are consciously and purposefully direc-

ted with the aim of improving the present system.' (Centre 

for Educational Research & Innovation [CERIJ, 1971:13>. 

On innovation Fairweather <1971) suggested that inno

vations must be seen by the proposed innovators as satis-

fying basic needs. Nevertheless, Vickers (1965> notes that 

it disturbs an individual's appreciative system, usually to 

a greater extent than can be foreseen. It is also envisaged 

as more threatening by those who do not propose it. 

Vickers makes the following pertinent comments: 

Later, 

An appreciative system is necessarily 
and its preference far the less 

based on a true judgment of the cost of 
and relearning. <p.187>; 

selective; 
radical is 
unlearning 

Appreciative systems· ... are limited not only in 
the rate at which they can assimilate change but 
also in the kinds of change they can assimilate at 
all. <p. 212); and 

innovation is limited not only by the natural 
resisting to change of all appreciative systems but 
also by the inertia and momentum of past allocative 
judgments. <p. 209) 

Under the limitations suggested by Vickers, innovative 

measures in an organization are likely to be restricted. 

Implementation, in Katz's opinion, can be successful but 
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First, the organization needs to be established for 
persistence in the existing environment. This 
includes not only the ability to survive, but also 
the ability to carry on its innovative functions. 
Second, the organization needs to be capable of 
persisting in the face of changes in the environ
ment and, particularly of continuing its innovative 
activities albeit in a modified manner. (1971b: 131) 

In assessing the value of change there are confounding 

variables which, to Touraine, make evaluation extremely 

difficult as 

Judgment alters at the same time as the situation, 
and the worker who judges the consequences is not 
the same as the one who initiated or anticipated 
them. (1965b: 159) 

In respect of the present study it can be said that 

the appreciative systems of the educationists (and, like-

wise, those of the Aboriginal people) are limited not only 

by the speed at which they can assimilate change - even if 

they are willing for change - but in the kinds of change 

they can assimilate. It may be that the educationists will 

not be able to change or they may be unwilling to contribute 

the time necessary to help the Aboriginal people participate 

actively in all aspects of the course. 

Any satisfactory analysis of change must cover a wide 

range of variables which have complex relationships. Among 

these variables are individual perceptions, group norms, 

organizational structures, pressures from the community, 

political decisions and cultural codes (Huberman, 1973:19). 
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Dalin (1978:5) presented a model of the dimensions and 

relationships crucial for understanding change and this 

model supports the above statement by Huberman - refer 

Fig.4. 

are: 

ENVIRONMENT 

' _,,---·· .. ·!· .. 
/'_,,,... VALUES 

·" 

'\ 
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\\ 
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1 

I 
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Fig.4: Dimensions of Change (Dalin, 1978:21) 

The dimensions of change supplied by Dalin (1978:21) 

centrality - that is, how far would the change alter the 

goals, norms or patterns of behaviour perceived to be 

central to the institution; 

. complexity - which is the extent to which a project pro

poses a relatively complicated far-reaching treatment and 
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the extent to which the change would affect the behaviour 

and attitudes of groups; 

, nature and amount of change - that is, the requirements 

made specifically on individual participants; 

consonance - which is concerned with the degree of "fit" 

between goals, values, and practices; and 

visibility - this is the extent to which change efforts 

are seen by non-participants, 

Innovation and Participation 

In striving for rationality and greater effectiveness 

within an education system, innovative ideas from the pro-

fessional, executive and curriculum specialists are often 

proposed with the anus for implementation and community 

approval being thrust, in the main, on the teachers. This 

matter raises a number of issues. Three related aspects 

are: 

. educational planning and policy; 

, teacher participation; and 

community participation in decision :making and activ

ities. 

These above issues will come under considerable scrutiny 

throughout the ensuing discussion but at this stage one may 

well ask what effects innovation may have. 

instance, proposes that 

Giaquinta, 

(1) all innovations contain varying degrees of 
possible benefits, risks and uncertainties for 
organizations and organizational members, 2) and 
organizational member's receptivitity to an innova
tion is a function of the extent to which he [sic] 
perceives risks, and more specifically of the 
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degrees to which he perceives direct or indirect 
risks to his organizational status, were the inno
vation to become a reality. <1975: 42) 

It can be seen that a bifurcation of interests could result 

with organization members, Gibson (1966> would suggest, 

reducing their activities to the minimal acceptable level. 

Writing an the effectiveness of innovation, Porter 

quoted section of the Karmel Report of 1973 which stated 

that effectiveness' ... is dependent on the extent to which 

people concerned perceive a problem ... 

about a range of alternative solutions, 

are knowledgeable 

and feel themselves 

to be in a congenial organizational climate.• (1976:252). 

In Harvey's (1968:4) opinion the critical factor in 

determining the likelihood of an innovation meeting with the 

approval of individuals is tied to the perceptions those 

individuals have of the effects the innovation will have on 

their interests and on organizational goals. Far Harvey it 

is a case of weighing the personal advantages and disadvan-

tages. In doing this many individuals are tending to mini-

mize the need for change within their frames of reference. 

Hence, the significance of any change should be judged in 

terms of the meaning it has for the anticipated acceptors 

<Huberman, 1973:22). 

A report from Fox (1973> states that many studies an 

change have indicated the strong resentment of subordinates 

who were deprived of control over their work. As he points 

out, control and organization are a source of power against 
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the authorities. Teachers, like organizational members in 

general, prefer to have influence over organizational deci-

sions (refer also to Lortie, 1973; Lewin, 1973; Notz, 1975), 

and as most people who have worked in academic institutions 

would have observed, the same applies in those places. 

Changes are more readily accepted, according to Touraine 

(1965a:23), the more those changes preserve the individual's 

initiative - or, rather, the individual's perception of that 

initiative. At much the same time as Touraine made his 

statement on the preservation of initiative, Pecaut 

(1965:131) noted that a worker who is expected to adopt a 

behaviour tendency towards change must be able to see his 

(sic) future clearly (and favourably>. 

Four basic principles that are accepted as affecting 

perception are that perception is relative, selective, org-

anized and influenced by our expectations or set. A know-

ledge 

(1978) 

of the principles of perception, Fleming & Levie 

contend, influences our interpretations of what we 

see - we see what we "know" we ought to see. This idea has 

been mooted elsewhere and weakens Hull's (1974:40) statement 

that research should be based on what school staffs perceive 

to be important, because teachers are trapped into a set of 

expectations which limits their scope for imagination and 

innovations. In fairness, it should be said that because of 

their lack of knowledge and understanding about schools, 

many "outside" innovators have limited ideas or the ideas 

they propose are totally impractical. 
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A number of major studies have proposed that pressure 

for change is initiated typically from outside the school 

<Dalin, 1978:68), and often it comes from a centralized 

body. Where a notable change strategy is determined, 

whether from within or outside the organization, the change 

effort is dependent upon it having political support <p.92), 

and on this matter Ruscoe (1969:35) has written from a 

different perspective to Dalin that educational planners are 

unlikely to bring about dramatic reform because of their 

relatively weak positions in the educational structure. He 

is also of the opinion that failure to carry off reform 

could doom both the reform and the planners and, he adds, 

atempts at large scale reform' ... are likely to intensify 

the political and administrative constraints already pre

sent.' <p. 35). 

Whether by becoming part of the 0 political" role or 

not, institutions seek ways of resisting or neutralizing the 

outside demands when the pressures for organizational change 

are entirely external <Katz & Kahn, 1978:656; Dalin, 

1978:97). Another reason for resistance comes from Huberman 

(1973:45) who hypothesizes that teachers resist any changes 

which leave them with less control over their classes whilst 

Rusen in 1972 gave as a reason the fact that outside educa

tors try to do things for teachers rather than with them 

(Porter, 1976:251). For Grassie <c.1975:2), the task that 

society has given educational organizations is a dominant 

reason for teachers res isting change whereas Dalin <p.91) 
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considers the structures of educational institutions fre

quently form major barriers to reform. 

Looking at other reasons for resistance to change we 

find that for Davis (1981(1957]:207) reasons can be logical, 

psychological, or sociological whilst Dalin (1978:25) lists 

his barriers as falling into the categories of values, 

power, practicality <e.g., inadequate preparation, or psy

chological>. Taking another approach, Eichholz & Rogers in 

1964 provide eight types of rejection responses to change. 

Rejection takes place through ignorance, default, maintain-

ing the status quo, social mores, inter-personal relation-

ships, substitution, 

1973:48-49). Another 

fulfilment, and experience <Huberman, 

reason given is that it has not been 

clearly demonstrated that one teaching or learning method is 

any better than another (p.91), and this leads to another 

point raised by Huberman that' ... there is often good cause 

for resistance.' <p.49). 

Watson in 1967 gave eight forces that account for 

resistance to change. Combining functionalist and Freudian-

type assumptions he lists: 

homeostasis; 

. habits; 

. primacy, 

quately; 

that is, the method in use is functioning ade-

selective perception and retention; 

dependence on peers and the hierarchy; 
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, the superego which maintains one's moral standards and 

appreciative system; 

. self-distrust so the individual hesitates to correct 

existing malpractices; and 

insecurity and regression <Huberman, 1973:16). 

By way of contrast, a simpler system to account for change 

comes from Havelock <1971) who divided change inhibiting 

characteristics into input, output, and throughput factors. 

Following Havelock's (1971) construct, the factors 

that appear to have inhibited the inclusion of the Aborigi

nal Studies course in the CCET programme include, under 

input factors, resistance to change from the environment 

both from the TCAE and the TAECC - as well as the expressed 

"incompetence" of outside agents, seen here in the form of 

Aboriginal student activists, over-centralization with the 

power of decision making being in the hands of a small 

number of senior staff plus defensiveness by the CCET and 

the UCE staffs, as well as the absence of a change agent or 

"linking pin". It could also be said that there was an 

incomplete linkage between theory and practice, particularly 

in the areas of communication and cross-cultural studies. 

In the output factors there was little, 1£ any, motivation 

for the CCET and UCE to adjust to the TAECC or the student 

activists' demands, so there was no reward for pushing the 

course at that stage, In fact, by agreeing to the wishes of 

the Aborigines the CCET would gain by being able to offer a 

course but the UCE would be faced with Aboriginal lecturing 
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staff which was not the original intention for the course. 

This latter point moves into throughput factors which also 

include the view that there was a lack of procedures within 

the CCET and the UCB for dealing with change in a construc

tive manner when that change did not fit into the existing 

mould (refer Huberman, 1973:28-33), The Principal Education 

Officer at the CCET recognized this point and attempts are 

now made, whenever new CCET courses in any area are intro-

duced by the University or the TCAE, to be more flexible so 

as to allow for greater discussion and constructive changes. 

As mooted above the University staff concerned with the 

course appeared to be unwilling to accept the proposal made 

by the Aboriginal people to have Aborigines heavily involved 

in presenting the course. This notion is supported by 

Randriamahefa in 1984 and by Spaulding in 1984. Possible 

reasons are that it did_not fit expectations as it would go 

beyond the group norms <Hull, 1974:35 &37), and that they 

remained committed to 'the recipes and schedules' already in 

existence in their institution (Goodenough, 1973:7/34). 

Esman (1973:75) would add to Goodenough's statement that the 

maintenance of order, stability, and peaceful inter-communal 

co-existence takes precedence over social and structural re

form. 

The University staff, it is suggested, have a clear 

understanding of their roles and this would mean that they 

have' a set of evaluative standards, normative expecta-
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tions, or rights and duties held by members of a social 

system regarding the behavior of individuals in that 

system. ' <Reitman, 1971:545). There is also the notion of 

noetic authority as espoused by Carroll (1969) with the 

University representative on the Aboriginal course dis-

cuss ions, according to Randriamahefa in 1984, holding the 

opinion that he knew the answers. Lecturing staff concerned 

directly with the course negotiations, it should be noted, 

were given strong support by fellow staff members, including 

senior staff (refer Porter, 1976:258; Katz & Kahn, 1978:71). 

Innovation ~nd Implementation 

Moving to a consideration of the principal stage of 

any change, Gross, Giaquinta & Bernstein wrote, 'What we 

know least about in change is implementation.' (1971:8) . 

Fairweather (1971:6) in recognizing the problems attached to 

implementation, acknowledges that social innovations seem to 

be much more difficult to adopt and operate than other types 

of innovations. He believes that this is probably because 

new social innovations typically require radical change in 

accepted role behaviours or in the social structure. Be

sides being faced with a lack of knowledge about effective 

implementation practices innovators may lack an understand

ing of the consequences of the alternatives available <Da

lin, 1978:30) . Other reasons given for difficulties at the 

implementation stage are that there is an absence of valid 

scientific research findings, a lack of change agents ta 

promote new educational ideas, and a lack of economic incen-
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and relationships plus inarticulateness (Pfeiffert 1973: 

120). Moving in another direction, Harvey <1968:3) informs 

his readers that the way the recipient of a message feels 

about the sender can influence whether that person attends 

to the message, accepts it, and then acts on it with subse

quent changes of feelingst attitudes and behaviour. 

To repeat an earlier statement from Gibb <1961:93), if 

one is to make fundamental improvements in communication one 

must make appropriate changes in interpersonal relation

ships. This will involve learning how to resolve conflict 

in a positive, beneficial way, helping communicators avoid 

being defensive and enabling them to assert their ideas 

(Alberti & Emmons, 1970). It will also mean that the commu

nicators will need to be able to express themselves cohe

rently during emotional periods of discussion (Schmuck et 

~~·• 1977:88) and that they will be able to convey their awn 

feelings ta others. There is obvious merit in building up 

communication skills far, not only will such skills allow 

them to express their ideas more openly and cogently, it 

will allow them to reflect more clearly upon their attitudes 

and behaviour. Both Friesen <1968:41) and Davis <1981:214) 

support the key role of communication in bringing about 

change but we must not overlook the point that communica-

tian, when people are in a position where they are able to 

express their opinions, can also lead to a decision not to 

change - and this is an essential side of the innovation 

coin. When one discusses communication it is well to remem-
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ber, however, that 'Membership in one group affects the 

amount and kind of communication a person has with members 

of other groups.' (Bienenstok & Sayres, 1962:15). 

Beneficial effects of participation depend, then, upon 

a number of major characteristics associated with personal-

ity, 

tions, 

organizational climate, cultural practices, communica

values and attitudes <Vroom in 1960, refer Ribeaux & 

Poppleton, 1978: 261). 

Participation in change confronts people with many 

inhibitors but studies indicate that once an innovation has 

been introduced the nature of the feedback to members will, 

if it is positive, cause a drop in the resistance level to 

the change, and consensus amongst group members will become 

more apparent <Huberman, 1973:81; Ross,, 1974:32; Davis, 

1981: 2 13 ) . 

Educational Planning ~nd Policy 

'It is the rationale for educational policy that 

should receive most of our attention.' claims Anderson 

(1970: 307) . For Davis (1972> both policy and practic e are 

equally important, and both should be dynamic. Irrespective 

of the emphasis given to policy, Lindblom <1968> warns that 

ideology should not be so far removed from fact that it 

cripples policy analysis, whilst Vickers - expresses c oncern 

because 'The policy-making element is becoming more import

ant a nd less adequately provided in our society, as it must 

be in every society which is in the process of rapid 
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of the naive forms of planning that have been presented in 

the past by numerous educators, 

in the hierarchical structure. 

regardless of their levels 

In addition, the planner has 

also to mediate among conflicting sets of values and inter

ests both within and beyond the organization for policy 

process is a social as well as an intellectual process 

<Bauer & Gergen, 1968). Likewise, the policy maker has to · 

rely upon the active support of other sectors of the organi

zation (Skeffington Report, 1969) as well as upon its clien

tele. To be most effective it must be' part of an 

overall, well-defined government philosophy.' <McKinnon, 

1976:189). Policy, if this is the case' ... assumes, expre

sses and helps to create a whole system of human 'values'.' 

<Vickers, 1965:29), In any well-defined policy, therefore, 

'Educators, particularly must be concerned with the dilemma 

posed by the socially disturbing forces which are unleashed 

by their activities against the stability provided by mores 

and traditions. ' <Shaffer, 1971: 450). In reviewing the 

fundamentals of change Neale says of the administrator that 

'Perhaps above all his mission is to change the kind of life 

which people want.' <1971:331). Against this, Tyler in 1973 

expressed the opinion that minority groups are met by a 

condescending professional view which, in effect, tells them 

that' ... they are "sick" to live the lives that they lead 

in the way they want to lead them. ' <Perlman, 1977: 54), 

whereas the concept of "adjustment psychology" infers that 

the agent of change may promote change as a way of controll

ing deviant behaviour <Pemberton & Locke, 1971; Thomas, 
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1971:170; Pemberton, Schack & Locke, 1972). In less dog-

:ma.tic terms Parsons comments: 

Firstly, the agents of change often use consider
able pressure to cause people ta accept a new 
practice, only to find out later that because of 
their lack of an accurate understanding of the 
culture they have introduced a wrong practice. 
Secondly, agents of change have taken a negative 
attitude toward certain practices and have urged 
the people to eliminate them, without recognizing 
the need for a substitution. <1950:52) 

Parson's final sentence focuses on a vital historical compo

nent of the present study and it raises questions about 

attitudes and values in change agents and others involved in 

bringing about change. 

The answer to altering the attitudes of people lies1 

Legum believes, in convincing them that the social, economic 

and political systems, together with the education services, 

are designed for the benefit of all people. This would be 

followed by demonstrating realistic ways in which the system 

can improve everyone's life. After this the people can 

meaningfully and sincerely in become involved' fully, 

consultation and decision-making.' (1975:105). 

Legum provides a somewhat idealistic view of attitude 

change, particularly when one considers the setting for 

which he was writing. Members of developing countries and 

minority groups need more tangible evidence of •good faith' 

than words. 

So far the moral issues of policy making have been 

skirted and it is left to Pinker to make the explicit state-
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ment that' In social policy and administration we begin with 

fact finding and end in moral rectitude.' (1971: 12): a 

rhetoric that is interpreted by each individual in his or 

her own way, but for the Aboriginal community the imposed 

"moral authority" lies in politics as' ... everything that 

happens to Aboriginal communities in this day and age is a 

matter of politics.' <Downing in 197'7). With all these 

ramifications it is not difficult to appreciate Dror's ass

ertion that 'The cultural ecology within which the public 

policy-making system operates, and which conditions its 

basic characteristics, is not conducive to rationality.' 

(1965: 108). 

To return to an idea mooted by Merelman (1968:452) and 

supported elsewhere in this discussion by Dalin (1978:1): 

most of the energy of an education system is used to prevent 

certain types of grievances from developing into fully-

fledged issues. This means that existing structures and 

operations are maintained which allows for very little ener

gy to be used in the creation of innovation and change. 

Under such conditions untreated problems tend to become more 

serious <Orr, 1974:224) and it becomes essential to create, 

as it were, more energy: this, Baglin & associates 

(1974:46) propose, can be done through a variety of ways, 

including changing the relevant aspects of the environment, 

and beginning change at points where stress and strain exist 

but avoiding, initially, those points of greatest strain. 
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They claim that within these institutions there are five 

major properties of decision making which are, as follows, 

. most issues, most of the time, have low salience for most 

people; 

the total system has a high level of inertia; 

any decision can become a garbage can for almost any 

problem; 

the processes of choice are easily subject to overload; 

and 

the organization has a weak information base with infor

mation about past events or past decisions often not 

being retained. 

An anarchic arrangement, such as that provided in the 

previous paragraph, reminds one of Rowley's stipulation that 

in educational planning 'The need especially remains for the 

politics of responsibility.' (1971:23), There appears, 

then, if one accepts the above decision making properties 

set down by Cohen & March and Hannaway, to be little sense 

of responsibility to be found in university decision making 

especially, it would seem, as it relates to the proposed 

CCET course in Aboriginal Studies. 

In order to overcome the negative forms of approach 

they claim universities and colleges use, Cohen & March 

(1974:207-212) list under eight basic rules a number oz 

techniques that can be used to influence the course of 

decisions . These rules are: 

. spend time on decision making; 
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persist in trying to revert a decision or in making sure 

that the decision remains; 

exchange status for substance, for instance, allow others 

to savour the victories and enjoy the pleasure of in

volvement; 

. facilitate participation by those who oppose the change; 

overload the system because the style of decision making 

changes when the load exceeds the capabilities of the 

system; 

provide outlets for "garbage can" decisions so as to tie 

the change decision to other decisions; 

manage unobtrusively and so disperse the effect of. the 

change; and 

. interpret history because, as Cohen & March comment, in 

an organization with low salience and in which infor-

mation about events is poorly maintained, definitions of 

what is happening and what has happened become important 

tactical instruments. 

Further to the Cohen & March (1974:207-212) rules, 

Bassett (1977:20-21) notes that there are advantages through 

involvement as a group: for instance, the experiences of 

membership often affects the knowledge, attitudes and behav-

iour of members; there is often an increased intimacy and 

understanding of one another's viewpoints; and decisions 

taken are often carried out more expeditiously than routine 

decisions because of the added support and sanction far the 

decision. 
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Planning and developing educational innovations, whe-

ther from within or outside the particular institution, 

should be done rationally and with great care. Planning and 

development stand apart, Dalin (1978:8) tells his readers, 

from the implementation of change, whilst Huberman (1973:22) 

mentions that planning and executing change is a develop-

mental process. This latter point from Huberman is also 

taken up by Hall, Loukes, Rutherford & Newlove (1975:52) and 

they add that it is a process that each innovation user 

experiences individually, The fact that institutions and 

individuals vary in their levels of development and in their 

capacity to implement change is also proposed by Dalin 

(p.31), As noted by Mulford, Conabere & Keller (1977:211), 

the organizational context is frequently ignored when change 

is contemplated. 

HIGH RELATIONSHIP HIGH TASK 
Relationship LOW TASK HIGH RELATIONSHIP 

Behaviour 
Dimension LOW TASK LOW RELATIONSHIP 

LOW RELATIONSHIP HIGH TASK 

Fig.5: Likely Outcomes in Innovation 
<after Hersey & Blanchard, 1974) 

Different institutions have different capacities to 

innovate, and Hersey & Blanchard (1972 & 1974) developed the 

model above at Fig.5 to illustrate the likely outcomes of 

any attempt to innovation. 
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An explanation of the Hersey & Blanchard model is 

that: 

i, the dimensions of "low task - low relationship" indi

cate that the institution has a low capacity for in

ternal and external innovations. This results. it is 

reasoned, in the maximum maintenance of the status g~Q; 

ii. the ''low task - high relationshi~' position indicates 

that the institution has low self-awareness, a low 

degree of ownership of the innovation, with a high 

dependency 

adoption 

on external assistance, a high degree of 

be-and probably a high congruence of values 

tween the institution and external forces. ,.Low task -

high relationshi~' is said to be the position most 

likely to result in maximum adoption; 

iii. the "high task - low relationship" position shows a 

high institutional awareness of innovative needs, but a 

low acceptance of external forces, and there would be 

little sensitivity to external policy decisions whilst 

there is a high motivation level and a high degree of 

ownership of the innovation within the institution. 

This position is said to lead to the maximum level of 

internal creativity; 

iv. in the "high task - high relationship" position the 

institution has a high capacity for internal creativity 

and acceptance, and for the use of external ideas. 

Such a position results in the maximum adaption and 

development of the innovation and this is the most 

desired position, for the organization has not only 
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adopted the innovation as for the "low task - high 

relationship" position but it has also adapted it to 

meet the needs of the organization. 

In considering the position of the CCET and the UCE in 

relation to the above model, their actions reflected the 

"high task - low relationship" position as there was a high 

institutional awareness of innovative needs (irrespective of 

reasons), but there was a low acceptance of external forces 

and little sensitivity to the external "policy" decisions by 

the Aboriginal people. Within the institution there was, 

however, a high degree of ownership of the innovation, so 

much so that the university staff (and initially, the CCET 

staff) were unwilling to compromise. 
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CHAPTER 5 

THEORIES, CONSTRUCTS AND PRINCIPLES RELATING TO 
INNOVATION AND CHANGE 

Preface 

As indicated by the title, this chapter reviews 

influential theories and constructs relating to innovation 

and change. The opening paragraphs warn against the accept-

ance of the view that change, in and of itself, necessarily 

indicates progress, The tenets of partial theories, such as 

deviance, status inconsistency, functionalism, and neo-

evolutionary change theories, are given critical consider-

ation before a review is made of Lewin's <1936) conceptual 

framework on group dynamics and the influence it has had on 

other constructs used to account for change. Chin & Benne's 

(1961) basic types of change processes follow, along with an 

explanation of the models of change associated with these 

basic types. Models associated with Chin & Benne 1 s para-

meters and a number of independent constructs are also 

examined, 

et al.' s 

with particular attention being given to Mulford 

(1977) change strategy, namely, "Organization 

Development11
• 

******* 
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There is a tendency, Paulston states, for educational 

planners to rely on evolutionary theories but these, he 

claims, have little, if any, utility. Such theories are 

built on an optimistic view of man and they are charac

terized by assumptions that development occurs stage by 

stage and that there is progress in society <Dalin, 

1978: 62). In fact, all too often, as Chase noted in 1966, 

there is an implicit assumption that' adoption of a new 

form of organization ... is itself an indication of pro

gress, ' (refer Sige 1, 1969: 5). 

Another theoretical aspect focuses on "resistance to 

change". It is held that resistance is a way of maintaining 

the status ~uo and that resistance to change is a form of 

unwanted obstinancy which should be overcome by social engi

neering and other intervention strategies. Thus, the theory 

of resistance takes for granted that the innovation has 

value <Dalin, 1978:23-25). 

Amongst the partial theories of change proposed are 

deviance theories which rest on the assumption that organi

zations and individuals adapt to the strains imposed upon 

them in order to re-establish equilibrium. Status incon

sistency forms the base of another partial theory for which 

the main assumption is that there are discrepancies between 

the social ranks of people who occupy different dimensions 

of stratification <Baldock, 1978: 32). As Lenski wrote in 

1954, people suffering from status inconsistency may react 

against society by participating in movements for radical 
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social change. Having mentioned Lenski, Baldock adds: 

It has been suggested that this trend is found 
mainly among those whose status inconsistency can
not be reduced by mobility or other coping mech
anisms to bring the inconsistent statuses in line. 
This would occur especially in the case of ascribed 
statuses, such as race or ethnic status. <p.33) 

The not uncommon notion of the Tasmanian Aborigine "pre

tender" is raised once again. 

Tenets of partial theories assume strain, and this 

strain will motivate individual members of society who are 

subject to them to adapt and to change. Whichever way the 

change moves, society will virtually be unaffected and re-

main, in essence, the same as it was. 

Criticisms levelled against functionalism as a theory 

of change are that it places an emphasis on structure rather 

than on change. It also has a static bias as shown through 

the notion of equilibrium, and it focuses an the normative 

aspects of society. At the same time, it ignores conflict 

It also tends to and dissent and emphasizes consensus. 

judge functional and dysfunctional events in line with the 

values of the power holders (Baldock. 1978:33). 

There has been, however, as Baldock (1978:35) tells 

her readers, an expansion of functionalism to meet the 

criticisms levelled against it, This has led to the inclu-

sion of a genuine nee-evolutionary social change theory. 

This theory involves three main processes: 

. adaptation as the social system is seen to need greater 
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adaptive capacity and effectiveness; 

differentiation of roles or symbols; and 

re-integration which takes place after differentiation 

and produces a new value consensus in society. 

Notwithstanding arguments to the contrary, the neo-

evolutionary social change theory outlined above is still, 

argues Baldock <1978:158>, a product of the cultural hege

mony and so, as a product of capitalism it does not form an 

alternative theory to socialist theory: rather, it is 

subsumed under, and explained by, socialist theory 

The capitalist versus socialist controversy certainly 

has a place in discussions on educational change but change 

mooted at the organization level is, as a rule, more compel

ling for educators. Many constructs have been established 

with one of the most famous coming from Lewin's conceptuali

zations on group dynamics. Change, under Lewin's theory, 

involves three steps, namely, 

unfreezing, which takes place when old ideas and prac-

tices are discarded - this unlearning step is, to Schein, 

the crucial area for any planned change (Whiteside, 

1978:50); 

changing, during which the new ideas and practices are 

learned; and 

re-freezing, during which time learning and practices are 

integrated (Davis, 1981:209-210), 

Various theorists have relied upon Lewin's notion of 
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change, a number of other writers 

have formulated new theories or models of change based upon 

his conceptual framework. One of these constructs was put 

forward by Miles in 1960 (Ulibarri, 

Model of Antecedents of Learner Change, 

processes in a sequential manner: 

delegate <teacher or whoever) must 

1970: 47). Termed a 

it emphasizes four 

these are that the 

have a desire for change to take place in the area of 

human relationships; 

unfreeze old behaviour patterns; 

. become involved in the "laboratoryu process; and 

. receive feedback on his or her role and performance so 

that he or she can assimilate new ways of behaving. 

<The Model of Antecedents of Learner Change is shown below 

at Fig.6.) 

[ 

Desire for ~Unfreezing ➔ Involvement ~Feedback 1 
change 

Organizational Change objectives 
factors self-perceived 

Personality factors 

Fig.6: Miles' (1960) Model of Antecedents of Learner Change 
(adapted from Ulibarri, 1970:47) 

Studies by Lewin <1963[1952):195-199) indicate that 

change through the use of group dynamics is more effective 

wherever the "change population" participates actively, and 

he also adheres to his finding that there are situations in 

which it is easier to bring about a change of attitudes in · a 
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group through group interaction than through an approach to 

individual group members. As an explanation, he suggests 

that those group norms which are dynamic are affected by any 

free discussion in which no pressure is applied for quick 

decision making to take place - this, in turn, leads to a 

reduction in hostility to new ideas. This may bring about 

an 11 unfreezing11 of group norms, especially if most of the 

"threats" attached to the change are dispelled. As this 

occurs there is greater mobility in group thinking. An 

agreed upon strategy or mode of action results and this is 

stabilized through a "refreezing" of group norms (Ribeaux & 

Poppleton, 1978:260). Not every change strategy abides by 

Lewin's constructs but, as mentioned above, his constructs 

have figured in a number of prominent theoretical develop

ments on change and the implementation of innovations. 

Success and failure of an innovation depend partly 

upon systematic efforts within the system to manage the 

process of change. It is, however, generally assumed that 

outside change agents can set the forces for change in 

motion more readily and effectively than individuals or 

groups within an organization <Gross et al., 1971:24), 

Husen in 1972 took a similar approach to Gross and his asso

ciates when he maintained that change agents were entitled 

to enter the system in order to change it. However, his 

main point was that educational innovation has to be tack

led, far the most part, at the local level (Porter, 

1976: 251). Notwithstanding this, in any such attempt at 
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change the relationships between the facilitator and the 

school leaders are critical (Hull, 1974:41). Another impor

tant point raised by Gross~~~!• <p.1) is that organization 

members must implement the change if an innovation is to 

achieve its intentions. 

Turning now to specific types of change categories, 

Huberman (1973:69) and Whiteside (1978:45) list the three 

basic types offered by Chin & Benne (1961) as 

empirical-rational: this is the approach which holds 

that people are rational beings and will follow rational 

self-interest - hence the educator, as a rational being, 

only needs to be informed about a :matter to be able to 

evaluate the need or otherwise for change; 

normative-reeducative: an approach which is based upon 

the assumption that the adopter is not passive but an 

active searcher seeking a solution to the problem con-

fronting him or her - thus the people, themselves, can 

create and maintain organizations, and they can also 

design, accept and implement changes; 

power-coercive: this third approach maintains that the 

best strategy to use to enforce change is to use politi

cal and economic sanctions - this method of change often 

meets with obstacles raised by the people under change. 

At the application level the categories given by Chin 

& Benne (1961) are found in what have been for a number of 

years the principal types of change models, namely, the 

Research, Development and Diffusion Model (or Theory into 
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Practice), the Social Interaction Model and the Problem 

Solving Model. The major features of each of these models 

are given in a number of texts, including Huberman (1971:61-

64, 70 & 75). In summary, the essential features of each 

model are given below. 

Research, Development~~£ Diffusion Model Qf £ha~g~ 

In the Research, Development and Diffusion <RDD) Model 

the process of change is seen as a rational sequence by 

which an innovation is invented or discovered, developed, 

produced and disseminated to the user who is seemingly a 

passive recipient; the model implies planning on a large 

scale and high initial costs are recognized. 

An extension of the RDD Model is the Research, Devel

opment, Diffusion and Adoption <RDDA) Model. In this model 

Schon identifies three essential features that are required 

for innovation or change to take place within an organiza-

tion, These are that: 

prior to its diffusion, the essential features of the 

innovation have been established and that these are known 

to the participants; 

. the innovation has to be diffused from a central source 

to its ultimate users; and 

. diffusion is directed through a centrally managed process 

of dissemination which involves the training of innova

tion participants and the provision of resources and 

incentives to encourage acceptance of the innovation 
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(Morgan, 1978:191) . 

Social Interaction Model 

The Social Interaction Model concentrates on the means 

by which an innovation can be diffused, with an emphasis 

being placed on the movement of messages from person to 

person and from system to system. In this model, inter-

personal networks of information and opinion are stressed, 

together with aspects of leadership, personal contact and 

social integration. It is assumed that all individuals pass 

through the same sequence of awareness, interest, evalua

tion, trial and adoption: to these Rogers would add dis

continuance (Gross et~!•, 1971:71). This style and level 

of interaction as it applies to educational settings , accor

ding to Dalin (1978:70), is rare, particularly at the ter

tiary level . 

Problem Solving Model 

The Problem Solving Model is built around the user of 

the innovation and it is assumed that the user has a 

definite need - and that the innovation satisfies that need . 

Havelock ' s (1971) Linkage Model 

In the models described above the RDD Model stresses 

the developer, the Social Interaction Model is concerned 

with communication, whilst the receiver is the centre of the 

Problem Solving Method (Huberman, 1973:64). To integrate 

developer, communicator and receiver, Havelock has proposed 

a linkage model which links the user to the knowledge that 
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results from the integration of the three models (Dalin, 

1978:73). 

Ch~~g~ Model Developments 

The RDDCA), Social Interaction and Problem Solving 

Models have been major formulations on change and innova

tion. In recent years there has been a consistent growth in 

the number of applied models and techniques relating to 

educational change; some are based on one or other of the 

models mentioned above, but others use quite different con

ceptual structures. Some examples provided below of rela

tively recent models and techniques are an indication of 

present thinking on ways to bring about change. 

tion, 

General Model 2! Innovation Adoption 

Ross (1974), in his General Model of Innovation Adop

explains that the model consists of two "locations" 

and three classes of "forces". Locations are inside or 

outside the organization whilst forces are divided into: 

a. initiating mechanisms which carry the new ideas to the 

organization; 

b, sustaining mechanisms which create an environment inside 

the organization to retain the new ideas; and 

c, feedback mechanisms which assess outcomes of innovations 

and distribute this information to sources inside and 

outside the organization. 

This model assumes that the new ideas have been formed and 

developed outside the organization. 
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Evolutionary/Revolutionary Model 

The Evolutionary/Revolutionary Model, as proposed by 

Greiner (1972), is a distinctive model used to explain why 

innovation and change do or do not take place. Macmillan in 

1973 claimed that autocratic and bureaucratic organizations 

are likely to stifle creative responses to problems <Taylor, 

1979:97) but there are, as Greiner (p.p.39-40) suggests, 

other organizational variables to consider such as the age 

of the organization, its size, the stage it has reached in 

its evolutionary or revolutionary development, and the 

growth rate of the goods and services it provides to the 

community. With his concept of evolutionary and revolu

tionary periods in the life of an organization, Greiner does 

not appear to hold ta the notion of organizations working to 

maintain equilibrium. For him, 'The criticial task for 

management in each evolutionary period is to find a new set 

of organization practices that will become the base for 

managing the next period of evolutionary growth. . .. these 

new practices eventually sow their own seeds of decay and 

lead to another period of revolution.' <p.40). Earlier in 

his article Greiner wrote that the nature of the solution 

for each revolutionary period determines whether the organi

zation will move forward into its next stage of evolutionary 

growth <p.39). Under this model it would appear as though 

conflict could be ignored or it could form part of the 

resolution stage of the revolutionary period. 
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Social Penetration Theory 

The Social Penetration Theory emanated from Alt.man & 

Taylor in 1973. They proposed that gradual disclosure of 

information from a superficial to intimate level is more 

likely to bring about positive effects and change than rapid 

disclosure (Stang, 1981:171). This is a type of psycholog-

ical approach to change, and its tenets run from clinical 

settings to group assimilation of information. 

The major theoretical construct of this theory, name-

ly, gradual disclosure of information, can be incorporated 

into many of the models and theories formulated on change, 

Linking Pin Model 

A model of change that has been given a high degree of 

support since its inception into the literature is the 

Linking Pin Model. 

Writing on 

interested body 

loose coupling systems 

in the change process, 

involving every 

Owens (1981:331) 

maintains that at the arbitration level such a system would 

seem to be appropriate. In discussing loose coupling sy

stems he would recommend Likert's (1961) linking- pin model. 

Major reasons for this preference are that participants 

would come together to value and appreciate ideas <Vickers, 

1965), to bargain with, and adjust to, others <Cyert & 

March, 1963) under the guidance of an independent but in-

terested arbitrator. Nevertheless, Owens is not fully in 

agreement with the principles behind linking pin models and 
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he has expressed a preference amongst the constructs on 

change to the one outlined under the next heading. 

The "Explicit Understanding" Model 

The model outlined below, called here, for want of a 

better name, the Explicit Understanding Model is, as with 

the Linking Pin Model, concerned fundamentally with the 

"arbitration level" of change although much of what is to be 

said could, and does carry through to the second stage of 

development and implementation. It is a most comprehensive 

approach to training, in the opinion of Owens (1981:181), 

and comes from Argyris & Schon in 1974. They believe that 

training to develop more affective behaviour should not 

focus on behaviour but on making explicit to the person(s) 

being trained what his or her theory of action is, and on 

understanding the consequences of using the theory in prac-

tice. There is a need, as Owens (p.p.311-312) expresses it, 

',,. to work with people in terms of their current readiness 

to learn new skills and to develop new attitudes.• Hence, 

there is the need far continuous diagnosis of the needs and 

readiness for participants. One must develop plans and 

strategies only after the problem has been carefully diag-

nosed Cp.p.308-309). A basic problem arises here as to who 

is (or are) ta be the diagnosticianCs), There are a number 

of assumptions attached to the notions put forward by Owens 

and these are that: 

maximum organization effectiveness rests on creating a 

climate that enhances human growth and, at the same time, 
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increases motivation; 

. administrators will increase the involvement of all par-

ticipants at all levels; and 

high levels of trust and openness will be established. 

Comment Q~ Constructs Q~ ~g~nge 

Each of the above models or theories has its adherents 

and many institutions and the like have fallowed one or 

other in their attempts to bring about change or introduce 

innovations. All of these models and theories are limited 

in their applications, and in some cases the assumptions 

behind the constructs restrict the application of the models 

or theories under certain conditions, for example, the 

power-coercive model of change would be out of place in an 

organization that is based on a group problem solving 

approach; likewise, the General Model of Innovation Adop-

tion, with its emphasis on the notion that ideas are formed 

and developed outside the organization would not be regarded 

kindly by creative, innovative staff members. What is 

needed, then, to offset these deficiencies are constructs 

that can be used in all types of settings where change or 

innovation can take place. In addition, application and 

implementation should be possible at all times irrespective 

of the conditions existing within the organization. The 

next theoretical formulation goes a long way towards over

coming the objections raised against the theories and models 

previously outlined. 
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Organization Development 

The change strategy that is known as Organization 

Development, and which is a planned intervention programme 

involving outside change agents, is becoming increasingly 

popular in educational circles. It has probably been used 

mare extensively in educational settings than in other areas 

with the change agents helping organization members diagnoze 

the organization's purposes and processes. From this diag

nosis a plan is devised - a plan which organization members 

themselves may modify with the purpose being to develop an 

education setting that is responsive and adaptive to the 

need for desirable change. It also means that members are 

continually aware of the need to evaluate the organization's 

efforts <Mulford et ~l·, 1977). 

From their work in Organization Development Mulford et 

al. (1977) are able to make these points: 

success of a project relies mainly upon staff commitment; 

. the consultant's approach and method of operating are 

crucial to success; 

commitment must be consistent with those values estab

lished for the project; 

commitment of the school principal before, during, and 

after an organization development project investigation 

is essential and obligatory (refer Mulford, 1982a); 

some school personnel may experience a values' clash; 

and to these can be added 

. some organizations try Organizational Development techni-
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ques before they are "0.D." ready. 

On the commitment required of the school principal 

Mulford cites a 1981 statement from the Australian Capital 

Territory's Schools Authority: 

Research unequivocally confirms that the dynamic 
leadership of the principal is the most important 
prerequisite to change in our schools. The princi
pal is the key individual in creating an environ
ment in which teachers are motivated to improve 
their instructional offerings. (1982a:29) 

Of all the approaches to change that have been discus

sed in this study - and of all those that have been found 

elsewhere in the literature, none has the impact of the 

Mulford et al. (1977) technique. Its impact is due to the 

regard that the formulators have given to both the □rganiza-

tion and the individuals in it. Even though they are foll-

owing an organization approach at no time do they forget 

that it is individuals who make up the organization. Con-

flict, in line with Huberman (1973), Dalin <1978) and cer-

tain other writers, is seen as a necessary and essential 

part of an organization with the resolution of conflict 

being something that will be of benefit to the innovation, 

as well as acting as an aid in helping individuals learn to 

function as a unit. At the same time the consultant would 

insist on the requirement that participation be voluntary, 

and that there is the realization that involvement in educa

tional change is tied to the "pay-off" each participant 

receives. Unlike certain other workshop procedures proposed 

for a number of other change models, Mulford et al, 's work-
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shops are functional for members of staff, and must involve 

the principal because the role of the principal, as detailed 

earlier, is fundamental ta the success of any school ven-

ture. Agreeing with Mulford~! al .• Smyth (1982:1-2) sees 

the dominant purpose of principals as being to help the 

teaching staff achieve its various goals and later he re

marks that research supports the view that a school's suc

cess rests on the quality of the principal's leadership. 

In relation to innovation within a school, Mackay in 

1966 described four roles that a school principal can play. 

These are that he can act as 

. a content initiator who presents new ideas and openly or 

covertly supports them; 

. a process initiator who sets plans in motion; 

a mediator who is the middleman and catalyst in facilita

ting leadership by others; and 

. a squasher who openly or indirectly blocks change 

mas, 1973:117). 

<Tho-

Of the above four roles, Mackay gave support to the process 

initiator role for principals. He considered that princi

pals can establish work groups, which can set up and main

tain channels of communication that allow for new ideas to 

be developedi they can also encourage decentralized decision 

making and this, Mackay maintains, would encourage change 

and innovation (Thomas, 1973:117). 

Although emphasis has been placed an the role of the 
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school principal in the preceding discussion, educational 

administrators and others in positions of authority could 

act in similar roles to those outlined for the school prin

cipals. 

Other aspects of the Mulford et al. (1977) formula-

tions on change are aligned to a key statement from Huberman 

<1973:22) that the findings and theories of various disci

plines should be utilized in the implementation of education 

innovations as this allows for the consideration of the 

institutional and cultural frameworks as well as for the 

individual as adopter and the group as the key parameter. 

The Mulford et ~1· approach does this in a positive way with 

much of the success of the application residing in the 

consultant. 

Whatever else is of importance in Organization Devel-

opment, the place of the consultant is the outstanding 

feature of the construct. The consultant uses "outside" 

knowledge and also the "inside" knowledge of the institu

tion, Even more importantly, the consultants place the 

responsibility for modifying the planned change in the hands 

of the staff, and so organization members are shown that 

they are valued for the contributions that they can make 

towards bringing about change. 
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SECTION C 

COMMUNITY INVOLVEMENT OF ETHNIC GROUPS IN 

EDUCATIONAL INNOVATION 
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CHAPTER 6 

CONFLICT AND CHANGE IN ETHNIC SETTINGS 

Preface 

Conflict occurs in organizations and cross-cultural 

interactions, particularly where participants are called 

upon to implement, or accept, changes. Conflict in these 

circumstances will not be eliminated but conflict resolu

tion, through a better understanding and appreciation of the 

other persons' viewpoints is possible. Other areas to come 

under scrutiny are Oberg's (1960) notion of "culture shock", 

dependency upon members of one's own ethnic group, and the 

retention of inappropriate teaching styles. The psycholog-

ical strain placed on teachers in classrooms, particularly 

those classes where there is a high percentage of children 

from other ethnic groups, is discussed. Under "Aspects of 

Change in Ethnic Settings" emphasis is placed on the need 

for teachers and administrators to have an empathic feeling 

for those they would serve rather than trying to control 

them it is argued that power relationships have only a 

limited effect on "subordinates". In support of this, the 

response of the involved Aboriginal groups to the University 

of Tas:mania's Vice-Chancellor's power-coercive actions are 

shown to have mitigated against change, The difficult role 

of the consultant is addressed, along with strategies that 

need to be followed to resolve conflict in cross-cultural 

situations. 

******* 
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The Australian Ethnic Affairs Council (1981: 4), in 

discussing courses in ethnic studies, stresses that there is 

the need for courses to cover potentially sensitive areas. 

Equally important, or more so, is the need far curriculum 

developers to give due consideration to probable areas of 

conflict in the implementation of any course. It is highly 

likely that there will be conflict, particularly in the 

early stages, amongst participants who are called upon to 

implement changes <Middleton, 1979:17). A major problem, in 

Scott's opinion, 

As he puts it, 

is in defining the locus of rationality. 

it all depends on where you stand when 

it comes to judging what is rational' <Scott, 1985:121) 

which means, in effect, that rationality is, in essence, 

subjective. This being the case, conflict could not be 

eliminated entirely in a group situation but an understand

ing and appreciation by all participants of the attitudes, 

feelings and knowledge of the other participants would be 

likely ta result in conflict resolution (Congalton & Daniel, 

1976:225) 

Not all organization members endeavour to understand 

and appreciate other members and conflict can then affect 

performance adversely - this rigidity attacks the consensual 

basis of the system (Coser, 1956: 157). The effects of 

organization conflicts, to use Tannenbaum's words, are that 

(a) they reduce the motivation of many members, (b) 
they impede effective control and coordination, and 
(c) they create opposition to the organization and 
its leaders. (1973:54). 

To offset these problems Rowley <1971:17), writing within a 
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cross-cultural context, recommends that there be continuous 

discussion with (and by) conflicting interest groups, par-

ticularly where the traditions of the former colonial power 

still dominate the administrative system <Rowley, 1969:55). 

All too often the approach to conflict is to avoid 

decision :making (Merelman, 1968:452): this has been high

lighted by Bachrach & Baratz (1963:632) who have pointed out 

that it is often mistakenly assumed that power rests only in 

decision making, but power they note can also be retained 

through non-decision making, thus limiting the scope of 

decision making to "safe" or non-controversial issues. 

Another problem associated with conflict and change, 

and one that is closely tied to non-decision making, is that 

educators such as curriculum designers - and administra-

tors, particularly those who are not closely related to the 

society they service, become perplexed and fail to under-

stand and appreciate what should be done to remedy the 

situation (Riggs, 1964:18-19 & 1971:73). This leads to 

frustration and there is a loss of motivation and control, 

and a growing rejection of the people whom they would serve. 

Conflict in Ethnic Teaching Situations 

In teaching situations where ethnic groups are being 

taught by the "dominant" cultural group the nature of the 

conflict :may be due to inappropriate "social climates". 

Adverse physical environmental factors. dissonance created 

by the organizational system and changed roles experienced 
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in social relationships contribute to inappropriate social 

climates <refer Manderscheid, 1977:299). Not infrequently 

there is an unconscious distortion of reality by teachers 

resulting in nan-adaptive responses that may lead to depre

ssion, regression or compensation CHilgard & Atkinson. 1967; 

Whittaker. 1970; Krech, Crutchfield & Livson. 1974). 

Carrying the previous notion on non-adaptive responses 

further. Oberg <1960:62) maintains that personal doubts 

result from what he terms "culture shock" - or, as it would 

probably be more appropriately termed ... cultural dissonance .. 

- where a state of acute anxiety is produced by unfamiliar 

social signals and norms resulting usually in inappropriate 

and situationally specific behaviour (Mischel, 1971). Indiv

idual's perceptions of their problems are subsequently 

altered and in their minds there are accompanying thoughts 

about loss of status (Kupferer & Fitzgerald, 1971:19) . This 

is compounded, particularly in high contact situations such 

as teaching where, for instance, teachers tend to consider 

that their life-styles are superior to those of the people 

they are teaching <refer Medicine, 1978:79). 

In the area of teaching it also bas been found that 

teachers, new to a teaching situation, particularly one 

involving another ethnic group <Marshall in 1958), are gen

erally dependent upon other staff members of a similar 

ethnic background as to the manner by which they are social

ized and adapt to the situation (Bush, 1970:121). 
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In cross-cultural teaching situations some new tea-

chers because of, or in spite of, the more established 

attitudes and practices of existing staff members make a 

worthwhile professional contribution to teaching. An essen-

tial professional element is that the teachers adapt their 

methods to the requirements and interests of their classes 

(Marshall in 1958), thus raising the motivation levels of 

class members - at the same time they are empathic and 

convey to the group, be they children or adults, their 

genuine concern and non-possessive warmth <Rogers, 1961; 

Truax & Carkhuff, 1969). Another type of teaching respoonse 

used by certain teachers is for them to retain their long

established and inappropriate, set teaching styles and even, 

in some cases, the curriculum which they have been following 

throughout their teaching careers <Marshall in 1973; School 

Based Decision-Making, 1977:161; Marshall in 1978), Tea

chers may decide not to adapt their teaching styles or 

curriculum content because they genuinely believe that the 

class should receive the same educational background as 

"mainstream" children. More often, however, the reason for 

a teacher retaining his/her past teaching style is that he 

or she has not the ability to adapt to the new teaching 

environment, or the teaching style, as it were, is being 

used as a form of "security blanket". Irrespective of the 

amount of effort they put into their teaching, the results 

from the non-adapting teachers are generally limited, with 

the most successful being those who show an appreciation of, 
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and empathy with. the classes they are teaching. 

It is from the above types of teachers - adaptive and 

non-adaptive - that one is most likely to find those tea-

chars 

sher, 

which, 

who succumb to what has been termed "burn-out" 

1984). This is a form of role strain <Reitman, 

in the strict sense, applies to teachers who 

<Fi-

1971) 

have 

worked to excess and in so doing have tired themselves 

physically and/or psychologically, Their work levels are 

diminished and they may become depressed, or try to drive 

themselves harder until their contributions to teaching are 

substantially reduced and their presence in the school im

pedes the educational programme. 

In much of the literature the term "burn-out" has been 

used indiscriminately to describe (or cover) all types of 

non-adaptive behaviour, but there still exists a marked 

number of teachers who act inappropriately without necessar

ily experiencing "burn-out". Included in this group are 

teachers who are filled with doubts about teaching in an 

entirely different environment even before taking up their 

appointments. Others experience doubt once they are con-

fronted by the physical environment, whilst others may be-

come disillusioned when they enter the classroom or are 

confronted by the attitudes and behaviours of the non

indigenous and indigenous staff and residents. 

In the situations outlined above new teachers may be 

unable to cope with the problems facing them and resign 
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<Craig, Mehrens & Clarizio, 1975:373). A common alternative 

is for teachers to make situational withdrawals. In these 

cases teachers perceive that they are not in a position to 

change the situation so they respond by reducing consciously 

or unconsciously their teaching contributions (Whyte, 

Sayles, 1958; Coulter, 1973; Marshall in 1978). 

1955; 

In such 

instances avoidance behaviour overpowers the approach ele-

ments (Lewin, 1935), even though the teachers concerned may 

initially have felt a deep commitment to the teaching of 

ethnic people. 

To overcome their dissonance those teachers <and 

others> confronting "culture shock", in the words of Callan 

et al., should accept it as a normal process of adaptation 

to the impact of a different culture. They continue: 

Successful cross-cultural adjustment seems to de
pend upon individuals having empathy, interest in 
the new culture, open-mindedness, sociability and 
tolerance of confusion. The learning of cultural 
knowledge and skills facilitates cross-cultural 
adjustment. Trainers preparing individuals for a 
new culture tend to use combinations of six basic 
approaches that include information training, 
attribution training, cultural awareness, 
cognitive-behaviour modification, experiential 
training and interaction training. (1986: 187) 

To all the points made in the previous quotation from Callan 

et al. one should add an aver-riding essential - the quality 

of the teacher(s). 

Change!~ Ethnic Settings 

Pusey (1980:41) believes that the cumulative effects 

of social change have been creating stronger and new pre-

ssures on education in recent years, whilst Ciborowski & 
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Cole agree with Ginsberg's 1972 notion that 

innovations will not be accepted and implemen
ted if they run counter to current beliefs, threa
ten social institutions, and require more financial 
support than the public is willing to give. 
(1974:40) 

The 1980s, in Pusey's (1980:36) opinion, 1 will be 

dominated by conflicts over the governance and control of 

education', the seeds of which were sown, maintains Mercer 

(1985: 114), in the 1960s. Disagreements and conflicts re-

sulting from change are not, nevertheless, necessarily due 

to a power struggle. Often, according to Dennison 

(1973: 40), they are the results of different frames of 

reference and different perceptions of reality. These 

frames of reference and perceptions can, and do, vary even 

within organizations, particularly within centralized sy-

stems <Whiteside, 1978:33). This can be seen clearly in 

educational settings (Beeson & Gunstone, 

quote Thomas: 

1978: 181), and to 

Teachers, with thetr traditions upset and their 
convictions shaken, are apt to prove perplexed, 
mistrustful or reticent when faced with a reform 
which involves at the same time the reorganization 
of institutions, the alteration of curricula and 
evolution of methods. (1968:31-32) 

However, one must not assume that disagreement in itself is 

bad. It is only through the communication of one's feelings 

and ideas that conflict can be resolved. The significance 

of discussion is supported by Cowan who wrote, 

discovering the healthy aspects of resistance 
to new points of view is as important ... as over
coming pervasive individual and social barriers to 
change. (1975: 298 >. 
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Emphasis has been given in preceding discussion to the 

importance of an empathic relationship in the understanding 

of interpersonal communication. Another aspect to consider 

carefully is that the organizational framework can be regar-

ded as a political system (Scott, 1985:121) within which 

ideas are to be communicated because' ... the best of ideas 

can be destroyed by organizational problems.' <Sheehan, 

1976:91). This is not an uncommon happening in educational 

administration where, maintains Gue (1977:19), an ethos of 

authoritarianism pervades because superiors are likely to 

hold that' ... what is good for the organization is good for 

all of its members.' <Tannenbaum, 1973:52). 

to be considered, particularly in this study, 

Another aspect 

is that ethno-

centrism in administration is an obstacle to policy making 

(Gue, 1977:19). 

In discussing power relationships, Bachrach & Baratz 

(1963:633) explain that a power relationship can exist only 

if one of the parties can threaten or invoke sanctions. 

They later state that the application of sanctions is an 

admission of defeat (p.636), although this form of redress 

is used readily in political power plays. Adding to the 

ideas put forward by Bachrach & Baratz, Merelman (1968:458) 

is of the opinion that bluffs work consistently only with 

novices and only for short periods of time. 

The Vice-Chancellor's approach to the TAECC had strong 

elements of Chin & Benne's (1961) power- coercive change 
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model. It is not unexpected that on this ground alone he 

and the University staff met resistance from the Aboriginal 

tertiary student organization. 

It was obvious throughout the arguments between the 

University and the TAECC. who were supported by the student 

Aborigines, that Bachrach & Baratz's <1963:633) and Merel-

man's <1968:458) ideas on power relationships were opera-

ting. Bluffs were not acceptable to the Aboriginal people, 

indicating that the Aborigines believed that they had a 

sound power base of their own and an ability to withstand 

outside interference. This type of reaction emphasizes 

Batter's 1962 statement that 

in community development all real •authority' 
rests with the people ... [and] by using directive 
methods they [the administrators] are continually 
creating more problems than they solve. <Downing, 
1974: 61). 

Of recent years organizations have been calling upon 

consultants to assist in their restructuring and in the 

implementation of innovations. Mizia (1979:29), in referring 

to the New York Puertan Rican community, points out that a 

major problem facing consultants is that they have to deter-

mine the type of role they are to play. She believes that 

philosophically and ideologically consultants should be 

concerned with bringing about major changes in order ta meet 

unmet or emerging social needs. For Mizia the consultant is 

an active agent' ... who is not afraid to take risks and is 

cmmnitted to social justice.' (p.30>. She proposes that 
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consultants should integrate advocacy into the consulting 

agencies' functioning <p.p.27-28). The conceptual framework 

of advocacy should be used as a philosophy, as a method, and 

as a technique (p.26). She also proposes that the Puerto 

Ricans should be included on the advocacy committees. Else-

where, though, she appears to be in conflict somewhat with 

this latter statement as earlier in her work, when she 

raised the issue of ethnic representation with an agency, 

she had this to say: 

The community has no reason to trust the agency, or 
even the worker whom they may identify with the 
Anglo establishment and view as a possible traitor. 
Their experience with other social welfare agencies 

have often made them leery, disenchanted, and 
frustrated with Anglo institutions. (Mizia, 
1979:16) 

This statement just given provides strong grounds both for 

fundamental changes to the way ethnic groups are serviced by 

community agencies, and for the non-utilization of ethnic 

advocates in agencies as they are presently structured for 

the New York Puertan Rican community. 

A less noetic approach to that of Mizia is proposed by 

Edwards & Edwards (1980:503) in their writings on Indian 

Americans. They see the role of professionals, in general, 

as being one in which professionals help interpret and 

clarify policies for committees, at the same time suggesting 

viable alternatives, whilst helping to identify leaders and 

potential leaders amongst the people. They explain that the 

procedure is time-consuming but it will result in more 

effective policy decisions. For Riggs (1964:349) consul-
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tants need to strive for sensitivity to the requirements of 

the people and try to reflect these in their programmes, as 

an authoritarian approach• ... mitigates against innovation 

and development in traditional and many transitional 

societies.' (Riggs, 1971:99). Another view of the consult-

ant or change agent comes from Loomis in 1959 who says that 

the agent, as far as possible, manipulates the environment 

in order to be able to predict some degree of reliability of 

outcomes <Ulibarri, 1970:37), whilst a programme at Pennsyl

vania State University trained Indian Americans ta help 

institutions became responsive to Indian clients (Lynch, 

1973). Taking a more community oriented approach, Smith 

(1974:45-46) favours Indian American participation in the 

planning, development, operation and evaluation of change. 

Another writer suggests that effective policy change for the 

Indian people could be implemented far more effectively if 

well-meaning non-Indians left planning in the hands of the 

Indians. In proposing this idea Carpenter (1980:461) cites 

the success of regional health programmes which involved 

Indian Alaskans and Inuits. Mechanisms should be developed, 

according to Mizia (1979:46), to ensure that professionals 

learn from the people in the community, particularly as 

there will be non- professionals who will at times be more 

expert than the professionals. A related, but somewhat 

different, approach from Bowers & Hausser (1977:76), is for 

the change agents to select interventions that match the 

characteristics and practices of the group being studied. 
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In order ta achieve this goal there are four main functions 

that must be carried out, according to the Office, namely, 

assessment of the current situation and the dissemination 

of findings; 

. the need to sensitize all key groups; 

the need to establish processes of consultation between 

blacks and whites; and 

the development of specific programmes <p.60). 

The Office of the Commissioner for Community Relations, it 

can be seen stresses the fact that Aborigines, as well as 

non-Aborigines, must be involved in the development, imple-

mentation and maintenance of any programmes that are deter

mined. However, the notion of the white "minder" still 

appears to figure prominently in this above formula. 

A further set of principles espoused for Aboriginal 

societies on community development - and one that provides 

Aborigines with greater decision making responsibilities 

than the previously mentioned construct - comes from Downing 

<1974:64) who lists the following: 

the fullest consultation and involvement of the client 

community as is possible; 

a knowledge of the structure, values and patterns of life 

of the client community; 

the community•s felt needs should be the basis for any 

social development programme; 

the authority for decision making and consequent action 

mus t res t with the client community; and 
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. the community must be able to move at its own pace. 

Downing, as can be seen, places great importance on 

the people and elsewhere in the literature his ideas are 

supported. Likert in 1961 emphasized how significant it is 

to members of an organization to perceive that they are 

contributing in a positive way to the organization (Tannen-

baum, 1973:54). If members can see their futures clearly 

within this positive framework then there will be a greater 

acceptance of the reasons for any change and the conse-

quences arising from change (Pecaut, 1965:131; Touraine, 

1965a:20), This notion is expressed most clearly in the 

following quotation from the Centre for Educational Research 

and Innovation (GERI): 

in a change-oriented society people feel that 
they are effective and leading significant lives 
when they are the instruments of change. (1971:15) 
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CHAPTER 7 

ATTITUDES, PREJUDICE AND ATTITUDE CHANGE 

Preface 

It is postulated that in their relationships Abori

gines and non-Aborigines need to acknowledge the respective 

importance of their roles, but the impetus, and overwhelming 

responsibility for change, lies with the "dominant" culture. 

It must accept Spilka's (1970) dictum that the way an indiv

idual acts could be an appropriate form of response for that 

individual. Lippman (1977) holds that knowledge influences 

both the formation and the change of attitudes. Support for 

Lippman is provided by Stang (1981). In "Racial Prejudice 

and Discrimination" terms are defined and theoretical con-

structs on racial prejudice are described. Ethnocentrism 

and the accompanying influences of historical, political, 

social and economic perspectives are mentioned, together 

with the restrictions placed on indigenous people through 

paternalism, which produces negative self- and group-esteem. 

Eckermann's (1975) and Rowley's explanation of Aboriginal 

apathy are supported by Poussaint (1974) whilst Spilka 

<1970) suggests that the only way to counter passive resist

ance amongst Indian Americans is to transfer power to the 

Indian people. Stereotypy and awareness of ethnic identity 

are other elements considered before moving to variables 

affecting prejudice levels (refer Jaspers & Hewstone, 1982), 

and the means by which prejudice may be reduced. 

******* 
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Fig.7: A schematic conception of attitudes (after 
Rosenberg & Hovland, 1960) 

More recentlyt Callan, Galois & Noller (1986:78) pre-

sented a model which extends the parameters outlined by 

Kelman (1956) to illustrate the ways by which cognitive, 

affective and behavioural components can combine to form the 

constituents of prejudices - refer Fig.8 below. 

CO~l'Ol~LNT S 

QI 
AN ATllTUOE 

COGNITIVE (belief) 
COMPONENT 

AFFECTIVE (feeling} 
COMPONENT 

BEHAVIOURAL 
COMPONENT (action) 

believes blacks 
are inlerior 

dislikes blacks 

discriminates 
against blacks 

COMPONF NlS 

QI 
WHIT [ RACIAL PAL JUOIC[ 

NEGATIVE STEREOTYPE 
OF BLACKS 

' 

NEGATIVE FEELINGS 
ABOUT BLACKS 

NEGATIVE ACTION 
TOWARD BLACKS 

Fig.8: Components of the attitude Qf prejudice 
in Callan, Gallois & Noller (1986:78) 
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Extending the notion of attitudes to attitude change, 

Teasdale (1976) also places an emphasis on the importance of 

the three components of cognition, affect, and behaviour in 

bringing about attitude change. He then outlines Kelman's 

(1956:36) process of attitude change which begins with com

pliance, in this case pretence, moving to identification 

where there is a measure of acceptance because the relation

ship with others is valued, and finally there is a move to 

internalization where there is an acceptance of the new 

attitude as one's own. Unfortunately, all attitude change 

does not rest solely on following through a process: refer

ence groups, the prestige of the communicators, their per

sonalities, their intentions, and their liking of and simil

arity to the receivers are some of the factors that should 

not be overlooked <Sherif & Sherif, 1956 [1948):634, Gardner 

& assocs, 1981:33; Callan & assocs, 1986:85). Other features 

to be considered are, to list a few, the discrepancies that 

may exist between the ideas presented and the values of the 

receivers, the nature of the communication, and whether the 

approach is open or defensive <Ribeaux & Poppleton, 

1981:145-150) or belligerent. 

Returning to Lippman's earlier comment about attitudes 

being formed as part of the socialization process it should 

be recognized that even though individuals and groups may 

have similar attitudes they may express these in different 

ways. They might not always be displayed through immediate 

overt behaviour. but behaviour that follows may be 
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understandable only in terms of that earlier experience.' 

(Sherif & Sherif, 1956:5). In another reading, Bochner 

<1982:29), together with his associates, proposed the theory 

that individuals respond according to the relative social 

supports that their settings provide, whilst Spilka noted 

that the way an individual acts' ... may be surprisingly 

appropriate even if we fail to appreciate it.' <1970: 14). 

As Lippman (1977:9) perceives things there are four 

types of functions served by attitudes. These are: 

. adaptive, such as when an individual adapts to peer atti

tudes and behaviour; 

. providing knowledge so that appropriate guidelines are 

given for one's behaviour; 

. an expressive or self-realizing function which enables 

one to act out inner tensions; and 

. an ego-defensive function which helps individuals deal 

with psychological stress. 

Lippman also notes that if knowledge forms attitudes 

then knowledge should also be able to change attitudes. She 

also points out that persons who hold extreme attitudinal 

positions will be more ego-involved and hence less likely to 

change their attitudes compared to persons who have less 

ego-involvement (p.12). 

An overview of the attitude change process has been 

included in Stang (1981:282). He provides a model (Fig.9> 

ta illustrate how the c ognitive process of a t titude change 
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is a sequence of events, all of which must occur for an 

attitude to change. 

STIMULUS 

non-acceptance le"" ~ATTENTION 

Distracted or ~ 1 
message distorted 

✓ 
non-acceptance COMPREHENSION 

~ understoodJc" i 
non-acceptance INTEGRATION 

idea✓ ! Reject 

✓ 
non-acceptance ACCEPTANCE 

Fig.9: An overview of the cognitive process of 
attitude change as a sequence of events 
<Stang, 1981:282) 

According to Lippman <1977:31) research indicates that 

attitude change is likely to follow opinion change whilst 

Larsen considers that attitude change motives usually appear 

in either of two broad categories: the first is that 

people change their opinions 'because they are provided an 

incentive, 

(1977: 31); 

a reward or are reinforced for the change' 

and the second is that they change 'because of 

some fundamental inconsistency, which requires that the 

person re-evaluate and re- organize his [sic] opinions.' 

<p . 31). In the latter case, opinion change is seen as a 

mediating variable leading to attitude change. 

Attitude change is, nonetheless, a conjectural process 

in McGuire's (1969) eyes, and it involves at least five 
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behavioural steps, namely, attention, comprehension, yield-

ing, retention and action . Further, he claims that "The 

receiver must go through each of these steps if communica-

tion is to have an ultimate persuasive impact, and each 

depends on the occurrence of the preceding step." 

(1969: 173). 

Racial Prejudice and Discrimination 

Racism is, in Theadorson & Theodorson's 1970 words, 

an 
centrism 
group is 
perior to 

ideological orientation and form of ethno
in which it is maintained that one's own 

a distinct race that is inherently su
other races. <refer Bullivant, 1981: 49) 

Prejudice, to Drever, is 

an attitude, usually with an emotional colouring, 
hostile to, or in favour of, actions or objects of 
a certain kind, certain persons, and certain doc
trines. <1956: 216>, 

whilst A Dictionary ~f ~~!los~~ states that it is 

Any belief, whether correct or incorrect, held 
without proper consideration of, or sometimes in 
defiance of, the evidence. <1980:266) 

For Goodman & Marx' . . . prejudice refers to beliefs or 

attitudes, 

They add: 

discrimination refers to behavior.' (1978:302). 

Discrimination involves behavior toward a member of 
a minority group solely on the ground that the 
person belongs to that particular group. Cp . p.302-
303) 

They also point out that there is no necessary one-to-one 

link between prejudice and discrimination. 

Racial prejudice has been explained through a variety 
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of constructs. Brief descriptions of a number of these 

constructs are outlined below and came from Bochner 

(1982:17) . 

. Psycho-analytic position - Adorno, Frenkel-Brunswick, 

Levinson & Sanford (1950) initiated the concept of the 

Authoritarian Personality. On the basis of this frame

work they linked ethnocentrism to harsh, arbitrary and 

rigid child-rearing practices, with racial prejudice 

under this construct being viewed as the venting of 

displaced aggression, and scapegoating . 

. Similarity-attraction paradigm - this theory from Schac-

hter (1951) incorporates reinforcement and cognitive 

balance theories; the implication of the paradigm is 

that similar people are more likely to associate and 

understand one another. 

Belief-similarity hypothesis - related closely to the 

similarity-attraction paradigm, the belief-similarity 

hypothesis holds that inter-cultural disharmony is due to 

the actual or assumed dissimilarity in the belief systems 

of the interacting groups <refer Rokeach, 1960). Jones & 

Seagull (1977:853) cite Stein et al. 's 1965 paper which 

would give support to this hypothesis as the writers 

maintain that a prejudiced person does not reject another 

person an the basis of race, religion or nationality but 

because that person perceives that the other differs from 

her or him in important beliefs and values . 

. Concept of the subjective culture is another theoretical 

construct which is similar ta the previous two. Triandis 
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& Triandis (1967) propose that ethnic groups have their 

awn unique, idiosyncratic ways of perceiving their social 

environments and this leads to misperceptions of other 

cultures. 

Social learning principles - prejudice, following the 

principles of social learning, depends upon reinforcement 

schedules; individuals in unfamiliar cultural settings 

are faced with new sets of contingencies: ta avoid the 

confusion and stress associated with prejudice an indivi

dual must master new sets of contingencies (Bem, 1970:45; 

Mischel, 1971; Feldman, 1985:185). 

Among other theories that have been applied to racial 

prejudice is Dollard & others' (1939) frustration- aggression 

construct which states that frustration always leads ta 

aggression and aggression is always the result of frustra-

tion (Dooley & others, 1981:545). However, doubts have been 

expressed that one will lead necessarily to the other. 

Another nee-Freudian theory, and o ffered by Goodman & Marx 

is the projection theory which explains that 

when people do not want to acknowledge certain 
traits in themselves, they may attribute them to 
other people instead, particularly to other ethnic 
groups. (1978: 302) 

Both the frustration-aggression and the projection theories 

maintain that prejudice is a response that can occur in all 

types of persons, but Adorno et al. (1950) , holding to the 

notion, 

types, 

within their neo-Freudian construct, of personality 

claimed that specific personality types tend towards 
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aggression more than certain other types. 

A 1965 theory proposed by Leon, and one that can be 

expressed in terms of prejudice, is the well-accepted con-

struct of "domination-subordination" which raises thoughts 

about superiority and inferiority, power and helplessness as 

well as hopelessness (Spilka, 1970:423). 

As indicated above, ethnocentrism has the makings of 

aggression and its development could follow a similar patt

ern to either of the constructs shown in Tandy & Lafun's 

<1973) "Acquisition of Aggression Models" . Their models 

which are at Fig.10 - portray aggression in sport as being 

either instinctive or learned. 

MODELS OF AGGRESSION 

!~gression Theory~£~! !ggression Theory No.2 

1. Aggression is instinctive 1 . Aggression is learned 

2 . Society is predisposed to 2. Sport teaches aggressio 
aggression 

3 . Sport serves as a catharsis 3 . Sport contributes to a 
violent society 

Fig.10: The Acquisition of Aggression Model 
<Tandy & Lafun, 1973:20) 

In reference to the Tandy & Lafun models, Galton 

(1869) and Jung (1959 [1938) :158), amongst numerous others, 

have supported the idea of innate or inherited patterns of 

culture, whereas behaviourists would support the notion of 

learned aggression. Likewise, as illustrated in Fig.11, an 

"Acq-uisition of Ethnocentrism Model" can be developed along 
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similar lines to Tandy & Lafun's model to show the dichotomy 

between sets of assumptions about ethnocentrism which result 

in incompatible theoretical constructs. Whether or not 

there are innate or inherited aspects of aggression the 

premise accepted in this study is that ethnocentrism is a 

learned response brought about by life experiences, socio-

cultural influences, reinforcement, group values and the 

like. 

MODELS OF ETHNOCENTRISM 

Ethnocentrism Theory !e~1 

1,Ethnocentrism is instinc
tive 

Ethnocentrism Theory !Q~ 

1 , Ethnocentrism is learned 

.Society is predisposed to 
ethnocentrism 

.Ethnocentrism serves as a 
catharsis 

2.Society teaches ethnocen
trism 

3.Ethnocentrism contributes 
to a violent society 

Fig.11: Acquisition of Ethnocentrism Models 
- based on Tandy & Lafun's (1973:20) models 

Prejudice, likewise, is the product of many factors, 

including the influence of historical, political, social and 

economic situations <Bullivant, 1981:52). It is also the 

result of exploitative paternalism, by the dominant culture, 

which amongst Indian Americans, for instance , ' has pro-

duced the intensely negative self-concept the Indian suf-

fers.' claims Heath (1972:30), The Caucasian American so-

ciety has spread this negative feeling to other American 

racial groups, according to writers such as Poussaint (1974: 

51) and Maykovich (1972:102). Thus prejudice, discrimina-
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tion and oppression arise and persist because of the miscon

ceptions held by dominant groups of people 

1983:2). Opposition to paternalism and to dominant organi-

zations may come, as noted previously, in the form of 'pas-

sive resistance' (Tannenbaum, 1973:55-56) which Long in 1974 

translated into 'passive aggression'. 

Another form of resistance, in Eckermann's (1975:3) 

opinion, is to be found amongst Aborigines in the form of 

communal spirit which, she claims, is a defence mechanism 

against the prejudice shown by the European community. She 

also cites a 1966 paper by Rowley in which he maintains that 

beneath a mask of apathy Aborigines are deeply resentful of 

Europeans and are united by resentment and suspicion (p.8). 

In Black American writings, Poussaint (1974:50) states that 

passivity and the resultant dependency became a necessary 

survival technique far Black Americans. He went on to say 

that 

The demands of being unwillingly subservient, un
willingly self-denigrating, and unwillingly non
aggressive are psychically extremely taxing. 
(p.53). 

Spilka (1970:423) considers that the anger and passive 

sullen resistance shown by Indians can only be countered by 

transferring power from the white to the Indian. As with so 

many minority groups, Indian Americans are increasingly 

turning their anger away from apathy, suicide and alcoholism 

to cultural and political activism (Heath, 1972:48). This 

same trend is evident amongst Aboriginal Australians and the 
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example set by the Indian Americans has had a critical 

influence on a number of leading Aboriginal activists and 

academics. 'whilst there has been a "cultural revival" a-

mongst Indians and Aborigines, political organization is 

being used an as antidote for white intrusions 

1972:30; Deloria, 1974:iii). 

(Heath, 

Prejudice, unsympathetic administrators, and lack of 

communication between white and black has contributed to 

under-achievement amongst minority groups (Berry, 1968:43; 

Beuf, 1975). Another eventuality is that 'stereo-typical 

imagery and assumptions' are the result <La Palombara, 

1971:177). As Lippman explains, 

A Stereotype is a belief about members of a group 

which is inadequately grounded - and at least par

tially inaccurate because of overgeneralisation. 

It becomes a stereotype when it is applied to 

members of a particular group without regard to the 

real characteristics of the individuals concerned. 

(1977: 18) 

Of stereotypy Maykovich concludes that it is' ... one of the 

most subtle yet most powerful means of maintaining existing 

prejudices.' (1972: 101). Maykovich' s opinion is supported 

by a number of other thinkers, including Sherif & Sherif 

(1956:653), Baron & Byrne <1981:154) and Myers (1983:450). 

The point has been made by Garcia (1981:19) that 

everyone needs to belong to a group and each group develops 

its own myths, prejudices and stereotypes about other groups 
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to strengthen prejudice, Bochner (1982:16) supplies research 

evidence to show that variables which tend to reduce preju

dice include: 

equal status of the participating persons or groups; 

intimate relations; 

interdependent activity; 

intergroup cooperation; 

superordinate goals; 

pleasant and rewarding contact situations; 

and most importantly, 

. a social climate that favours inter-group contact and 

harmony. 

Larsen (1977:31), in line with Bochner, feels that the 

most effective method of changing negative attitudes to 

minority groups is through changing the norms and social 

structures of the attitude holders in ways such as he out

lines when referring to work on attitude change carried. out 

by Tatz & Chambers in 1973, Equal status, inter-dependence 

and common goals should be the aim, backed, as it were, by 

the positive sanction of legitimate authority (refer also to 

Allport, 1958). 

Whilst, in effect, agreeing with Bochner and Larsen on 

the importance of equal status between groups if positive 

behaviour is to be fostered between groups, Garcia (1981:18) 

adds that groups should plan common tasks which can be 

achieved, and that contact should be sustained over time, 

Throughout there is also a need to retain pride in oneself 
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and one's group (Sawyer, 1976; Carpenter, 1980:457). <Refer 

also to Sherif & Sherif, 

1982: 128.) 

1956 and Jaspers & Hewstone, 
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CHAPTER 8 

CULTURES AND CULTURAL VALUES 

Preface 

Chapter 8's emphasis on cultures is an extension of 

Chapter 7. Although cultures have "values11 they are not 

permanent nor immutable (Williams, 1951 )., and change does 

not automatically lead to loss of cultural identity (Wilson, 

19'75). In viewing cultures there are two dominant perspec-

tives, namely, "etictt and ''emic" (Pike, 1967). Features of 

ethnic groups are distinguished in "The Nature of an Ethnic 

Group and Ethnicity", and there is a call for non-Aboriginal 

Australians to understand contemporary Aboriginal people. 

The ethnocentric nature, and the insensitivity, of the cul-

ture "supplying" education is stressed in "Education and 

Minority Groups". Following Gale & Brookman (1975>, prob-

lems in determining legitimate spokespeople for Aborigines 

are discussed, as are the difficulties Tasmanian Aborigines 

face in establishing their Aboriginality. "Minority Groups 

and Social Behaviour" covers the values and responses that 

may be made by members of different cultural groups in 

cross-cultural relationships. Consideration is likewise 

given to the preservation of cultural values. Another issue 

mentioned is that acceptance of another racial group's 

behaviour is relatively easy to accept in theory but not in 

practice. The final section returns to the notion of what 

constitutes Aboriginality. 

******* 
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In the previous chapter notions such as prejudice and 

stereotypy were discussed and it was noted that they are 

frequently discussed within the context of ethnicity and 

cultural appreciation (or lack of it). This chapter will 

extend the discussion of cultures and cultural values. 

The behaviour of human beings, in Gross' 1963 opinion, 

is a function of their past and present participations in 

social systems (Browne & Collins, 1967:2). However, no 

culture is perm.anent nor imlllutable, wrote Williams (1951:32) 

but cultural change does not necessarily mean losing 

your identity. ' 1975:14), nor does the loss of 

traditional ways necessarily lead to a loss of identity' ... 

since identity is the conception of or feeling about events 

lived by a people.' (Sawyer, 1976: ) . Williams also makes 

the point that the prevailing culture meets the needs and 

interests of society (p.35), with the society passing on a 

selection of its culture to the next generation (Bullivant, 

1981:17) for the people are both the culture bearers and the 

culture builders (Uchendu, 1977:75). 

'At the heart of a culture is a series of values.' 

wrote Bienenstok & Sayres (1962:8), 

standards for 

. what is; 

what can be; 

bow one feels about it; 

what to do about it; and 

and these values set 

how to go about doing it (Goodenough, 1973:7/22). 
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Culture, as Williams (1951:32) asserts, is made for people 

and not people for culture. 'People learn as individuals. 

Therefore, if culture is learned, its ultimate locus must be 

in individuals rather than in groups.' (Goodenough, p.7/20). 

People perceive within their own frames of reference (Har-

vey, 1968:3) and this, of course, means that' perceiving 

is always done by a particular person from his (sic] own 

unique position, experience and needs.' (House, 1978:13). 

This results in people perceiving the need for change at 

different periods (Huberman, 1973:36) and in dissimilar 

ways. 

Moving from the uniqueness of the individual to the 

broader cultural aspect, King-Boyes (1977:4) stresses that 

each culture results from unique events taking place in 

unique surroundings, with attitudes and perceptions being 

derived from the belief system of the culture <Harvey, 

1968:3; Maddock, 1974:105>. On this matter Smalicz makes an 

important point when stating that 

It is not the individual's biological content ~~~ 
se, but the cultural meaning assigned to him [sic] 

that determines his access to particular cult
ural groups and the nature of social relations 
within such groups. (1979:195) 

The culture establishes the environment within which, and in 

terms of which, individuals react (Lewis, 1975:153; Maldo-

nado, undated:4), and they respond physically, 

morally and psychologically (Colgrove, 

1970:23 & 41; Spilka, 1970:19). 
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Apple (1982:266) found reason to comment that "Cultu-

ral products not only 'say', but they 'don't say' as well." 

whilst Sapir (1949) explained that in the eyes of people 

from another culture observers can be guilty of all manner 

of distortion. Pike <1967:121) termed these observations 

from outside the culture as "etic" observations, noting that 

people can only observe from their own cultural and experi-

ential perspectives, hence different "world views" are 

applied <p.12O). On this subject Harris holds that' .. , the 

abundance of emic rules is not that people behave to conform 

to rules, 

behavior. 

but rather that people select rules to conform to 

(1974: 2 & 6). However, Bourdieu (1971:190) re-

minds his readers that even within their own cultures 

<Pike's "emic" position) people may meet silences. His 

reason is that certain patterns of the culture are mastered 

so completely that it is difficult to apply conscious 

thought to them. 

The "emic-etic" construct makes it possible to under

stand how people of different cultures can observe, and 

study, the same situation and arrive at quite different 

conclusions. It also enables people to come to a better 

understanding of "culturally-based" conceptions of motiva-

tion amongst the recipients of "progressive movements" (re-

fer Maehr, 1974). For all that, Harris would maintain that 

a perfect knowledge of all the rules that one 
must know in order to act like a native cannot lead 
to the prediction □f how natives will act. 
(1974:242) 

as etic outputs require etic inputs, for every emic rule 
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there is an alternative, and authorities never go unchal-

lenged for, as Gusfield (1973:334) remarks, traditional 

culture is not a consistent body of norms and values. <Re-

fer also to authors acknowledged in the opening paragraph of 

this chapter.) 

The environments created by ethnic backgrounds con-

trol, to a large extent, the cultural changes and percep-

tions of the different ethnic groups. \¥hat, then, are the 

distinguishing features of an ethnic group? The following 

definition has been taken from the National Council for the 

Social Studies Curriculum Guidelines for Multiethnic Educa

tion: 

An ethnic group is a specific kind of cultural 
group which has all of the following character
istics: 

Race, 

a. Its origins preceded the creation of a nation 
state or were external to the nation state 

b, It is an involuntary group, although indivi
dual identification with the group may be 
optional, 

c. It has an ancestral tradition and its members 
share a sense of peoplehood and an interde
pendence of fate. 

d, It has some distinquishing value orienta
tions, behavioral patterns, and interests 

e. The group's existence has an influence, in 
many cases substantial, on the lives of its 
members. 

f, Membership is influenced both by how members 
define themselves and by how they are defined 
by others. (1976: 9-10) 

Relating specifically to cross-cultural relationships, 

Power, Qppression, Black-White Attitudes in Australia 

states that 'The current black/white attitudes must be seen 
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"common" language quite distinct. Similar patterns, for 

instance, occur in white Tasmanian English and Aboriginal 

Tasmanian English but it is essential, if one is to communi

cate effectively across these linguistic groups, to remember 

that there are areas where interpretations do, 

diverge, and diverge quite considerably. 

at times, 

From the preceding coIIllilents it can be seen why Isajiw 

suggested in 1974 that one of the most critical factors 

about ethnicity is that it imposes 

a double boundary, a boundary from within, 
maintained by the socialiation process, and a boun
dary from without established by the process of 
intergroup relations. <Harris, 1980:12> 

Numerous writers in the various fields of administr

ation and education have put forward opinions about ethni-

city and ethnic relationships. Mullard (1974:11), for in-

stance, outlined a number of assumptions held by white 

administrators, politicians, and field workers in respect of 

Aborigines: 

Aborigines are backward, incapable, and irresponsible 

people and as a result they need assistance; 

white is right - black is wrong; 

. where a degree of acceptance exists, Aboriginal develop-

ment is permissible, providing it is controlled by the 

predominately white society. 

These assumptions are classic reminders of white Australia's 

ethnocentrism and value orientations in respect of the Abor

iginal people. 

164 



Education~~~ Minority ~r□ups 

In the field of education most teachers, although they 

do not necessarily discriminate consciously against minority 

students, do reflect majority attitudes because of the cul

tural milieu of their home communities and their isolation 

from minority cultures <Garcia, 1978:1). Teachers are also, 

as recognized by Harris <1980:33), often overwhelmed and not 

necessarily insensitive to the needs of people from differ

ent cultural backgrounds. As a 1970 article from Havighurst 

implies, they are not capable of understanding what consti-

tutes a rewarding state of affairs relative ta the cultural 

environment (Spilka, 1970:393). This being the case, it is 

difficult for teachers to be able to examine their own 

racial attitudes and honestly recognize what these may be 

(Lippman, 1977:27). 

Even though a number of highly regarded authorities 

accept the above notions, a counter argument given by Fesl 

in 1985 also demands attention. She forcefully claims that 

teachers - and others - do know what they are doing when 

they act in insensitive and seemingly inappropriate ways 

towards Aborigines. However, ignorance about Aborigines is 

widespread due to ignorance being created by the prevailing 

education systems and the cultural norms that have been 

"inflicted" upon teachers and others throughout their lives. 

Fesl's stand, with the above explanation in mind, 

counter-productive to the cause, if that is the goal, 

is 

of 

having white Australians accept Aborigines and become sensi-
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about the student leader was that he had been, for many 

years, even before becoming a student, an active leader in 

Aboriginal affairs. This status in the eyes of the Aborig-

inal people was not negated by his being a student. 

From what has been written so far about the Tasmanian 

Aboriginal people, it would seem as though they are taken to 

be a separate racial group, which is distinctly apart from 

the predominant European coIIllll.unity. As discussed previous-

ly, this is not necessarily how they are viewed for it is 

constantly being stated by white Tasmanians in many parts of 

the state and in many occupations that the Aboriginal Tas-

manians are pretenders: but these "pretenders" do have a 

form of "cultural management" (Uchendu, 1977:74) which re-

sults in a distinct culture. 

unchanging and selfmaintaining. 

The culture is relatively 

Each Aborigine learns to 

act appropriately in his or her own society and each contri

butes to its continuance. As a group they tend to the 

opinion expressed by Mr. Harry Nelson, a tribal Aborigine, 

that Aboriginal people are qualified in their own education 

(Gale & Brookman, 1975:126). 

The preceding paragraph shows clearly that one of the 

difficulties confronting the Tasmanian Aboriginal people in 

establishing, to the satisfaction of the dominant Anglo-

Celtic community, their Aboriginality is that they often do 

not appear to be Aborigines and they are familiar with the 

cultural codes of the "mainstream11 of Australian society. 
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The Aboriginal Tasmanians, particularly people such as those 

who were members of the TAECC and the student body can be, 

and are, competent multiculturally. 

that is to be regarded as theirs, 

The particular culture 

Goodenough (1973:7/37) 

would stress, is determined by considerations of social 

identification rather than simply by competence in a cul-

ture. He continues: 

When individual A perceives individual B to be 
competent in the standards <the culture) he attri
butes to group X, and when B perceives A to be 
competent in the standards he attributes to the 
same group X then A and B see themselves and each 
other as both knowing how to act in accordance with 
the "same" standards. (p. 7/37) 

They see these standards appearing to exist apart from 

individuals and they become perceived as belonging to a 

group that has its own identity. As others make demands in 

the light of these standards people see their behaviour, 

remarks Goodenough <p.7/37), 

and even determined by it. 

as being constrained, shaped, 

The Aboriginal Tasmanians are given further status of 

Aboriginality by the National Aboriginal Education Committee 

which states that it aims at 

The promotion of a common feeling of kinship among 
all descendants of the indigenous people of Aust
ralia which includes not only the mainland but the 
Torres Strait Islands and Tasmania. (1978:3) 

To return again to a previously described happening: it is 

interesting to recall that Aboriginal Tasmanians may see 

themselves first and foremost as apart from the mainstream 

of mainland Aborigines, as instanced when a prominent main-

land Aborigine who was head of an academic institution was 
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invited to Hobart by the CCET and the UCE to discuss the 

amended university course for the CCET. The Tasmanian Abar-

iginal student activist leader objected on two grounds: 

first, the consultant was not a Tasmanian Aborigine so he 

would not know the Tasmanian situation intimately; and 

secondly, there were Aboriginal Tasmanians who were capable 

of discussing course content and the way it ought ta be 

taught. The outcome was that the mainland academic did not 

come and the Aboriginal Tasmanians were not asked to discuss 

the course. 

Minority Groups and Social Behaviour 

There is the possibility for a member of a minority 

group to be in a conflict situation when faced with an array 

of incongruent values from which a choice must be made, The 

result may be a set of values which contains inconsisten

cies. The potential disruptive influences when inconsisten

cies occur is limited by the way the individual defines the 

situation, irrespective of how logical or illogical it may 

seem to someone else (Young, 1969:1115). Certainly the UCE 

and, initially, the CCET considered the actions of the TAECC 

were illogical when that body rejected the Aboriginal Stu

dies course after it had previously given its approval. 

The necessity for the CCET and the UCE staffs to take 

the initiative in changing their values, attitudes and beha-

viours has been noted previously, but to expect this is ta 

place heavy emotional demands upon the majority of them 
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precious values.' (1964: 10). This preservation of values 

can be seen amongst American Indian tribes who retain Cto 

greater or lesser extent) many features of their own earlier 

distinctive ways of life (Tax, 1978:121; Yinger & Simpson, 

1978: 145; Jackson, 1974:145; Red Horse, 1980a:463 & 

1980b: 490). On this matter Yinger & Simpson record that 

In this day of renewed attention to one's ethni
city, most Native Americans identify themselves 
more strongly as Indians rather than shifting their 
identification ta the larger society. (1978: 150) 

A similar situation to that just outlined exists for 

Aboriginal Australians. Amongst the values referred to 

above are those values which help form the quintessence of 

not only American Indian tribes but also of Australian 

Aboriginal tribal societies such as kinship, the ethic of 

mutual aid, animism, and a subsequent affinity with the land 

to which they belong. 

Writing on the initiation of change, a number of 

writers have expressed the view that a definite, and re-

quired, factor is compatibility. Compatibility as used 

here refers to the degree to which an innovation is consist-

ent with the existing values, experiences, desires, and 

satisfactions of the adopters <Touraine, 1965b:157i Tannen-

baum; 1968:54; Huberman, 1973:40; King, 1974:85). Hence, 

should a proposed change be at odds with the power structure 

<Dal in, 1978:100) and values and experiences of the target 

group there is little chance of success (Huberman. p. 93). 

There is also only a slight possibility of success where 
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individuals' attitudes to discrimination and the like are 

biased against other individuals or groups. This latter 

thought led Fairweather to comment upon attitudes to discri

mination in these words: 

If hull'.lanitarian considerations are to serve as the 
foundation for determining the social needs of all 
men [sic), the abolishment. of social discriminatory 
practices will have ta be the basic ingredient of 
any such social system. (1971: 11) 

Notwithstanding the notions put forward on attitudes 

and discrimination, acceptance of other racial groups' beha

viours is mare readily made in theory than in practice. Far 

example, one can accept - and admire - the way many groups 

of Aboriginal people have held to the practices of obliga-

tion and reciprocity: but such practices have meant that 

certain actions by Aborigines have often been misconstrued 

with resulting feelings of rejection, and almost disbelief, 

amongst members of the white community who have been affec

ted. Accepting their claim to being Aborigines, the action 

of the TAECC in deciding against the CCET course could come 

back to kin behaviour. As Harris (1977:24) has remarked, it 

is hard to become used to the "failure" by Aborigines to 

link verbal commitments to behaviour in all kinds of levels. 

Another aspect raised by Brandl (1973:28), and one which 

closely resembles a previous comment in this study, is the 

question of kin relationships and the place that may be held 

in the Tasmanian Aboriginal community by the student acti-

vists, particularly their leader. Brandl reminds her read-

ers that whilst Europeans see the gardener, for instance, as 
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being subordinate to the teacher this may not be the way the 

Aborigines perceive it. 

Returning to a previous ca:mment made by Baldock 

(1978), social behaviour is understood only within the con-

text of society: 

are in opposition? 

what is the situation when two cultures 

Whose "context of society" is to take 

precedence? In the struggle over the CCET course in Aborig

inal Studies the dominant group were the academics, One 

would hope, however, that each cultural group would try to 

understand, or at least appreciate sympathetically, the 

values and problems of the other group <The Australian 

Aborigines, 1967: 69), In the past the Aboriginal people 

have had plenty of time and opportunities to come to under

stand the prevailing majority culture and they have, because 

of their place as a minority element amongst minorities, had 

little to appreciate sympathetically so the onus for sympa

thetic appreciation must come, initially and continually, 

from the dominant culture. This must mean that the non-

Aborigines' appreciative systems, in line with Vickers 

(1965:87) construct, have to be altered considerably. The 

result should be a new body of knowledge which could help 

transform, or stabilize, to some degree, cultural attitudes 

<Goodenough, 1973:7/18). 

Another perspective of the problems confronting the 

pro-CCET and the anti-CCET course groups (in considering the 

course as it was originally constructed and approved by the 

University professorial board) is that whereas the staffs at 
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the UCB and the CCET are taken to be members of a diffused 

technological culture the Aboriginal Tasmanian people in the 

main are, in Riggs' < 1964: 27) terms, still within a trans-

.:!:t:lonal society. (Refer to Fig.12 for Riggs' 1964 Model.) 

Transitional societies, according to Uchendu (1977:78), are 

making deliberate efforts to redefine their cultures and 

guarantee their autonomy. They· are concerned with building 

an identity and their most valuable tool is an ideology as 

it is' ... ~ctively and explicitly concerned with the estab

lishment and defense [sic] of patterns of value and belief.' 

(p.77). 

Fig.12: 

FUSED PRISMATIC DIFFRACTED 

The Prismatic Model: Conceptualizing 
Transitional Societies (Riggs, 1964:27> 

Ev·en though they are often in association with a 

diffused technological culture, the Aboriginal Tasmanians 

could be said to be tset1t, at this time, in the transitional 

stage as the majority appear to have little, if·any, desire 

to be in the mould of ,the dominant European culture yet they 
' 

are not living as traditional Aboriginal Tasma.nians did. 
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Their present membership within a transitional society leads 

to group solidarity and it encourages them to retain close 

kinship ties <refer Young, 1969: 1111). At the same time, 

this situation maintains a cultural hegemony <Foster, 

1982:25) which restricts the autonomy of the Aboriginal 

people by imposing upon their lives. Their social and, to a 

marked extent, their cultural lives are dominated by poli-

tics and this tends to increase cultural strain (Uchendu, 

1977: 78), 

1976:15), 

and raises the issues of social justice <House, 

and political integrity in the conduct of educa-

tion CAshendu & Gallacher, 1980:98). 

Comment on Aborigin~l Culture 

Without entering into a discussion as to whether or 

not there are distinctly different Aboriginal ethnic groups, 

it is generally acknowledged that Aborigines are another 

Australian minority ethnic group. Placing them as just 

another ethnic group hides a number of factors that distin-

quish Aborigines from other ethnic groups; for example, 

immigrants to Australia often bring with them certain tech-

nical and professional skills, in addition to their own 

and for the most part they have, as ethnocentric opinions, 

Shimpo (19?8:155) notes, chosen to come. He adds that one 

can assume that immigrants have motivation and aspiration to 

integrate into Australian society. Not everyone would agree 

with this stand but taking a North American view 

The one commonality in these [ethnic] groups was 
that they considered their life styles to be su
peri'or to the "savage" life of the Indians.' (Edu
cational Administration Training f2~ the Multi-
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Cultural Community, 1968:79). 

Another problem facing Aborigines, and one that has 

been stressed elsewhere in this study, 

appear to be "ordinary" Australians. 

is that many of them 

However, when taken as 

a group their differences from other Australians rests, in 

Berndt's (1974a:xv) opinion on three major premises: 

, an acknowledgement of Aboriginal descent; 

low socio-economic status; and, as he terms it, 

general social cultural deprivation. 

Berndt's mention of "low socio-economic status" is not to 

deny that poverty exists in other Australian societal groups 

but it is probably most marked amongst Aboriginal groups. He 

should, though, be taken to task on the matter of what 

constitutes cultural deprivation. This term, "cultural 

deprivation",, is subject to question, particularly as to-

day's young non-tribal Aboriginal people are appearing to 

display, at least more openly, more Aboriginality that their 

parents (Coombs in 1984). In like manner to the indigenous 

people of Alaska, mentioned by Gaffney (1977:29), and the 

American Indians who are associating more closely with other 

Indians, Aboriginal Australians are feeling closer cultural 

bonds with other Aborigines throughout Australia, 

From the preceding discussion it can be seen that 

there are no simple solutions, as a rule, to cross-cultural 

differences, and in concluding this chapter two Australian 

authors, who give emphasis to this feature, are cited: 

Middleton (1979:3) pragmatically asks whether a bureaucracy 

176 



can convey the needs of a minority ethnic group down through 

the bureaucratic structure, 

serves that 'Individuals, 

whilst the second writer ob

if they are not to be deviant, 

have therefore, to operate within the context of the ideolo-

gical system of the group.' <Smolicz, 1979:43). 

It is obvious, as Cuban (1970) and especially Szasz 

<1963) would be quick to point out, that the latter state-

ment in the preceding paragraph encompasses one of the major 

dilemmas - if not the greatest - of cross-cultural relation

ships for all participating groups, that to be different is 

to be deviant. 
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CHAPTER 9 

EDUCATION, INNOVATION, AND COMMUNITY PARTICIPATION 

Preface 

Effective change in educational settings depends upon 

community acceptance. Within ethnic education innovation 

should take into account ethnic differences, required teach-

ing skills, learning styles, cognitive styles, and teacher 

behaviours. Change within society is discussed, particular

ly in respect of education, with Orr's <1974) and Flacks' 

(1971) comments on universities being cited. The theme of 

stating problems from the dominant culture's reference base 

are examined in the light of Western epistemology for Abori-

ginal students. Ways by which the community can be involved 

in educational change are outlined - as are the restraints 

placed on Aboriginal involvement. 

philosophical approaches to change, 

Two diametically opposed 

viz., Noetic Authority 

(Carroll, 1969) and Dialectical Materialism <White, 1969) 1 

are then evaluated. As Aboriginal leaders have likened the 

their situation to that of the American Indian the section, 

"Education and Community Involvement of American Indians", 

looks at Indian people who, by the 1970s, became aware that 

they held a measure of power and with it they became more 

actively involved as teachers, concerned citizens, and pol-

icy makers. For this to happen in Australia Anglo-Austra-

lians must acknowledge more widely the contributions Abori

gines can (and are making) to education within Austral ia . 

******* 
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Irrespective of the role of the teacher in major 

educational change, effective change must stem from the 

desire and action of the coIIllilunity, claims Downing 

(1974:64), whilst Grubis (1977:54) states that a community 

facilitator's effectiveness increases through adapting to 

the outlook of the community. Another important considera-

tion recalled from Chapter 3 is that groups that are allowed 

to participate in planning changes show less resistance to 

those changes <Brown, 1970: 102). On this basis Darnell & 

Simpson would argue that 

The curriculum should no longer 
the secret preserve of teachers, 
dialogue between them and the 
(1981:11) 

therefore remain 
but worked out in 
local community. 

In support of the notion far dialogue between groups, Lewin 

proposed that contrary to common belief, single individuals 

are not mare pliant than groups <Tannenbaum, 1973: 87). 

This, however, should not be taken as a universal rule as 

there are occasions when discussion between individuals is 

more useful than involving groups (Centre for Educational 

Research and Innovation, 1971:19). 

Black Americans, Carmichael & Hamilton, list four 

conditions that they consider are necessary to enable diff-

rent groups to form viable coalitions. These are: 

<a> the recognition by the parties involved of 
their respective self-interests; (b) the mutual 
belief that each party stands ta benefit in terms 
of that self-interest from allying with the other 
or others; (c) the acceptance of the fact that 
each party has its own independent base o f power 
... , and (d) the realization that the coalition 
deals with specific and identifiable goa ls. 
(1974:73 ) 
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Coalitions and change rely upon participants recogniz-

ing the need to cooperate. At the same time, opposition to 

change may not always be overt - it could be covert (Tannen-

baum, 1973: 55). Numerous examples of covert responses are 

cited in the literature: for instance, in writing about 

Aboriginal protest, Berndt (1974b:28) claims that the Abori-

gines' responses can clearly be understood in the light of 

their enforced apathy and "stunted" adaptation; and referr-

ing to the same area of concern, Eckermann (1975:5) cites 

Gale's 1964 statement that the denial of access to Abori

gines to enable them to participate in decisions has led to 

apathy and an absence of self-responsibility. 

A number of the above factors are encompassed by 

Watson's 1967 constructs on conditions essential for insti

tutional change: 

participants must feel that the project is their own; 

the project must have the support of senior members of 

the system; 

it must be in fairly close accord with the ideals and 

values of participants; 

, participants should experience support, trust, acceptance 

and confidence in their relations with one another; and 

, participants must feel that their autonomy and security 

are not threatened (Huberman, 1973:65-67). 

Looking at the above conditions the CCET and UCB 

staffs came to consider t he project as t heir own , It had 

support - as envisaged by the UCE - from senior members of 
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staff; it was in close agreement, as formulated, with their 

ideals and values; they provided solid support for one 

another, but they did not feel that their autonomy and 

security were being threatened by the Aboriginal people 

involved. On the other hand, the Aborigines did not see the 

project as their own; it did not have their support; it 

was not in agreement with their ideals and values; they did 

have strong support from one another, and they probably did 

not feel that their autonomy and security were any more 

threatened now over this issue than they had been in the 

past. 

Remembering that this study bases its practical appli

cation on a situation relating directly to Aboriginal Tasma

nians it is interesting to read the following statement on 

decision making from a Tasmanian education committee: 

The Committee sees the situation in terms of con
sultation rather than management and of an advisory 
roll [sic) rather than a controlling one. (Second
ary Education in Tasmania, 1977:40) 

Consultative and advisory roles, for the most part, involve 

a level of emotional involvement so as to enable people to 

discover' much of importance about themselves and about 

others.' <Hirst & Peters, 1975:104). In cross-cultural 

interactions the nature of that emotional involvement is 

highly important. Herslovits recognized this when he wrote, 

in reference to African education, 

As the African has come to have a more adequate 
knowledge of European ways, he has also come to 
have a more effective basis for evaluating and 
reacting to proposals which will affect his future. 

181 



(1955:34) 

An apparent handicap to the relations between the 

staffs of the UCE and the CCET, and the TAECC was that there 

seemed to be little sensitivity expressed by either of the 

two educational institutions to the difficulties faced by 

the Aboriginal people in dealing with them <refer Hon-Chan 

Chai, 

lier, 

1971:15). <As time progressed, and as expressed ear-

the Principal Education Officer of the CCET came to 

appreciate and side with the TAECC position.) 

As can be realized from the above discussion, it is 

essential that education staffs and the community come to 

some form of agreement that will allow as great an input as 

possible into Education from not only the qualified experts, 

but also from the parents and other significant community 

members <Platero, Pfeiffer & Bordeaux, 1975:3; Committee on 

Primary Education [the COPE Report], 1980). This agreement, 

Read in 1968 acknowledges, must be carried out within a 

context of affective, evaluative and cognitive transactions 

(Spilka, 1970:54) 

Innovation in Ethnic Educational Setting~ 

Amongst other educationists, Beeby <1967:28) and Gei

ger (1971:25) have supported Curle's <1964) notion that 

Education has become a reactionary force rather than a 

progressive one in most societies - in fact, 

so far as to say: 
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A greater receptivity on the part of the teacher 
training institutions to provide all students 
with the knowledge of and the skills required to 
cope with the multicultural reality of Australian 
classrooms would seem imperative. (1980:33) 

The types of educational systems found in countries 

such as Australia seem to be unable to adjust readily to 

changing circumstances <Mushkin, 1967:5). A reason given by 

the National Council for Social Studies Curriculum Guide

lines for Multiethnic Education for change and innovation 

not proceeding smoothly is that 'When the range of tolerated 

differences in values and behavior is minimal, rigidity 

inhibits innovation. ' (1976: 12). So often, within such 

systems, the goals and the ways by which these goals are 

achieved are different for the participants. There is also, 

as noted by Gilchrist (1978:55), a lack of sustained commit-

ment to innovation. Corbett (1974) recognized these limita-

tions to change when writing that American Indian education 

needed a framework in which to sequence and give priority to 

objectives, with realistic considerations being given to the 

promotion of adaptation to change. A required feature of 

sustained educational change, write Hoyle & McMullen, is 

that teachers must participate fully in the change (Innova

tion in Education, 197 1:37), but they need to cooperate with 

all of the other participants (Klineberg, 1982: 53) . Reit-

man, though, would stress that 'What we need today are new 

ways of thinking conceptually.' ( 1971:544). 

Any innovation, writes Ulibarri (1970:37) in his work 

on the African situation, must take into account the whole 
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system: this would mean, in effect, that all systems 

associated with the change would have to be considered. 

Warnings as to restraints acting upon systems are provided 

by a number of writers including: 

Middleton (1979:7), who considers that innovations are 

limited not to community needs but to those which do not 

threaten the established power structure; 

Pusey (1980:50), who alerts his readers to the strong 

influence social scientists, administrators, and poli-

ticians are having on the development and implementation 

of education policy; 

. the writers of Innovation in Education (1971:37), who 

explain that effective change cannot be imposed from 

above support for this view comes from Clifford <1974:2 

& 5) when writing of the major conflict existing between 

American Indian communities and the self- preservation 

policies of the Bureau of Indian Affairs; 

Farrell who s aid in 1984, 

are willing to fail.': 

'You cannot innovate unless you 

yet how many persons, estab-

lished within their organizations, 

with failure; and 

are willing to gamble 

in writing on African co~ditions, Investment in Education 

(1960:3) refers to the way proposals become outmoded. 

In previously acknowledged writings Havelock (1971) 

has listed under types of change required for adoption 

and/or adaption five possibilit i e s , which he sta tes a s 

being: s ubstitution; alte ration; adding to the system 
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without changing old elements; 

and reinforcing old behaviour. 

eliminating old behaviour; 

None of these types of 

change appear to be appropriate ta the present study as it 

is involved with the introduction of a new course, but it 

could be argued that the new course is an addition to the 

existing structure and so it would, on being introduced, fit 

into the old elements, This raises the issue of how much 

change is needed and the nature of that change. Havelock 

sets out the following categories: changing values or 

orientations; 

changing the 

changing goals; 

size and scope 

acquiring new skills; and 

of operations <Huberman, 

1973: 11). The principal priority in bringing about agree-

ment over the course in Aboriginal Studies would be the 

changing of values and orientations, but values, as inter-

pretend, are taken to be ''attitudes'', The change agents 

would, then, have to assess which of the above possibilities 

had to be taken into consideration in bringing about change 

and the way that change was to take place. 

On areas related to values, Huberman (1973:3), for 

instance, holds to the view that attitudes must initially be 

changed before changes can take place in behaviour. A 

further requirement would be an acceptance of responsibility 

by all individuals involved. On the matter of change, Katz 

& Kahn consider that attempts at changing organizations by 

changing individuals have' ... a long history of theoretical 

i na dequacy and practical failures.' (1978:658), whilst other 

writers have stated that in any organization there must be a 
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regard for the role relationships that form the social 

system of which the individuals are a part (Reitman, 

1971:554; Ross, 1974:24; Porter, 1976:244). It can be seen 

that assumptions about attitudes, values and the like, and 

their subsequent change, can have an important bearing on 

the type of strategy selected to bring about change in 

attitudes and behaviour. 

In institutions role occupants are faced with having 

to make value choices (Grace, 1972:2). Educationists try to 

change society, Paulston argued in 1961, because they are 

essentially involved in teaching values that are different 

from those held by the community in general (Watts, 

1970:102). Holding a similar opinion, Newbry writes that 

its own programs, and 'Education develops its own verities, 

expects society to adjust to them.' (1972:156). The atti-

tudes engendered within educators thus limit their recogni

tion of alternative types of experiences <Grubis, 1977:53), 

As for the educational system as a whole, it develops, 

in Beeby's words 

... a life and a set of rules and principles of its 
own, and can, over the years, cease to be respon
sive to the needs of a society in a state of rapid 
change. (1969:49) 

Beeby's statement is echoed by Orr (1974:224-225) who, in 

his criticisms of institutions, is particularly harsh in his 

comments about universities, 

responsiveness to curr ent needs, 

claiming that they preclude 

and that university staffs 

are incompetent to respond to individuals or other organiza-
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tions. In like ilk, Flacks makes the derogatory remark that 

a university in 

its formal educational program, its structured 
competitive discipline, its impersonality, and its 
authoritarianism serve to continuously corode [sic] 
the liberating possibilities one glimpses within 
it . < 19'71 : 9 ) 

(In general, the above criticisms of universities apply to 

the University of Tasmania, but it should be noted that 

University academics, in an effort to reestablish the Uni-

varsity's pre-eminent position as the dominant tertiary 

institution throughout all regions of Tasmania, are becoming 

more interested in offering, and taking, courses to centres 

throughout the state. 

successful but often, 

Some of these courses have been very 

however, those offering the courses 

appear to be playing the numbers' game rather than providing 

courses that distinctly meet community needs or do not 

replicate courses already offered through the present TSIT.) 

Returning to a more specific consideration of educa-

tion within ethnic settings: where there is a dominant 

culture problems are often stated from the dominant cul-

ture's reference base. This is the situation which is 

frequently faced by Aborigines, as Milliken (1974:47) empha-

sized - the Aboriginal perspective is largely, if not en-

tirely, ignored. More recently Hughes (1984a:20) stated, on 

behalf of the Aboriginal people, that Western education 

systems are based on an epistemoloy that has no relationship 

to an Aboriginal epistemology and therefore it is inappro-

priate to Aboriginal education. It was because of this lack 
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of concern for Aboriginal involvement that the Australian 

Teachers Federation recently gave its support to the princ

iple that Aboriginal communities have the right to determine 

the type of schooling needed for their children <Farrar, 

1984: 7). 

Notwithstanding the preceding ideas on community in

volvement, arguments have been raised by high-ranking educa

tors and others against communities determining the type of 

schooling children receive - it is, for instance, frequently 

believed that'· .. the tyranny of the local layman' will 

replace the tyranny that has been established by the hier

archical situation <McCabe, 1982:3). This same expression 

of concern was made quite strongly to a gathering of final 

year Education students in Tasmania by a Superintendent of 

Secondary Education <Brooker in 1984), Community involve-

ment also leads to another type of power play by 

professionals, claims Middleton (1979:16), in 

arobi tious 

that 

compete for attention and recognition by becoming 

they 

highly 

involved as supporters and advisers to the community, aiming 

more often than not to have their ideas accepted. When 

educators take this type of role, dysfunctional consequences 

can occur for all parties if the educators become dissatis

fied with community responses. 

After an initial subjective and emotional reaction, 

resistance to change amongst educationists is often set on a 

"noetic" plane with the educationists setting themselves up 

as experts, taking the view expressed by Morgan that 
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the trained expert is obviously in a position to know better 

what is required in education.' (1977: 106). This has, in 

part, been given as the reason for schools becoming 

great sorting machines labeling and certifying those who 

presumably will be winners and losers as adults.' (Goodlad, 

1974:2). The knowledge of parents, of the helping pro-

fessionals, and of industry and business is usually ignored 

which has led Anderson to state that 'Educational problems 

in a rapidly changing society are too important to be left 

entirely to educators. ' <1977: 20). 

The "expert" educators frequently carry their levels 

of expertize into matters outside their areas of "training", 

maintaining that they are qualified to comment on issues 

relating to education, irrespective of their depth of know-

ledge or experience on the particular issue. 

The expert, if one accepts Appleby's claim, ' .. is at 

the core of the forward movement.' (1962:72). He tellingly 

adds, 'Yet if his point of view becomes dominant the bounds 

of civilization will prove tragically confined.' (p. 72) 

because, as he stated elsewhere, 'The price of specializa

tion of every kind is parochialism.' <p.49). Whereas Apple

by makes reference to "parochialism", Chotard (1976) writes 

of "protectionism''. He believes that those educators who 

become closely associated with the life and aims of the 

educational institution are, in many ways, building up a 

form of protectionism - a protectionism that is supported by 

their knowledge that they are the "experts". 
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A paradox faces the [education] planner in that any 
educational plan will be the subject of the pre
ssures, and its implementation, subject to the 
conflicts, of all the individuals and groups aff
ected. (1971: 17 > 

In the past the notion of the professional as the all

knowing expert has been readily accepted by society in 

general but in our society, to-day, there is evidence that 

the "power" of the expert is being questioned. 

has expressed it, 

As Armstrong 

The general public is becoming more confident, 
sophisticated and literate in an advanced sense, 
and capable of planning its own kinds of action for 
desired ends. < 1977: 80) 

The growth in the power of the professional often came, 

originally, at the expense of the people, and this was 

particularly so in the area of education where parents lost 

control to schools over many aspects relating to the educa-

tion of their children. There has been a resurgence of 

interest by parents in education, so much so in some cases 

that parents are demanding that control over such 

affairs [curriculum] be returned to the local community.' 

<McCabe, 1982:2). Nevertheless, there is no denying that 

Much of the innovation in curriculum and school 
organization currently being implemented in Austra
lia implies that teachers must be autonomous, com
petent people. (Garvey in 1975) 

If effective teaching is to take place learning envir

onments which facilitate learning need to be created <Edgar, 

1976:4). If this is to happen, more than the theories and 

methodologies of educators must be sought: this returns 

one to considerations of relevance. Writing more than fifty 

193 



years ago about the Fijian education system, Mann (1935:156) 

stressed the urgent need to recast curriculum so that it 

applied more fully to the life interests of the indigenous 

people. This same sentiment has often been expressed in 

recent years with Newbry <1972: 156) highlighting the "bound-

edness of traditio~• and its restraints upon developing 

curriculum appropriate t6 the needs of society. 

Community Involvement~~~ Conflict in Educational Innovation 

There is a need, as expressed by Cowan (1975:297), to 

foster a psychological sense of community so that people 

feel that they belong and are needed, 

ity is that 

but for him the real-

Initially, the rhetoric of the helping professional 
focuses on the goal of providing special services 
to educate, rehabilitate, or treat people with 
special needs. This rhetoric is soon accompanied 
by the segregation of the "deviant". Sarason 
agrees with Szasz and Goffman that despite the 
benevolent rhetoric the interventions often seri
ously injure the patients [clients] they are de
signed to help. (1975: 297) 

From an African perspective, Nturbi (1982:108) con-

siders that a stage that must precede community involvement 

is commitment on the part of the government or, as in this 

study, the University. Such a commitment would, or should, 

be a commitment to all community members involved. With 

this approach - an approach recommended strongly by many 

community psychologists there would be a search for a 

synthesis between stability and change, and between autonomy 

and community. Cowan (1975:298) expects a true synthesis to 
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great an involvement. They have only been allowed to pro-

gress and that rather fitfully - in "Shared Discussion in 

Education", which is the sixth of the nine stages of commu-

nity involvement according to the article, Community In-

volvernent (1978:5). Community participation at the higher 

levels has been ignored by the "experts'', 

~tag~~ of Community Involvement 

SHARED COMMUNITY-UNIVERSITY DECISION MAKING 

t 
SHARED IMPLEMENTATION OF PROGRAMMES 

t 
SHARED PLANNING OF PROGRAMMES 

t 
SHARED DISCUSSION ON EDUCATION 

t 
COMMUNITY AS A LEARNING RESOURCE 

(e.g., community approaches to education) 

t 
COMMUNITY USE OF RESOURCES 

(e.g., use of university research and installations) 

t 
(e.g.' 

Fig.13: 

PERSONAL COMMUNICATION 
through Open Days and Parent Nights) 

t 
NO COMMUNICATION 

Stages of Community Involvement - adapted 
from Community Involvement (1978:5) 

As distinct from the Community Involvement model at 

Fig.13, Arnstein in 1971 developed a "Ladder of Citizen 

Participation" <refer Fig.14). This latter model, which is 

reproduced in Coppell & Henry (1977:135), shows participa-
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tion levels from ''No Participatio~• - or passive representa

tion - to "Citizen Power" where the citizens have control 

over educational outcomes. Coppell & Henry present a prag-

matic model which shows a spectrum of participation levels, 

whereas other writers are often more concerned with what 

should be and present theoretical constructs based on defi

nite ideological assumptions. 

CITIZEN 
POWER 

Partnership level 

Citiz en control 

Delegated power 

Partnership 

Educational equivalent 

Free schools; complete 
community control 

Community control of 
specific areas, e.g., 
personnel 

Joint policy boards 

TOKEN Placation Citizens on boards of 
control REPRESENTATION 

NO PARTI CI
PATION 

Fig. 14: 

Consulting 

Informing 

Therapy 

Manipulation 

Local, community hear
ings, surveys, need 
assessment 
Publi c relations prac
tices - media , bulle
tins, letters 

Parent education pro 
gramme 

Token advisory boards 
dominated by profess
ionals 

Ladder of Ci tizen Partic ipation and Edu
cation Polic y Formation <Arnstein in 197 1, 

refer Coppell & Henry, 1977:135) 

From s tudying the modes of operation and the resultant 

outc omes in interactions betwee n the CCET and the UCE with 

the TAECC, it c ould b e said tha t t he l evel of partic ipation 
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ity for decision making. This is no panacea because, as 

knowledge and awareness increase, Indeterminism becomes 

their handmaiden and decisions become clouded by knowledge 

as the number of alternatives burgeon, hence the way to 

solutions becomes more and more abstruse. 

Noetic Authority and Cultural Revitalization 

In rejecting the appropriateness of noetic authority 

(and its accompanying indeterminism) for decision making as 

it applies to the present study, one need only look to the 

reality judgments (Vickers, 1965), seemingly based on some 

form of noetic, made on behalf of the Aboriginal people (and 

individuals) by non-Aboriginal administrators and educators. 

Once more the inadequacies of etic interpretations for emic 

situations are highlighted. The contrasting construct of 

"dialectical material ism" put forward by White < 1969) like-

wise has emic and etic differences, and many factors would 

operate to mar its success but sociologically and psycholog

ically it would have more hope, it is thought, of motivating 

the Aboriginal people to respond in a constructive way to 

the education system and to the development of a course in 

Aboriginal Studies, than would a system which retains an 

already established noetic st~ius ~~2• 

nian Aboriginal people have rejectedi 

one which the Tasma

equally as important 

- and perhaps more so - the educational system would be able 

to respond in a constructive way to the Aboriginal people. 

Such education interventions would need to be chosen care

fully to accommodate and provide for the characteristics and 
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practices of the people (Deysach & others, 

Hausser, 1977), 

1975; Bowers & 

A return to an established noetic status quo is a 

return to equilibrium for only one of the groups involved in 

determining the outcome of the Aboriginal Studies course. 

It is imperative that this be realized. The reason is given 

by Paulston who sees cultural revitalization as being a 

conflict change strategy (Dalin, 1978:64), and the Aborigi-

nal people have entered a stage of cultural revitalization, 

enabling them to be a positive force in social and educa

tional change yet the so-called noetic group manage to 

retain their .,supremacy". 

To repeat ideas expressed in Chapter 3 (Literature 

Review on Organizational Management): by legitimizing 

conflict there is less likelihood of power being expressed 

through non-decision making which means that no decisions 

are made, or need to be made, over power issues (Bachrach & 

Baratz, 1963). 

sion making is, 

Conscious and unconscious avoidance of deci

as mentioned previously, often "made" about 

social groups who have been tagged as being problem groups. 

This has been the case with much past decision making about 

Aborigines it has been a way of resolving problems and a 

means of controlling the Aboriginal people. The Aboriginal 

student activists, particularly their leader, have been 

subjected to this form of power but their subsequent actions 

have had unexpected dysfunctional consequences for the 
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"power-holders" as they have disturbed the status g~~ to 

which Baldock (1978:132) referred. 

The actions of the Aboriginal student activists return 

us to Paulston's notion of cultural revitalization and con-

flict change strategy. Writing in 1972, Mann asserted that 

the industrial working class has no revolutionary potential. 

To have a revolutionary consciousness, he held, four condi

tions must be met: 

(a) class identity; 

(b) class opposition; 

Cc) class totality, that is, an acceptance of Ca) and (b) 

as defining characteristics of one's total social situ

ation and the whole society in which one lives; and 

(d) a conception of an alternative society <Baldock, 

1978: 148). 

The industrial working class may, or may not, meet 

these above criteria but the Aboriginal people certainly do, 

and much of their past behaviour has exhibited signs of 

passive resistance with the revolutionary components being 

strengthened continually. They are now becoming more vocal 

and more assertive in their demands and they are rejecting 

more and more political solutions in their moves towards 

autonomy - an autonomy that respects and enhances their 

culture. 

Bearing in mind the move towards autonomy, it can be 

said that if a course in Aboriginal Studies is to eventuate 
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it will be necessary, in Dalin's (1978:32) terms, to devise 

new sets of rewards for both the European and the Aboriginal 

groups. He considers that incentives must become integrated 

into the institutional practices and relevant structures of 

the organization. Later Dalin makes a most perceptive obser-

vation, which is given support by Heisler (1977:1), when he 

states that 

An identification of barriers does not explain 
causes and effects. What is important to 
understand is the nature of the dynamics of social 
systems. (p. 36) 

Non-Aborigines, to ensure the stability of Australian 

society, 

first, 

must came to an understanding and acceptance of, 

ethnic differences and, secondly, to the reality of 

Aboriginal cultural revitalization. As noted elsewhere, 

non-Aborigines, especially the ••ruling" Anglo-Celts, must 

make more adjustments to change than the Aborigines. 

Education an~ Community Involvement ~f American Indians 

According to a number of Australian Aboriginal lead-

ers, as mentioned in Chapter 7, the American Indian situa-

tion is that one which most nearly equates to the Aboriginal 

position in Australia <Hughes in 1984a; West in 1984b). 

This opinion has also been supported by non-Aborigines in

volved in Aboriginal Education <Gallacher in 1968; Gilbert 

in 1974). For that reason the American Indian education 

system, particularly as seen by the American Indians them-

selves, will be studied at some depth. 

Indian Americans by the 1970s had become very aware 
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that they could materially transform their lives for the 

better, wrote Heath (1972:46). One of their prominent de-

mands was that educational institutions should serve them as 

well as they served the white majority: they sought a form 

of education that provided a curriculum consistent with the 

Indian identities and cultures yet, at the same time, taught 

them the occupational skills to compete successfully in the 

market-place. Kirkness <1976 & 1979) added to this notion 

of having material control over their lives when she stated 

that the emerging philosophy on Indian education should be 

controlled by the community and it should involve the commu

nity in the education process. Havighurst <1978:13) points 

out that this policy of self-determination, which has been 

growing since 1960, will mean that Indians have greater 

responsibilities as teachers and administrators. However, 

as Harrison <1981:3) remarks, it is a relatively slow pro

cess with Native Americans continuing to work, in the 1980s, 

for responsibility of their schools. In one sense the 

Indian people are not alone in their ideas as the same type 

of argument has also been put forward for Black Americans: 

self-development and self- determination lead to a grea-

ter sense of self-worth and power,' <Poussaint, 1974:59). 

However, the Indian Americans are, even in comparison to 

Black Americans, a minority group and hence their political 

power remains relatively weak, Even though their political 

clout 

number 

is not as strong as that of the 

of Indian groups, it can be 
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noticeable educational gains through political activity. 

Their successes have led Heath to express the opinion that 

When Indians participate in educational decision
making, they attain to high standards in terms of 
their own identity and experiential background. 
(1972:4) 

The crucial point in Heath's statement is that Indian people 

are capable of creating more conducive learning environments 

for Indian students, resulting in higher levels of motiva-

tion and leading, as Kirkness (1979:2) writes, to a drop in 

the high rate of incarceration. 

The dominant theme in the literature on Indian educa-

tion is that the material presented should be appropriate to 

the child, 

1969:238; 

to the parents and to the community <Dawood, 

Elvin, 

essment Colloquy, 

1969:234: 

1973:9; 

Report 9.!!. Native American Ass-

Clifford, 1974:34). Kirkness 

(1980) considers that schooling has alienated Indian people 

from their cultures. Clifford (1974:4) asserts that those 

who controlled Indian education have been blind to the needs 

of Indians, whilst elsewhere it is asserted that problems of 

social inequality, economic freedom and the provision of 

quality education have thwarted Indian development (Thomas, 

1981:25-26). Hence, educators need to develop an attitude 

of respect for, and sensitivity to, all cultures (Smith, 

1974:44), and a realization that education is not the exclu

sive domain of the teacher or educator but is the province 

of anyone who has responsibility for any facet of human 

experience (Educational Development Issue, 1977:27). In his 

writings Gorman (1973:9) is far more definite when he states 
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done much to improve Native American education by emphasi-

zing control by Native Americans <Barker, 1976). Regardless 

of this, and as mentioned in the previous section, a lot of 

ground has still to be covered before the Act of 1972 be-

comes a practical reality. The view has been expressed that 

Indian people have been robbed, and are continuing ta be 

robbed, by the dominant education system, of an opportunity 

to regain their self-esteem through self-effort and achieve-

ment <Sawyer, 1976: 10). To quote Farris, Neuhriang, Terry, 

Bilecky & Vickers: 

Toa often, education programs do not perceive the 
Indians [sic) heritage as a positive factor but as 
reflective of an imperfect culture to be rejected 
or, at least, ignored. <1980: 489). 

Although it is widely accepted amongst Indian Ameri

cans and by many educationists that the Indian people should 

be involved in Indian education, there is no blanket agree-

ment as to the extent of this involvement: Smith (1974:45) 

considers that Indian parents and tribal representatives 

should be on advisory councils, whereas Spilka (1970:431) 

would want a more active role for the Indian community in 

formulating basic educational policy with an acceptance 

that 'The method for realizing thi s aim must, in the last 

analysis, be an Indian one. ' (p. 432). The Task Force on the 

Educational Needs of Native Peoples (1976:27) supports Spil-

ka. At a more patronizing level, 

have ta trust these [Indian] people. 

Norris writes that 'You 

You have to trust the 

community.' (1975:34). Indian educational programmes, in 
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Chavers' (1979:18) opinion, must establish and maintain 

strong ties to the communities they serve in order to main-

tain credibility and effectiveness. To do this, Indian 

studies may take many legitimate forms and employ many 

methods - but the essential element, according to Dorris 

(1982) is that the educators adopt a clear and consistent 

attitude based on respect for the Indian people who are the 

real experts on the objectives and goals of Indian educa

tion. The need for community involvement by real experts is 

also stressed by an African writer in Legum (1975:104) who 

regrets the lack of community involvement in African educa

tional systems, and Bowles (1969:229-230) who holds that the 

quality of black schools in America rests on the use of 

skilled personnel and the involvement of blacks at all 

levels of participation. 

In Heath's (1972:51) eyes, the emphasis on Indian 

participation in education indicates, as mentioned else-

where, that the Indian people do not rely nowadays upon 

white Americans' guilt feelings to stimulate reform. In

stead, Indians believe that change is a product of united 

Ameri-Indian involvement in the political process. The 

argument of political involvement has been decried by .var

ious writers and political commentators but the accusation 

of political involvement, as instanced in the de-bussing 

issue in American education or the residential colleges 

established for Indian school-childre n, can be levelled 

against parents who belong to t he dominant culture: as 
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Kirner <1982:10) reasons, schools, irrespective of level, 

ethnic composition and socio-economic status, are political. 

Involvement ~f Aboriginal People!~ Education 

The wisdom of involving Aborigines in courses of study 

for their own people is probably contained in a quotation 

from Tatz: 

Most field staff [in Aboriginal Affairs] in Aust
ralia have met with stolid resistance to social 
change programmes, What many do not see, is the 
rejection of their innovations is strongest where 
the new ideas have no correspondence to the insti
tutions and values of the traditional culture, 
(1972: 257) 

This opinion from Tatz brings one to Etzioni 1 s <1967) state

ment that reality cannot be presumed to be structured in 

"straight linestt for what is often seen to be, from an 

incremental viewpoint, a step that leads away from the goal 

may, in effect, be a step in the right direction, thus 

stressing - amongst the myriads of theories - the 'art of 

judgment' (Appleby, 1961; Vickers, 1965), 

Acknowledging what has been written by Elvin 

(1969:238) in reference to American Indians, one of the 

basic assumptions that should be applied to Aboriginal Edu

cation is that it must be appropriate to the people it 

serves. A further assumption comes from this, and that is 

that in order to provide an appropriate form of education 

those people who determine the course content and its meth

ods of instruction should have appropriate experience in the 

subject-matter. Again, the teachers/lecturer s, themselves, 
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should be versed through knowledge and appropriate experi-

ence in course content, the learning process, cognitive 

styles, and teaching requirements. Usdan (1967:237) com-

ments that it is becoming increasingly apparent that formal 

course work E~~ ~ cannot provide adequate understanding for 

what is happening in the streets of urban ghettoes; he 

proposes that a preparation programme for teachers should 

emphasize environmental understanding and they should be 

prepared specifically in those types of schools where they 

will eventually teach. With similar thoughts in mind the 

National Aboriginal Education Council has stated that 

In order to ensure the effectiveness of education 
services for Aboriginal people, Aborigines should 
play the major part in the delivery of those ser
vices. (1978: 5) 

Newspapers have reported the suggestion that univer

sities should set up Aboriginal oral history centres so as 

to provide an alternative source of evidence on Aborigines 

for both students and researchers because, as Mr. Wayne 

Atkinson emphasizes, 'The Aboriginal viewpoint in Australian 

history has generally been neglected by universities.• <The 

Herald, Melbourne, 21 Jan. 1983: 22). Reporting on Atkin-

son's statement, The Canberra Times (19 Jan. 1983:13) cited 

his telling remark that the Aboriginal people are constantly 

being deprived of being <and becoming) authorities on their 

own history and culture, and all the time the white "ex-

perts" continue to write more books about them. The Can-

berra Times article also notes that there are degree courses 

in American Indian Studies in at least eighty United States 
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universities and colleges. Such courses are devised and 

controlled by Indian historians. 

By participating as teachers in programmes on Aborig

inal history and culture, Aborigines would enhance their 

self-concepts in relation to the academic world, and at the 

same time they could gain a more positive identity with 

their cultural heritage. They would, through their work, 

add to the existing body of knowledge on Aborigines, bring

ing different perspectives which should lead, over time, to 

a widespread restructuring of the non-Aboriginal popula

tion's appreciative systems. 

Who better, then, to present - wherever possible -the 

major sections of a course in Aboriginal Studies to teachers 

than the Aboriginal people themselves: people who have 

experienced the life of an Aboriginal as a child, at school, 

in conflict with authority, as family members and as part of 

the Aboriginal ethnic community. Through such a programme 

teachers could gain the knowledge needed to convey a living 

story about the Aborigines, thereby helping to overcome the 

sterile, 

present. 

outmoded, and stereotyped notions of the past and 

The crucial nature of communication has previously 

been mentioned. Successful communication relies upon per-

ceptual congruence and cooperation - it is a two-way pro-

cess. When educationists communicate with one another the 

cultural rules are relatively clear <Whyte, and 
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they are reasonably aware of the resources that the others 

have to offer (Schmuck & others, 1975: 90). However, the 

rules change somewhat when the cultural roles for the commu-

nicators are not common and, in addition, contact is across 

organizations (refer Holm in 1978) - and both these factors 

are germane to the non-resolution of the Aboriginal Studies 

course. Where common cultural rules do not exist the parti-

cipants are prone to overlook the resources of the others, 

and almost all their efforts are put into trying to communi

cate or they withdraw from the situation. Change will be 

very slow, with progress sometimes faltering, remaining on 

plateaus for long periods of time, and even "sliding" back. 

There is, as explained previously, a failure amongst 

many Anglo-Australians (and most, if not all, other Austra

lian ethnic groups> to appreciate the Aborigines' heritage 

and ways of life. In addition, the non-Aboriginal Austra

lians, in their communications with Aborigines, generally 

"get" the answers they want. 

In Tasmania the TAECC and the Aboriginal student a c ti

vists, for their parts, did not "answer" in the expected way 

so the 'democratic process' broke down . Instead, they work-

ed towards establishing the right to interpret, and present, 

their history and, in particular, the present culture as 

they see it. Theirs is another form of truth and one which, 

coming from the people themselves, is a more valid form than 

the Aboriginal stereotype still prevalent in our socie ty. 
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If the UCE staff genuinely desired to have a course in 

Aboriginal Studies, if they valued the concept of democratic 

participation, and if they accepted the notion of academic 

integrity, the responsibility to reconvene disscussions 

between the parties to reconcile differences rested (and 

still rests) with them. 
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CHAPTER 10 

GROUP ASSOCIATION AND LEADERSHIP 

Preface 

Individuals tend to associate with those who are more 

like themselves. Theories to account for group associations 

include Social Identity Theory <Tajfel, 1978), Social Com

parison Theory <Festinger, 1954), and Mulder's 1960 Power 

Theory (Wilke & Knippenberg, 1983). 

People's pe~ceptions, it is noted, are influenced by 

cultural heritage and interpersonal associations. This 

tends to segregate people into groups with similar back-

grounds. Under these conditions resentment, distrust and 

hostility can be, and frequently are, shown towards people 

from dissimilar environments. 

******* 
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A number of theories and reasons have been presented 

for groups of people associating and, in so doing, forming 

barriers to people entering or leaving groups. 

to Aboriginal/non-Aboriginal relationships, 

In referring 

Wilmot in 1984 

gave the simple and seemingly obvious reason that we tend to 

However, Wilmot would agree abide by the people about us. 

with Archibald (1970:1) who, in reference to Indian Ameri-

cans, stated that even though there are marked differences 

in the traditions of Indians they retain values in common 

that set them apart from non-Indians. In her work on Puerto 

Ricans, Mizia (1979:23) directs attention to Kadushin's 

reference to people who are alike liking each other, and to 

professionals selecting clients most like themselves whilst 

discouraging or rejecting those unlike themselves. 

Theoretical constructs developed to account for group 

asociation include Tajfel 1 s (1978) Social Identity Theory 

which states that people integrate with persons who are 

similar and differentiate themselves from those who are 

dissimilar. Tajfel claims that persons perceive themselves 

as belonging to social categories to which they are similar 

in terms of certain defining properties, e.g.• profession, 

ethnicity, and religion (Wilke & van Knippenberg, 1983: 183; 

Baron & Byrne, 1984: 183-184)). Another theory that con-

tinues to have a wide influence is the Social Comparison 

Theory, first postulated by Festinger (1954), He maintains 

that people prefer to compare their opinions and their 

abilities with others who are similar. Extending his 
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thoughts further he also :maintains that people prefer to 

compare themselves with others who are seen to be slightly 

better <Stang, 1981:215; Wilke & van Knippenberg, 1983:182). 

A third influential theory is Mulder's 1960 Power Theory, a 

theory which proposes that individuals tend to associate 

with more powerful others and the smaller the power distance 

the stronger the movement in the direction of the other 

<Wilke & Knippenberg, 1983:182). 

In relation to the present study the theories and 

reasons 

strongly. 

given 

In 

above for association appear to hold 

regard to the increased influence of 

quite 

the 

student leader upon the TAECC members, Festinger's notion of 

social comparison and Mulder's thoughts on power seem to 

apply. 

Interpersonal relationships and problems of human 

understanding are, in the words of Hepner (1961), the most 

complex problems of present day organizations, Within, and 

across, organizations there are, as Dunkin (1968:4) points 

out, psychological realities. It is essential when concern

ed with interpersonal relationships to realize that• if 

people define situations as real, they are real in their 

consequences.' (Beynon & Blackburn, 1972:3). These reali

ties are established through our experiences, our associa

tions, our cultural heritage and the like. Hence, there is 

a tendency to segregate people who are different - who have 

not the same cultural background or the same interpersonal 

associations; and as Sarason observed, once people are 
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segregated the segregating group do not consider the need to 

introduce innovative ways to integrate them into the commu-

nity (Cowan, 1975:298) or even into the decision making 

process. This perception of groups led Cowan to the foll-

owing conclusion: 

Thus, by reducing diversity, we are actively struc
turing our social reality to fit our existing theo
ries, rather than extending our theories to deal 
with a mare complex reality. (p.298) 

Recalling an earlier statement by Tannenbaum 

(1973:54), resentment, hostility, oppression and distrust 

can result between individuals and groups because each has a 

different perceptual framework from the others. The only 

way to overcome effectively these perceptual differences is 

through a communication prograIIllD.e which helps people reduce 

(or accept> these differences <Haines, 1977: 47). However, 

in cross-cultural relationships, even more than for "within-

culture" communication, the meaning of a message may be 

misconstrued because the person emitting the message may be 

including a latent meaning, based on values and beliefs, 

which are not appreciated or understood by the receiver 

<Harvey, 1968:1; Heisler, 1977:1). As Kupferer & Fitzgerald 

(1973:1) write, no matter how bizarre individuals from .other 

groups may find them, the ideas, knowledge, and values 

expressed are appropria t e to those who share them and, most 

importantly, 

them is right. 

they know that the behaviour which stems from 
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Responsibility for change in educational matters is 

generally seen as belonging to educational bureaucracies 

which, in Wilenski's (1978:11) opinion, should not only be 

responsible but also responsive to the public. Certainly 

the administrator who is responsive to the public will be 

less likely to be resented (Westcott, 1973:41) and even 

though community involvement will not eradicate errors those 

mistakes that are made will also be the "responsibility" of 

the community and, according to Spilka (1970:430), they will 

learn from their decisions and actions. 

As part of the community, the involvement of ethnic 

groups in decision making concerning their future and the 

education of their people is necessary if planning for 

change is to be effective, In the past there has been a 

reliance by ethnic groups such as the Australian Aboriginal 

people and the American Indians on their "colonial" rulers -

this is changing dramatically, and Heath has written in 

respect of the Indian Americans that 

The Indians no longer rely on evoking liberal guilt 
feelings to stimulate reform. They now maintain 
that change will come only through united Indian 
involvement in the political process. (1972: 51) 

Standly & Thomas claim that this involvement has character

ized American Indian life since i950 and is• ... a function 

of the Indians' determination to maintain their identity and 

values in the face of overwhelming pressures to change.' 

(1978: 111). They also maintain that Indians will continue 

to resist changes' unless they perceive such changes to 
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be consonant with their ageless values.• (p.120). The same 

type of involvement in the maintenance of identity and 

resistance to change was expressed quite strongly in recent 

times by Tasmanian Aborigines (The 7:30 Report, July 1986). 

In the black-white struggle in America one significant 

factor in improving the Negro self-image, Poussaint (1974:5) 

believes, is that black men (sic) are now leading the strug-

gle for autonomy and civil rights. Another way of boasting 

this self-image is through the provision of appropriate 

education, and one commentator on Indian Americans has this 

to say: 

The opportunity for American Indians to learn in 
their own way, a way of deep cultural roots and 
implictions, must be provided in schools rather 
than using the educational psychology which domi
nates today's classrooms. (Weitz, 1974) 

This is a radical suggestion and one not readily acceptable 

to mast educators, as is evident in so many educational 

systems which service ethnic minorities. Some quite defi-

nite statements concerning this nan-acceptance appear in the 

literature, or can be recalled by the more "advanced" educa

tors who have tried to concern themselves with learning 

styles and other cultural influences. Dorris (1982:3), for 

instance. claims that non-native educators have almost al-

ways operated under the notion that native people do not 

know what type of education would be best suited to their 

needs, and that the traditions of the "controlling" educa-

tors should prevail <refer Salt, 1957; Marshall, 1957; Row-

ley. 1969: 55). There i s , likewise, the view that minority 
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groups, such as Indian Americans, Aboriginal Australians and 

the like, 

1973: 40). 

are not worthy of self-determination (Westcott, 

Another writer, Sawyer, mentions that some of his 

colleagues would argue that the American Indian people do 

not have the necessary expertize to solve problems. In 

regard to this matter he states: 

it is not necessary to possess great investiga
tive expertise; what is needed is the ability to 
judge the impact of proposed action upon the common 
concerns of Indians (1976:14) 

In Australia, Aborigines have reacted strongly to nan

Aboriginal critics who have voiced their ideas on the limi-

tations of Aborigines. One Aboriginal political leader 

expressed himself in these words, 'We reject the common 

belief that it is our society's fault that we have not 

succeeded. That thinking is a classic 'deficit hypothe-

sis' . • (Hughes, 1984c: 20). 

The call that has come from the Aboriginal people can 

be su:nrmarized in the following statements made at conference 

sessions by representatives of the Aboriginal people. One 

insisted that the time had come to give Aborigines the 

chance to 'mess it up for themselves' (Hughes in 1984a), 

whilst another s peaker reasoned that 

Should anyone 
that's fine. 
takes we will 
<West in 1984b) 

accuse us of making error, then 
It doesn't matter how :many mis

make we will process and proceed. 

If Aboriginal people doubted their abilities to "pro

cess and proceed" their doubts s h o uld have been dispe lled by 
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the strength and quality of Aboriginal representatives at 

the NAECC & James Cook University National Conference 

(1985). All services concerned with Aboriginal education, 

welfare and economic development should certainly take heed 

of the Aboriginal's present abilities to "process and pro-

ceed", adjusting and changing their policies appropriately 

to allow a continuing and increasing level of Aboriginal 

involvement. 

Ethnic Considerations !g Leadership 

Sarasen has written that we must find people who can 

bring about change (Cowan, 1975:299) and this is particular

ly relevant where ethnic minorities are involved as leader

ship amongst such minorities often has a different quality 

and nature to that found in the controlling society. By 

placing the responsibility for planning change and develop

ment in the hands of the minority community's leadership, 

self-reliance is fostered more readily through the use of 

the existing indigenous forces and resources (Nturibi, 

1982: 106). However, Webber (1978) raises during his article 

an interesting issue in respect to lea~ership in certain 

Aboriginal communities. Aboriginal communities have placed 

many Aboriginal people in positions working with Europeans. 

Many of these people were considered not suitable by the 

Europeans for the types of work in which they had been 

placed. <Refer also to Soong, 1983.) There are numerous 

reasons for the Aboriginal community being willing for one 

of the,ir members to enter certain work but this still does 
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not mean that that particular person has high status within 

the community - in fact. it could signify that the person 

has a low status as in the known cases of some women and men 

whom Aboriginal elders in the Northern Territory put forward 

for teaching positions. Such appointees could make a valu

able contribution to teaching and education in general, as 

was the case with an Aboriginal male of about thirty years 

of age, holding a teaching position and highly respected by 

his white teaching peers. In the ABC radio programme, 

Singing for Survival, he intimated that within his own 

tribal setting he was of little, or no, account because he 

did not have the authority to sing the sacred songs (Tipi

loura in 1977). He knew his place within his society but 

this was not given its proper and rightful value by the 

white employers who overlooked the fact that he had not been 

.. through the ceremonies" and they gave him a status as an 

Aboriginal that he had not attained. In other cases it has 

been known that Europeans have employed Aborigines without 

first learning whether such people would be acceptable in 

those positions by other Aborigines in the community. This 

same type of approach has been observed amongst other mino

rity groups - for instance, Harkins & Wood write that Ameri

can Indian leaders are frequently Indians who are in favour 

with the non-Indian population. They maintain that these 

Indians 1 , •• have assumed leadership for the benefit of non

Indians, self. and select cronies.' (1969: ) . 

In many traditional Aborigina l areas, as Shimpo (1978: 
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29) learned, there is a strong tendency for non-Aborigines 

to accept discussions with small groups, or individual Abor

igines, as being valid for the entire Aboriginal community -

and sometimes even for the Aboriginal society. This same 

type of situation was reported in Tasmania where the Liberal 

Government took certain action on the Oyster Cove Aboriginal 

burial site on the advice of a small group of Aborigines 

without consulting the wider Tasmanian Aboriginal population 

<ABC TV, May 1985). This resulted in intense feeling and 

opposition to the government's actions. 

Amongst the Aboriginal Australians, Gale & Brookman 

(1975:8-9) see a new approach to leadership through the 

fostering of the notion of individual leadership among young 

Aboriginal adults - a number of these young, potential lea-

ders have a limited understanding and appreciation of the 

traditional ways. This form of individual leadership is in 

marked contrast to the forms of "leadership" that still 

maintain a certain amount of influence and authority in 

traditional Aboriginal societies. 

community councils and leadership, 

Writing about Aboriginal 

Shimp□ emphasizes, in 

more definite terms, some of the statements made in the 

previous paragraph: 

The officials assume that the elected members 
of the council ought to £epresent the people in the 
community. The procedures of council election 
tend to elect messenger boys to handle non-Abori
gines. They are those who are relatively well
educated [by Western standards], are competent in 
handling non-Aborigines and have a better command 
of English but are still young. But, these people 
do not carry Aboriginal authority, hence do not 
represent the community. (Shimp□, 1978: 28) 
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Leadership style, as Harckham & McCauley <1978:2) 

mention, 

support. 

Lakidi 

leaders, 

is a major consideration in the gaining of members' 

Extending this idea to African villages, Ocaya

says that villagers must have confidence in their 

and 'The closer the leader is to them and their way 

of life the more they will understand him and tend to have 

confidence in him,' (1976:464). Effective change for Abor

iginal people is, then, more likely to come through Aborig

inal leadership, but such leadership needs to respect, and 

work towards, the wishes of the Aboriginal community in 

general: it will be a non-traditional type of leadership in 

that it must make an impression on non-Aborigines, but it 

will defeat its purpose, as Ocaya-Lakidi pointed out when 

referring to African villagers, if it does not give due 

consideration to Aboriginal people and have their support. 

From reports received on the actions taken by the recently 

appointed chairman of the Tasmanian Aboriginal Education 

Advisory Committee <TAEAC) - the body created to replace 

TAECC - advice given by that body to the Minister for Educa

tion and his department could well be directed towards 

"white" education with very little consideration being given 

to the Tasmanian Aboriginal community. The reports on the 

chairman are given added credence when one takes into 

account the opinions he was heard to express at the NAECC & 

James Cook University Conference in 1985. 

<Without entering into too much detail, the Aboriginal 
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CHAPTER 11 

CHAPTER SUMMARIES 

Preface 

This chapter provides sulDlilaries of the preceding chap

ters, together with references to an inter-organizational 

conflict situation that developed between the University of 

Tasmania and the Tasmanian Aboriginal Education Consultative 

Committee. The purpose of the study is to demonstrate the 

interaction between theory and practice, and how a knowledge 

of theoretical constructs can be used to develop strategies 

to help resolve organizational, and inter-organizational, 

conflict. A further outcome is that the knowledge derived 

from practical applications can give substance to existing 

theoretical frameworks, and even give an added dimension to 

theory, or it can demonstrate the limitations of particular 

theoretical constructs. 

<For the most part, this chapter does not provide 

references sources as these are to be found in the chapters 

from which the following summaries are taken.) 

******* 
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Su1Illl'.la.ry of Chapter~~ The Nature of the Study 

Recommendations in a Tasmanian Education Department 

research report in 1979 on Aborigines and Tasmanian schools 

called for the introduction of courses in Aboriginal Studies 

at the tertiary education level. These recommendations were 

in line with the expressed wishes of teachers and Aboriginal 

groups. The Tasmanian Centre for Continuing Education of 

Teachers (CCET) acting on the report's recommendations 

sought the cooperation of the University Centre for Educa

tion <UCE), the Tasmanian College of Advanced Education 

<TCAE), and the Tasmanian Aboriginal Education Consultative 

Committee CTAECC) to devise a course in Aboriginal Studies 

for practising teachers. Following discussions in 1980 an 

Aboriginal Advisory Committee was established. The univer

sity representative on this committee sought, and gained, 

approval from the UCE to offer a CCET course in Aboriginal 

Studies. He was then asked by the advisory committee to 

formulate a draft proposal. He forwarded his proposal to 

the committee which requested certain changes. 

these changes, his amended proposal was put 

After making 

before the 

University's Professorial Board where it was approvedj the 

TAECC also indicated their acceptance of the course. 

Due to an arrangement between the University and the 

TCAE, the course had to have the approval of both institu

tions before being offered by the CCET. Objections were 

raised by the School of Teacher Education•s Board of Stud

ies, particularly an the grounds of its poor construction 
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and lack of academic integrity. 

was not an acceptable document. 

The TCAE considered that it 

This action created dissent 

within the University and there was a refusal by the univer

sity representative to discuss the matter with TCAE staff. 

Even though the course was not approved by the TCAE 

the major stumbling-block was not the TCAE but a 

small group of Aboriginal students attending the University. 

They objected ta the orientation of the course but the Vice

Chancellor deigned to disregard their objections and told 

the UCE to proceed with the course. In what was an unex

pected move the TAECC gave their support to the students. 

According the a CCET spokesperson the University immediately 

raised objections to the new stand by the TAECC. claiming 

that: 

the students' proposal was put forward by persons who 

were not entitled to speak as they were not fellow 

professionals; 

. the new proposals involved major changes to the initial 

proposal; and 

Aboriginal initiat ives could take away the University 

initiative. 

Following 

arranged 

university 

for a 

the above set-back in proceedings the 

special committee to be convened but 

CCET 

the 

representative declined to attend and withdrew 

from all further negotiations. 

obstructions. the CCET Board, 
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professor, 

of Studies, 

invited the Director of the Aboriginal Institute 

then Mr.Eric Wilmot, to act as consultant for 

the development of the course in Aboriginal Studies. 

ing of this action the TAECC rejected the idea, 

Learn-

claiming 

that they could call upon people who had expertize more 

relevant, than that of Mr. Wilmot, to the Tasmanian Aborig

inal situation. 

The TAECC were condemned for their support of the 

students and in a move to counter their so-called "dis

ruptive" actions the Tasmanian Minister for Education, Mr. 

Max Bingham, disbanded the TAECC and held elections for a 

committee which was to have less autonomy than the TAECC. 

Known as the Tasmanian Aboriginal Education Advisory Commit

tee, the formation of this new group has not led to re

negotiations with the University on the Aboriginal Studies 

course. 

Summary of Chapter 2: Organizational Management 

Simon <1958) proposed that organizations are groups of 

people cooperating in a rational manner for a common pur

pose. If one accepts this notion then all factors affecting 

organizations must be taken into account. Aspects that must 

not be overlooked - and ones that have relevance for this 

study - are, for instance: 

the environment in which the organization is established 

and maintained; 

. the system "boundaries" that are established between the 
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organization and its environment; 

. the interaction between individuals within and without 

the system; and 

. the incentives offered by the organization to indivi-

duals, - such incentives would cover personal satisfac-

tions, material benefits, and intrinsic satisfiers. 

In contradiction to the opening statement for this 

chapter summary, it is maintained that administration is set 

within a social system and as such it is a social process 

which bri~gs with it a non-rational component. Neverthe

less, because it is a social process, administration is 

recognized as having intrapsychic consistency, except when 

change is mooted, or conflict amongst participants takes 

place. In their relationships with the TAECC the University 

had come to expect consistency but this state of affairs 

changed once they were placed in a confrontation position 

with the tertiary students and the TAECC. 

An important element within organizations is the na

ture of leadership. Most organizations are based, to great

er or lesser degree, on an hierarchical structure and this 

may be extended, unofficially, to persons "serviced., by the 

organization, One explanation for this is that leaders hope 

to exercise and hold control, whilst from other sources 

comes the idea that leaders, such as academics, possess 

noetic authority. Whatever the type of leadership, each has 

the power to make, and support, decisions but authority for 
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leadership is vested in those people who accept it, and this 

was demonstrated by the TAECC and the Aboriginal tertiary 

students when they refused to accept the decision that a 

mainland Aborigine be brought in as a consultant. 

In organizational interactions a major premise is that 

the expectations and perceptions of the social systems of 

other participants should not be ignored. As the present 

study shows, this is no easy task for individuals relate 

situations to their own experiences, and each has his/her 

form of reality. Dissatisfaction, as noted in the univer-

sity representative, tends to occur where there is a dispa-

rity between an individual's reality and his/her ego ideal. 

By acknowledging the uniqueness of reality, the need 

for effective communication can be readily appreciated, To 

communicate effectively content must, at the very least, be 

presented clearly, be credible, and be set within the cultu

ral rules that are understood - and accepted- by the recipi

ents. Communication, it is emphasized, is a people process 

and not a language process. 

Another concern of administration, which frequently 

arises from inadequate communication, is conflict. 

is not uncommon within and across organizationsi 

Conflict 

the rea-

sons for it are many but the most pertinent to this study, 

in addition to communication, are the nature and quality of 

leadership, and the different perceptions of the interacting 

parties. 
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The forms of administrative response to conflict are 

varied: some organizations ignore it, whilst at the other 

end of the continuum there are those groups who welcome it 

and use it to build a stronger and more secure base for 

their operations. The University, in one sense, ignored the 

conflict when objections to the course were raised by the 

tertiary students, In another instance their representative 

withdrew from discussions and rejected efforts to re-new 

discussions. The University should have taken positive 

steps to resolve the conflict, and the preferred means for 

doing this, it is suggested, would be through contingency 

management - an approach which favours a "win-win,. approach, 

The final area covered in this chapter is decision 

making. To many administrators decision making is the cru-

cial factor in administration but it still remains part of a 

continuing process, and the means by which decisions are 

made can vary greatly from one organization to another, and 

from one culture to another. This raises the issue that 

when decisions span different cultural barriers there should 

be an appreciation of the cultural implications before any 

course of action is proposed. This appeared not to happen 

in transactions between the TAECC and the UCE over the CCET 

course. To gain a cultural appreciation the "decision makers•• 

must be willing and able to carry on effectual, and contin

uing, communication with the decision making "recipients". 
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Summary of Chapter 3: Non-Implementation of Aboriginal 
Studies Course 

In deciding not to offer a course in Aboriginal Stu-

d.ies the University and, initially, the CCET demonstrated 

their "control" of the situation by withdrawing from further 

proceedings. The inducements for participation, as men-

tioned in the previous chapter summary, had been eroded. On 

the other hand, the majority of the involved non-Aborigines 

considered that the Aboriginal tertiary students had made 

personal non-material gains in the form of power, status and 

prestige amongst their people. This, of course, need not 

have been the reason for the response of the Aboriginal 

people who could have supported the students' actions as 

being a form of service to their people, 

strating solidarity. 

or a way of demon-

The non-Aborigines had their awn "cultural sets" which 

led them to expect the Aborigines to respond in accord with 

their previously stated acceptance of the content of the 

proposed Aboriginal Studies course. However, this was not 

to be the case as non-rational and cultural factors asserted 

their influences - and this resulted in inter-racial inter

action disability. 

One can only conjecture the reasons for the behaviour 

shown by the different participating groups. The University 

staff, far instance, could have thought that conflict was 

best ignored. 

the conflict, 

However, the division of interests compounded 

and the University lost the power and autho-
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rity they had previously "held" over the Aboriginal members 

of the TAECC. 

It is suggested that initially the Aboriginal people 

had not been given sufficient time to discuss the course 

when it was first mooted and that in the intervening period 

they had not been encouraged to discuss the matter amongst 

themselves. As argued elsewhere in some detail, Aboriginal 

communities need to be able to have time to congregate and 

come to a decision on a matter affecting their people. 

Summary of Chapter!~ Innovation an~ Change 

Innovation implies the capacity to change and adapt, 

and in an educational system an assumption is made, rightly 

or wrongly, that innovation will, of itself, improve the 

system. 

The system comprises individuals, and their appreci-

ative responses are disturbed, usually to a more marked 

level than can be anticipated, by the changes that innova

tions would bring. In addition, as in the study under 

examination, the appreciative systems of participating indi

viduals (and groups) are limited by the speed at which they 

can accept change, and by the kinds of change they can 

assimilate. 

In analyzing change numerous intervening variables 

must be considered, for example, individual perceptions, 

groups norms, organizational structures, political decisions 

and cultural determinants. These variables occur within an 
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interacting model of values. structures. strategies and 

relationships which take account not only of the internal 

elements of the organization but also respond to the envi

ronmental consequences. 

In educational systems the responsibility for the 

implementation of innovative ideas is frequently placed on 

the teachers, yet these same teachers may not be receptive 

to the innovation and may envisage a loss of prestige, 

status, and the like, 

A number of :major studies have indicated that move

ments towards change generally come from outside the school; 

but irrespective of whether it comes from inside or outside 

the organization the movement for change depends upon some 

form of political support. Should the pressure for organi

zational change come from external forces there will. assur

edly, be resistance within the organization. Likewise, 

there will be resistance in those educational settings where 

the teachers maintain that the innovation will result in 

their having less control. Amongst other arguments used for 

the non-acceptance of change is the notion that there is no 

definitive evidence that favours one method over another, 

and this highlights the not uncommonly expressed opinion 

that there are often sound grounds for resisting change. 

Notwithstanding the objections that can be raised 

against the community and other groups becoming involved in 

eduational change, there are in the case of the Aboriginal 
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Studies course strong grounds for more involvement by the 

Aboriginal people, with less external decision making and 

less University control over the course 

posited that there should be a much deeper 

content. It 

involvement 

is 

of 

those persons who understand and appreciate the Aboriginal 

people - and these people, almost unfailingly, are the Abar-

iginal people themselves. The expression of noetic autho-

rity, as fostered through the University, must give way to a 

more pragmatic and community oriented approach. 

During the change process implementation is the most 

important, and most demanding aspect. Besides being limited 

in their knowledge about how to implement the determined 

strategies, implementors may not appreciate the resulting 

consequences once a strategy is implemented. In addition, 

acceptance of an innovation, as can be seen from the present 

study, is not dependent - for the most part - on rational 

grounds; rather, psychological, or emotional, factors can 

have a direct bearing on an individual's acceptance of an 

innovation or change. 

Once an innovation reaches the implementation stage 

its success largely relies upon the nature of the feedback 

members receive: if it is positive the resistance level 

will fall and there will be a higher level of consensus 

amongst members, but where there is negative feedback - as 

instanced by the Aborigines' rejection of the UCE course 

proposal - moves to reject the innovation become stronger. 
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Innovation and change rest upon an organization's 

administrative structure. Administration should be a dyna-

mic process which attends to both policy and practice. To 

enable an organization to be dynamic that organization's 

ideology must not be out of the reach of the policy formula

tors, and it should take into account the prevailing politi

cal climate as it affects that organization and the environ

ment in which it is operating. In appraising the stalemate 

between the TAECC and the UCE, there has been little, if 

any, attempt by the University to give credence to the 

prevailing political climate. 

Perhaps the reason for the University's behaviour lies 

in the following explanation. Organizations have different 

capacities for change, and it has been claimed that tertiary 

education institutions, because they are structurally anar-

chic and inert, will resist change or ignore it. Their 

energy is either used up in resistance or it is allowed to 

dissipate, and there is little sense of responsibility to 

decision making. 

In suggesting ways of overcoming organizational anar

chy and inertia various writers have set down basic rules to 

develop, and maintain, dynamic, innovative organizations, 

whilst Hersey & Blanchard <1974) derived a "Likely Outcomes 

in Innovation" model which indicates that the CCET and the 

UCE, in their dealings with the TAECC, had a high insti-

tutional awareness of innovative needs but they showed 
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little sensitivity to the thoughts and feelings of the 

Aboriginal people. 

Summary~~ Chap!er ~~ Theories. Constructs and Principles 
relating~£ Innovation~~~ Change 

Even though, or because, implementation is the most 

demanding factor attached to the introduction of an innova-

tion, educational planners have at their disposal numerous 

theories on innovation and change, 

and partial theories. 

including evolutionary 

One of the most famous theoretical constructs comes 

from Lewin's conceptualizations on group dynamics. He pro-

poses three stages (or steps) to change, namely, unfreezing, 

changing, and re-freezing <Davis, 1981:209-210). 

Various theorists have accepted and incorporated 

Lewin's ideas on change with one of the most useful adapta

tions coming from Ulibarri <1970:47) with his Model of 

Antecedents of Learner Change. This model demonstrates the 

relationship between personality factors, organizational 

factors, the desire for change, and the process of change 

leading to perceived change. 

The success or failure of an innovation relies, in 

part, upon efforts made within the system, but outside 

change agents are more likely than individuals or groups 

that belong to the organization to be able to steer organi-

zation members towards change: this would be particularly 

so when an affinity is established between the change agent 
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and the group. It is unfortunate, when one considers the 

importance of change agents, that the TAECC rejected the 

University's proposal that the Director of the Australian 

Institute of Aboriginal Studies act as a consultant. Per-

haps, if there had been opportunities created for discussion 

between the dissenting parties, the suggestion for inviting 

the Director of the Institute, or another person, to come to 

Tasmania may have emanated from the TAECC. 

However successful she or he :may have been elsewhere, 

there are four crucial factors associated with any change 

agent coming into a new situation: first, the principal and 

the change agent (or facilitator> must be in general agree

ment as to the procedure to follow; secondly, the desire 

and need for change must be established; thirdly, organiza

tion members must support the notion of change; and final

ly, these same members must determine for themselves the 

means of implementing any proposed change. 

Over the years many approaches to change have been 

formulated and utilized. 

ticular aspect of change, 

Some constructs stress one par-

others are eclectici some are 

simple constructs, whilst others are quite complex. The 

present study, after reviewing a wide range of constructs, 

gives support to the Mulford et al. (1977) planned interven

tion change strategy known as Organization Development. 

This programme involves outside consultants who help organi

zation members determine the organization's purposes and 

direction. This strategy, even though it has an organiza-
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tional approach, 

the organization, 

does not forget that individuals make up 

and throughout their intra-organizational 

interactions the consultants clearly establish that they 

value the contributions made by the organization's members. 

Another dominant element is that the resolution of conflict, 

which is seen as an essential part of any organization, is 

accepted as being of potential benefit to an innovation and 

will help individuals, if it is handled appropriately, learn 

to function as a unit. The whole object behind such an 

approach is to reach the stage where, if it is the wish of 

the staff, they accept the need for change and acknowledge 

that the responsibility for change is placed in their hands. 

Summary of Chapter 6: Conflict and Cha~g~ in Ethnic 
Settings 

areas, 

Courses in ethnic studies should not avoid sensitive 

and curriculum planners should certainly give due 

consideration to the ways conflict can be resolved. 

One recommendation for conflict reduction is for dia

logue to be established between the conflicting interest 

groups, whilst another suggestion is that non-decision mak-

ing be avoided. In addition, there is the need for educa-

tors to understand and appreciate the people they serve. 

Within ethnic teaching situations teachers frequently 

use non-adaptive responses. Oberg (1960) extended this idea 

when he wrote of "culture shock" (or culitural dissonance) 

which is a form of unresolved conflict in an ethnic setting. 

241 



By way of response to culture shock many teachers tend to 

become dependent upon other staff members of a similar 

ethnic background to their own, or they make significant 

reductions in their contributions to teaching, or even re-

sign. Teachers, if they are to be successful in ethnic 

settings, need to retain, in the first place, their commit-

ments to teaching, and they must adapt their methods to the 

requirements and interests of their classes. 

Disagreements and conflicts in ethnic relationships 

are not necessarily due to power struggles. They can be the 

result of different perceptions of reality. However, in 

reference to power relationships, they exist only where one 

group is in a position to threaten or invoke sanctions; but 

the threat, or use of sanctions reduces the strength of the 

group applying the sanction. This point was illustrated 

clearly when the Vice-Chancellor asserted his power position 

and the TAECC, along with the Aborginal tertiary students, 

disregarded his actions. 

In working with any group a consultant has to deter

mine the type of role she or he will play and when working 

in an ethnic setting the consultant has to consider even 

more variables. One of these variables is that minority 

groups frequently have an intense and inherent distrust of 

the organization that is proposing change. and even where 

members of a minority group are part of an organization's 

change process system they can be rejected by their fellow 

minority group clients. 
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If proposed changes are community, rather than organi

zation, oriented then community participation is more likely 

to add impetus to a proposal for change, and the needs and 

wants of the people would be reflected more accurately. 

Under these circumstances the role of the organization mem-

bers becomes one of listening and offering advice, not of 

interference, for the experts in ethnic settings - as noted 

earlier - are those people who belong to the ethnic group. 

Summary of Chapter 7: Attitudes, Prejudice and Attitude 
Change 

An attitude is an idea charged with emotion which 
predisposes a class of actions to a particular 
class of social situations. (Triandis, 1971:2) 

From this definition one can see that there are three major 

attitude components, 

vioural. 

namely, cognitive, affective and beha-

To Lippman (1977:9) four types of functions are served 

by attitudes and these are that they: 

help an individual adapt to peer groups; 

provide behavioural guidelines; 

enable an individual to act out emotional feelings; and 

. act as an ego-defensive mechanism. 

A major construct on attitude change states that 

change takes place through a process of compliance, identi-

fication and internalization - at this final stage there is 

an acceptance of the new attitude. This construct would 

acknowlege that if one accepts that knowledge forms atti-
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tudes then knowledge should be able to change attitudes. 

However, attitude change is hampered by many social factors, 

for example, 

communicators, 

nication. 

one's reference groups, the prestige of the 

perceptual set, and the nature of the commu-

Prejudice is a form of attitude which is held by an 

individual without giving due regard to the evidence. 

Racial prejudice has been explained through numerous con

structs which cover psycho-dynamic influences, behaviourism 

and social learning constructs, and the notion of perceptual 

set, as well as explanations that are set within a sociolog

ical perspective. 

Whatever the framework one uses to explain prejudice 

it can be said that it is the outcome of many influences, 

including historical, political, social and economic fac-

tors. Prejudice, when an hostile attitude, results in the 

recipients frequently displaying negative self-concepts in 

the general community, whilst the resulting actions of the 

dominant culture and discriminative and oppressive. The 

reaction of the oppressed groups has all too often been in 

the form of "passive resistance" . Another form of resist-

ance comes through the formation of strong bonds of communal 

spirit - bonds which are strengthened through resentment and 

suspicion against the dominant culture and, 

against themselves. 

even at times, 

To reduce the anger and apathy of oppressed groups, 
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power must be transferred to them from the dominant group. 

At the same time, in order to build up mutual regard and 

respect, these opposing groups should, amongst other things, 

avoid competitive situations; 

have pleasant and rewarding contact; 

, plan common tasks that can be achieved; and above all, 

establish a social climate that favours inter-group con

tact and harmony, whilst still allowing individuals to 

retain their pride in themselves and their groups. 

Summary of g~apt~~ ~~ Cultures and Cultural Values 

In extending the ideas on attitudes and prejudice to 

cultural settings, Chapter 8 points out that cultures are 

ever-changing in order to meet the prevailing needs and 

interests of the society. This means that each culture is 

as it is because of events which make an unique impresion 

upon that culture's people. 

Pike (1967) directed attention to two distinct ways of 

observing cultural groups, namely, 

"etic" observations which are made by observers from 

outside the culture under study, and 

, "emic" observations which are made by people who belong 

to the culture being observed. 

This concept of "emic/etic" demonstrates how people of diff

erent cultures can observe a common situation and come to 

entirely different c o nc lusions, and this, in no small mea-

sure, accounts for the antagonism aroused between the TAECC 
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and the UCE. 

What, one could ask, are the features that distinguish 

an emic orientation from an etic approach? In the present 

study the cultural differences are based on ethnicity and an 

ethnic group has been described as having the following 

characteristics: 

its origins do not rest on the notion of a nation state; 

it has an ancestral tradition and a sense of peoplehood; 

it is an involuntary group; 

it has an influence on the lives of its members; and 

membership rests on how members define themselves, and on 

the way they are defined by others, 

Amongst other elements that differentiate ethnic 

groups are the socio-linguistic rules used by the different 

groups. These distinctions are, at times, readily discern-

ible; in other cases, such as when one compares the lin

guistic aspects of white Tasmanian English with that of the 

Aboriginal Tasmanians, the differences are not so apparent 

until one begins comparing the two linguistic forms. 

Communication across ethnic groups must try to account 

for disparities in order to overcome double boundaries - the 

internal boundary having been set by the ethnic group, 

whilst the wider boundary has largely resulted from inter

group relations or preconceived and instilled attitudes from 

all participants. In Australia the outer boundary is well

nigh impervious for the enclosed Aborigines because of the 
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potent nature of the racial stereotypes established by the 

white populace: 

irresponsible; 

Aborigines are backward, incapable and 

white people have the "know-how" to help the 

Aboriginal people; and where a degree of acceptance of 

Aborigines exists the notion of "adjustment" psychology 

tends to dominate. 

Most teachers reflect majority attitudes and, in re

jecting Fesl's 1985 blanket statement that white teachers 

know that they are acting insensitively and inappropriately, 

this study leans towards Havighurst's 1970 opinion that as a 

general rule teachers, with their limited knowledge, are not 

capable of understanding what constitutes a rewarding state 

of affairs relative to the cultural environment of the 

Aboriginal people. 

One feature that. non-Aborigines need to realize about 

communication with Aboriginal people is that Aborigines need 

to have time in which to establish their own "identities", 

their self- confidence and their appropriate forms of leader

ship so that they can contribute to their own development. 

One of the least respected. and least 

aspects of Aboriginal society has been that of 

Even though they are qualified in their own 

appreciated, 

leadership. 

education, 

Aborigines may not be qualified to act as leaders, or even 

spokespersons, for their people. In turn, non-Aboriginal 

individuals and groups should not accept or reject an Abor

iginal leader without first consulting the appropriate Abar-
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igines to establish the standing that that Aborigine has 

amongst the Aboriginal people. Obviously. when one gives 

weight to these thoughts on leadership, the University 

should have sought the advice of the TAECC in establishing 

the status of the president of the Aboriginal tertiary 

student body. 

As noted previously, Aboriginal Tasmanians are fre-

quently termed "pretenders". This argument is rejected on 

the ground that even though they are familiar with the 

cultural codes of the "mainstream'' of Australian society, 

they do have their own form of cultural management with 

which they identify, and they contribute to its continuance. 

Comparing the Aboriginal situation with that of Indian Amer-

icans, Aborigines tend nowadays to identify themselves as 

Aborigines. Hence, they meet any proposed changes that are 

not compatible with their newly established identity with 

resistance. For instance, in rejecting the proposed Aborig-

inal Studies course the tertiary students sought a programme 

that concentrated on contemporary issues and not dead 

tribal Ab~rigines 

thinking.' (Mansell, 

discussed in a vacuum of archeological 

1981:1 - refer Appendix A:37). 

In response to the points made in this chapter sum

mary, the non-Aborigines need to adjust their appreciative · 

systems so that they gain a keener knowledge about Aborig

ines, and develop an awareness of the meaning that Aborigin

ality has to Aboriginal people. With such knowledge and 

awareness they will be better able to offer their resources 
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in a constructive way to the Aboriginal people. 

Even though Aboriginal Australians are seen to be 

ethnically different from other groups they "suffer" their 

ethnicity to a more marked degree than other minority ethnic 

groups . The reason for this is that minority immigrant 

groups, even though they are categorized as deviant by the 

existing dominant culture, are similar to that dominant 

culture in that they also believe that they have superior 

life styles to the Aborigines. Thus, .!.E§£ facto, Aborigines 

are more deviant than other deviant groups. 

Summary £f Chapter 9: Education, Innovation and Community 

Amongst the essential conditions required for organi

zational change or innovation to be effective one can find 

the following: 

participants must feel that the project is their own; 

the project must have the support of senior members in 

the system; 

it must be in close accord with the ideals and values of 

participants; 

. participants should experience support, trust, acceptance 

and confidence in their relations with one another; and 

participants must feel that their autonomy and security 

are not threatened. 

Looking at the above necessities for change, and recalling 

not only the attitudes of the UCE and the TAECC but also the 

dysfunctional actions each body took, one can appreciate why 
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the present impasse between the UCE and the TAECC exists. 

Educators, in planning for change, have to merge their 

planning roles with the role of the politician. Further, 

the planner should act as a mediator, both within and beyond 

the organization. In whatever she or he does, however, the 

planner should avoid moral overtones and the imposition of 

"moral authority.,, When one studies these stated require

ments one is confronted, again, by the failings of the 

University in its associations with the Aboriginal groups. 

It did not merge planning and politics, it did not take on a 

mediating role, nor did it avoid moral condemnation. 

The aura of change so often casts a diffused light 

over education systems, but much of the available energy is 

used to prevent the spread of disruptive issues, and so 

there is little energy left for innovation. This seems to 

be the state of affairs that applies to tertiary institu

tions which have been likened to organized anarchies. The 

Vice-Chancellor's response to the Aboriginal students, 

though not strictly anarchistic, 

deep shades of authoritarianism 

for change was dissipated. 

was reactionary and had 

and the energy available 

Education has come to be viewed as a reactionary, 

rather than progressive, force in most societies so there is 

constant antagonism against change. This resistance to 

change extends to those who educate teachers, and in teacher 

education there is, overall, a rejection of courses that 
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will help develop the skills required to teach ethnic 

groups. Teachers, besides having to participate fully in 

change, need to develop new forms of conceptual thinking -

thinking which incorporates the whole system. Part of this 

conceptual thinking would involve: 

constructs on attitude change; 

an acceptance of responsibility by all participants; and 

a commitment to change by the educational institutions 

involved. 

Once more the University is lacking as it has withdrawn from 

all negotiations with the TAECC and the CCET. Efforts to 

overcome the deadlock, it is proposed, must come from the 

educators, and 

current modes 

until they can divest themselves of their 

of thinking the probability of a successful 

union for change is minimal. 

Throughout this study the necessity for Aboriginal 

involvement in educational change has been supported for a 

number of reasons, not least of which is the impact cultural 

revitalism is having on the Aboriginal peoples, but oppo

nents to this notion complain that it will result in the 

local Aboriginal people having too much influence over de-

cisions, whilst the 11 experts11
, for example, academics, with 

their knowledge about education will be devalued. Some 

professionals, nevertheless, support community involvement 

because they can, whilst still acting as community advisers, 

gain attention and recognition. In the long term, however, 

this could lead to dysfunctional consequences. 
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nal, 

Australian educators, both non-Aboriginal and Aborigi

have noted the similarities between the Indian Ameri-

cans and the Aboriginal Australians. Part of Chapter 9 

reviews the education and community involvement of Indian 

Americans. It was found that the culturally revitalized 

Indian nations have, over the past two decades, been demand-

ing and accepting, a greater say in their affairs; educa-

tion policy is also being oriented more and more to the 

needs and desires of the Indian people. The success of the 

American Indians demonstrates that indigenous minority 

groups are capable of determining outcomes that meet their 

needs and wishes. 

Summary of Chapter !_Q_.:._ ~ro~ Association ~nd Leadership 

Studies have indicated that people tend to associate 

with those who are most like themselves. They bring similar 

attitudes and values to these asssociations, 

enhanced within the group. 

and these are 

Group association is a concern of the present study as 

the main participating groups - the UCE and the TAECC - have 

distinctly different perceptions, attitudes and values. 

Largely because of this, there are important psycho- and 

socio-linguistic differences between the two groups. Under 

these circumstances the likelihood of surmounting the bar

riers that have been erected is very much reduced. 

Another feature that should not be overlooked when 

examining intergroup dissension and hostility, as it applies 
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to ethnic groups, is that different groups have different 

perceptions of "reality". Some racial groups, such as the 

Aborigines, become stereotyped and segregated and once this 

happens they are often seen as being not worthy of help, nor 

deserving of self-determination, and reference is made to 

the fact that they lack the required expertize to bring 

about change. They are devalued and held to be responsible 

for their condition. This notion was rejected in 1984 by a 

past 

tee, 

chairman of the National Aboriginal Education Commit

Paul Hughes, and he asked that the Aboriginal people be 

the opportunity to take control of their affairs given 

whilst 

that 

Errol West, the present chairman of 

the Aborigines if they had control 

mistakes, be successful. 

NAEC, 

would, 

claimed 

despite 

To repeat in essence the ideas generated in a previous 

chapter: leadership can be an important element in groups 

and it takes on an added dimension when one compares leader-

ship patterns across different ethnic groups. Effective 

change where Aborigines are involved is more likely to come 

where all leaders respect Aboriginality, and work towards 

meeting the wishes of the Aboriginal community. In Tasmania 

one must also expect Aboriginal leadership to follow a non

traditional form to the extent that it must function polit

ically within the wider community if the Aboriginal people 

are to gain respect and self-responsibility from the non

Aborigines. 
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CHAPTER 12 

CCET ABORIGINAL STUDIES COURSE - STRATEGIES FOR INNOVATION 

Preface 

With the assistance of a Commonwealth Government grant 

the University appointed in 1985 a Tutor/Counsellor: Abori-

ginal Studies in Education. Her first concern is for the 

welfare of the University's Aboriginal students. As far as 

can be ascertained, especially at the CCET level, she has 

not been encouraged by the University to develop courses in 

Aboriginal Studies. Another deterrent to course development 

is the dissention that exists between the tutor/counsellor 

and the chairman of TAEAC. To determine whether an Aborig-

inal Studies course should be developed negotiations need to 

be restarted by the parties concerned. Such negotiations 

should work towards win-win solutions with all parties being 

willing to compromise to some extent and accommodate diver-

gent ideas. If it is decided that a course should be off-

ered, change agents (facilitators) should coordinate all 

discussions and activities The method proposed for the 

implementation of change is Mulford's Organization Develop-

ment. Once change is established an "after-care" system 

should be established, preferably, it is proposed, under the 

direction and responsibility of Aboriginal Tasmanians. 

******* 
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If the ideas expressed in this study had been followed 

four years or so ago the UCE and the TCAE, through the CCET, 

would have been in a position to offer courses in Aboriginal 

Studies that would have helped teachers in the field come to 

a better understanding of the Aboriginal people, 

lar the problems that face them educationally. 

likely that more opportunities for constructive 

in particu

It is also 

approaches 

to Tasmanian Aboriginal education would have been provided 

during the same period of time. 

Vith financial assistance from the Commonwealth Gov-

ernment, the University, it has been noted, has appointed a 

woman, who was the TAECC Chairperson during a crucial period 

in the UCE and TAECC wrangle, to their advertized position 

of "Tutor/Counsellor: Aboriginal Studies in Educationu <see 

Appendix C) . The real test now lies in whether the Univer-

sity will liberate its innovative possibilities <Flacks, 

1971:9), by allowing the appointee, as an opening gambit, a 

high level of autonomy. One could, however, well ask: 

Vill it be a case of restraint placed on Aboriginal Studies 

courses as reported in the press for other academic institu

tions <Trinca, 1985:14), or will she be allowed to develop 

and participate in courses that help to meet the needs of 

Aboriginal people through developing the knowledge of teach

ers and student teachers? In the first place, her concern 

is for the welfare of the Aboriginal tertiary students with 

the organization of courses in Aboriginal Studies, either 

for undergraduates or teachers in the field, being of sec-
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ondary importance. 

Initially the University may have reasoned that the 

appointment of the Tutor/Counsellor could have overcome the 

deadlock regarding the CCET course in Aboriginal Studies. 

If this was the case it would seem that Cowan's thought that 

new ideas are continually losing some of their novelty 

as they become assimilatedly transformed into old ones.' 

(1975:298) holds sway. Present indications, based on react-

ions by the UCE staff who were most concerned with the CCET 

course would seem to indicate that they are purposefully 

undervaluing the contribution the Tutor/Counsellor bas to 

offer by way of courses relating directly to the Tasmanian 

Aboriginal people. This may be a temporary happening, but 

she has not been encouraged <nor has she felt that she has 

been encouraged>, so far as can be ascertained, to develop 

long-term courses in Aboriginal Studies. 

The UCE were prepared to accept the recommendations of 

a mainland Aboriginal academic, but this idea having been 

rejected by the Tasmanian Aborigines, the UCE have rejected 

all subsequent offers made by the Tasmanian Aborigines for 

negotiations. At the present time the UCB staff would 

appear not to be prepared to consider change agents, let 

alone allow them to function within the centre. Hence, if 

there is to be a course in Aboriginal Studies there are a 

number of fundamental probleIDS that have to be resolved: 

who will determine course content; who will formulate the 

curriculum; and who will present it? Many Aborigines, 
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including the Tutor/Counsellort have answers to these 

questions, and the answers have been stated explicitly by 

the National Aboriginal Education Commission (1978:4) which 

aims at giving Aboriginal people the responsibility for the 

implementation of policies and of funding, and the admini-

stration of programmes in Aboriginal education because, as 

they say, Aborigines are better able to understand and 

communicate the needs and aspirations of' the Aboriginal 

people. 

Such ideas as emanate from the NAEC raise the spectre 

Hirst & Peters (1975:120) evoked that academics and teach

ers, if they give up their right to determine the content of 

what will be taught and how it will be taught, will become 

lackeys of the community and not authorities on the sources 

of knowledge. Taking another slant, Bassett (1977) consid-

ers that for innovation to be successful it would seem to be 

essential that those who must implement the change partici

pate in determining the nature of the innovation and the 

manner in which it is to be implemented - in this idea too 

little attention has been given to environmental features, 

particularly the clients. In less teacher-centred terms 

than those of Bassett, Spencer (1970) states that all teach

ers who implement innovation must have the knowledge, atti

tudes and skills to enable them to respond appropriately and 

sensitively to the felt needs of the people and, of course, 

initiatives should be tempered to meet with the acceptance 

of the people. So, all contributions made by "clients" 
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should be considered carefully and respected because 

If it is desirable that people at the local level 
involve themselves in perceiving problems and for
mulating alternatives then one must by definition 
accept their judgment. (Porter, 1976:254) 

Even though an essential objective for the NAEC is for 

courses in Aboriginal education to be the responsibility of 

the Aboriginal people, education departments and institu-

tions have first to be convinced of the soundness of such an 

idea. The University Faculty of Education staff have, as it 

were, had "their fingers burnt" and are not likely to accept 

willingly the NAEC's proposal: hence adjustment strategies 

by the University to Aboriginal involvement in all aspects 

of the course in Aboriginal Studies will need to be de-

veloped slowly and carefully. In many ways, though, the 

University may well be in a better position than the TCAE 

which has already put forward its new course proposal - a 

proposal that involved discussions with a wide range of 

Tasmanian Aborigines. Even though this farm of action has 

been followed it is quite possible that this course, if it 

comes under the scrutiny of the TAEAC, or is placed against 

the NAEC's current guidelines on course developments in 

Aboriginal Studies, could be r ejected as it has been formu-

lated by a European Australian. 

The problem that could confront the University is 

quite distinct: there is the antagonism that still appears 

to exist between the University "course" lecturer and the 

a ppointee to the Tutor/ Counsellor position, plus a r ecent 
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development. This development focuses on the entirely diff-

erent orientations to Aboriginal education held, as men-

tioned in the previous chapter, by the Tutor/Counsellor (and 

past Chairperson of TAECC) compared to that of the present 

chairman of the TAEAC. 

Strategies fa£ Innovation 

In discussing strategies for innovation in Aboriginal 

Studies in order to introduce negotiations on the course 

content and for the implementation of a CCET course in 

Aboriginal Studies, an assumption is being made that the 

Aboriginal people, particularly the TAEAC, approve of and 

support the notion of having such a course. A further 

assumption is made that all participants will take, as 

Follett (1979) (1925)) recommends, a responsible attitude. 

The first requirement necessary for the development of 

a CCET course in Aboriginal Studies is for negotiations to 

be re-started by interested parties, especially the UCE and 

the TAEAC. If re-negotiations are instituted efforts should 

be made to avoid a restructuring of power elites, whether 

black or white, because this type of action, in being a 

power-coercive strategy, as Chin & Benne in 1969 convey, is 

generally counter-productive <Owens, 1981:244). 

In determining whether there should, or should not, be 

a course in Aboriginal Studies, the Aboriginal participants 

should be able to recognize that they are valued by the 

educationists. Educationists, then, should value Aborigines 
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as people, for the expertize they can offer both in struc-

turing the course and in participating in its implementa-

tion, and for the responsibility they can take for the 

teaching of such a course <refer March & Simon, 1967). To 

arrive at this stage changes in behaviour and attitudes by 

all participants, particularly by the UCE staff, are needed. 

Another related issue comes from Groves (1952:5) who men

tions the penchant for whites ta pursue their own ethno

centric interests when dealing with black people - this has, 

and will continue to affect adversely the relationships 

between the groups developing a course in Aboriginal Stu-

dies. Another cause for concern, and one that is also tied 

to ethnocentrism, relates to differences in cultural lingui

stic forms <Wharf, 1956; Titiev, 1965:545; CERI, 1971:19; 

Slobi~, 

their 

1979). The appreciation of alien ethnic groups and 

cultural linguistic forms, which include socio- and 

psycho-linguistic features, need patience and empathy, nei

ther of which have been displayed to any marked extent by 

the majority of white Australians, 

Although moves have been made by the CCET to resolve 

its differences with the TAECC - and later the TAEAC - the 

resolution of the conflict between the UCE and the present 

TAEAC depends in the first place upon successful arbitra

tion. This necessitates having to overcome the effect of 

adverse organizational sets (refer Katz & Kahn, 1978:123). 

At the same time each system would need to retain its own 

identity and individuality. The functional sub-systems, 
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notwithstanding changes that may take place, will remain 

organized on ethnic lines, and Katz (1971a) would envisage 

adjustment problems continuing because of this. The aim 

would be to have most of the organizations involved become 

more open and responsive to the others, developing at the 

same time an efficient and effective coping system amongst 

the different groups, with feedback being used systematical

ly (Katz, 1971a:109). Success, of course, rests on the 

coordination of all the essential elements from each group 

<Dimock & Dimock, 1972:494). 

for their common benefit, 

All groups would anticipate, 

the influence of the various 

inputs that are taking place both in the environment and 

during discussions. In this arbitration stage the diagnost-

icians should be the participants themselves, working to the 

stage of introducing a course in Aboriginal Studies - a 

notion which would need to be supported by all groups for 

whatever reasons they may have. 

At the arbitration level a non-hierarchical structure 

is proposed - theories such as those expounded by Mayo 

(1945) on the decision making expertize of the top executive 

or Carroll's (1969) premises on noetic authority have no 

place in the non-hierarchical structure, rather there is an 

emphasis on a dialectic where common grounds are established 

in a non-bureaucratic environment (White,1969>. The purpose 

behind this is to create a ttwin" situation for all groups 

(Owens, 1981:287). White, under these suggested conditions, 

would discourage those aggressive tactics, frequently verb-
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al, which often form part of a power-coercive strategy. He 

would encourage the expression of opinions but in a rational 

yet assertive manner with each participant having the right 

to be ~eard (Alberti & Emmons (1975). The practice of 

asserting one's rights has the potential to lead to a colla

borative orientation, that is, a situation in which there is 

high assertiveness and high cooperation - again an inte

grated "win-win" position. The turbulent field, in these 

circumstances, would dissipate and, as Emery & Trist assert

ed in 1973, uncertainty would be reduced through the mutual 

acceptance of common values <refer Katz & Kahn, 1978:123), 

and there would be a willingness to accept that there are 

always going to be certain differences in values, attitudes 

and behaviours. 

When collaboration between the parties is established 

agreement can be reached as to whether to develop a course 

in Aboriginal Studies. If the decision is that a course 

should be introduced serious consideration should be given 

to inviting outside change agents to assist in the develop

ment and implementation of the course. The resolution of 

leadership through the support and non-directive guidance of 

change 

tiate 

agents would appear to be a difficult area to ini

but one that must happen if a course in Aboriginal 

Studies is to eventuate. As mentioned previously, 

tion of a non-hierarchical structure is supported, 

the no

Within 

this structure, it is recommended that there be two main 

change agents who meet the essential requirements of all the 
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organizations involved: in addition, the participants them-

selves would determine which change facilitators would be 

chosen as they need to be given the opportunity for involve

ment in all aspects of the change process. One of the 

agents, it is suggested, should be an Aboriginal Tasmanian 

with the other coming from a non-Aboriginal ethnic commun

ity. Ta minimize unnecessary conflicts between the change 

agents they should know one another, have worked together 

closely, and each should have a mutual regard and respect 

for the other. 

The method used to implement change is a crucial 

factor and it is proposed that the change agents use Organi

zation Development techniques: the reasons for supporting 

this method are explained in same detail in Chapter 5 

<"Theories, Constructs and Principles relating to Innovation 

and Change"). One point that has not been mentioned so far 

in regards ta innovation is that if an innovation is imple

mented widely it must have a support or "after-care" system 

<Gilchrist, 1978), but for preference that after-care system 

comes from within the organization, or from representatives 

of that organization together with those people who are 

directly concerned with the success of the innovation, in 

the case under discussion, the Aboriginal Tasmanians. 

Having outlined a course of action for the resolution 

of the apparent impasse between the UCE and the Aboriginal 

people over the proposed CCET course in Aboriginal Studies, 

the fallowing quotation - though directed ta community 
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health - coalesces many of the thoughts held by the present 

writer. Soong writes on the need for 

The reduction of ethnocentrism among non-Aboriginal 
staff so that health [education] programs become 
community-supportive rather than community
oppressive, the goals of development being optimum 
life - sustenance, esteem and freedom. (1981:150) 

The above quotation may appear to be limiting to the Aborig

inal people but elsewhere he states that 

Health and community [and educational] development 
in Aboriginal communities has to be planned in 
close consultation with the Aboriginal people to 
define needs. to set realistic goals and to deter
mine appropriate methods to be used to achieve 
these goals. The Aboriginal leaders or commu
nity representatives should have overall control of 
the health (educational) services in their communi
ties with outside agencies. providing technical 
and administrative support. (1981:149) 

Hughes' call in 1984a for Aborigines to be able to 'mess it 

up for themselves' will be there if Aborigines are given 

such control. but it is only in this way that they will. as 

West in 1984 so forcefully put it, be able to 'process and 

proceed'. 
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Al30RIGINAL ED!iCATIOi{ CCNSuLTATIVE coi.:r;IT'l'EE 

16th March 1979 

PRESS RELEASE 

The newly formed Tasmanian Aboriginal Education Consultative Committee (T.A.E.C.C.) 

held its first meeting in Hobart from the 14-16 March. This committee has been 

established by the State Education Department to advise the Minister for Education 

and his department on the educational needs of Aboriginal people in Tasmania and the 

appropriate ways of meeting these needs. 

The Chairman of the T.A.E.C.C. Mr. Clyde Mansell said that, "The setting up of this 

committee reflects the recognition by the State Education Department that Aboriginal 

people make up a distirct group in the community. 11 

One of the major roles of the committee will be to consult with Tasmanian 

< J,boriginal communities so that their desires and aspirations are relayed to the 

Education Department. This should ensure that the development of programmes will be 

planned and assessed with the full co-operation and involvement of the Aboriginal 

people concerned. 

At the meeting an Executive Officer was appointed to assist with committee activities. 

Attending the meeting as guest speaker was Mr. Steven Albert, Chairman of the 

National Aboriginal Educatio~ Committee (N.A.E.C.), who ir,fo:r.-med the committee on 

the activities of Aboriginal consultative groups on other states. Departmental 

representatives were, Mr. Jim Scott, Deputy Director-General of Education, Mrs. 

Harvie Featonby, Mr, Jim McCulloch from the Commonwealth Department of Education, 

_Mr.John Moriarty and Mr. Brian Linisay D.A.A • 

.(_ ·!'he Committee was elected by the Aboriginal Community _and consists of twelve 

~boriginal people, three each from the North-West, Southern and Northern regions, and 

one each from Flinders and Cape Barren Islands and the State representative on the 

National Aboriginal Education Committee. 

Clyde Mansell 
CHAIRMA..lf - T.A.E.C.C. 

-:~- Report on proposed activities of TAECC is at Appendix A (p.p. 

·X-l!- Terms of Referenca For P\£CC are at Ap;:rnndix fl (p.;:-;. 
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EDUCATION DEPARTMENT HOBART 
TEL.EPHONE 30 B022 G.f>.O.BOXNO 169B 7001 

TASMANIA 

JB 
IN REPLY PLEASE. QUOTE; 

FILE NO. 
12/10/10 

IF 11;'..LEPHONINO OR CALLING 

As< FoR 15th August 1979 

Dr. G. Haward, 
Head, 
Division of Teacher Education, 
Tasmanian College of Advanced Education, 
P.O. Box 1214, 
LAUNCESTON. 7250 

Dear Dr • Haward, 

Research Study No; 44 

Aborigines in Tasmanian Schools 

I am enclosing for your information a copy of Research Study No. 44 which 
was undertaken in the Research Branch of the Education Department osing funds 
provided by the Department of Aboriginal Affairs. The aim of the study was to 
obtain the general overview of Aboriginal education in Tasmania and thus to 
establish a basis for developing future objectives and appropriate policies and 
strategies in the Tasmanian Education Department. 

The report is very timely as it follows the establishment of a Tasmanian 
Aboriginal Education Consultative Committee in February this year. This committee 
consists of elected members of the Tasmanian Aboriginal community and has been 
appointed to advise me'on matters affecting the education of Aboriginal students, 

(' The working party which I established to report to me on the suitability 
and feasibility of the recommendations has now completed its task and a copy of the 
report is also enclosed for your information. I have accepted the working party's 
proposals and I have asked Miss B.T. Richardson, Superintendent of Special 
Education, to co-ordinate implementation as it occurs over the next few years. You 

,-:> will note that recommendation 15 requests that the Education Department makes 
appropriate representations to the teacher training institutions in relation to the 
introduction of an Aboriginal studies course. It is not necessary for me to repeat 
the observations made by the Director of Personnel in the comments which follow 
that recollDnendation as I am sure that we are all aware of the difficulties of 
implementing such a worthwhile proposal. I would however be pleased if the 
recononendations could be drawn to the attention of your Board of Studies in order 
that serious consideration may be given to an area of understanding that has long 
been neglected. 
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Yours sincerely, 

15--tG'.0~ 
B,G, Mitchell 

DIRECTOR-GENERAL OF EDUCATION 
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RESEARCH STIJDY .NO. 44 

J\BOIUCINES ANll TASMANIAN SCIIOOLS 

REPORT OF WORKING PARTY 

Education Department. 
6th August, 1979 

Research Study No. 44, by Kerry Randriamahefa, was 
undertaken during 1978/79 using funds provided by the Department 
of Aboriginal Affairs. A random sample of twenty.families was 
drawn from 181 families who openly identified with the Tasmanian 
Aboriginal Community. The aim of the study was to obtain a general 
overview of Aboriginal education in Tasmania and thus to establish 
a basis for determining future objectives and appropriate policies 
and strategies for the Tasmanian Education Department. 

Following the publication of the study in April, 1979, the 
Director-General of Education established a working party to examine 
the report and its recommendations and to report to him .. The working 
party members were Ms. B. Bound (Tasmanian Teachers Federation), 
Mrs. H. Featonby (Special Education), Ms. S. Findlay (Executive 
Officer, Tasmanian Aboriginal Education Consultative Committee), 
Ms. L. Menzies (Aboriginal Centre), Ms. K. Randriamahefa, Mr. L.O. 
Blazely (Senior Superintendent of Research), Mr. C. Mansell (Chairman, 
Tasmanian Aboriginal Education Consultative Committee) and Mr. .J. Scott 
(Deputy Director-General of Education). There were three meetings at 
which the members considered the report, the reactions to it of senior 
officers in the Education Department and the views of members of the 
Tasmanian Aboriginal Education Consultative Committee. J\t the final 
meeting, members approved the following report for transmission to 
the Oircctor-Gcneral of Education. 

l. That the Education Department formulate a policy on education 
for Aborigines taking into account the f o llowing:-

(a) The study has indicated that the educational attainment 
of Aboriginal children i s rel atively low and that the 
rate of retention in the last years of secondary s chooling 
is similarly low. It has also confirmed that few 
Aborigines engage in post-secondary education. 

(b) The study has shown that many Aborigines wish to retain 
their separate identity but that teachers generally are 
opposed t o the r ecognition of separate identi ty. 

(c) Other research has concluded tl,at J\boriqincs a n) J>1:obal) .l1i 

the poor.est and JTl'.)St disadvantage d group in society. 
Therefore, there is a need for positive discrimination 
in favour of 11borigine,; in order to improve the sittiation 
of the Abor i ginal population as a whole. 

(d) The Commomveal t h Governnrmt has recognised the riqht o .f 
Abori gines to sel f - determina tion a nd se.l f-management. 
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Comments 

The ll'orking Party recommends that this recommenclation 
should be supported. 

1 (a) Some readers of the report have i.ntcrpt·etcd 
recommendation l(a) as an extrapolation of 
the results of this study to all Aboriginal 
children. It is important to emphasise that 
from a case study of this kind (see p.3), a 
precise extrapolation to a larger or to a 
total population is quite unjustified. The 
Working Party's view is that the study, having 
snmpled twenty families from 181 families nnd 
having shown up deficiencies in the education 
of the children of those farni lies, has a great 
deal to offer the Education Department and its 
schools in drawing up a policy which would 
attempt to remove the deficiencies. 

While the Working Party recognises that there is 
a variety of disadvantaged groups and that the 
Education Department may wish to develop general 
policy about disadvantaged children in the schools, 
it wishes to stress that this report is about the 
disadvantage experienced by Aboriginal children 
and hence that the recommendations are specifically 
directed towards this group. 

l(b) The Working Party recognises the need to t:1ke into 
account comments it received on this part of the 
recommendation. 

"Item (b) would require more informntion, 
advice and careful consideration before a 
policy could be formulutcd. It is noted 
that in some cases children do not wish to 
be identified as Aboriginal while at school. 
In such cases the matter is regarded as 
confidential between the parent, child and 
the school administration. The rights of 
those who wish to preserve this confidentiality 
should be respected. 

Attention has been drawn to the opposition of 
many teachers to the recognition of separate 
identity. Mnny teachers would nrg11c th:1t there 
c1 re soc i.,1 J d.i st1dva11tages I"<> 111ark out ;111y 
children as different. This is becoming less 
pronouncc<l in some schools where ,1ttcnt:io11 is 
heing given to ethnic education .in respect of 
chi ldrcn of parents born outside i\u:stra l ia. 
There should be some lessons .learned from these 
schools which would give ,t lead to the approprinte 
strategics to promote school prog1·;11ns 1vh i ch 1vi 11 
ha vc posi ti vc bcncfi ts i 11 prornot .i ng the sc l f 
concept of the i\horiginal people. 

323 

... /3 

~ 



( , 

--

2. 

3 

It is clear that careful consideration will 
have to be given to promote the necessary 
goodwill of teachers to the recognition of 
the importance of the identity problem. 
Sincere attitudinal changes clevelopccl 
through understanding will not be pro<lucecl 
quickly. Pilot programs in a selected area 
would appear to hold more promise than rapid 
implementation over the system. l11e lat ter 
could lead to teachers being motivated by 
social guilt rather than an understanding of 
this complex situation. In such pilot 
projects a consultant responsible to the 
Superintendent of Special Education would 
be an important resource person. " 

That representatives from the Aboriginal community, such as the 
proposed Aboriginal Education Consultative Committee, work in 
conjunction with the Education Department in relation to policy 
development concerning Aborigines in the.education system. 

Comments 

The Working Party recommends that this rccommendat1on 
should be supported. 

A committee chaired by Mr. N. L. Behrens and comprising 
two repr esentatives f rom the Abori ginal community 
nominated by the Tasmanian Aboriginal Education 
Consultative Committee, one from the Tasmanian Teachers 
r:ederation, one from the Tasmanian Tcchn ica 1 Co I leg cs 
Staff Society and one from Special Education should be 
established by August. The pol icy should be finali s eJ 
by early November for distribution to groups for 
reaction so that it can be finalised in March ready for 
preparat ion of a budget docwnent. 

3 . That ther e b e a single co-ordinated syst em of policy de vel opment, 
support services and resource allocation for Aborigines from 
pre-school to ad ul t educa tion and that an officer acceptable to 
the Aboriginal corrrnunity be a ppointed to work with the 
Superintendent of Special Education to take re sponsibility for 
tllis administration. 

Conuncn ts 

The \forking P:i rty supports th.is rccommend;1 t: i 011 ;ind :q: recs 
1,i.th the Tasmani;1n /\borigi11a.l Ed11cat.io11 Co11sult:1t .ivc 
Committee that thi s appointment s houJ<l be in addi t ion t o 
the existing appointment of Executive Officer to the 
Tasmanian Aboriginal Education Consultative Commit tee . 
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4. That the Curriculum Centre, in conjunction with representatives 
from the Aboriginal community and the Curriculum Development 
Centre, Canberra, prepare material on Tasmanian Aboriginal 
history and on traditional and contemporary Aboriginal culture 
for incorporation into the secondary Social Science curriculum. 

S . That the Curriculum Centre, in conjunction with representatives 
from the Aboriginal community, revise the existing primary s c hool 
text books taking into account the following:-

(a) The Tasmanian Aboriginal race is not extinct and that 
there exists a sizeable Aboriginal population in 
Tasmania. 

(bi As the definition of Aboriginal now commonly accepted by 
Government Departments is based on self-identification, it 
is no longer necessar'L to distinguish between Aborigines 
of -i:"fie-full descent and Aborigines of mixed ancestry. 
Terms such as traditional and urban are more appropriate 
in distinguishing Aborigi.nal communities with differing 
life styles. 

(c) Traditional Aboriginal culture should be presented in a 
manner unbi•ased by Europea n attitudes. Assumptions of 
superiority of European culture should be avoided. 

6. That the Curriculum Development Centre be requested to fund the 
a ppointment of a curriculum officer for t;,'O years to take 
responsibility for the projects identified in Recommendations 
4 and 5. 

Comments 

The Wor king Party supports recommendations 4, 5 and 6, 
although the comments recommend amendment to recommenda t i on 
5. Points to emphasise in implementing these 
recommendations are: 

1. 

2. 

3 . 

4. 

Curriculum officers who are deve loping materials 
should establish a regular consulta~ion with 
nominated members of the Aboriginal community. 

Preliminary work has already been done by the 
Curriculum Centre of the Education Department 
of Tasmania - further Jcvelopment is held up 
hy the Jack of staff. 

The teaching skills re,luireJ to handle some o f 
the material s to be deve loped for secondary s t 1~ cnts 
must not be ne glected in introducing the material s . 

I t ls not pos s i bl e t o revise t c xthooks if the aut hors 
arc independent of the Education Department; 
cx:imination of stu<ly m:iterials for children i.11 
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schools as in recommendation 7 is the initial 
step to be taken. 

The Supervisor of Curriculum has stated that official 
primary school curriculum documents carry no speci fie 
reference to the study of Aboriginal peoples. J-le has 
further stated that this is a conscious omission as it 
has been considered that children in primary schools are 
too young to understand the sophisticated concepts 
involved and that the introduction of learning of thi s 
type may generate misconceptions, stereotyping and 
ovcr-sirnpli fi cation of events and i ssucs. 

The ll'orking Party challenges this stance, believing that 
some primary schools engage in the study of Aboriginal 
culture and need help in preparing and selecting materials 
and in presenting a true picture. 

The Working Party believes that the appointment. of an 
officer for two years (recommendation 6) should first be 
sought in a submission to the Schools Commission 
Innovations Committee. If support is not available from 
the C.ommission, the salary of an officer should be 
included in the D.A.A. vote for 1981-82-83. The 
Supervisor of Curriculum has indicated that the secondary 
school materials could be completed within t1~e 1 ve months 
by an officer working full-time. The other twelve months 
would be needed to help primary schools with their studies. 

It is recommended that a representative of the Tasmanian 
Aboriginal Education Consultative Committee should be 
involved in preparing a submission to the Schools 
Commission and in selecting an officer to work in the 
Curriculum Centre. 

That a committee consisting of representatives from Library 
S e rvices and from the Abori ginal community be established to 
eJ(amine books dealing with Aboriginal culture and other books 
dealing with Aborigines with a view to identifying those books 
1,hich contain racial prejudice and are not desirable for use in 
schools. 

Comments 

The Worki11g i';JTty supports th is re<.:0111111t,nd:1t: i c111. 

Suggestions for implementation received from the Supervisor 
of Libraries arc endorsed by the Working Party. 

,\ sma ll committee s hot1ld he cstahl.ished by the Supct·v.i sor 
of Libraries. ·111is committee should consist of the 
Supervi sor, the co-ordinator from the Branch, r epresentatives 

326 

... /(, 



{ 

( 

6 

from the Aboriginal community, the Resources Librarian 
from the State Library and others as necessary. Under 
the guidance of this committee, the Supervisor would 
proceed as follows: 

1. An officer in Library Services Branch would be 
nominated to co-ordinate the work. 

2. A preliminary survey of relevant holdings in a 
small sample of schools (possibly 6-8) would be 
made to compile a checklist of available resources. 

3. A more general survey would then be made of all 
schools:-

a. to identify the spread of resources on the 
chr;:ckl ist, and 

b. to identify resources not discovered from the 
sample schools. 

4. The Branch would then take steps to call in as many 
of these resources as possible for evaluation. Where 
resources cannot be called in, the co-ordinating 
officer from the Branch could evaluate them in the 
schools which have been identified,as possessing them. 

S. The committee would approve guidelines for evaluating 
the materials. 

6. TI1e Library Services Branch would then be responsible 
for evaluating the resources collected temporarily by 
the Branch or those still in schools. Any resources 
which for any reason could not be easily eva1unted 
could be referred to the committee, especially the 
Aboriginal members. 

7. from this evaluation process a list could be prepared 
for distribution to all schools showing: -

a. resources considered to be accurate/useful/ 
non-prejudiced; 

b. resources considered to be unworthy of retention 
and use. 

A covering letter from the Director-General coult.l 
instruct schools to dispose of the Jntter ant.I to 
acquire the former. 

8. The Lihr;1ry Servi.ces Brunch would ;incmpt to .identify 
areas of information in various media where resources 
are·not available and to convey this data to 
Curriculum Centre for possible action. 
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8. That three part-time liaison officers be appointed on a regional 
basis, their main function being to liaise between school and 

9. 

home and to provide support and information to Aboriginal families. 
It is also anticipated that these officers would assist teachers 
in identifying children in need of assistance. The liaison 
officers should have access to specific funds to enable them to 
assist Aboriginal families in need. This would allow for a irore 
effective support system to Aboriginal families as the liaison 
officers would have a first hand knowledge of the needs of any 
particular child. It is m::,st important that Aboriginal 
organisations be involved in the selection and appointTIEnt of 
liaison officers as they must be acceptable to the community in 
which they l>'Ork. 

Comments 

The Working Party supports this recommendation. 

Liaison officers will be able to provide teachers with 
information which wi 11 help them to assist Aboriginal 
children in need. It is noted that the officers 
travelling in the North-West wi 11 impose difficulties. 
Perhaps, initially, if there is too much travelling in 
the North-West the liaison officer could cover only a 
limited distance with an additional person appointed later 
on. These officers should be funded from the D.A.A. vote 
from the beginning of the 1981-82 financial year. 

That vocational and careers counselling be made available to 
Aboriginal children and their parents from the first years of 
secondary school. 

Comments 

The Working Party supports this recommencfotion. 

The recommendation should be linked with recommendation 18 
in order that an integrated approach to transition 
education for Aboriginal students may be achieved. It is 
anticipated that the growth and development of Tr ansition 
Education programs in schools wi 11 provide a more 
comprehensive and effective vocational and careers 
counselling service to all pupils in secondary schools. 
School personnel concerned would particularly concentrate 
these services where they recognise grca test m'e,1. This 
of course 1vo11ld ,1pp.ly to groups or indi.vidu,1 ls 1,hich, fot· 
some reason or other, arc disadvantaged in relation to the 
main stream of children at school. 

It 1,:1s rei teratc d th:1t parents of /\hori~!i1wl chi ldn·n 
should :tlso Ile involved. lt is considered important that 
employment. orientation for Aboriginal children should 
begin in grade 7. 
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10. That special funds be provided so that extra tuition ~an be 
made available to all Aboriginal children experiencing 
learning difficulties as well as to children who show 
exceptional talent in any field and who wish to develop 
this talent. Such tuition should be available to both 
primary and secondary school children. 

11. 

Comments 

The \'iorking Party supports this recommendation. 

It is noted that there are funds available for this 
purpose; but the access to them is not widely known. 

That the liaison officers with the consent of the Aboriginal 
parents assist in identifying Aboriginal children so that all 
those children in need of assistance are located. 

Comments 

Tl1e Working Party supports this recommendation in a 
reworded form, as fol lows: -

"That the liaison officers, with the consent 
of the Aboriginal parents, assist in 
identifying Aboriginal children at risk so 
that the parents can take advantage of the 
services available to them." 

The Tasmanian Aboriginal Education Consultative Committee 
has emphasised the need for parenta 1 consent ;111d for the 
onus for co-operation being left with the parents. 

I 

12. That the school enrolment form be revised to allow for the 
identification of Aboriginal children and that statistics 
be maintained on the number of Aboriginal children in schools. 

Comments 

The Working Party supports this recommendation. 

The implementation of this recommendation should be 
delayed until attempts have been ma<le to hring about 
some ntti tu<li.n;1 l changes. ·1110 l~ork.'i ng l'a rty recommends 
caution as it believes that idcntifi.c,1 ti.on 011 cnroJ111c11t 
fo r ms could cause hostility on the pnrt of some parents 
an<l it may have negative results for the program 
suggcste<l by the whole report. The co11u11c11t:; or the 
reg.i.onal directors should be noted: 

"I 1s•ould not agree to thi s a s I th.ink it may 
have more negative than positive results." 

"Recommendation 12 should be acceptahle if jt is 
the desire of i\boriginals to so identify themselves 
but schools will need to know the criteria on 1·d1ich 
such identification is based." 
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13. That Aboriginal parents be allowed to enrol their children at 
schools where there are other Aboriginal children if they wish 
to do so and that assistance with costs of travel be provided 
where this choice is exercised. 

Comments 

The Working Party supports this recommendation. 

It was agreed that the Regional Transfer Committees 
should be sympathetic to cases put to them for 
Aboriginal children to be transferred within groups 
of urban schools. It is also requested that the 
regional directors should look at hardship cases with 
a view to providing bus transfer passes. 

The Director of Secondary Education has commented that 
this request does not conflict with existing policy 
which is stated as follows -

"It is Departmental policy to allow parents to 
enrol children in schools of their choice 
provided that (i) accommodation is available, 
and (ii) parents meet any additional transport 
costs if children enrol at a school other than 
their nearest school. TI1e Department will meet 
the additional transport costs if there arc 
sound educational reasons for enrolment at nn 
out - of-zone school." 

TI1e regional directors have commented that over-extensive 
daily travel by students should be discouraged. The 
\forking Partu does not envisage that there will he any 
great desire by Aboriginal parents to enrol their 
children at schools distant from their homes. 

.14. Tlia t in-service training be offered to teachers and other 
Education Department personnel to acquaint them with the 
problems experienced by Aboriginal children at school and 
to equip them with a knowledge and appreciation of both 
traditional and contemporary Aboriginal culture. 

Comments 

The Working Party supports this re..:onunenda tion. 

The co111111ents of the Deruty Director of Services on 
:in-service training s hould be noted. lie secs no 
di fficu.l ty in organising activities for teacher 
deve lopment as recommended i.n the report. llowevcr, 

'Heali.ng 1,•ith deficiencies in Abori ginal education in 
i solat.i.on from s imilar <lcfic.i.cnci.cs .in the total 
popul3tion is unlikely to be effective". 
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15 . That the Education Department make appropriate representations 
to teacher training institutions in relation to the introduction 
of an Aboriginal Studies course in pre-service training. 

Comments 

The Working Party supports this recommendation. 

Acceptance of this recommendation implies a top-level 
approach from the Education Department. The Working 
Party noted observations made by the Director of 
Personnel. 

"The Education Department can very easily 
make appropriate representations to the 
teacher training institutions about the 
introduction of an Aboriginal studies 
course in pre-service training. The 
difficulty which those institutions might 
face would be the. staffing and financial 
implications as well as the placement of 
yet an additional segment in a I ready rra1~detl 
courses. It is hoped that some or all of 
the institutions would be able to respond to 
an expressed need." 

16. T/Jat consideration be given to t/Je redeployment of !lhori9inal 
teachers at present employed by the Education Department with 
a view to making more effective use of Y}eir talents in the 
education of Aboriginal children. 

Comments 

TI1e Working Party supports this recommendation. 

The comments made by the Director of Personnel arc 
accepted. 

"Recommendation 16 states that Ahoriginal 
teachers already employed shoulu be 
redeployed to make more effective use of 
their talents in the education of Aboriginal 
children. To my knowledge, we employ :it 
present only three teachers who identify 
thcrnsel vcs with the Aboriginal people. ThC'y 
arc all making a signi·ficant contribution in 
their present appointments. While I can sec 
the wis<lorn of the recommendation, I 1,onder 
whether they do not ;ilso have a grc:1t signific:111ce 
in not being used out of the 111ainstrc:1m of 
teaching. If the intention is to scg,·ega te both 
Aboriginal teachers and J\borig.inal children, 
then I could not support it but if the intC'ntion 
lies in using the talents of these teachers to 
evolve more effective teaching methods or 
curriculum, then I think the recommendation is 
a positive one. For example, there could 1vell 
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be the need for a consultant to assist teachers 
in both recognising the problems with i\borig.i.nal 
children and attempting some resolution and these 
teachers might be the ones to do that." 

17. That the Education Department examine ways of recruiting and 
training Aborigines into the teaching profession. 

18. 

Comments 

The Working Party supports this recommendation. 

While accepting that the Education Department should 
recruit tho'se with the best potential for teaching as 
a career, the Working Party agrees that there needs to 
be a positive policy in relation to the recruitment of 
Aborigines for teacher training. Once the future needs 
have been established, it may be necessary to build 
into such policy some positive discrimination to 
Aboriginal.applicants. 

That Aboriginal children leaving school are made aware of 
opportunities which may be available to them under the National 
Employment Strategy of Aborigines and that the Department of 
Employment and Youth Affairs employs an Aboriginal Vocational 
Officer whose main function is to seek employment opportuni ties 

for Aborigines. 

Comments 

The l'iorking Party supports this recommendation which is 
already being implemented. 

See comments under recommendation 9. Transition Education 
Officers of the Education Department should meet with the 
officers mentioned in this recommendation in an initial 
move to have school personnel better informed of the 
particular needs of Aboriginal children. 
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TASMANIAN ABORIGINAL EDUCATION CONSULTATIVE COMMITTEE 

REPORT ON ACTIVITIES NOVEMBER 1979 

The Tasmanian Aboriginal Education Consultative Committee (T.A.E.C.C.) was 
established in March, by the State Education Department to advise the 
Minister and his department on the education and training needs of Aboriginal 
people in Tasmania. 

The Committee was elected by the Aboriginal Community and consists of twelve 
Aboriginal people, three each from the North-West, Southern and Northern 
regions, one each from Flinders and Cape Barren Islands, and the State 
representative on the National Aboriginal Education Committee (N.A.E.C.). 
A part-time Executive Officer has also been appointed. 

AIMS IN ABORIGINAL EDUCATION 

The terms of Reference were drawn up at the second Committee Meeting in 
June. It is envisaged that there will need to be some modifications as 
the Committee becomes more firmly established and is increasingly called 
upon with requests for advice, information and consultation. 

ACTIVITIES TO_ DATE 

(a) Meetings 

Since the Committee is responsible for consulting with Aborigi nal communit ies 
throughout the state, meetings are rotated to facilitate this process 
whereby the needs and aspirations of the Aboriginal people are more likely 
to be communicated to the Education Department. This yeaf four full 
Committee meetings have been held - two in Hobart, one in Launceston and 
one in Burnie. It is hoped that next year, if funds permit, it will be 
possible to hold one meeting on Flinders Island. 

(bl Report on Aborigines and Tasmanian Schools 

A Sub-Committee was established by T.A.E.C.C. to examine the findings of 
a research report on Aborigines and Tasmanian Schools and to make appropriate 
recommendations to the Minister. The report provides in-depth case s tudies 
of a number of aboriginal families in Tasmania and presents r ecommendations 
for future action by the Education Department. 

(cl Involvement in State Programming 

On the basis of recommendations made in the above report the Committee has 
made a submission to the Minister for Education stating priorities in 
Aboriginal Education. These include r ecommendations to establish three 
Aboriginal Liaison Officers and a Curriculum Development Officer as urgent 
priorities. The 'Aboriginal Liaison Officers would provide an important 
link between home and school and it i s hoped that they would be appointed 
on a regional basis to the North, South and North-West. The Curriculum 
Development Officer would be expected to be involved in preparing material 
on Tasmanian Aboriginal his tory and on traditional and contemporary Aboriginal 
culture for incorooration into the secondary Social Science curri culum. 
The appointment of a part-time Educati on Officer, to identify needs and to 
suggest possible programs in Further Education has also been included in 
the submiss ion for the 1980/81 Vote. 
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(d) Commonwealth Education 
The Commonwealth Department of Education approached T.A.E.C.C. for advice 
regarding the problems of identification and eligibility of applicants for 
aboriginal study grants and secondary assistance. These difficulties were 
discussed and tentative recommendations were proposed. 

(el Recreation Camp - Flinders Island 
T.A.E.C.C. promoted the above camp which took place during a week in the 
May-June School Holidays. It was attended by forty one aboriginal children 
aged nine - thirteen, and ten adults, nine of the adults were· aboriginal, 
and a few parents were included in this group. Not only children, but adults 
too, gained tremendously from the camp - for instance, for one mother, it 
was the first time she had ever been away from her home-town. 

(f) "Kukana" 
"Kukana", which is an aboriginal word meaning "to speak", is the newsletter 
of the Tasmanian Aboriginal Education Consultative Committee. The aim of 
the newsletter is to provide useful, factual and interesting information on 
all issues relating to, or of interest to, the Aboriginal community. It is 
also hoped that the newsletter will provide useful information for teachers, 
school--children and other interested people. A part-time Information 
Officer has recently been appointed to produce the newsletter, and the first 
issue is expected to be ready in November. 

(g) Conferences 
Representatives from the Committee have been funded by Ab9l'iginal Study 
Grants to attend conferences on Aboriginal Education sponsored by the 
National Aboriginal Education Committee (N.A.E.C.). In July, the Chairman 
of the Committee attended the Superintendents' Conference in Canberra. 
He has also recently been appointed as a representative on the Aboriginal 
Studies Program Handbook Committee. 

FUWRE ACTIVITIES 

Some of the programs planned for next year are: 

{a) Teacher-Aide Training for Aboriginals 
A pilot scheme has been proposed, whereby, initially, one aboriginal 
would be given In-Service training in a State Pri.mary School as a teacher
aide, under the National Employment scheme for Aboriginals (N.E.S.A.). 
The aims of such a program would be, eventually, (1)· to.provtde vocational 
training as teacher aides for individual, unemployed Aboriginals and, 
(2) to provide a cultural contact in schools for Aboriginal children. 

(b) In-Service Seminars 
The Committee has made a submission to the State and Regional Services and 
Development Committees for three regional, school-based seminars and one 
state-drawn seminar to be he ld in 1980. The aim of the sch0ol- based 
seminars is to extend to· parents of aboriginal children a personal invitation 
to visit classrooms during school hours and be shown the facilities and 
resources available within the school. It is also hoped that it will give 
them the opportuni_ty of seeing the sorts of things their children are doing 
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at school; how the school operates and how they as parents can be more 
involved in their childrens' education. The aim of the State-drawn seminar 
is to review the existing resources on Aborigines currently available 
for teachers; with particular emphasis in Tasmania, and to discuss new 
developments in this area of the school curriculum. 

(c) Aboriginal Education Kit 

The Committee is looking into the possibility of developing an Aboriginal 
Education Kit for use in secondary schools in Tasmania. The lack of 
unbiased material currently available and, the absence of material on 
Aborigines in Tasmania, past and present, indicate the urgency of developing 
a Kit which incorporates tribal and contemporary culture. The Curriculum 
Centre have been approached for assistance with this project. 

This year has been both exciting and challenging for the Committee in its 
efforts to establish itself and to become known to government departments, 
community organizations, schools, and the community at large - particularly 
the Aboriginal community. An important part of this process has been 
liaison with other State Consultative Groups and the N.A .E.C. who have 
provided ongoing consultation and support . 
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'.(a)_ To provide the Tasmanian Minister for Education, the hinster for Social 

Welfare and the Minister for l!:mployment and Youth Affairs and their 

officers with a reliable expression of infor~,cd views on the education and 

training needs of Aboriginal people. 

(b) To advise and consult with education, training and welfare authorities 

regarding the effec~iveness of current prograw~:es and projects involving 

;.borigines. Such pro,;rall'mes should ensure that Aborigines have access to 

appropriate education. 

To consult with and advise other State, Co:i.monweal th and non-Governir.en t 

.. authorities invol vea. in educational and t}-"aining programmes for Aborigines; 

the National Aboriginal E.l:iucation Committee; the Council for Aboriginal 

Development and the National Aboriginal Conference; other Government 

and non-Government agencies involved in Aboriginal affairs; and 

~boriginal organisations and communities. 

To advise and ruonitor the content and reference material used in Tasr.,anian 

Schools in relation to the culture and past and present history of the 

Aboriginal people of Tasmania. 

(e) To be directly involved in the planning and implementation of new policies 
j:.-

,::: and proe:;raamies in the education and training of 'l'asmanian. Aborigines. 

To undertake and promote research studies and projects in education deemed 
.··. 

-.~: :~~):.·. 
!(g) • 

relevant by the aboriginal people. ft1'.~11i~~tl!r{( 
To undertake that all research studies and projects relevant to aborigi_nal ·•;- ' 

education are not carried out without the prior approval of1 and 

consultation vith local ~ommunity groups and this Committee. 

(h) To undertake and promote programmes which will increase the knowledge and 

unde-rstanding that non-Abo::.-igines hnve of Aborigines, 

( i) To provide for the Aboriginal people of Tasmania, resource3 ~>.nd information 

relevant to Aborigiual education and training. 

(j ) To produce reports on Abcriginal education and traininf . 
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(k) To undertake any other activities which will help meet the needs 

and. aspirations of the Aboriginal people of Ta:;wania. 

.-::::: 

(1) This committee should be representative of the Aboriginal people in Tasmania. 
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SIXTH MEETING OF THE TASMANIAN ABORIGINAL EDUCATION CONSULTATIVE COMMITTEE. 

Lady Barron , Flinders Island, 7/8/9/ May , 1980. 

AGENDA 

1. Welcome and Apologies 
2. Minutes of Previous Meeting 

3. Business arising from previous minutes 

4. Correspondence 

5~ Finance: 
- Budget: for 1980 
- Travel claims and other forms 

6. New Business: 
A. 1. N.A.E.C./S.C.G. 's Workshop and State Superintendents' 

Conference. 

2. N.A.E.C. Task Force Report 

3. T.A.E.C.C Seminars 
4. Constitution - First draft 

B. Teacher Education: Aboriginal Studies & Teacher-trainees 

C. N.E.S.A. 'and Teacher'-aides 

D. Visitors: 
- Mr J. Hunter (Schools Commission) 
- Mrs M. Heron (Aboriginal Home-School Liaison Officer) 

- Mr Jim Everett (State Liaison Officer} 

7. Other Business 
8. Next Meeting 
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CCt1MITIEE MEETING TO BE HELD IN.THE FUNCTION ROCM OF IBE 'FURNEAUX TAVERN' 
AT LADY BARRON - FLINDERS ISLAND ON MAY 8th and 9th. 

OUTLINE OF AGENDA ITEMS 

Wednesday 7th May, 198Q. (Committee meeting begins at Patsy Came:-ons house) 
8.00p.m. - 10.JOp.m.: 1. Welcome & apologies 

2. Minutes of previous meeting 

3. Business arising from minutes 

4. Correspondence 

5. Finance: 

- Budget for 1980 

- Travel claims and o~her forms 

Thursday 8th May, 1980. (Meeting held in function room of Furneaux Tavern} 

Morning session · 

9.00a.m. - 1 .OOp.m.: 

Afternoon session: 

New Business: 

l. N.A.E.C./ State Consultative Groups Workshop & 
State Superintendents Conference. 

(Speakers - Laurie, Patsy and Pat) 

2. N.A.E.C. Report of Activities - Task Force 

(Speaker - K. Price) 

3. T.A.E.C.C. Seminars 

(Speaker - K. Price) 

4. T. A. E. C. C. - First draft of our constitution 

prepared by.Pierre Slicer. 

(Speaker - C. Mansell) 

2.00p.m. - 4.00p.rn.: Teacher Education: Aboriginal Studies & TEacher-f=ol.u.ca....h~c,......... 

1 . 

2. 

Introduction of Aboriginal Studies into Teacher 

-Education Programs. 

(Speaker - Mr Bill Ramsay - University of Tasmania) 

" Ms Glenda Jones - Newnham, C.A.E.) 

" Miss B. Richardson - Superintendent of Spec. Ee 

Open discussion on the possibility of creating special 

entry programs for Aboriginal peopleinto the C.A.E.'s 

and the University of Tasmania into Teacher Education 

courses and others. 
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Afternoon session continued 

4.00p.m. - 5.00p.m.: N.E;s.A. and Teacher Aides in Tasmania 

Evening session: 

1. Draft a duty statement on the role of TEacher-aides 

2. Identify areas in Tasmania that may neeg Tl\!a::;h~••-aides. 

3. Identify Aboriginal people that may be inter~~t~d 

or capable in becoming teacher~aidzs. 

4. Discuss the idea of-holding a workshop/seminar on 

teacher-aides by Margaret Valadian (Aboriginal TRaining 

and Cultural Institute)~ for T.A.E.C.C members and 

people interested in becoming teacner-aides. 

8.00p.m. - 10.00p.m.: Films about Aboriginal people to be shown at the F.I. 

< • District-·.School. 

Friday 9th May, 1980. 

Morning Session 

(Meeting at "Furneaux Tavern") 

9.0Qa.m. - 10.00a.m.: Finish work on teacher-aides 

10.ooa.m. - 12.ooa.m.: Visitors to discuss their roles: 

1. Mr John HUnter - Schools Commission 

2. Mrs Marlene Heron - Home-SChool Liaison Officer 

3. Mr J i m Everett - State Liaison Officer 

12.ooa.m. - 1.00p.m.: Continuation of unfinished business from previous day. 

Afternoon session 

2.00p.m. - 3.30p.m.: Other business and unfinished business. 

END OF MEETING 
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Tasmanian Aboriginal Education Consultative Committee 
'WESTELLA' 181 ELIZABETH STREET HOBART 7000 TELEPHONE 30 6146 

CHAIRMAN: Mr Clyde Mansell 

Glenda Jones 
Teacher Education SEction 
Newnham, College of Advanced Education 
Launceston, 7250 

Dear Madam, 

2nd April, 1980. 

As you may be aware, the Tasmanian Aboriginal Education Consultative Committee 

was established in March 1979 to provide the Minister for Education and his 

( department with informed views on matters relating to Aboriginal Education in 

Tasmania. (See attached press release and terms of reference). 

(; 

Our committee will be holding its sixth committee meeting on Flinders Island at 

the .function room in the Furneaux Tavern at Lady Barron during May 8th-9th. 

I understand that you are interested in theintroduction of Aboriginal Studies 

into Teacher Education courses. I would like to extend an invitation for 

you to attend our next meeting as we will be discussing this issue with Mr Bill 

Ramsay from the University of Tasmania.~ MA&j. 

We have set aside the Thursday afternoon session (2p.m. - 4p.m.) to discuss 

this issue. Would you please advise me on 002 306146 whether or not you are 

able to attend. 

Yours faithfully, 

Ms Pat Torres 

Executive Officer, T.A.E.C.C. 
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ABORIGINAL STUDIES 

Report to Board of Studies, 

Division of Teacher Education, Newnham. 

The Director-General of Education has formally requested (12/10/10, 
15/8/79) that the Board of Studies give consideration to the introduction 
of an aboriginal studies course into its teacher education programme. 
Neither the Director-General's letter, nor Research Branch Study (No. 44), 
in which the recommendation was originally made, contains any detailed 
suggestions as to the scope, nature, or length of such a course, though 
some other recommendations of Study No. 44 are relevant by implication, 
e.g. recommendations 4 and S regarding the school curriculum. 

The Board of Studies, at its.meeting on 6th September, asked me to 
collate staff views and suggestions on the Director-General's request, and 
to report to a later meeting. Since that date, the question of aboriginal 
studies has been discussed with a number of staff, usually on an individual 
basis. The following is an amalgam of the ideas gleamed from these 
discussions. 

First, the introduction of an actual course in aboriginal studies, 
and making that course available to all students, would not only be 
difficult administratively and logistically, but also questionable 
educationally -in that aboriginal people constitute only one of the many 
ethnic minorities in Tasmanian society. It would seem desirable, there
fore, for students to be helped to see aboriginal culture in a multi
cultural context, rather than in isolation. Such an approach seems most 
likely to avoid the pit-fall of ethno-centrism so frequently referred to 
in Research Study No. 44. (see esp. Rec. S (c)). This view led the staff 
members concerned to the opinion that a more effective approach to the 
question of aboriginal studies could be developed through the existing 
teacher education programme. 

The present B.Ed. programme provides a wide range of opportunities 
for the introduction of information, ideas, and skills relating to other 
cultures; and it is suggested that a concerted effort be made to use these 
opportunities to the full. The following list of suggestions is by no 
means exhaustive, but is intended rather to indicate some of the possib
ilities, specifically in regard to aboriginal studies. 

1. Literature offers abundant opportunities for the exploration of 
many aspects of race relations and ethnic differences. Literature 
staff should be asked to consider this in their courses for student 
teachers, especially in relation in Australian Literature and 
children's literature. 

2. Lecturers in Australian history should be asked to give careful 
consideration to the need of student teachers for adequate 
historical knowledge of the abor igi nal people. 

3. F201 : Social Science should include a segment on the aboriginal 
people of Tasmania. (N.B. compulsory for all primary and ECE students). 
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4. E606 : History of Education (Australia) should give attention to 
aboriginal education. 

S. ESOl : Sociology of Education should draw attention to inequalities 
in educational opportunity experienced by abo~iginal people. 

6. The Anthropology unit recently deleted from the Social Science course 
should be re-introduced. 

7. Course units dealing with the education of atypical children should 
be expanded to consider the needs of children who are culturally 
atypical. 

8. All curriculum studies lecturers should be asked to encourage mult i 
cultural approaches in as many aspects of the school curriculum as 
possible. 

9. The Division of Teacher Education, in co-operation with the Division 
of Education Services, should actively seek the compilation and 
publication of an inventory of resources on the aboriginal people of 
Tasmania. The TCAE might well obtain special funding for such a 
project, which could be carried out in co~laboration with the 
Tasmanian Aboriginal Information Service. 

10. The Division of Teacher Education should inform the Director-General 
of Education that there is a need for much further research into the 
educational problems of aboriginal children and that, without the 
findings of such research to guide them, teacher training insitut
ions are restricted in the measures they can take to prepare teachers 
adequately in this area. 

(GL E:!DA JOf~ES) 
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2 Edward Street, Glebe, Tasmania 7000 
Telephone: 30 3924 

CENTRE FOR 
CONTINUING 
EDUCATION 
OF TEACHERS 

John Docker 302506 

IN-SERVICE CXXJRSE - AIDRIGINAL SI'UDIES 

Cow-se Outline 

l.mJI.ES 1 and 2. Traditional and Conterqiorary 
Aboriginal Culture - Special 
Reference: Tasrrania 

MJDUI.E 1. 

i) 

ii) 

iii) 

iv) 

~OJXJLE 2. 

i) 

Traditional Aboriginal Culture 

Narrative pre-history and archaeological investigation 
(include excursion(s)) 

Traditional Aboriginal Culture - An Overview. 
Include such topics as 

( 
Social organisation\~d l~guage 
The family unit -K\'A.Sl..-.:,r 
Political and Economic structure 

{

Life cycle and rites of life and death, land and society. 
Religious belief~ 

__.. Law and Order r-, 1 
Art \lusic Craft Vc,,'-'€e.. . 
Food gathering N .B. Concepts such as 
Division of Labour Race, Culture, Ethnicity 
Health practices to be introduced here. 
Education of Cllildren 

Aborigines and Colonial History in Australia. 

Case Studies - these rray be specifically in terms of tribes, 
e.g. defined by location such as Arnhem Land, Cape Barren Island, 
or specifically such as Aranda. 

Aborigines in Contemporary Australian Society 

Populat ion characteristics 
( distribution by locatio11, age , sex, etc.) 

a) Rural aboriginal cormrunities -
Cape Barren, Flinders Islands, Huon Valley and 
R1.Ss Strait Is land Abor igines 
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b) Urban aboriginal comnuni ties -
Northern, Southern 

Discussions to include eiq:>loynent, health, housing; 
questions of Aboriginal identity, Aborigines and the law. 

ii) Excursion to a cormrunity area for purpose of experience and data
gathering. 

iii) Case studies - groups, individuals, activities which define the 
ccmruni ties . 

iv) Infomation and discussion in regard to Aboriginal Organisations -
Carmittees, Councils, Cooperatives. 

!YlDULE 3. Aborigines and Education 

i) Aborigine children in Aust;-alian (Tasmanian) Schools - distribution, 
problem;; of identity, learning difficulties; (include guest 'teachers' 
fran Aboriginal Ccxmnmity). 

ii) Policies and provisions of Australian State education for Aborigine 
children 

iii) 

iv) 

v) 

i,N.) 

historical survey 
questions of conflict, alienation, 
questions of COl'll)arative teacher/learner values, learning styles, 
attitudes of teachers, learners. 

Case studies - Kath Walker, Kevin Gilbert, Eric Wilm:>tt etc. 

Inforrm.tion and discussion in Relatioc to Aboriginal organisations -
T.A.E.C.C. etc. 

Excursions - as an exercise to assist students in the course with 
their preparation for teaching. 

N\. 
V\,~S.5 t ;y- . 

MJDULE 4. Materials and Resources for Aboriginal Education in the Classroom 

'Ibis m:xlule implies the provision of information and evaluation in 
respect to current rmterials and teaching.practices associated with 
them. lnfornation is basically that of the T.A.E.C.C. Resource List 
for Teachers 1980. The rrodule also inl>lies the creative work of 
students in the course who will also produce rmterials basically as 
a natural consequence of their l earning 1vithin the course. 

ASSF.S$tENl' 

Two Essays and one Seminar paper, these three assignnEnts to relate 
to the Modules 1 to 3. 

Research File - related to Module 4 but also to incorporate a theoretical 
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justification out of the previous Modules. 

READING The following \..Ould fonn a reasonable basis. Decisions on the 
final list should, of course, await later discussions on the outline. 

Maddock, K. 

Elkin, A.P. 

Rowley, C.D. 

Stone, S. 

Tatz, C. 

The Australian Aborigines 

The Australian Aborigines 

Outcasts in White Australia 

Aborigines in White Australia 

Black Viewpoints 

'The Aboriginal Child at School' (Journal) 
Queensland University Press 

( Study no. 44 (Tasmnian Education Departrrent) Aborigines and Tasnanian Schools 

Tasrmnian Aborigines - A Perspective for the 1980's T.A.C. 

( 

* * * 
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For Attention of: 

Mr. L. Wallace, 
T.C.A.E. representative for 
the C.C.E.T. 

Proposed C.C.E.T. Course 

ABORIGINAL STUDIES 

Criticisms and comments on course 
outline by G.B. Marshall. 

(In-Service Course - Aboriginal Studies, C.C.E.T.) 

Comments on Course Outline 

It is recognised that the course emphasis is on Aboriginal Tasmanians 
but in order to gain most from a study of any traditional culture one needs 
to study it in isolation in order to come to an appreciation of the culture's 
distinctive qualities. For this reason it is suggested that one module be 
specifically on the lives of Aborigines who lived in Tasmania and another 
on mainland Aborigines. · 

In the area of Education, Module 4 (Materials and Resources for Aboriginal 
Education in the Classroom) appears to be directed to the teaching of 
Aboriginal children. Part of this module (or, for preference another 
module) could inve<:·dgate ways and means of bringing knowledge, and 
appreciation of Aboriginal people to children in.schools in which there are 
no Aboriginal children or where they form a minority, 

Under the above arrangement the proposed modules would be: 

l 

Module 1 

Module 2 

Module 3 

Module 4 
1Module 5 

1Module 6 

Traditional Tasmanian Aboriginal culture; 

Traditional Australian Aboriginal culture; 

Aborigines in contemporary Australian so6ety; 

Aborigines and Education 

Materials and Resources for Aborigi~al.Educaiion2 

Material and Resources for school studies on traditional 
and contemporary Aborigines. 

Teachers could elect to take one of these modules depending upon 
whether they wish to learn how to teach Aborigines or wish to use 
their knowledge ·in helping non-Aboriginal children gain an understanding 
of Aborigines and their problems. 
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2 Module 4 in the Course Outline adds" ••• in the classroom". Aboriginal 
children frequently learn more r eadily outdoors and a number of school
based outdoor programs have been remarkably successful. 
Added to that the tag 'in the classroom' .appears to narrow the study 
to children yet a major concern is in the development of materials and 
resources for adults, particularly in the areas -of heal th, of r esources· 
provided within the community .and of community· development • 

• 
Comments on Modules as given in Course Outline 

My knowledge of traditional culture in Tasmania is limited and comments on 
Module 1 apply to mainland cultures. 

The topics as given cover a broad area but there is a need to clarify 
certain topi_cs and to make adjustments to the format of Module 1 (ii). 

It is suggested that the topics 'Social organisation and language' and 
'The family unit' be incorporated under 'Kinship groups and customs'. 

. . 
The topics 'Political and Economic structure•, 'Food gathering' and 
'Division of Labour' could be covered in topics that deal specif ically 
with the men's way of life and with the women's way of life. 

The topic 'Life cycle and rites of life and death, land and society' 
seems to be rather cumbersome. Does 'life cycle' r efer to an individual's 
life cycle or to the concept of the Dreamtime and to the notion of 
present- and past-continuous time - both _of which are es sentia l features 
in any study of traditional Aboriginal Australian life. 

The term 'Law and Order' has connotations of European law whereas 'Tribal 
law' carries more of the traditional meaning of law. 

-'Health practices I is too simple a term. It may imply the place of 
magic but it certainly.does not carry the notions of traditional beliefs 
and attitudes in health and allied matters. 

Although a small matter, the topic 'Education of children' could be 
'The ~ducation of boys and of girls' and an allied topic could be added : 
'The nature of learning'. 

The topics 'Religious beliefs', 'Life cycle and rites .•. ' and 'Art, Music 
Craft' should be subsumed under •Religion - its Rites and Ceremonies'. 

If the topic 'Political and Economic structure' is included it should be 
shown to be subordinate and dependent upon 'Religion'. 

Module 1 could, with prof it, i nclude a section on the di spersion of t ribes, 
and on the spread of l anguages and t he r elatedness of the var i ous l anguages. 

Module 1 (ii) has in it t he foll owi ng: "N. B. Concepts such as Race, 
Culture, Ethnicity to be introduced here." 
Race, culture .and ethnicity ar e not the concern of a t raditional culture. 
They come to have meaning during the trans itional st age of the cul t ure 
as it becomes exposed t o a different culture . These concepts of r ace , 
culture and ethni city become par_t i cularly r e l evant in contemporar y society. 
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If the concepts of race, culture and ethnicity are broached in Module 1 
they should be shown in the section 'Aborigines and Colonial History in 
Australia' . 

Module 2 'Aborigines ln Contemporary Australian Society' : in this module 
section 1 (b) refers to 'Urban aboriginal communities - Northern, 
Southern'. As used here it is not clear what is meant by 'Northern, 
Southern'. Could this be clarified? 

In respect of Module 2 another contemporary development, that of the 
'Homeland Movement' by certain Aborigines, could be included. 

Moving to 'Module 3 - Aborigines and Education'. Section (ii) of this 
module should include the Northern Territory as well as Australian 
States. 

In reading Section (ii) I am in a quandary as to why 'questions of 
conflict, alienation, questions of ... ' are placed here. Their purpose 
either needs to be spelt out more clearly and made relevant to the 
main statement or a separate section should be set aside to consider 
these vital issues. Because they are so vital my preference would be 
to have them separated from policy and the provision of education but 
placing emphasis during the discussion of policy, on the need to provide 
an educational system that can help overcome conflict and alienation, 
that takes into account such things as learning style~ and that produces 
teachers with the necessary teaching skills, cultural 'awareness and empathy 
to provide a sound learning base. 

The influence of mission education on the Aborigines and on government 
should be included. 

Section (iii) 'Case studies ... ' seems to be out of place. People such 
as Kath Walker and Kevin Gilbert survived and succeeded in spite of 
the educational system As Nodule 2 {iii) is set aside for ca se studies 
it is suggested that Module 3 {iii) be deleted. As there is a 1-.'ealth 
of case studies - radicals, politicians, sportsmen, academics, artists 
- there appears to be little need in an open docwnent to state names. 

Referring to Module 3 
problems of identity. 
alientation, learning 
3 (ii). 

(i) mention is made of learning difficulties and 
These issues are closely tied to conflict, 

styles and the like which are mentioned in section 

Besides including in ~lodule 3 the 1,ork and influence of miss ions in the 
education of Aboriginal children and adults, other topics that could be 
included are : 

Alternative forns of schooling for Aboriginal children; 
Adult education; 
Teacher education for Abori gines; 
Health education; a nd 
Adjustment probl ems in the school and commun i ty for non -Aboriginal 
teachers (and their f am ili es). 

The li s t of Readings does not form a r easonable bas i s i f only for one 
point, that is , no books by Abori gina l wr iters, e. g. Walker and Gilbert 
are included . 
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Suggested readings for the final list include studies by such later-
day anthropologists as Eckerman and Stephen Harris. Major policy 
documents on Aborigines should be included as should influential 
government reports by, say, Watts (Education) and Woodward (Land Rights). 
In the field of Aboriginal health names of recent researchers that come 
to mind are Cawte, Nurcombe, Kalokerinos, and Webber. Stanner, Coombs, 
Stevens, Gale, Williams, Bostock, Brandl, the Berndts, Kearney, de 
Lacy and the Keats are other writers who have made valuable contributions 
to the broad spectrum of Aboriginal studies. 

G. B. .Marshal 1 
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11th :March. 1980 D, Rayn1;.r - K,L. SJiaulding & D.G. 

21st April 1980 

2Sth May 1Q80 

11 tJ1 August 1980 

Educat.i.on Faculty initiative. 

Invited by Pai:: 'l'orr.es, Executive Offi,::er, T.A.E.c.c. 
Tas. ~.boriginal Edi,:cation Consul t.ati ve Co1t1mi t tee 
(Chcd.n1x-1 Clyde Mansell) at Lady Ba:cron, Flif,ders 
Island on 8th &. 9th Nay - 1-liss Richardson,- H:i J.l Ramsay 
·,md n~self. 

C .C .E.T. Aboriginal & Ethnic Cammi ttce set up. Aboriginal 
mewher.·3· Patsy Cameron, Denise Ga:.:<lener, Rev Nichols, 
June_ S-::ulthorpe, P<?.t Torres. 'l'eachers Peta Cm:tis, Andrew 
Mahoney, Trevor Rcotes. Also Bill Rilrns~y U .c .E. 
Miss Bev Pichard.son, Supe:dntcn.!cnt of Special Education 
and .riyself. 

Letter from Pat Torres thanking us for attending meeting. 

The llliorig.inal Iidvsiory Committee held two full meetings. Mr. Ran:say completed 
courso;, outline from input pxovided by participants. One aborig-inal :member and 
one white teacher worked in euch area. 

18th i'larch 1981 

? 

11th ,lune 1981 

30th June 1981 

Draft copy of proposed course outline circulated to all 
A<lvh.ory Committee Me1~bers, rncrr,bers of T.J\.E.C.C. 

J .D. attended ..n Executive Com,,iittee meeting of the 
T.A .E .C .C. and discussc,d proposal. 

Letter from Paul Cruttenden, Executive Officer, T.A.E.C.C. 

Meeting between P~ul Cruttcnden, members c,f 'i' .A.E .C .C., 
Mr. Mccann and mys£!lf. 

At meeting on 30th June, comments from 'l".A.E.C.C. and Tasmanian Aboriginal 
Centre were discussed. Some changes were ·made and the rest sent to Bill Ramsay 
to consider in presentation of course. 

3rd July 1981 Thank you letters. 

? J~ly 1981 Course approved and accredited. 
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RSD 874, 
Nicholls Rivulet, 
CYGNET, Tas. 7112. 

5th October, 1981. 

Mr~ .John Docker, 
·Centre :for Continuing "Education of 
2 Edward Street, 

Teacher::;, 

GI.EBE, Tas. 7000 

Dear Mr. Docker., 

W-e are in recei}Jt of an outline ~f the in-service Aboriginal 
Studies course (copy attached). We have fundamental object
irms to the course as ~reposed and wish to initiate the 
lJTOce~s o.f rarl.ically che:,ging it. It is our view that with
out this cti.ange tr~ outdated attitudes prevailing within the 
:comrornd.ty, :w.iJ..J. be .f1.L-rther .fostered instead of challenged. 
'Thl..s consequence is undesirable and unacceptable. 

The course outJ..i.ne represents a .well intentioned but poor 
attempt to deliver a -progressive and unbiased d.i.scussion of 
.Aborigines to participants in the course. As it stands the 
,course -w:iJ..l promote concepts and impressions of Aborigines 
from a 19th century. :philosophical perspective. 

Speci:ficalJ.y~ our objections are that: 

t',) the COUTiie has nu philosophical position as such, 
aJ.though i~s general position indicates outdated notions 
n:f' discussion an Aboriginal society. 

(3) 

it :fails to rela~z aspects of the course to reality. 
Di relf=V'l-nce tc, teac~.11.ers will be an app_reciation of 
tbe social., econo~~c and political situation of Abor
.i.gi.nes~ no~ dead tribal Aborigines discussed in a 
vacuum o:f archeological thinking. 

i-t -cmqn.estioningly accepts descriptive labels of 
Aboriginal society (e.g. 'pre-history', •trad1tional 1 ) 

'Without cansi·dering the validity and implications of 
the use rxf such terminology. 

(!.) it offers -too basic a discussion on Aborigines. For 
~e.~t .i:nvol-ves discussion on quaint areas like 
tribal. soci.ety which., al though very ac.ceptable to 
!l!ral'TOW minded anthropologists and arcl'\,eologists, offers 
little 1n the way o:f progressive education which 
wotil.d 'b.e o:f' reJ.evance to white teachers in Tasmania. 

(5) it ~a:D.s to d.i.scuss Aborigines in any planned and over
a:u sense. It has a bit on tribal Aborigines, a bit 
on ·c.antempcrary Aburigines and a bit on education and
sn -tm.. It does not give an overview of the Aboriginal 
position .Le. the Abor.lginal position .in relation to 
a dominant society which illustrates tra global struggle 
o~ indigenous peoples. Consequently students of the 
course would be unable to appreciate the relationship 
the particular areas of discussion had with the 
Aboriginal struggle generally. 

f6) its design is unl~kel}' to offer assistance to teachers 
..zbo ....,.m influ.encc thin..l<i!1g of others. The biggest 
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' problem many States; including Tasmania, face tod~y is 
recognition of real live and bona fide Aborigines. This 
course has almost the opposite effect as it discusses the 
.crucial issue of identity only in the context of contemporary 
Aborigines, and assumes there is no need for a discussion on 
tribal Aboriginal identity. 

We suggest, in general terms, the following change. That 
the whole course be desigr:ed to educate teachers of the 
global position ·of Aborigines i.e. in terms of world 
political and economic realities. The course would then 
consider the direction of the Aboriginal race in this con
te~t (and the context of Australian society couJ,d be used 
as an illustration of some essential points), ~d the 
philos~phical position reflected by that direction. It 
could look at changes taking place and those which need to 
take place to remedy problems recognised. It could then 
present a forum whereby teachers could critically analyse 
the direction and philosophical position of Aboriginal 
society. 

The effect would ·be to allow students in depth access to the 
thinking of Aboriginal Australia, so that they might form
ulate their own programs for children with this knowledge 
as a guide for such foraulations. It would allow sufficient 
scope for student initiative and understanding, something 
essentially lacking in the proposed course. 

We await your response. 

~nc 

Michael Mansell 

President 
TASMANIAN ABORIGINAL TERTIARY STUDENTS UNION 

cc Chancellor University 

Minister for Education 

• • 
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, -: , GI' T . ; ,{ 2 Edward Str~t. eot!, 2sm1r11a 7000 CEN1~RE FOf('h[" 

CONT'INUING 
EDUC1\T·ION 

i ✓ _ :relephone: 30 3924 

c·· 

St:h October 1981 

Paul Cruttenden 
Executive Officer 
Tasmanian Aboriginal Ed.ucation 

consultative Corr.mittee 
"Westella" 

,181 Elizabeth Street 
HOBART 7000 

· Dear Paul, 

OF TE1\CHERS 

• • 

As gou are aware from our meeting on 30th June and my letter dated 3rd July, 
1981, the agreed course proposal was forwarded to the Universit:y for course 
approval.· 

The Course Outline was approved by b.~th the C,C,E.T. Board of Management and 
·the appropriate Co=ittee & Professional Board within the University. As a 
result the course proposal is printed in our handbook and will be offered to 
teachers as a study they can select starting- in ~Uirch 1981. This is in line 
with our agreerrent reached with the T.A.E,C.C. 21 April 1980, that the course 
developed in consultation with the T .A ,E .C ,C., would be offered to teachers as 

__ an·in-service course initially in ETobart. The course will be reviewed at the 
en<! of the first year in which it is offered. 

Yesterday I received a letter from Michael Mansell which indicat:ed concern 
over the nature of the course proposal. 

r a.'lt forwarding a cop'} of this letter to you for your information and would 
welcome anl/ ·response you mag wish to make. 

I await your reply before answering Ur. Mansell's letter. 

Yours sincerelg, 

~-
John Docker 
Senior Education Of. 
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Education Ccnsult:-::.tive C omrnittr3 

'\.'!ESTELLA' 18i ELIZAGETH STHEET HOBART 7000 TELEPHONf. 3i1 G146 

CHAIRMAN: Mr Padmore. 

61: 11 

Hr J. Docker, 
Centre for Continuing 
2 Edward Street, 
GLEBE, 7000. 

Dear Sir• 

'• November l 98 1. 

Educacicn for Teachers, 

The Tasmanian Aboriginal Terti.:ir.y Students Union h:is ::;ent my 
Com.r;1ittcc a copy of their letter to you of 5 October setting 
out their com.-ncnts and St![H;cs t~d changes to the proposed In-Service 
Course on Aboricirial Studies. 

The TAECC advises that it supports these cor.-.mcnts llnd suf,gcstions 
and would like to sec these ch~n~cs incorporated into the .course. 
Would you please pass on to l{r \.J. Ra.iisay TA:~CC's support of 
TATSU 's comments .1nd suggc.s tcd c11,:rngcs. 

These changes could be discussed with Hr Ramsay, a representative 
fro:n Tl,TSU and the TAECC at our r,cncral mcctin~ to . be~ held 0:1 13 
and 19 November, to which Mr Mamsay has been invited. 

Yours faithfully, 

(Pat: Fewell) 
Executive Officer 
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TASMANIAN ABORIGINAL TEHTIARY STlJDENTS UNION 

Mr:. John Decker, 
_Centre for Continuing Education, 
2 Edward Street, 
GLEBE, Tas. 7000. 

De_ar Mr. Docl<er, 

R.S.D. 874, 
Nicholls R.ivul~t , 
CYGNJ-:·r, Tas. 711 2. 

9th November, 1981. 

I refer to my letter dated 6th October. I take it you will be 
courteous enough to acknowledge receipt of that. letter and res
pond as a -servant of the public should. 

I thank you in anticipation. 

Yours sincerely, 

:· Michael Mansell, 
President. 
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~2 f:1Jward Street, Gh:be, Tasmania 7000 
Teie,1hone: 30 3924 

John Docker 302506 

.10 Novamber 19S1 

Pat E'owcll 
E::ecutive Officer 

CENT'RE FOk ?.). 

CONT'It-~lJING 
EDUC1\TION 
OF TEACI-IERS 

Tasru,mian. Aboriginal Education 
( Ccns..iltative Co:n,nittce 

uwes::ella 0 

181 i::lizabeth Street 
HOBAR'r 7000 

Dear Sir, 

I thank you for your comments regards suggestions made in the TATSU letter. 

The suggested changes to the study wouLl involv-~ a cornple_tc reorganisation_ 
to th•! previous outline ne<jotiated and approved by the 'fAE(.'C and then 

_ approved by the relevant Boards within the University and the C.C.E.T. 
As the changes would tilke a number of months to complete the stu.:~y ...,-ill not 
be. offered in !-larch 1982. 

I will report the situation to the C.C.E,T. Board meeting on Novewber 26, 1981. 
I have advised Mr. R.:lmsay of the suggestions by .the ',l'l\l::CC and in view of the 
situation t~_i_:i; seems no ne:c.d for }lr. Ramsay to attend the TJ\ECC meeting 
on 18 & 19 November 1981. lie has been advised accordingly. 

Perhaps we may be able to negotiate the course outline at a later date. 

f 
'- You1:s sincarely, 

John Docker 
Senior Education Officer 

(_ 
Copy: Mr. M.V. Cove, Doputy Director of Sery_ices-· 
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Mr. M. r-<.ansell 
President• 
TATSu 
R,s.o. 67-1 
Nicholls Rivulet 
CYGNET 7112 

Dear Mr, Mansall, 

X tha.'lk you for your letter dated 5th October and 9th November, ".nd :i.;,ologine 
for the long dcilay in replying to your first ·letter, _ Your lt1ttra1: was t'-"foz-rod 
to the T.A.E 1C.c. for cor.:r.ont and the reply wao rect!'lived in i.-:y offic~ op tho 
10th" i:ovat:lbe:-. In case you miro not aware the c.c.r:.•1•, has ,,-orkad in close 
c,ooporaticn with abori':7J.n:"l peopla end tho 'l',A.E,C.c. for f iftce:) months in 
daveloping tha study outlin3. 'I11iH culminated with tJ10 T.A.::::,c.c. approving 
th~ study out.tine in L.1to Ju."le 1~3l.. 

In tho letter from tha '1' .l, ,E .c.c. they ad•,iced r.-.~ of support of your co::11l!ento 
and suggastions. 

As a ro9ult the matter ·111 be referred to tho next lllCeting of th9 c.c.E.'l'. 
Boar d in lute November, 

I t.lienk you for '.j'Our co:=nts and intarest. in t.'lia area. 

Yours sine!'!rly, 

J 

John Dockar 
Senior Education Officer 
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,.-> 2 Edward Street, Glebe, Tasmania 
.,,-- -Telephone: 30 3924 

20th January 1982 

'lhe Hon. T. Aulich 
Minister for Education 
Education Department 

7000 

Attention: Mr. Peter Bennett 

.. · Dear Mr. Aulich., 

,_ 

CENTRE FOR 
CONTINUING 
EDUCATION 
OF TEACHERS 

Subject: l'lboriginal Studies in Education 

Ref: Your telephone enquiry 19/1/1982 and "The Mercury" 
news iteni page 9, 19/1/82 "course talks sham - union". 

· At your sug'gestion_ I have prepared a staternent of the position ·regarding the 
proposed course. "Aboriginal Studies in.Education" which we intend to offer from 

? July 1982 with the proviso that we have obtained - ') ·.· ' . 

complete support of the Tasmanian Aboriginal Education Consultative 
Comini ttee . and 

.~ approval from the accrediting bodies of University of Tasmania and Tasmanian 
College cf Advanc~d Education who will wish to consider all\elements in 
respect of the program if significant changes are required. 'C'lhis is an 
in-built procedure with every study developed within the CCET part-time 
B.Ed •. program} • 

'lhe Mercury news item, if Mr. ~~nsell. has been reported correctly, is an untrue 
statement of the situation. 'I11e Centre in conjunction with University staff 
has. been llOSt thorough in its discussions with the Tasmanian Aboriginal Consult
ative Committee in developing the course outline and the objections of Tasmanian 
Aboriginal Tertiary Students Union were acknowledged and referred to TAECC with 
a view to further discussion, first between TUTSU and TAECC and then between CCET 
and TAECC. If significant change is required, additional course approval procedures 
will be necessary within University and TCAE which. will make it impossible to 
begin the program in March 1982. 

'!here is every hope that the study, when ultimately approved, will be scheduled 
for the July 1982 - June 1983 study year. 

I am satisfied that all personnel ir,volved in this matter, particularly th.e 
Senior Education Officer, Mr. John Docker, have acted sensitively and responsibly 
in respect of developing this particular course within the CCET part-time B.Ed. 
program. 

Yours- faith fully, 

./4 .. -e~ -4JJ~_,.,t.;. 
Keith Spaulding 
Principal Education Officer 359 

Copies: Mr. J.G. Scott, A/Director C',eneral 
Mr. M.V. Cove, A/Director of Service~ 
Mr .l. nndaP..- . r r.R.'T' 

Mr. H. Mccann, u.c.E. 
Mr•· r •• Wallace, T .C.A .E, 
Mr, A.R. Butler, Pres.T.T.F 

.... -



·---, -" 

--

I 
I 

.. .. , 
,':_() 

<) 

ABORIGINAL EDUCATION PROGRAM 

During 1981 the centre for the Continuing Education of Teachers, in 

cooperation with the Tas~.anian Aboriginal Education consultative Committee, 

University of Tasmania and Tasmanian· College of Advanced Education 

developed a course outline for a study entitled K]lboriginal Studies in 

Education• as a unit in the CCET part-time Bachelor of Education degree 

. program. 

·\_,_FOll~ing numerous meetings with Tasmanian Aboriginal Education Consultative 

oomnu.ttee, the body with whom CCET staff are required to consult, a course 

was approved and subsequently ratified through University course approval 

procedures for implementation. in March 1982 • 

In October 1981 the CCET was advised by tho President, Tasmanian Aboriginal 

Tertiaey Students union, that that body held fundamental objections to the 

course as .proposed and suggested areas of change. '111e matter was referred 

·by CCET to the TAECC who subsequently indicated their agreement with the 

Ti\TSU position. 

At a CCET Board of ~.anagement rneeti~ on 26th November 1981,·a decision was 

·made to postpone the· introduction of the course pending furth.er discussions 

with TAECC with a view to re-scheduling the program in July 1982 providing 

agreement could be reached with TAECC. Our suggestion was that TAECC 

__ consult with TATSU prior to further contact between TAECC and CCET. 

Discussions with TAECC will continue after February 15th and if agreement 

on all matters is reached and changes accepted by the course accrediting 

committees to which the CCET must also defer in respect of award bearing 

courses, enrolments will be accepted and the program scheduled for July 1982, 

. , 
At no stage has there been any decision to cancel the program. 

fi~~ 
K. L. Spaulding 
Principal Education Officer 

20/1/'82 
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Mr. J. Docker, c.c.E.T~ 
Mr. B. Mccann, U.C.E. 
Mr. L. Wallace, T,C.A.E. 

ABORIGINAL STUDIES IN EDUC'ATlON 

Beween November 19.81 and Januuy of this year I have become aware of the 
difficul.ties which have slowed the progress of implementing, as _o~iginalli, · 
intended, the Aboriginal Studies in Education. 

After. refeiving a copy of the most recent letter of the Tasmanian Aboriginal 
Education Ccnaul.tative Committee I .·met with memers of . that Cl:)mmittee this 
monu.ng along with Mias B. Richardson, Superintendent of Special Education 

·who has ri:spon~il>ilities within the Education Department in res~ct of that 
Conni.ttee. Members of the TAECC: Exe.cutive present were Ms. J. SC1llthorpe, · 
M9. R. Nicholson, Mr. J. Everett and Ms • . P •. Fawell. 

The meeti~g was I believe productive ~d positive · in. respect of the exchanges. 
wbim occurred. I was iml& to perceive ~h~ a:i.t.?nt of the problem f:rcm· ·their 
-viewpoint and at the same time was able to explain the nature of the· centre •s . 
work, the role of its Board of Management and the course development procedures 
that have been agreed upon in respect of every new program to be developed. 
I was able to state quite frankly that the time scale to date in this study 
has been, and hopefully will be, . shorter· than that required for "Reading 

_and Reading oeveloplll!:lnt!. 

My perception of the major problem is as . follows: 'lhe TAECC, through its own 
advisory cODllllittee, wishes to be assured that approaches intended within the 
course are incorporated in. the . teaching and some areas of ~te?lt;· require . · 
clarification. I .am not in a position to know whether this clarification · . . 
requires "major surgery" or not but am rec011111ending the. following procedural 
steps be undertaken, · · 

1. AJI soon as practicable after 15th February . a meeting be convened to ·· 
includo Mr, w. Ramsay, Mr; J. Docker,the TOE lecturer to be involved 

.in thB_2,tp9~-a~ and the TAECC Advi:1ory Group soiected for"tii'e .PWJ)~&ea 
of discussion. I do not see this as a major revision exercise hut 
rather provide an opportunity for TAECC to he reassured on matters : 
of approach and content. 

2_ '!his meeting to be followed as soon as possible with a final meeting 
of the total course development committee who will advise . the CCET 
Executive as to wher..her 

(a) total ag1·eement has been reached, no 'major· 
surgery' is required and the course' can be 
advertised after all accreditation procedures 
have been concluded; or 

361 .. . /j 
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'major surgery• is. required and the oourse 
must be substantially·111C>dified. If this· l>e
the case, procedures be . implemented, to effect . 
the .revision. and accredi.tation proceduree: will be · :,.-:;_ <":: •: . .. 
followed when advice is to ban~ that the .program has !:>cm),'~.'; ·, · 
defined. -..' ·.· ........ · · ·• s• :: . .. \ •.~··\ '. 

there is every hope that th• program can be- adviat~~ed for a .·~ .:.:··:;,.·>-

. . 
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COPY FOR L. 1'1ALLACE 

. .JMl3 

.,eet, Glebe, Tasmania 
.,e: 303924 

_,8th February, 1982 

7000 

Ms. J. Scul thorpe 
: Chairperson-

. :,· Tasmanian Aboriginal Education· 
·eonsultative committee . 
.. •westella • 181 Elizabeth st.~ 
.. HOJ3ART. 

Dear Ms. Scul thorpe,1 

CENTRE:FOR 
CONTINUING 
EDUCATION· 
OF TEACHERS 

. ,.- . 

:'.,.: ..... 
'! thank you and _memars of. the. Eacutive · of TAECC fo,; the opportuuity,<for brief 
discussion on. S/2/82 on matters . ~lated:· to the Aborig:i,,nal Studieil. in Education . 
program. I found it helpful to , imderstand' those matters of pri• con~ern to ·your . ,,_, . . 
members in respect of that program~/ 'lhese X have identifie«i as .being· i::elated tx) . :•.· 

the approaches, to. be taken .. 1n.·respect of the· proposed units. in . the course• and some . 
•·areas of content not yet. clarified to_ Tl\ECC satisfaction. · 

I hope III'/ explanation of the- fonnal'pro.cedures of. the Centre, the: tole 'of· its . 
Board of Management and in particular the course developme_nt p:rocedtires· undertaken · 
by the Exeeuti'i/8 Committee (Mr. Docker·, Mr; McCann, Mr. Wallace/ and myself)-
proved helpful. . · . _ . •J.::, ;' •, ;. . . 

;,• . .. ~ ~· · .. :'; .i. 

. :-: .. ~. 

.----

I 
r; 
t 

' I am reconnending what· I believe·. to be necessary procechu:~s tp' be undertaken ,··, 
·if the ~:.i::-2e is to !:le ,1.;:•.~rt:is':l-! in · dl'!t:aH ot a::mt-.ent and - implei&ented _fram July.· ·.,, . ' 
1982: · 

l. As soon as practicable after . 15 February a meeting . to be oon._:;ened be~en , 
TAECC (or: the advisory committee. representing TAECC) and Mr .. Ramsay- (university), , .. 
Mr. Docker (CCET) ~d a ~ri>er __ of ~taff of ~ who woul'd be involved in. teachingj/ 
the program in the Launces.ton region. At, this meeting I have suggested that / 
matters. re°lated to··approaches and content. be considered and agreement reached • 

. . 2. 'lhiS:. meeting, be followed by. a meeting of the full CCET oour~e ad~sory 
· .. --; 00mm1.ttee. established earlier under Mr. Doc:lter's chairmanshiPc from-which advice . 
:.::t.o CCE'r EXecutive. Commit;te.e will::_ fol~--in· tex:ms of either_··· : . -'~ ·~ . . 

(al course. oontent has been agreed .upon with.out· 1.111ajor surgery"·,, 
and that CCET should print course detail and· advertise_ in schools, or 

(b) 'major surgery' has been necessary and therefore the two institution• 
may require additional course accreditation procedures to be 
undertaken •. 

Notwithstanding (.a) above, I understand . that accreditation of the initial 
course has yet to be undertaken within the TCAE. However, if <bl beC0111es 
necessary, there should still be time to advertise the program with a view· 
to s tarting in July. 

Yours faithfully, 

l<Bith Spauld ing 
Prlnoipal education Offic~r 
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2 Edwurd Street, Glcbe, Tasmania 7000 
Telephone: 30 3924 

JHB 

2 April 1982 

Prof. P. Hughes, 
University Centre for Education, 
University of Tasmania, 
GPO Box 252C 
HOBART. 7001 

Dear Professor Hughes, 

CENTRE FOR 
CONTINUING 
EDUCATION 
OF TEACI---I ERS 

A meeting was held between representatives of the C.C.E. T. and T.A .E. C.C . 
on 1st April 1982. Mr. W. Ramsey who has represented the University at 
previous meetings had another commitment and could not attend this 
meeting. 

A course proposal was received from the T.A.E.C , C. representatives. In the 
discussions which encompassed the T.A.E.C.C. proposal and the course outline 
in the C.C.E. T. Handbook the fallowing points were made: 

(1) The introduction to the course should not be based on historical 
'tribal' information . It should foc u s on issues of concern to 
present day Aboriginals. 

(2) The T.A.E.C.C. representations suggested that the basic issues and 
concepts discussed in their outline (point.s 2 ,J,6,7) should form the 
starting point for such a course. 

(J) All excursions s hould be removed lrof!I the previous course outline. 

(4) Sections 1,4,5, of the T.A.E.C.C. outline should be include d into 
the course framework. 

(5) References to case· studies should be removed and also the top three 
lines p. 16 C.C.E.T. Handbook. 

(6) The reference list should include books listed in the T.A.E.C.C. 
outline . 

(7) The T.A.E.C.C. will make a list of people who could help in lectures 
in various parts of the course. 

(8) There was general agreement that large sections of the T.A.£.C.C. 
course outline (points 1,4,5) could be incorporated with the C.C.E.T. 
outline. 

Would you please advise the C.C.E. T. Board fleeting 23rd April whether these 
changes will constitute a n acceptable r e vision of the_ course outline or a complete 
renegotiation of the course. 

)'ours sincerely, 

¥.:0:: 
Senior Education Officer 364 

Copies to Hs. J. Sculthorpe, Chairperson T.A.E.C.C. 
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,,,(Edward Street, Glebe, Tasmania 7000 

// Telephone: 30 3924 

/ JHB 

CENTRE FOR 
CONTINUING 
EDUCATION 
OF TEACI-IERS 

,/ 6 April 1982. 

< 

( 

Hr. E. Wilmot, 
Principal, 
Institute for Aboriginal Studies, 
CANBERRA. A.C. T. 

Dear Hr. Wilmot, 

I am wi·iting as Chairman of the Board of the Centre for Continuing Education 
of Teachers to see if we might dr<!,IY upon your professional expertise. The 
Centre for Continuing Education of Teachers (C.C.E.T.) is a joint enterprise 
of the Education Department, University of Tasmania, and the Tasmanian 
College of Advanced Education. I enclose a copy of .its most recent report 
so that you may obtain background concerning the nature and range of 
activities of the C.C.£. T. 

Currently we are in the process of developing a study for serving teachers in 
the area of aboriginal studies. A proposal was drafted by a joint working 
party from the Education Department, the University of Tasmania and the 
Tasmanian Aboriginal Education Consultative Committee (T.A.E.C.C.) In fact 
the present proposal was approved by the University, the C.C. E. T. and the 
T.A.E.C.C. in 1981. 

Though the study's development has been marked by cordial co-operation by all 
the participating groups an objection was raised by the recently formed 
Tasmanian Aboriginal Tertiary Students UnionYT. A.T. S.U.} This objection 
led to the T.A.£.C.C. withdrawing support for the approved study. 

The T.A.E.C.C. has now drafted a n alternative proposal. This proposal differs 
in a number of respects from the previous outline. 

As you will note from the ·C.C.£.T. report Prof. Philip Hughes is a member of 
the Board of the C.C.£.T. The Board has reviewed the present situation and 
accepts Prof. Hughes' suggestion that we should seek the help of an external 
consultant who could help us decide on the nature and content of a study in the 
area of aboriginal studies for teachers. 

Prof. Hughes has also advised us that you are particularly well qualified to 
act as a study consultant in this area. In the light of this I am writing 
to see if you would be willing to act as a consultant who would be expecte d 
to visit Hobart, review the pre sent situation and make r ecommendations about 
the nature of the study needed in our particular context. Needless to s a y we 
would pay all expenses and offer you a modest consultancy fee. I shall 
telephone you during t he next f ew da ys to provide you with any additional 
information you may r equire. 

Yours sincerely, 

H. Cove 
Chairman, c.c:E.T. Board 365 
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ABORIGINAL STUDIES COURSE,,, 

I. AIMS OF THE COURSE 

To increase teachers' knowl~dce and understanding of the 80cial, econo~i: 

and political position of Aborigines, with the view to the development 

of positive attitudes towards Aboriginal life and cultur~, and, in 

particular, contemporary culture, so that such positive attitudes may 

be reflected in classroom tead1ing materials and !i:t'tho<is for the ben1=fit 

of all children and Aborigin;il children in particular. 

2, NETHOD 

The course should only deal with the essential issues an<! questions 

pertaining to Aboriginal existence, This allows for a coverage of 

both the questions in the forefront of teachers' minds and issues 

regarded as relev.int by Abcdginal people, 

Reference to the historical past can only be justified es explznations 

of the cause of particular circumstance&, For example• discussion 

of hunting and gathering methods_ of Aborigine.s 200 years age woP1d be 

irrelEvant to the aims sra:cd llbove, but it "-'OUl.d be e;uit<:' valid to 

discuss the disintegration cf a p;~ticular lifrst.yle by colonj.'!lists, 

the subsequent alienation of Aborigines fro:n the "new nation", throu~h 

to the various government policies such as separation, assioilation 2r.o 

integration to explain the poor Aboriginal educativn level, In other 

words, discussion of history would only occur und~r particular headings, 

3, EXPLANATION 

It i& customary for academics to deal mostly or firstly with tribal 

Aborigines whenever they discuss Aborigines generally. 

is unacceptable in relation to this course because: 

This approach 

(i) The majority of Aborigines living in this country 

are not tribal, and Tasmania does not have tribal 

Aborieines, 

(ii) The teachers attending the course will likely be 

totally or predominantly local, and as the aim of 

the course is to educate teachers _on e~isting 

Aborigines. suc~fMl approach woulc be inc.onsistent 

with the aims and largely irrelevant. 
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(iii) Such discussions usually occur in a vacuum, 

The ergument in favour of such an approach is that there can be nc proper 

understanding of Aboriginal people today unless knowledge of their past 

is known, This is true only ❖here the past is relevant to the unde r

standing of today's Aborigines, An obvious illustration would be 

Aboriginal aspirations for return of land which necessarily includes 

discussion of prior ownership, 

However, discussion of the past is usually far too widespread and conse

quently difficult to relate to today's issues, except where discucsion 

of the past is used detrimentally to today's Aborigines. For example, 

discussion of the physical features and lifestyle of Aborigines 200 

years ago preceding a similar discussion on today's Aborigines usually 

results in either placing grave doubLs in the student'o mind about the 

bona f ides of today's Abor izines or even worse, ra infoi:ccmcnt of stereotyped 

notions of Aborigines being noble savages. The chief factor for this 

consequence is the social conditioning the student has already r ~ccive~ 

before coming into the cot:rse whf-re such an appro.:.ch is vdopted. The 

course 6hould seek to change this social conditioning, not reinfor ce it, 

I • GENERAL INTRODUCTION covering 

(a) The diversity of the Aboriginal Nation and probl~~~ 

of stereotyping, 

(b) Terminology and its validity: 

(i) Identity - what ' criteria are used for determining 

an "Aboriginal" and comparing that with the 

criteria used to determine an "Australian"; 

(ii) invalidity of terms such as "full-blood", 

"half-caste" ; stress derogatory nature of 

such ten::1s; 

(iii) "traditional" and "contemporary" Aborigines, 

Are there distinctiv~ Aboriginal gro~ps or 

are they all tr,;clitional ;.nd contemporary ·? 

(iv) use of "prchistorv'!-· ,"primiti;;,c" and other 

labels often used ~o describe Aboriginal 
367 
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2. ABORIGINES IN AUSTRALIAN SOCIETY: THE HISTORICAL CONTEXT 

3. 

(1) History of Aboriginal/white contact - comparison with 

other indigenous groups - AII!erican Indiar.s 0 Inuit 0 Maoris 

(a) method of disposse ssion; 

(b) fraementation of Aboriginal society; 

( c) succes~ ion of govern-::-.ent policies -

extermination 

protection 

assimilation 

self determination. 

(2) The nature of Australian rncism 

(a) early assumptions of white superiority - inability 

to accept differences as anything but inferiority -

have white attitudes changed over the years? 

(b) examine attitude formation -

• where do we get our attitudes from 

• the role · of the media 

• the "prejlldiced personality" (A{lpo~~); , 

(c) examine concept of JH-,ming the Victim (W. Ryan). 

ABORIGINES IN AUSTRALIAN SOCIETY: TiiE CONTF.l·'.PORARY POSITION 

Survey statistical data avuilable on tr.e socio-political position of 

Aborigines, specifically in the ar~as of -

(a) education (Resource: Sculthorpe and Randriamahefa reports); 

(b) e~ployment (perhaps CES and Census figures);' 

(c) law (House of Representatives Standing Committee Report) -

(i) has the law been objective in relation to 

Aborigines or has it been the mere machinery 

for dispossession and deprivation of Aborigines 

of cul t ure and l and? 

(ii) criminal justice system - gross ove~-representa tion 

of Aborigines in prison. In Tasmania Aborigines 

less than 1% of:ni~ulation but fluctuating 5-7% 
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of prison population (c,f. Victorian Aborigines 

34 of prison population); 

(iii) laws are meant to assist members of society, 

Exa~ ine this principle in relation -to Aboriginal 

access to the use of the civil l aw; 

(iv) customary law (see Tasmanian Aboriginal Centre 

submission); 

(d) land holding (Peterson, A Handbook on Land Rights); 

(e) health; 

(f) housing, 

EXAMINE A."lD F:VALUATE Y.ETHODS OF TRYING TO OVERCOME 
ABOMIGINAL UlSADVANTAGES 

( I) Examine concept of "positive discriminati_on" - how does 

it apply to other sections of society, 

(2) Forms of governt!lent ai;sistance and assessi.:ent of their 

effectiveness (include government policy and implerr.entation), 

(3) Exam"ine nt>ed for "separate services" (especially l e gal aid _ -

House of Repres entatives Report), 

(4) Legislation gove rning Aborigines -

(a) anti-discrimination lcgi~lation (Tasmanian 

Legielative Council Report); 

(b) Land Rights Acts (Northern Territory, South 

Australia and proposed Tasmanian Act), 

5. ABORIGINAL PERSPECTIVES on -

(-1) Their position in rela tion to white Australic., that 

is, are Aborigines -

(a) a sub-culture within Aus tralia n soc iety?; 

(b) a nation within a nation?; 

(c) a nation suppressed? 

(2) Aboriginal aspirations, for example_, land rights , se.lf

determination, independence, integration. 

(3) Aborigines as part of the
3

Mobal movement for indigenoi;:3 
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rights - Canada, United States, New Zealand and World 

Council of Indigenous Peoples, 

6 ABORIGINES AND EDUCATION 

(I) Comparison of the achieveu,ent levels of Aboriginal 

and white Tas~anians. 

(2) Looking at the caus ative factor for different 

achievement l evels with special consideration of -

(a) the relevance and extent of the social, economic 

and polittcal position of Aborigines; 

(b) teacher attitudes, 

(c) goverru::.entol and depa~tmental response; 

(d) Aboriginal 3ttitudes towards schooling, 

(3) Solutions preferred by Aboriginal &roups, 

7 • DEVELOPING !-'..ATE RIALS 

Resources for Aboriginal education in the classroom. 

8, ASSESS~NT. 

370 
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9, READING LIST 

Barwick, D, Mak.ing a Treaty - The North American Experience 

Manuel The Fourth World - An Indian Reality 

Peterson, N, AboriBinal Land Rights - A Handbook 

Rowley, C,D. Outcasts in 1-lhite Australia 

Ryan, L. The Aborieir.al Tasmanians 

Stevens, F. (ed) Racism - The Austr:ilian Exoerience 

II Politics of Preiudice 

II Black Australia 

Store, S, AboriS?ines in White Australia 

Study No , 44 (Tasl!:ani.:.n Fducation Departumt) Aborigineo and 
Tasmanian Schools 

Tasmanian Aborigines - A Perspective for the 1980s (Tasmanian 
Aborigin6l Centre) 

Tat:r., C, Aboriginality as CivilisDtion 

II Black Viewpoint~ 
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Tasmanian Aboriginal Education Consu!tative Committee 
'WESTELLA' 181 ELIZABETH STREET HOBART 7000 TELEPHONE 30 6146 

~~j(lj:~~~ CHAIRPERSON: June Sculthorpe 

JS:JH 

Mr. John Docker, 
Acting Principal Education Officer, 
Centre for Continuing Education of Teachers, 
2 Edward Street, 
GLEBE TAS 7000 

Dear Sir, 

Re: Abori ginal Studies Cour.se 

27th May, 1982. 

Your letter of 4th May, 1982 advising us of your approach to 
Eric Wilmot as a consultant to assist in the negotiation of the above 
matter was considered by a full meeting of the T.A.E.C.C. on 16th May, 
1982. 

The Committee endorsed the actions of the Executive in redrafting 
the course outline and the stance it proposed to adopt in relation to 
future development of the course. The Committee was told that at the last 
meeting between representatives of the Aboriginal cormiunity and the 
c.c.E.T, the latter expressed their satisfaction with the revised course 
outline and it was agreed that the document would be re-submitted to the 
University, There was no suggestion that the Aboriginal representatives 
were not competent to undertake the task assigned to them nor were they 
consulted about any proposal to involve any other consultants, 
Importantly, no matters of concern or doubt were brought to their attention 
to indicate that further work on the course outline was required. 

Accordingly, the T.A,E,C.C. has resolved that it does not accept 
the action of the C,C.E.T, Board in involving an outside consultant without 
having first raised with its representatives the specific concerns it 
might have about the course and seeking their further advi_ce, Whilst the 
T.A,E.C.C, and its representatives will be available to ·respond to any 
specific concerns expressed by the C,C,E.T. they will not be available 
for discussions with a consultant imposed upon them, 

We regret that the C,C.E.T. Board has further delayed a mutually 
acceptable outcome to our important but protrncted negotiations on this 
matter, 

Yours faithfully, 

June Scul t horpe. 
CHAIRPERSON. 
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Fl Jl _!(~/\f JC'>~ OF TE,\( ] -I ERS -. . , 

4 October 1982 .)/ ... 
I. ~ i:· •t,,f ·• 

Ms • J. Scul thorpe 
O"laixperson ,.-.. 
Tasmani~n Aboriginal Education 
Consultative Committee 
'Westella' 181 Elizabeth Street 

HOBART 7000 

Dear Ms. Scultho:r;pe, 

Subject: 
Ref: 

Aboriginal· Studies in Education 
Your reply {2/9/82) to Mr •. cove's letter 
of 15/7/82. · 

Your response to Mr. Cove's letter was noted by members of the Board of 
Management (CCET) at its 10 september meeting. 

f,. 

There is general agreement, in view of TAECC response to the initial course 
which had undergone ·approval procedures within the_ University, that we should 
not proceed with that ~nitial course. 

-nie university has indicated that the alternative proposal of our 1/4/82 meeti_ng 
differed substantially from the original course. The CCET _has no brief itself 
to present that proposal independently as the University provides the validation, 
coordination and a share of the teaching resource ;i:-equired. We operate under a 
set of procedures which are applied to all award-bearing courses. 

'.l.1ie CCET is willing to re-convene the course advisory committee or appoint a 
new one. on which TAECC would .be represented by say three nominees of TAECC of 
a total of between 12-15 members. Teachers, Education Department officers, · '1;1: 
TCAE staff and· members of CCET staff will also participate as is our normal ~;...~ 
mode of operation·. When agree ment has been reached in~-espect of course content, "_,~_;t_:;; 

bibliography, coordinator/leoturer responsibility, methods of assessme~t of . 
students etc. the CCET Executive Committee will forward the course for consideration 
by the repective Board of Centre for Education (University) and Division of 
Teacher Education (TCAE). 

H)uld you please advise me if TAECC wish the CCET to ,,mdertake these procedures , 
using as the basis for consideration, the TAECC proposal discussed on l April 
1982. You are assured that the CCET would like to negotiate this matter as 
quickly as cur required procedures permit. 

Yours faithfully, 

.fi. 
Ke:i.th sr-1ulding 
r-ri ncipa l Educati<,n Officer 

Copic!.: j-lr. M. Cove , ~Ir. H. McCann, 1-!r . L. H;:1llace, Miss B. Richardson 
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11 OCtober 198::Z 

*· J. Scul.thorpe 
dlA!rpe~ 
Ta-...ani&n ~riqinu• ·tduc~tion 
Conslll.utiv.i eo..-t.tte• 
C/- ,restalla 
131 El.inbet.'\ Street 
HOS~ 700C, 

H,, 

Subjoctr Ahodginal Stud1•• J:duoaticm 
. /· . . . .. 

:rollovinq :noeipt of )'t-1• Richardson•• adviC41 en 4/+0/82 th.at ~ex: ancuUYe 
Collldtu• vi.ah tM Cent.re to procea!! iJi.iad1at4ly in nspoct of a~PQlnUn9 • 
eou .. AdYiaory Coi.a.ittae to consider t.'l• mo•t recent c:our•• proposal, it -.-ol.lld 
be holptul it I c:oul.d luive t}A na!llH of ~CC.no:d.neea for th~t C'o:;altu.e. 

I DOte, in reapec:t ot the initilll coun• the following pers,;m'a ftlll:!IIS appeared 
Ol'l our reooxda u havin9 repr••~nted ne<:cr 

Patey Cu,eran ~ =~~~--= 
Dcmle• <"•rdneS' :·. : .. . : · 
1'oy Nicholle 

· June Sculthorpe 
Pat 'l'orre• 

. . 

· I recently aug~sted throe ()) 'l'i\l;CC per=on~ but havw r.o objection• to fl w ( 5) • 
. Wou1d yoll plea.- a.dv1s o • of yoiir eo-itttlles n;,ros..ntaUvas at. yo~ udieet 
'c,govenl«,ce. · .. - . . . .- _ .. ·: , ... , ~ ,:-:,>:: ,. '.. . , _ 

Youra fait!ltlll.ly, 

K .L. Spaulding 
F.xacut.lve Officor 
CC:"i' 3o~rd of l".:ina7,12r$nt 

M~. ~~ Rt<l!oir;d {CC-':'1') 
:.~r. Mr..rty;i, Co?~ (C:"l ... '\ir.:---~-\ - D:-!.:T z~ec\ltl'\-""t>) 
rir. !...,3 .. ~;,11 -.,c<!t (:er,.;~ ) ✓ 

;i,-:_r • }!1::,:-::,i >~(';, ' ·, r1:\ cue~:) 
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Tasmanian Aboriginal Education Consult~tive Committee 
'WESTELLA' 181 ELIZABETH STREET HOBART 7000 TELEPHONE 30 6146 

CHAIRMAN: J. SCULTHORPE 

JS:TP 

Mr. K. Spaulding 
Principal Education Officer 
Development Branch 
2 Edward Street 
GLEBE 'rAS 7000 

Dear Mr. Spaulding, 

25th October, 1982 

I refer to your letters of 4 and 11 October 1982 and would 
like to suggest that it may have saved some confusion if our 
conunittee had been informed at the meeting on 1 April 1982 that 
a course which differed substantially from the original would 
need to go through a new course advisory c~ittee. 

We feel we have nothing further to contribute to a'course 
advisory camnittee at this stage as we are obviously satisfied 
with the course we drew up. We therefore decline to naninate 
anyone to the committee. 

Should the new course advisory committee propose any 
changes to our course we would wish to be informed. 

37 5 

Yours faithfully, 

June Sculthorpe 
CHAIRPERSON . 
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2 Edward S1reP.1, Glebe 

Tasmania , A,mral,h 700'.l 

Teleohonc: (002) 303924 

KLS:BT 

28 October 1982 

Ms. J. Scul thorpe 
Chairperson 
Tasmanian Aboriginal. Education 
Consultative Committee 
'Westella' 
181 Elizabeth Street 
HOBART 7000 

Dear Ms. Scultho:rpe, 

Thank you for your letter of 25th Oc tober in response to my 
correspondence of 4 and 11 October. 

The Centre regrets that mEO:: does not wish to participate in 
the Course Advisory Committee procedures required for the TAECC proposal 
for a program of Aboriginal Studies in Education. 

My notes of the informal meetings held· earlier this year clearly 
indicate that ·TAECC menbers and representatives present we re advised that, 
should UCE determine that the proposal introduced by TAECC on April 1s t 
diff~red significantly from the original then it would be a case of 
reintroducing those course development procedures which have opera ted since 
January 

0

1981, including consideration of the p=posal by an Advisory 
COimri. ttee. 

I note that your letter does not imply that CCET should not p=ceed 
with the course Advisory conmittee. However, it is my own personal opinion 
that to do so in the absence of a group r epresenting the proponents would 
be unprecedented. 

I will advise you of the Board's view on this matter following a 
meeting to be held on Thursday 25th November. 

Copies: M. V. Cove 
L. Wallace ., 
J. Docker (R.Radford) 
H. Mccann 

Yours sincerely, 

,4✓-
Keith Spaulding 
Executive Officer 
Board of Management 

Miss B. Richardson 
CCET Board 

EDUCATION DEPARTMENT OF TASMt>.NIA 
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Appendix B Newspaper articles and letters on the proposed 
CCET Course in Aboriginal Studies 
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icourse 
f talks 
l sha111 

• 
--lBrfllOEI 
iHE Ta,manian Ahori_r:inal 
Tcniary S1udcn1s Union has 
c-alkd on lhl" Stale Govcrn
ffi<"n' 10 rc:-move individual 
Gnvc:mmcnl cmp!nyccs in 
mdcr to prevent them from 
obslructin~ prnpc:ss in 
ahon11inal educ3tion. 

The c.all has bc'.cn prnmp, 
led hy the dr,ci,ion hy lhc 
f.enior e:duc;,1ion oflia:r or 
lhc Centre for Continuing 
Educ.ition of Tcachcr.1, Mr 
Jt''ln Dochr, tn cancel the 
J>r,>po<cd tcach~r training 
cour,c Rt the University of 
Tasm~ml thi, vear. 

The proposed coul"!;e v.·es 
•imed al educating 1eachcr.; 
•!:>out ~bori~inals. 

A spokc:<m~n £or 1hr 
11bnrij!inal s111denis \Inion. 
Mr Michad Ma,,st·1I, ~aid: 
"The initial consuhation with 
aboriginal rcprr,t'nta1ivcs by 
Mr Docker and Mr Bill 
Ramsay (tht proposed 
teacher or the c.ou~e) wa~ 
seen by aboriginals as 
rcnuine. 

"Bui when the Ahoriginal 
Education Commillcc's 
~ui::s:estcd minor chani,?~• to 
the cnune .. ·ere if,?nored and 
the hrndamenlal chan11es , 
sui:-11estcd by the Abonr:inal 
Students Union rejected, 'WC 

bq:ari to have do•JhU . 
.. ,n facr the Vicc

Ch~nccllor of the univcl""ity 
in\tructcd Mr Docket nnd 
Mr Ramsay lo ignore the 
student~ union's comments 
■ nd continue the p~opo,ed 
COU!"!;C wi1hou1 changes. This 
made . the comuhation pro
c:en a ,ham." 

In The Mercury (Hobart, Tas.), 

18th June, 1982, p. 
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...,Disappointed' 
,.........Ahoriginees in Tasman

ia NiY they hav-, been dis· 
ap;,ointed at the present 
Government's lad< of rt'· 

sponse. to requests for 
changes in the education 
11ystem. June Sculthorpe, 

1 of the Tasmanian Aborigi
nal Education Consuluive 
C<>mmittee. "'3.id National 
Aboriginal Vieek was an 
e.ppropriate time to a.ssess 
the Go\'ernments's com
mitment tc, Aboriginal ed. 
uc.ation ... Members of our 
committee have dillCUSSed 
the idea of B aeparate Abo
riginal S<'.hool and the 6pt'· 

cial needs of the Aborigi 
nal studen~ with the Ptt· 
mier, Mr Gray. Despit<
sayinJ;! his Govemlflent 
would look into these mat. 
ten, we a.re yet to hear 
further from him," sht 
said. 

In The Exa'Tliner (Launceston, Tas.), 

Wednesday, 14th July, 1982, p. 
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10 - THE EXAMINER, Fridav, June 3. 1983 

Booklet must 
be rewritten 

The controversial 
booklet on Abori
gines, The Forgotten 
People, must be. 
rewritten, the Minis
ter for Education, 
Mr Bingham, or• 
dered y~sterday. 

Mr Bingham also 
sacked the 12-member 
Tasmanian Aboriginal 
Education · Consultative 
Commitu-e which was 
responsible for the book
let's production. 

The commitU-e's per
formance was not satis· 
factory, he said. It had 
crl'atc<l divisions within 
the Aboriginal communi• 
tv and posed a threat to 
the Government's _policy 
of close co-operation in 
educational matters re• 
lating to Aboriginal chil
dren .• 
· He said the booklet 

had l:J«>n dl'scribcd as 
"political and racist" by 
responsible members of 
thl' Aboriginal communi
ty, and wns unacceptable 
as a primary school 
le:irning- aid. 

Mr Michael Mansell, a 
member of the disbanded 
committee, later said the 
only · complaints about 
the booklet related to the 
fact that it was not print
ed in <'Olor. 

The booklet was the 
first in a four-part series 
funded by the Com• 
monwealth Department 
of Aboriginal Affairs and 
prepared by the Educa• 
tion Department's cur• 
riculum centre. 
· Mr Bingham said the 
booklet would be rewril
ten to remove the cle
ments of racism and poli• 
ticisation. 

"The Government will 
not tol<-ratc a situation 
where political activists 
attempt to dictate cdui:-a• 
tion policy which is con
trary to Government pol
icy, racial harmony and 
the wishes of a specific 
group of Tasmanians," 
Mr Bingham said. 

Mr Mansell s.iid thl' 
Aboriginal community 
fully supported the book
let. 

He said the sacking oi 
the committee was noth• 
ing more.than a politic."11 
decision. 

But Mr Bingham said 
the committee was not a 
true representation of 
the Aboriginal communi- · 
ty, as only 24 votes had 
been cast from the Abo
riginal population of 
4000. 

He said the ele<:tion 
for new mrmbcrs would 
be conducted by the 
Ele<:toral Office. 
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.Aboriginal 
school need 

8ir, - As a ml'mhcr of 
th,· Ta.~rr~-inian Abori~nal 
Educ:ilion Consultative 
CommittRc. _the advisory 
body to the St.ate Govern
~l·nt. I v.;sh to voi<"e my 
,1ews on the propo6«1 e6• 
tabli,shment of an Aboriboi• 
nal school in Ta.'<mnnia.. 

An Aboriginal school 
will re-estahli!;h pride and 
identity in our blacl< chi!· 
drrn and thus allow for 
thi: individual to de\'t>lop 
at hi"'1lcr pace with digni
ty. This concept would de• 
velop the tot.a.lity (!<piritu• 
al, mental ruid physical 
well-being) of our children 
and in tum v.;11 gain a 
senf\C of reisponflibility to- . 
wards the Aboriginal com• 
munity. 

Our school would pro· 
vide appropriate tenching 
methods consistent with 

'our culture. The curricu• 
!um must be designed · to 
reflect the values and 
ways of the Aboriginal 
community so Aborigines 
can m:unt.ain their culture 
and language. 

Librariea contain an 
endless spate of innccu
rnte, biased material on 
the history of black-white 
~lations in Australia, Ab
original traditional culture 
and present situation. It is 
anticipated, that our pro
posed In-service seminars 
organised bf T AECC, spe• 
cifically designed to re-ed· 
UC.lte teachers of Aborigi
nal children and to 
sensitise them to Aborigi
nal society and needs, will 
increase teachers know• 
ledge and underatanding 
of the social, economic and 

.political position of con• 
temporary Aborigines. 

These seminars are due 
to take place 600n and it is 
hoped teachers will re· 
spond positively and take 
an active pnrt. 

A\'erting to reality and 
to the inadequacies and 
sensitivity of the white 
school system and the dis
crimination our chi'ldren 
suffer from, we have a 
poor educational outcome 
by. all accepted Western 

~tar:·: d. (;:, fit·r c-,·nt oJ 
our ~t,.d,·nt•, d,, not (;l'l !>C
yond Cr, .. i,· '.I and !1:, pt•r 
Cf>nt d .. nnt 1,1·t past (;radl· 
10. At :;cl1ou!, AIXJrih>in&J 
chidrl'll i;;iy thl'ir g-ri,atest 
probl,•ms ar,·: 

D1S<"riminatiun by slu
dcnl~-2 pl'r c,•nt; discrimi
nation by lL"adwrs 10 p{,r 
cent; h<•inl-'. told Ta.sman• 
ian Ahori1,.'lnals dnn't {'Xist 
16 J>t'I' Cl'nt; lut'k of fri<.'nds 
6 JWr <'l'llt. 

.Jt is no Wl•ncl,·r our chil
dren art' timid and shy 
whl'n manv art• consist<·nt· 
ly bl•ing dc•nit•d their cxis· 
ten rt• as an A hori1,.-inc. 

w~ £'all upon thi• Ft•dt•r· 
al Labor t;owrnnwnt to 
give Ab{1ri1,.>inal pt'<lJ,11• re· 
sponsibility for the- implL~ 
ment.alion of policil•s, dis
tribution of fundinj! and 
for admini~trat ion of pro
gTams in Aboriginal edu
cation to show they be
lieve in Al>originul cultural 
self-determination. 

Aboriginal people know 
what's h<>st for their com· 
munities and will advi~ 
white so<:il'ly a,cordin~ly. 
- MARGARET COLE, 
(Tasmanian Aboriginal 
Education Consultative 
Committ<.'e member), 
Launceston. 
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THE UNIVERSITY OF T AS.MANIA 

TUTOR/COUNSELLOR: 
ABORIGINAL STUDIES IN 

EDUCATION 
Apphca11ons are invited .from suitably qualified persons for 
the aDove position in the University's Center tor [ducat,on 
Aboriginal people are encouraged lo appiy. Appotntmenl will 
be on a full time basis for one year inihally with the 
possibility of extension. 
It is expected that _candidates will be graduates with sirong 
qualifications in Aboriginal studies from a university or 
other recognnised tertiary institution but candidates with 
other. relevant qualifications o, work expenence are 
encouraged to apply. A sound khDYVledge of Aboriginal 
cuhur~ and the Aboriginal community with the capacity le, 
counsel Abonginal tertiary students is essential. Successful 
teaching experience is desirable. 
The appointee will b(> expected to play a major role 1n the 
councelling and study support of all Aboriginal study grants 
scheme students throughout the Unrvers,ty. with the 
support of the Student Services Section. In add1t1on. tne 
appointee will be expected to undertake 4 lo 6 hours 
teaching per week in Aboriginal Studies in eaucat100 or ,n 
related areas. in the Deoortment ot Teacller Education. 
Opportunities · lo, further studies ,n educai,on will be 
availabie. Salary will be within the Tutors scale which is 
currently $17,657 - 5 increments - $20,78& p.a. 
Some financial assistance will be provided Iowa rds e~penses 
incurred in taking up appo,ntrnent Further information may 
be obtained from Mr. B. G. Yaxley. Dean, Centre For 
£ducal ion. telephone (002) 202571. 
Applicatmn forms may be obtained from the Staff Oft,cer, 
tel (002l 202013. 
Appllcations, which should inc1ude statement of 
quahf1catioos and experience and names/addresses 01 3 
referees, close w1!h the undersigned on Monda\ 17 
December. 1984. 

The Univers~ty of Tasmania. 
Box 252C GPO . 
Hoba,-f., TCllman;a. Austroho 7001 

K. R. SKINNER, Re9i•lro, 

Tbe University is in equal opportunity employei 

At /f«s:'h~~ .. 2, v~. rrif'zf.: 12-
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