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CHAPTER ONE 

INTRODUCTION 

1 . INTRODUCTION 

Only 30 - 40 years ago Australia was considered to be primarily an 

Anglo-Saxon country with over 97% of its population Australian or Brttish 

born. In the eighties, almost 40% of the Australian population consists of 

first generation migrants and their children; half of these come from non

Engl lsh speaking backgrounds (NESB). When these numbers are placed 

against those of th1rd or fourth generation Anglo-Australians and the 

Aboriginal population, it becomes clear that about a quarter of the 

Australian population is fully or partially of other than Anglo-Celtic 

descent (Australia, Department of Education, 1987). 

The present study will examine the educational implications of this 

change from an historical perspective and consider some of the relevant 

Australian research into multi cu I tura I education. It w tl1 then examine in 

detail the current state of multicultural education practices in the ACT. 

2. OVERVIEW OF AUSTRALIA'S POLICY TOWARDS THE SETTLING IN OF 
MIGRANTS 

The traditional public view and official policy in Australia before 

World War 11 and in the initial post-war period in relation to the settling 

of immigrants was assimilationist (Bostock, 1985). That is, migrants 



were expected to shed their cultural past and become absorbed into the 

dominant culture. The objective was a stable and cohesive society. It 

was assumed that a uniform set of values, attitudes and institutions was 

necessary if such a goal was to be achieved. These were primarily the 

values, attitudes and institutions of the dominant White Anglo...:saxon 

Protestants (Jaysuria, 1985). 

By the mid-sixties, however, it was becoming increasingly clear 

(Aust.Institute of Multicultural Affairs, 1980) that assimilation was not 

occurring as quickly and easily as had been envisaged and that "the staff 

of a number of organizations were finding non-English speakers a 

disturbing obstacle to their job" (Martin, 1978). According to Harris 
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( 1979) the period of transit1on from assimilationist to integrationist 

policies was marked both by an increasing awareness that assimilation 

was not occuring as smoothly as had been anticipated and by a growing 

recogn1tion of the posltive contributions migrants cou1d make without 

completely abandoning their own cultural background. He documents a 

relatively gradual shift to a integrationist view which parallels a 

recognition that it was possible to be a 'good Australian· without 

sacrificing an European traits. Jayasuria ( 1985) sees the emergence of 

the integrattonist attitute as a reluctant response to the increasingly 

obvious heterogenelty and diversity of Australian society. The mounting 

evidence in the way of "high return rates of migrants, high incidence of 

psychiatric disorders, growing residential concentration ... "(p.27) also 

exposed the weaknesses of an unjust and unrealistic policy of 

assimilation. In any case, by the mid to late sixties the term "integration" 

became officially accepted (Harris, 1979). The aim of such a policy was to 

"create in the Southern Hemisphere a united nation of nations with all that 
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is best in European culture and traditions - a Europe of the sun, without 

national barriers and with a common citizenship" (Harris, 1979, p. 31 ). As 

Smolicz puts it "there must be sufficient interaction between native-born 

and immigrants for each to influence the other" (quoted in Bullivant, 1985, 

p. 15). Whether or not this "melting pot" ideology is anything other than 

assimilation by another name is a matter debated in the literature but not 

of direct concern here. Suffice it to say that this "rather vague ideology 

of integration guided official policy until the change-of government in 

1972" (Bullivant, 1985, p. 15). 

In 1972 Al Grassby, Whitlam's Minister for Immigration, began to lay 

the foundation for the concept of Multiculturalism as it exists today. The 

themes of cultural diversity and "family of the nation" came into vogue. 

After the Liberal government returned to power in 1975 there was 

lnitially some reversion to earlier assimilationist-type policies. 

However, in 1978 the "liberal government found it expedient to take an 

increased interest in migrants affairs"(see Bu111vant, 1981, p. l 07). Jn 

1978 Prime Minister Fraser presented to Parliament the Report of the 

Review of Post - Arrival Programs and Services to Migrants (Australia, 

Committee of Review of Post Arrival Programs & Services for Migrants, 

1978). This report has since become commonly known as the Galbally 

.Report. 

The Galbally Report (Aust., Committee of Review of Post - Arrival 

Programs and Services to Migrants, 1978) perceived Austral la to be at a 

cr1tical stage in developing a cohesive, united, multicultural nation. It 

recommended that Australia change the direction of Hs services to 

migrants and suggested further steps to encourage Multiculturalism. The 



government agreed with the general conclusions of the review and 

Multiculturalism became official policy in Australia (Jakubowicz, 1985). 

Multicultural ism, in terms of the Galba1ly Report ( 1978), contains 

the elements of both diversity and unity : . 

We are convinced that migrants have the 
right to maintain their cultural and racial 
identity and that it is clearly in the best 
interests of our nation that they should be 
encouraged and assisted to do so if they 
wish. Provided that ethnic identity is not 
stressed at the expense of society at large, 
but is interwoven into the fabric of our 
nationhood by the process of Mult1cultural 
interaction, then the community as a whole 
wil 1 benefit substantially and its 
democratic nature will be reinforced. The 
knowledge that people are identified with 
their cultural backround and ethnic group 
enables them to take their place in their 
new society with confidence and a sense of 
purpose 1f their ethnicity has been accepted 
by the community. 

(Aust., Committee of Review of Post-Arrival 

Programs and Services to Migrants, 1978, p. 104) 

3. EDUCATION.:.. TO 1970 AND THE CHILD MIGRANT EDUCATION PROGRAM 

It is w1th1n this hlstor1cal context that Austra11an education 

policles and practices have been developed. During the flftles and early 

sixties when the assimilation of migrants was the object1ve, the thrust in 

the education of migrant children was to teach them to "to fit1n". The 

assumption was that th1s could be done "w1thout undue strain" on either 
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the migrants themselves or the Australian communfty. This meant that 

the emphasis was on the learning of English: 

the child must learn to think in English from 
the start...English is to be the basis of all 
instruction. It- is the avenue to mutual 
understanding. It is the key to the success 
of the whole immigration project .. English 
must be spoken to the pupils and by them, all 
day and every day, in every activity 1n school 
and out... 

(Cox, 1951, quoted in Martin, 1975) 

By the late sixties and early seventies migrants came to be seen as 

people with problems (Martin, 1978). <These problems were seen mostly 

as arising from the migrants themselves rather than as a product of an 

assimilationist environment.) "The migrant problem that attracted by far 

the most attentton towards the end of the s1xttes was the education of 

migrant children" (Martin, 1978, p.47 ). Although the 1ssue of educating 

migrant chl ldren had hitherto been the domain of the states, the 

Commonwealth was increasingly drawn into this arena. In April 1970 the 

Minister for lmm1gratton, P.R. Lynch, announced that funds were to be 

provlded to inaugurate a program of child migrant education. The funds 

would cover specialist teacher salaries, spec1al1st training courses in the 

method of teaching English as a second language CTESU, language 

laboratory equipment and special teaching and learning materials (Martin, 

1975). The Ch1 ld M1grant Education Program (CMEP) was or1glnal1y seen as 

a l lm1ted commitment and was based on the definit1on of child migrant 

education as a ··problem of communication, located in the individual 

m1grant child" (Mart1n, 1978, p, 113). unexpectedly, the CMEP expanded 
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from year to year and the expenditure for the program grew from $ l.8M in 

1970-71 to $10.4M in 1975-76 (Martin, 1978). 

4. THE CHILD MIGRANT EDUCATION PROGRAM TO THE MCNAMARA REPORT 

In 1973 the Commonwealth Schools Commission was established and 

the role of the Commonwealth in education was expanded (Foster, 1983). 

Its functions included advising on the needs of schools, on the conditions 

under which financial assistance would be given, and on the allocations to 

be granted. The Schools Commission's regular Triennial Reports have 

played a major role in influencing governmental thinking about the future 

directions of Australian education and have determined the emphasis for 

curriculum development and change (Jakubowicz, 1984). 

During this period ( 1965 -I 975) the emphasis in education gradually 

changed from one of migrant education to education in an ethnically 

diverse society. The notion of disadvantage also began to emerge in 

relation to migrants and their children (Karmel Report, 1973). The Karmel 

Report of 1973 emphasized the ideal of achieving equal llfe chances for 

all children, from all backgrounds, as one of the central and proper goals 

of education. 

The f1rst Triennial Report of the Commonwea1th Schools Commission 

(Aust., Schools Commission, l 975) fol lowed in 1975. This report 

acknowledged that "Australia is a multicultural society·· and that many 

migrants desire to maintain "dual cultural identity". Further it suggested 

that, as well as the teaching of English to NESB students, schools should 

have a role in the provision of multicultural and bilingual education 
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programs which would reinforce the self-esteem of children born into a 

minority language group. A link is clearly established between schools 

with a high number of migrant students and "disadvantaged schools". The 

Report recommended that extra funds be provided through the 

"Disadvantaged Schools Program" on the basis of migrant enrolment. 

In 1974 an Inquiry into Schools of High Migrant Density (Aust., 

Department of Education, 1975) showed that educational responses to the 

presence of migrant children in these schools were minimal. With the 

exception of the Ch1ld Migrant Education Program "the usual school 

programs are designed for Australian children and make no concessions to 

the particular needs and backrounds of migrant pupils" (Aust., Department 

of Education, 1975: 6). The Inquiry also raised the issue of schools' 

library facilities, which it found to be grossly inadequate to the needs of 

migrant students, and exposed the shortcomings of teachers training in 

respect of migrant children. 

It 1s clear, therefore, that by the time of the Galbally Report in 

1978, the issues of equality and diversity and the overlap of ethnicity and 

d1sadvantage had already become central in the educational debate. The 

Schools Commission was already giving high priority to programs directed 

towards equalizing educational opportunities, through funding for 

disadvantaged schools, and migrant and multicultural education (Aust., 

Schools Commission, 1977a). New questions began to be canvassed: in 

what ways should schools acknowledge the wishes of migrants and their 

descendants to retain links with their own cultural heritage? how should 

Australian education best reflect the cultural diversity of contemporary 

Australian society? 

7 
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As already noted, the Galbally Report of 1978 established 

Multiculturalism as the official government posture in relation to the 

migrant presence in Australia. It recommended that$5M be allocated over 

three years specifically for education and that a committee be set up to 

advise how best the money could be spent (Galbally, recommendations 45 

& 46). The report of that committee became known as the McNamara 

Report (Aust., Schools Commission, 1979) taking the name of the 

committee's convenor. It was this document which translated the Galbally 

report into educational terms and provided the rationale for multicultural 

education (Aust. Schools Commission, 1979). Schools were expected to 

respond to the reality of cultural diversity by adapting to the needs of 

migrant children (not vice versa). Specifica11y, schools were to encourage 

the maintenance of cultural identity as well as to prepare a11 students for 

life in a multicultural society. They were to modify curriculum and 

involve the community in these decisions, foster the teaching of 

community languages and support school and community interaction. It 

was also recommended that a National Standing Committee on 

Multicultural Education be established to advise the Commonwealth on 

matters relating to education for a Multicultural society. The states' 

Multicultural Education Co-ordinating Committees would dispense funds to 

government and non-government schools with regard to the total number 

of students enrolled in schools (since mult1cultural education relates to 

fill students in all schools.) 

5. MULTI-CULTURAL EDUCATION 



The ideas contained in the McNamara Report still form the basis for 

most discussions about multicultural education and it has served as the 

guiding document for Australia's Multicultural Education Program (Bull, 

1985 & Cahill 1986). A multicultural education program based on such 

ideas would) according to Bull ( 1985), embody the following 

characteristics:-

1. the 1nfusion of a multi-cultural 
perspective into all features of the 
curriculum; and 

2. the development of language programs 
which give a 11 students access to English 
and one other Australian language 

<Bull, 1985, p.55) 

According to Smollcz ( 1981 ).a "stable multi-cultural ism", in 

educational terms means: 

1. all students learn shared values 
including language; 

2. all students study their mother tongue; 

3. al 1 students get access to ethnic 
community languages; and 

4. all students learn to understand and 
value the multi-cultural nature of society. 

(Smolicz, 1981, p.142) 

The Australian Ethnic Affairs Council in 1979 (Australian Ethnic 

Affairs Council, 1979) acknowledged that there was ambiqu1ty about the 

mean1ng of the term "mult1-cultura1 education" and suggested that it 

would be presumptuous to assume that the use of the term had the same 

meaning for everyone. Rather than attempt to define the term it 
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established some premises which seem to "form an essential basis for 

further discussion"(p.2). These premises were that government policies 

and practice should recognize that Australia has a number of culturally 

distinct minoray groups; that it is pos~ible for social cohesion to exist 

alongside cultural diversity; and that such cultural diversity can enrich 

society. The priorities concerning education were threefold: 

1. The ideal of intercultural understanding 
- to be achieved through intercultural 
studies, studies in social communication, 
studies in migration issues, and language 
studies; 

2. The ideals of maintaining the cultural 
and linguistic heritage of non-Australian 
groups and of providing educational 
opportunities to children whose mother 
tongue is other than English. Relevant 

educational programs include bilingual 
education and ethnic schools; and 

3. The ideal of equal occupational and 

social opportunity. This goal was seen as 
primarily dependent upon ESL programs. 

(Australian Ethnic Affairs Council, 1979) 

In its recent document Education In and For a Multi-cultural Society 

( 1987), the National Advisory and Co-ordinating Committee on Multi

cultural Education (NACCME) canvasses a working definition of 

multicultural education as "education in and for a multicultural society" 

(Aust., Department of Education, 1987, p. 17). The not1on of pluralism, 

with its interrelated elements of cohesion, identity and equity (the same 

ideals endorsed by the Australian Ethnic Affairs Council in 1977), 

supports the definition and is intended to lead to "equitable 
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multiculturalism". An equitable multiculturalism goes beyond the 

pluralistic multiculturalism of the Galbally era which was primarily 

concerned with the affirmation of ethnic diversity. An equitable 

multiculturalism addresses· the issue of relative empowerment or 

disempowerment. It provides students "with tools of social literacy and 

skills for broader engagement with cultures, cultural analysis and 

mainstream participation"(Aust., Department of Education, l 987, p.26). 

The NACCME Document also suggested that the 

1 l 

social and educational intolerance of ethnic and cultural differences 

should be recognized as a form of racism and as such, should be vigorously 

combatted (p.18). At this point it is interesting to note that James Banks 

( 1985) considers that the recognotion of racism and its 

institutionalization is a critical pre-requisite to the other changes 

necessary before "ethnic revitalization" can occur and the inclusion of 

minority groups in the dominant culture be achieved. 

A definition of culture is essential to the concept of 

multiculturalism but is absent from most policy documents (Poole, 1985). 

The recent NACCME document (Aust Department of Education & Youth 

Affairs, l 987) discusses the importance of this concept and adapts 

Williams ( 1981) in seeing "culture" as "a 'whole and disinctive way of 1 ife' 

and includes specifically cultural activities pertaining to high and folk 

culture, as well as social activities and practices ... it is not restricted 

only to 1deas, values and ideology ... it is dynamic and evolving ... it needs to 

be viewed as interacting with the social order through which it is 

'communicated, reproduced and experienced and enforced"' (Aust., 

Department of Education, 1987, p. 20). The report warns that a proper 

understanding of the concept of culture and its complexity is essential for 



the development of educational policies and practices in the area of 

multiculturalism. 
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A variety of themes - unity, cohesion, participation, equity - pervade 

the documents about multicultural education. Suggestions for practice 

also abound: community language teaching, 1ntercultural studies, ESL, 

communication studies - to name a few. 

In an unpublished paper Dr. R. Magsino observes that "multi-cultural 

education is a valuative concept which prescribes various ways of dealing 

with the descriptive facts of ·cultural diversity· in society. The responses 

we make are varied and involve markedly different assumptions, 

ideologies and social objectives" (Mentor, 1986, p. I 0). The aims of multl

cultural education can be interpreted to be anything from "unity not 

diversity" to "unity in diversity" to "cultural pluralism"; the types of 

policy can range from "education of the culturally different" to "education 

for multicultural adaptation"; and the target group can be identified as all 

students or only ethnic students. 

After a visit to the United Kingdom Mandy Scott (Mentor, 1987) 

remarks that the term "multicultural education" is being used less and 

less for several reasons including: 

-confusion over its meaning and the 
multitude of activities that took place 
under this term in the past; 

-dissatisfaction with previous programs 
which emphasized differences between 
cultures and neglected commonalities; 

-dissatisfaction with previous programs 
which ignored "British culture"; and 



-lack of attention to social issues (eg. 
racism). 

(Mentor, 1987, p. 13) 

The term which is now used in the United Kingdom and encompasses ESL, 

intercultural education, the combatting of prejudice, and the affirmat10n 

of general human rights is "anti-racist education" (Mentor} 1987, p. 13). 

6. MULTICULTURAL EDUCATION 1979 -1987: A NATIONAL OVERVIEW 

l3 

The Multicultural Education Program (MEP) was funded 1n l 979 as a 

result of recommendations in the Galbally Report. The Program began on a 

small scale in 1984 when $4.7M was allocated across Australia. About 9% 

of this was allocated each year for the national elements of the program 

and the remainder was allocated to the six States and two Territories. In 

each State and Territory a representative committee was set up to 

oversee the distribution of money. During the period 1980 - 1983, nearly 

3000 projects were funded through the Multicultural Education Program 

(Cahill, 1986). 

As a result of another recommendation in the Galbal ly Report (Aust., 

Rev1ew of Post Arrival Programs & Services for Migrants, 1978) the 

AustraHan lnst1tute of Multicultural Affairs (AIMA) was set up . The role 

of th1s body was "to engage in and commission research and advise 

government bodies on multicultural Issues" (Foster, 1983, p. 435). One of 

the first tasks of the Australian Institute of Multicultural Affairs was to 

conduct a review of Multicultural and Migrant Education. The review 

(Australian Institute of Multicultural Affairs, 1980) concluded that 
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Multiculturalism was the most appropriate policy for Australia and that 

there were three distinct strands which education needed to embrace: 

ESL, teaching of community languages, and studies in ethnic and cultural 

diversity. It recommended that part-time Ethnic Schools be publicly 

subsidized (a recommendation taken up and supported by the Schools 

Commission in its Trienniel Report 1982-84). The report contended that 

there was a disjunction between the policy rhetoric and the practical 

reality, citing three major deficiencies: an inadequate data base; lack of a 

sustained organizational focus; and a whole range of obstacles, including 

lack of trained teachers, poor school - funding authority relationships, 

lack of research, and lack of suitable materials (Australian Institute of 

Multicultural Affairs, 1980). 

Poole ( 1983) has criticized the Review on the grounds that it failed 

to ask fundamental questions concerning the role of education in a 

multicultural society. "Multicultural education is viewed mainly in 

re lat ion to language learning and maintenance, and studies in ethnic and 

cultural diversity. There is no acknowledgement that educat1on is about 

life chances, the acquisition of life styes, and access to power and 

opportunity .... the creation of a more just and equHable Australian society 

is ignored" (Poole, 1983, p.168). 

Commonwealth programs have existed, primarily for the teaching of 

English, since 1970. For 1976 (Aust., Schools Commission, 1975) the 

Schools Commission recommended a broadening of the base to include a 

broader multicultural approach in addition to the teaching of English. 

For 1979 the Schools Commission ( Aust., Schools Commission, 

1978) reaffirmed the thrust towards the teaching of community languages 
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and the reflection of cultural diversity in the curriculum, as well as 

calling for the representation of ethnic groups in pol icy formation. It 

also asserted that it "be1ieve(d} the most urgent obligation is to students 

whose first language is not English and that the Commission cannot 

reasonably be expected directly to meet the full costs of general 

curriculum changes" (p. 105). It also recognized that "unemployment 

appears to be particularly heavy among young people not raised in English

speaking homes" (p.106). It reported that the Curriculum Development 

Centre was launching a $150,000 project to advance aspects of the 

development of multicultural curriculum and that the Education Research 

and Development Committee was giving research priority to aspects of 

multicultural education in the Australian context. It urgently 

recommended the use of the Services Development Program to train and 

sensitize teachers to cultural diversity and teaching NESB students (Aust., 

Schoo ls Commission, 1978). 

The Report for the Triennium 1982-1984 (Aust., Schools 

Commission, 1981) changed the name of the M1grant Education Program to 

the ESL Program and made a commitment to heavier funding of ESL 

programs. The general Multicultural program was split between support of 

community languages and general multicultural programs. The 

Multicultural Education Program in its "initial phase .. has been running for 

two years and has been largely exploratory .... no changes are proposed" (p. 

390). Concern was expressed about the degree to which school programs 

should reflect the values and aspirations of ethnic groups: 



"research does not show conclusively that 

learning about other cultures will increase 

respect for ethnic groups and reduce 

prejudice and discrimination, nor does it 

prove that by increasing an ethnic chi Id's 

sense of self-identity and self-esteem he or 

she will do better at school. ... research does 

not show the contrary to be true either." 

(Aust. Schools Commission, 1981, p. l 13) 

Nevertheless, the emphasis remains on ESL, language, and intercultural 

studies. The themes of unity and diversity pervade the program. 

16 

The review of the Commonwealth Multicultural Education Program 

(Cahill, 1984) in November 1984 found the seeds of multiculturalism not in 

the influx of migrants since World War 11 but in the Aboriginal Dreamtime. 

This was an expression of the growing awareness of the significance of 

the Aboriginal people in the debate about multiculturalism. However, the 

Review found that the current multicultural outlook "upholds the core 

values of the British heritage which have formed and moulded Australia's 

social institutions and their underlying value system" (Cah1ll, 1984, P.2). 

The major finding of the Review was that "whilst the Multicultural 

Education Program had resulted in many achievements it had not brought 

about substantial and lasting change in the Australian schooling system" 

(Cahill 1986, p.59). It drew attention to the fact that programs evolved at 

random, and relied on a specific person or group with particular enthusiam. 

It found little evidence of schools proceeding with a "systematic, 

objective assessment of {themselves) as educational{agencies) responding 

to a perceived understanding of education for a multicultural society" 

(Cahill 1986, p. 61 ). One of the main weaknesses it uncovered was 

administrative - primarily as a result of the fact that a National 
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Committee (as recommended in the Galbally Report, 1978) had yet to be 

established. Other weaknesses it discerned were in program aims and 

perceptions, teachers· ignorance of other cultures and unfamiliarity with 

the concept of multicultural education, and problems with programs in 

languages other than English. Cahill ( 1986) mainta1ns that "the 

fundamental thrust of any overall program 1n multicultural education 

should be to increase the educational and occupational opportunities of all 

children, especially those from NESB, ... this did not occur because the 

funded projects aimed more at enriching the educational experience of a1l 

children rather than 1ncreasing educational opportunities" (p.63). 

The national standing committee on education, f1rst proposed by the 

Galbally Report tn l 978, endorsed by the Schools Comm1ss1on·s McNamara 

Report In 1979, and by the Australian lnst1t1tute of Mult1cultural Affatrs 

1n its Review of 1980, was finally established 1n 1984 by the Minister for 

Education for an intitlal three year term. 

One of the main tasks of the National Advisory and Co-ordinating 

Committee on Multicultural Education (NACCME) was to provide "a clear 

and well argued set of principles and guidelines from which the framework 

for a national policy on education could be evolved'' (Aust., Department of 

Education & Youth Affairs, 1987, p. 1 ). In so doing the Committee sought to 

provide a "broad ranging overview and critical scrutiny of policy 

initiatives relating to multicultural education in the recent past" (p. 2). 

The document which the Committee released in May 1987, Education in and 

for a Multicultural Society, "endeavors to present a broad overview of 

underlying educational and social philosophies, and ... examines the 
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educational principles and aims that should guide the future development 

of multicultural education in Australia" (p.2). 

As noted in Section 5 of this chapter, the Committee posited a 

definition of Multicultural Education which takes into account the notion 

of "life chances" for ethnic minorities (which it considers the current 

appropriate terminology) and accepts the importance of the issue of 

racism in our current conceptualization of multicultural education. This 

document forms the link between the past and future of multicultural 

education. 

Cultural pluralism, (the existence of several different cultures 

within the same society), as opposed to structural pluralism, (the 

existence In one society of several separate, total sets of patterned social 

relationships) <Figueroa, 1986, p.9) is seen as the basis for the practice of 

multiculturalism. The need for social stability and cohesion continues to 

be central. The notion of an "equitable multiculturalism" is the goal - to 

be ach1eved by a threefold commitment to equity, which raises the issues 

of equality of access and participation for ethnic minorities, to 

understand1ng ( intercu1tural understanding), and to identity (the 

development of cultural and ethnic identity). In terms of equity, stress is 

placed on the need to 1ook beyond the focus of language disadvantage to 

"other areas of disadvantage caused by the negative stereotyping on 

performance, and by inappropriate assessment, credentiall ing procedures 

and educational services" (p. 26). Understanding requires a broad concept 

of culture and "an informed exploration of relationships between 

individuals and groups, and seeks to help individuals to examine their 

beliefs, values and attitudes, elements of their own ethnic background, as 

well as that of others" (p.27 ). 
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Alongside an acknowledgement of the inevitability of some conflict, 

the National Advisory and Co-ordinating Committee's recent document 

(Aust., Department of Education, 1987) emphasizes the need, in the 

multicultural arena, for the development of negotiating and conflict

resolution sk111s. A plea is made to address the "very real" presence of 

racism and discrimination in Australian society. Whlle the report 

acknowledges that the issue goes well beyond the education system, it 

asserts that "especially in the school system it {racism) has to be faced 

and managed for the constructive development of new educat1onal 

initiatives to combat racism and prejudice" (p. 28). 

In its pursuit of equitable multicultural1sm the document argues that 

"access to the formal public registers of English which open up social and 

educational opportunities is the primary linguistic manifestation for 

second language education; and language maintenance and development is 

the other linguistic dimension ... " (p.30). 

The National Advisory and Co-ordinating Committee (Aust., 

Department of Education, 1987) also calls for the modification of both the 

curriculum (content) and organizational {process) aspects of schools in the 

move towards equitable multiculturalism. Curriculum strategies must 

include the skllls of analysis, criticism and creation. Again, racism must 

be combatted through systematic and coordinated curriculum strategies. 

The curriculum must be infused with the reality of cultural diversity and 

needs to confront the issue of racism. Rather then concentrating 

exclusively on particular programs and their immediate outcomes, those 

responsible for implementing multiculturalism in schools need actively to 

identify the different instHutional and social obstacles to change. The 

Report proposes a common curriculum which seeks to reconcile diversity 



wah common-ness. The "common curriculum" embraces the notion of 

inclusiveness (includ1ng the experience of all students) strengthened by 

the common curriculum (incorporating basic skills and understandings 

needed by all students). "It would seem to be especially important that 

democratic values, which protect the pluralist society and maintain 

integrity and unity, inform teaching" (Aust., Department of 

Education, 1987, p. 37). 
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Another important organizational issue whlch the report (Aust., 

Department of Education, 1987) explores is the rationale for parent 

participation in the schooling process, regardless of background. Two 

points are made: firstly that to be effective, students' learning 

experiences "must acknowledge the importance of the aspirations and the 

home cultures ... and the influence of the dominant Anglo-Celtic culture"; 

and secondly, that the family is of "crucial sign1ficance in determining 

educational futures" (p.34). The roles for parents in schools include them 

as learners, as supporters, and as change-agents. The Report makes the 

point that without change at an organizational level multicultural 

education cannot succeed. 

In summing up the role of the Commonwealth in 1987 the Report 

concludes that "the development of both immediate and long term 

multicultural education strategies have now become the responsibility of 

the Australian education systems generally, and can no longer be 

considered the sole and prime responsibility of the Commonwealth" (p.48). 

Earlier on in the document we are reminded that individual schools 

should do what they can but "the overall responsibility for system change 

must rest with funding, planning, and implementing authorities" (p.23) 
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7. THE ST ATES 

It is imperative to remember that the constitut1onal responsibility 

for education in Australia rests with the State governments. We have 

reviewed the role and involvement of the Commonwealth in Multicultural 

education. Accordingly, and especially in the light of the current winding 

down of the Commonwealth's responsibility for multicultural education, 1t 

is appropriate to review briefly the current state of multicultural 

education at the State level. (The AC.T., which is the focus of this study, 

wlll be looked at separately and in more detail.) 

With the end of the Mult1cultural Educatlon Program the onus Is now 

on the state educat1onal author1t1es to fund multicultural education 

programs from within their own budgets, possibly supplemented by 

allocations under Resource Agreements (Mentor, 1986). 

The Victorian government has made the maintenance of its 

_ multicultural education program "a high priority and ... with a changed 

emphasis the Ministerial Advisory Committee on Multtcultural and Migrant 

Education (MACMME) will be able to utilize the expertise it has built up to 

continue to supplement and encourage education in and for a multicultural 

sociey" (Mentor, 1987, p.4). In 1986 the Ministerial Advisory Committee 

on Multicultural and Migrant Education supported projects whlch were seen 

to be models in multicultural education and which would have wide impact 

and applicability (Mentor1 1987). In Victoria, the question of racism is 

being tackled directly and a draft statement on racism is being prepared. 

Curriculum emphasis is on "mainstreaming": the particular special needs 

of specific groups are met in the mainstream, not (merely) through 

specialist provisions. There 1s an emphasis on an administrative 
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structure which provides for the devolution of responsibility to regional 

boards and school councils, so that decision making occurs at the point of 

pol1cy development and implementation <Falk 1985, p. 21 ). A relatively 

recent document - Ministerial Paper Number 6: Curriculum Development 

and Planning in Victoria locates multicultural education issues firmly in 

curriculum guidelines for al l students and al1 school communities, rather 

then in dinstinct categories (Skelton, 1985). Victoria's multicultural 

education policy is the most recent ly enunciated state policy. 

N.S.W. is expected to release a multicultural education Policy 

sometime in July 1987. I ts current document dates from 1983 (N.S.W. 

Department of Education, 1983) and does not differ markedly from its 

1979 document (N.S.W. Department of Education, 1979). One of the 

distinctive features of the N.S.W. Polley is its discrimination between 

processes for all schools and all students, and programs for students 

according to need and interest (Bui 1, 1985). N.S.W.'s Multicultural 

Education Coordinating Committee also terminates with the end of the 

MEP. A Ministerial Advisory Committee on Multicultural Education and 

Ethnic Affairs, which recommends on Policy issues, will continue to 

operate (Mentor, 1986). 

South Australia's pol icy document,"Diversity and Cohesion"(South 

Austral1a, Department of Educatlon 1982) was published in 1982. The 

document has been criticized for the fact that while the aims and ideals of 

uni ty and diversity are espoused, 1 ittle advice is given about their 

practical realisation and no commitment is made to additional funding 

(Bull, 1985). Recently, however, Mentor ( 1986), the newsletter of the 

National Advisory and Coor dinating Committee for Multicultural Education, 

reports that "South Australia will maintain i ts lead in educational 
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services for non- English speaking backround students by provi~ing 

$140,000 to multicultural education programs" (p.4}. The multicultural 

education coordinating committee will continue as a ministerial advisory 

body and school-based initiatives will be supported. 

Presently there is no funding explicitly for multicultural education 

in Western Australia. The origins of the W.A. policy have been rooted in 

the child migrant education program, with a strong emphasis on education 

for participation in the mainstream (Bull, 1985). A Multicultural 

Education Advisory Committee, which was involved in the distribution of 

small scale grants, existed until December 1986. Beyond this there is no 

evidence of a developing W.A. multicultural education policy over the last 

decade (Mentor, 1986). Insofar as the state government follows a policy 

at a l1 it remains the one elaborated as I ong ago as 1977. 

The Queensland policy document (Queensland Department of 

Education, 1979) was published in 1979 and is currently in its third 

printing. Decisions have yet to be taken about the future of the Queensland 

Multicultural Education Coordinating Committee, although no provisions 

have been made at the state budget level. The policy, as it exists, has been 

criticized on the grounds that it is essentially assimilationist and does 

not take into account the issue of community language teaching 

(Lingard, 1981 & Bull, 1985). On the other hand, the Queensland Department 

of Education recognizes the need to involve the local community in 

decision-making and stresses the need to change people's attitudes 

(Falk, 1985). 

Tasmania is the only state which still has no multicultural education 

policy. I:'- proposal has been put to the State Minister for Education by the 



Coordinating Committee concerning the inclusion of multicultural 

education as a priority of the education department. This proposal 

provides what could form the basis of a State Education Policy. A 

recommendation for the continuation of an advisory group is part of the 

proposal. No decision has been made. (Mentor, 1986). 
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The Northern Territory policy dates from 1980. It strongly reflects 

the principles espoused in the McNamara Report but contains no strategies 

for implementation (Bull, 1985). lt would seem that responsibility for 

implementation rests strictly with individual schools. The polfcy also 

omits any reference to language.· The N.T. Multicultural Education 

Coordinating Committee has strong ethnic community representation. At 

this stage its future is unknown (Mentor, 1987). 

The policy documents at the state level vary enormously in their 

origins, status, coverage of relevant issues, emphasis, length and detail: 

few genera11zations can be made. This may, in part, be explained by the 

context in which many of these po 1 icy documents f trst emerged: during 

the late 70's when there was considerable federal and community pressure 

to develop multicultural policies, there were still no clear guidelines, 

precedents or expectations. Nevertheless a few trends exist across the 

policies: a move towards mainstreaming (influencing mainstream 

teachers to recognize the needs of NESB students), a broadening of the 

concept of community language; and a continuing move towards 

multiculturalism as an ethic that permeates the whole school (Alcorso & 

Cope, 1986). 

8. THE A.C.T. 



In November l 978 a meeting was held to d1scuss multicultural 

education in the A.C.T (A.C.T. Schools Authority, t 979). The meeting, 

attended by two Directors, two Principals and the Migrant Education 

Consultant of the Schools Authority, recommended that a committee be 

formed to investigate multicultural education in the A.C.T. Thls 

committee, known as the Schools Off lee Multicultural Education Working 

Party, was to: 

1. consider ESL pol1cy; 

2. determine the implications for policy, 

staffing and funding of the Schools 

Authority's decision of August 1978 to 

define a statement ind1cat1ng the 
philosophical acceptance of multicultural 
education; 

3. examine implications ... of the Galbally 

Report as they affect the A.C.T. Schools 
Authority; 

4. examine staffing and funding 

implications of the bilingual programs.; and 

5. consider implications for A.C.T. schools 

of a possible influx of lndo-As1an refugees. 

(ACT Schools Authority, 1979) 

In May 1979 the working party released its report (A.C.T. Schools 

Authority, 1979) which was subsequently constdered by the Schools 

Authority in September 1979. The report contains a statement, endorsed 

by the Schools Authority, clarifying its "philosophical acceptance" of 

multicultural education. This statement forms the basis of the Schools 

Authoray·s Pol1cy Guidelines on Multicultural Education which were 
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establ1shed in 1979 and remain virtually unchanged to this date (a section 

has been added which incorporates the Bi-National School, 1984) (see 

Appendix A and Bf or A: statement of "ph_i losophical acceptance" and B: 

AC.T. Multicultural Education Policy Guidelines). The Working Party·s 

Report (known as the Cullen Report, after the Chairman of the Committee) 

reached a number of conclusions and made 22 recommendations. Amongst 

the conclusions is a statement which identifies pressure on the Schools 

Authority to acknowledge the need for multicultural education as coming 

from the Governmental level and "certain sections of the Canberra 

community" (p.54). In addition, the report concludes that ESL still ranks 

as a high priority in any multicultural education program and that there 

are other important aspects in addition to ESL - training of educators, 

teaching of community languages and bilingual programs, and the need for 

courses to reflect the multicultural nature of society. The Cullen Report 

also expresses concern about the isolat1on of the Introductory EngHsh 

Centre from a high school, and the need for additional resources to achieve 

goals is also raised. 

Recommendation 6 (A.C.T. Schools Authority, 1979) was that an 

officer be employed "whose duties would include the overview of all 

multicultural programs, including ESL, in A.C.T. government schools and 

the dutles of an ethnic Hasen officer". This officer was also responsible 

for "the whole program of sensitizing teachers and the introduction of 

courses for a multicultural society" (p.50). On the basis of this 

recommendation an A.C.T. Multicultural Advisor was appointed at a Band 3 

level in January 1980. One of the first tasks of the newly appointed 

Multicultural Advisor, who was recommended and funded through the 

Commonwealth Schools Commission·s Multicultural Education Program, 
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was to assist in the setting up of the Multicultural Education Advisory 

Committee (MEAC). This committee was directly responsible to the 

Minister for Education througb the A.C.T. Schools Authority. <There was no 

national advisory body at this time.) The members of this body were 

M1nisterial appointees - six of the 12 members were representatives of 

the community sector. A community member was the first chairperson of 

the Mu1ticultura1 Education Advisory Committee, and the Multicultural 

Advisor was the Executive 0fflcer. An Ethnic Schools L iason 0fflcer was 

employed on a part-time basis (as per Recommendation 6). This officer 

made contact with all the ethnic schools operating in Canberra. An Ethnic 

Schools Teachers Association was formed, contacts w1th other language 

teachers established, and community language work promoted (R.McRae, 

personal communication, June 1987). 

The role of the Multicultural Advisor was to oversee the 

implementation of the "Statement of Resolution of the A.CT. Schools 

Authority" (Ann Logan, personal communication, May, 1979), which was 

derived from the original 22 recommendations (see Appendix C). For the 

most part these recommendations follow the McNamara Report and the 

directions set by the Schoo ls Commission's First Triennial Report. 

$31,000 was a1located from the Multicultural Education Program in 

the first year ( l 980); and in 1986; its final year of operation, the budget 

was $84,000 (AC.T., Multicultural Education Advisory Committee, 1986). 

During its six years of operation the Multicultural Educatton Advisory 

Committee funded a wide range of projects across all sections of both the 

government and non-government sector. Cahi 11 ( 1984) noted in the Review 

of the Commonwealth Multicultural Education Program. that "the teaching 

of languages other than English has been of continuous concern to the 
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Committee" (p.222). A recent overview (A.C.T., Multicultural Education 

Advisory Committee, l 986) of the activities of the Multicultural Education 

Advisory Committee states that "half of the funds available have been 

al located to community language programs". This distribution was in line 

with the guldellnes set by the MEP (Roberta McRae, personal 

communication, May, l 987) 

Other projects were categorized into three broad groups: 

awareness-raising, modifications and actual change. A number of 

"language other than English" (L.O.T.E.) projects were initially seeded by 

the Multicultural Education Advisory Committee and continue to operate 

today without additional financial support. In 1980 there were four 

government primary schools which taught a language other than English -

there are currently 18. These 18 cover 7 different languages. In addition 

to language programs, many projects were funded in primary schools to 

develop Social Science programs with a multicultural perspective. English 

courses at the college level were rewritten to accommodate cultural 

diversity. In the first few years of the Multicultural Education Program, 

ESL teachers were inserviced so that they could assist mainstream 

teachers with information and strategies for teaching students from NESB 

(A.Logan, personal communication, May 1987). All Principals attended a 

special two day seminar in 1982 held to involve them in curriculum change 

relevant to a multicultural society. Many other projects have since been 

funded including publications, research, inservicing and the development 

of Aboriginal studies programs (R.McRae, personal communication, May 

1987). The A.C.T. Multicultural Advisory Committee channeled funds 

through many small grants rather than al locating more substanial grants 

to large-scale projects (Cahill, 1984). A particular focus was the 



development of inservice programs <R.McRae, personal communication, 

June 1987) 
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Most of the work which, by 1987, has produced tangible results 

seems to have taken place in the primary schools and at the college level, 

although most high schools did receive a MEAC grant at some time (AC.T., 

Multicultural Ed. Advisory Committee, 1986). Apart from MEAC funded 

initiatives little else seems to have developed in the multicultural area 

(Cahi 11, 1984). 

In late 1983 the Executive Officer of the Multicultural Advisory 

Committee was seconded to another job (A.Logan, personal communication, 

May 1987). It was at about this time that the Chairperson of the 

Committee and the Ethnic Uason Officer also left. Out of this transition 

period came a Chairperson from within the Schools Office (Band 4). The 

Executive Officer's position was not continued but was filled by a part

time secretary from within the Office with other duttes, and a part-time 

Ethnic Liason Officer was appointed. Most of these changes had occurred 

by early 1984. A year later the part-time 1 iason officer took up the 

position of Executive Officer (increased from .6 to .8 of a position) 

CR.McRae personal communication, May 1987). By this time the National 

Advisory and Co-ordinating Committee on Multicultural Education had been 

formed. During all of the A.C.T.'s Multicultural Education Advisory 

Committee's existence, community representation, which was not tied to 

any particular ethnic group, accounted for at least half of its membership 

(A. Logan, personal communication, May 1987). In early 1985 the 

Chairperson agatn changed - this time from a Band 4 level to a Band 2 

level. 
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The last meeting of the AC.T. Multicultural Advisory Committee 

occurred in November 1986 (AC.T., Multicultural Education Advisory 

Committee, 1986). Any further funding of multicultural initiatives must 

come from within existing Schools Authority funding. An undertaking has 

been given that past members of the Multicultural Advisory Committee 

will be invited to become members of the AC.T. Schools Authority's 

Council Advisory Committees (Mentor, 1986). A working party - the Intra

Office Multicultural Advisory Committee - has been established to look at 

ways the multicultural perspective can be maintained and continue to be 

developed in the AC.T. This committee has six members from a broad 

range of Schools Office sect1ons - ESL Administration, Accreditation, 

Consultancy, and Special Education. In addition a person may be Identified 

to keep the multicultural issue alive at the organizational level (R. McRae, 

personal communication, May 1987). 

Recently a $30,000 grant has been received from the Projects of 

National Significance, funding work on the Combatting Prejudice Project 

(which was begun in Melbourne) here in the AC.T. A condttion of the grant 

is that there be a particular focus on Aboriginals (M.Wilkinson, personal 

communication, May, l 987). 

Having discussed the historical context in which multicultural 

education has evolved and before moving into a detailed inquiry concerning 

current multicultural practices in the AC.T., this study will focus some 

attention on the recent research into multicultural education and on some 

of the more significant critiques which have been elaborated. 



CHAPTER TWO 

RESEARCH & CR I TOUES 

1. RESEARCH 

A central purpose of the present study is to examine the current 

state of multicultural education in the A.C.T. and to compare it with the 

state of multicultural education in Victoria in 1981. The first chapter 

explored the historical context within which the concept of multicutural 

education emerged; this chapter will turn to some of the contemporary 

research into multicultural education and will also consider some recent 

critiques. 
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There is ample rhetoric about every conceivable aspect of 

multicultural education, but a scarcity of research to support it. One of 

four major areas of concern cited by NACCME (Aust., Department of 

Education & Youth Affairs, 1987) is the "lack of adequate data and research 

evidence on the educaUonal needs of ethnic minority children" (p.42). 

There is even less documentation of policy initiatives and their effects. 

Within this context some of the more immediately relevant research about 

schools and ethnic groups will be reviewed as wil1 such research as exists 

about school multicultural policies and actual practices. 

Isaacs ( 198 1 ) studied 1 00 Greek students in Sydney bet ween the ages 

of 9 and 10, and 13 and 14. During interviews, these students focused on 

three deficiencies: limited comm1tment of teachers, inadequate subJect 

choice at school and lack of information about careers. Isaacs gathered 



evidence of subtle, low-key but constant discrimination by teachers and 

other students. She argues that text and test materials used in schools 

contain inbullt discriminatory factors. In spite of these findings, the 

evidence suggested that student motivation, application and confidence 

were not affected. 

In a comparative, longitudinal study of migrant students of non

Eng11sh speaking backround (NE5B) and students whose parents were born 

in an Eng11sh-speaking country, Martin and Meade ( 1979) found that when 

groups of students of similar 10, similar socio-economic status (SES), or 

similar IQ and SES, are compared, those with two parents of non-English 

speaking backgrounds were consistently more likely to continue to the 

Higher School Certificate than were any other categories of students. 

When similar 10 and SES groups were compared, children of non-English 

speaking backgrounds did as well as or better than other students. 
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Children with two NESB parents were, however, found to be concentrated in 

low IQ groups. Children with low IQ found teachers indifferent or even 

discouraging and once fn lower streams migrant students (more so than 

others) showed little 11kelihood of moving out into higher streams. Martin 

and Meade found that teachers thought they were doing their duty by trying 

to make such students realistic about their chances of further education 

and jobs. The research showed that migrant students defined as "bright" 

received all the attention and encouragement they wanted from the teacher 

and that there was a great deal of variation in achievement and grouping of 

students from different ethnic groups. Generalizations could not be made 

by grouping all NESB students into one category. Nevertheless the research 

suggests that a NESB becomes disadvantageous to lower IQ groups, 

especially for the children in families where both parents are NESB. 
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Knight ( 1974) has argued that schools influence students in different 

ways depending upon thelr backround and status. Some students would 

always be alienated from the system: and these would most often be 

characterized by race, class, sex and ethnic differences. The inbuilt 

structural determinants of school fallure include streaming and 

subsequent labelling. A teacher's estimate of a student's ability also has a 

strong influence on motivation and self-esteem; teachers expect less of 

low status students and teach accordingly. 

After reviewing the research into educational opportunities for 

minority groups in Australia Poole, ( 1981) concluded: · 

Access to education systems and outcomes 
do not show major areas of immigrant 
disadvantage, except in areas of language 
related performance. Some reference has 
been made to reproduction theory. To the 
extent that obstacles to educat1onal 
opportunity ex1st in Australia, the causes 
are more llkely to be found in the class 
structure then in ethnic origin per se. 
Immigrants appear to be over represented in 
the lower socio-economic strata. 

(Poole, 1981, p. 273) 

Sturman (in an unpublished working paper) points out that it should 

be born in mind that language deficiencies exist among Australian and 

other English speak1ng migrants and are quite often also related to the SES 

of students. 1n support of this argument a study of retention rates in 

Australian government schools (Aust., Commonwealth Department of 

Education, 1985) showed a consistent correlation between socio-econom1c 

level and level of retention. The higher the socio-economic level the 

h1gher the retention rate. When other factors were controlled for there 



tended to be a high rate of retention in schools with a high percentage of 

students from non-English speaking backgrounds. 
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Lingard ( 1982) conducted an analysis of Queensland policy and 

practices- in multicultural education. He argues that through the process of 

"refraction" the Federal government's policy of "stable multiculturalism" 

is refracted to a form of "residual multiculturalism"(Smolicz, l 981 ). He 

argues that "residual" multiculturalism operates as a surreptitous form of 

assimilation. This process, he contends, has resulted in very little change 

at the classroom level. Lingard argues that the broad nature of the concept 

of multicultural education allows for easy subversion - there is no 

consensus about definition and many different things can be done under 

this canopy. Further, it is possible for State level policies to be at odds 

with Federal intentions and the method of administration of monies allows 

for the misuse of funds. He sees these problems deriving from the fact 

that policy formulation was a response to federal initiative and the 

availability of Federal funding - and not a Queensland Department of 

Education initiative. He contends that the State Department of Educatton's 

response to multiculturalism may be polltically pragmatic since it "may 

not be in the interests of capital in Queensland to support multicultural 

education"(p. 77). 

A survey of multicultural education in some secondary schools in 

NSW was conducted in 1984 (Hodge, McMahon & Perry). The authors visited 

20 high schools in the Sydney area. The purpose of the survey was to 

analyse how multicultural innovations were maintained, identify positive 

practices, discuss areas of concern in schools and provide practical 

guidance to schools. The study concluded that there was great variation 

between policy and practice, and from school to school. Some schools 
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were making concerted efforts to implement policy and other schools, with 

similar populations, problems and geographical location, were doing 

nothing. The authors credit the f1ne and enthusiastic work being done in 

many schools and by many teachers. However, "in most of the schools 

(they} saw in operation, 'Australia as a multicultural society· remains a 

catch cry without a great deal of substance in the form of educational 

innovatfon" (p.56). As a result of their interviews and study of school 

po11cies the authors found the need for a strongly-argued case to be put for 

the beneflt of teachers. They found that, in general, views held by 

teachers were not in accord with policy statements. Some teachers 

expressed dissatisfaction with the policy arguing that it was not practical 

- although it was helpful for clarifying ideas and philosophies. A Principal 

complained that the po11cy document was too open to individual 

interpretation. Nowhere did the authors find the policy to be a blueprint or 

the motivating factor in initiating innovation. 

Adolescents from three ethnic groups, (Anglo-, Greek-, and Italian

Australian) were tested on two measures of self image and on perceptions 

of school adaptation to ethnic diversity <Rosenthal & Moore, 1983). 

Results showed a positive but limited relationshlp between a school's EOI 

(ethnic orientation index) level and students' perceptions. A high EO! was 

associated with a more postive self-image for Greek girls and Italian boys 

but did not have a significant impact on Italian girls. All students in 

schools with high EOI scored more highly on Industry and Emotional Tone 

measures, although non-Anglo students were less satisfied than Anglo

students with the level of adaptation to ethnic diversity which their 

schools had made. No evidence was found of Anglo-students being 

adversely affected by attention to non-Anglo groups. 
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A prior study, on which the above mentioned research depended) 

involved an investigation of Melbourne high schools and the adaptation they 

had made to ethnic diversity (Moore, Rosenthal, and Gurney) 1981 ). A 

survey was used to determine what actual measures were being taken by 

schools to cater for various ethnic groups. The study surveyed all high 

schools in the Melbourne metropolitan area with a non-Anglo population of 

20% or more. Fu11 data was received from 66 schools. The authors 

observed a variety of trends including: a lack of clearly specified policies 

concerning non-Anglo Australian students; a limited perception of the role 

of ESL teachers; difficulties in accomodating differing attitudes of ethnic 

parents; poor library resources; and an upsurge of interest in the teaching 

of community languages. The authors concluded that while some changes 

have occurred 1n schools' responses to their non-Anglo population, there is 

still room for further change. Schools which made the greatest effort 

were "not necessarily those with the highest ethnic population, but did 

tend to be those which profess a multicultural stance in the sense of 

valuing and encouraging cultural diversity" {p. 13). 

2. SOME CRITIQUES 

A fundamental premise of the recent document of the National 

Advisory and Co-ordinating Committee on Multicultural Education (Aust., 

Dept. of Ed. & Youth Affairs) 1987) was that "there now seems to exist a 

political and social consensus for the development of the goals of 

multiculturalism as a worthwhile social ideal and economic necessity" 

(p.2). Even so, it needs to be pointed out that Professor Jayasuria, the 

chairperson of NACCME, has suggested elsewhere (Jayasuria, 1985) that 

the move to multiculturalism has not been as beneficial to migrants nor as 



37 

significant to society as some claims suggest. Some of the versions of 

multiculturalism "may have been more rhetoric then real, and indeed this 

may be because of the pol1tical expediency" (p.32) that underlies the shift 

from assimilation to multiculturalism. 

Bullivant ( 1981) sees multiculturalism as the latest ideology in a 

search for an ideology of pluralism. He points out that there is little hard 

research evidence "to support the causal relationship between the 

improvement of an ethnic child's identity, knowledge of his cultural 

backround and heritage, and an increase in his life chances" (p. 237). He 

points out examples from other countries where ethnic people have 

succeeded without such support. Bullivant seriously questions the value of 

all children in Australia learning about its cultural diversity although 

"such an assumption has become part of the rhetoric and conventional 

wisdom of multicultural education" (p. 24). He goes even further to 

suggest that insofar as it is a way of controlling knowledge,.such an 

emphasis may in fact work against improving the life chances of migrant 

children The task for educators is to achieve a balanced form of pluralist 

education which is realistic; to this end a core curriculum is proposed. 

Poole ( 1985) echoes some of these concerns and more particularly 

endorses Bull ivant's solution. She quest ions the concept of "diversity 

within unity" asserting that Australia is not getting more united but is 

"poised for conflict"(p.59). She argues that a conservative approach to 

multiculturalism has been adopted - one which fails to address the 

structural, social and economic aspects of the migrant situation. More 

emphasis has been placed on cultural maintenance than on the notion of 

induction into the Australian culture. Multiculturalism might in fact be a 

misnomer, since multiculturalism if it is truely culture-based becomes 
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immensely problematic. What is required ,says Poole, is the construction 

of uniquely Australian core values, universally shared in the public domain, 

wh11e cultural diversity is encouraged in the private domain. From an 

educational point of view she supports the notion of a core curriculum. 

Kalantzis and Cope ( 1984) define two, often contradictory, strands of 

multiculturalism - ethnic politics and cultural pluralism. The rationale of 

"ethnic politics" is reform directed at giving migrants a "fair go". In the 

school context this includes such activities as ESL, accredit ing community 

language programs, bilingual teaching, programs designed to foster a 

positive self-image in NESS students and the employment of teachers with 

overseas qualifications. In an effort to give migrants a fair go, status 

differences may be acknowledged, but wider social patterns of class and 

gender are ignored. Thus, according to Kalantzis and Cope, crucial factors 

(class and gender) which determine the likelihood of success are confused 

with other less central factors (ethnic background). 

Cultural plurallsm "does not set out to reform society - it merely 

wishes to describe society as it is in order to celebrate its diversity" 

(p.75). Kalantzis and Cope criticize any view of multiculturalism which 

singles out those of NESB. Under such a view, they argue, the emphasis is 

not on studying how we are all encultured beings, but on studying "ethnic 

culture". Mu1ticu1tura1ism rests on a tenuous llnk between these two 

contradictory tendencies. The authors conclude that a better multicultural 

pol icy would make it mandatory for schools to construct a non-racist, 

anti-discrimination school ethic, would take a broader view of culture, and 

would see multiculturalism less in terms of finite programs and more in 

terms of an ongoing social project. In their argument for an equitable 

multiculturalism ( 1986) they suggest that educators use the positive 
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achievements of pluralist multiculturalism to build a stronger and more 

demonstrably effective and efficient process in schools. They suggest that 

"it is time to move on" (p.2). 

Jabukowicz ( 1984) argues that a theoretical primacy has been 

attributed to ethnicity so that it has taken on a "first cause" role in such a 

way as not to require an explanation of its form and origins in terms of 

relationsh1ps with such concepts as class. The concept of ethnicity has 

been re1fied or granted a "first cause·· status. Rizvi ( 1985 & 1986) takes 

up this notion of ethnicfty as a "first cause" and argues that this is the 

not ion in which most government reports and documents have been 

grounded. A who le succession of government reports have emphasized the 

need to celebrate ethnic diversity, he argues, and in the process 

multiculturalism has become the instrument of social control and stability 

rather than change. 

Rizvi ( 1986) argues that multicultural ism cannot achieve the goals 

which it is seeking to promote so long as it is based on a notion of 

ethnicity as a first cause. Celebration of ethnicity should not be seen as a 

major element in the development of educational policy. An exploration of 

the relationship between structures of dominance and their 

transformation, and an examination of the way people can respond to 

oppression and promote effective social change needs to be undertaken. 

The structural and symbolic processes that promote inequalities in our 

society need to be challenged not through an apolitical and ahistorical 

study of ethnic history, custom, religions etc. but by highlighting 

historically constituted similarities of social experience of migrants and 

other disadvantaged groups. 
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3. PURPOSE OF THE STUDY 

Within the discussed historical perspective and in the context of 

Australian - wide research into multicultural education certain questions 

about the current state of multicultural education in the AC.T. arise. 

25.4% of all school age students in the A.C.T. were either born in a 

non-English speaking country or have either one or both parents born in a 

non-English speaking country (Aust., Commonwealth Department of 

Education, 1986). This figure is comparable to N.S.W. (25.5%) and is second 

only to the state of Victoria where 29.9% of students fit into this 

category. Clearly multiculturalism and multicultural e~ucation are issues 

of ongoing sign1flcance in the AC.T. 

The purpose of the current study is to: 

1. investigate multicultural educational 
practice In AC.T.high schools; 

2. compare the extent of adaptation to 
ethnic diversity in the AC.T. with that 
which was occurring in Melbourne in 1981; 
and 

3. To consider the validity of the instument 
used to measure the adapt at ion to ethnic 
diversity. 

Although much of the 11terature reviewed suggests that a broadly 

based framework, which 1ncludes such issues as part1cipation, equity, and 

equality of outcomes, needs to be used when considering mult1cu1tural 

education, it is nevertheless important to establish what in fact does 

presently occur in our schools and the extent to which such occurrances 

relate to the system level policy. In order to carry out such an 

investigation the current study has relied upon similar research which was 
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conducted in Melbourne (Moore, Rosenthal, & Gurney, 1981 ). This research 

involved use of a measure designed and piloted in Melbourne by the authors 

of the study. Although the instrument was val1dated on a small scale and 

used in that study it remains virtually unexplored. Since no other 

instrument has been developed in Australia to gather data about actual 

multicultural educational practices in schools, this instrument was chosen 

and the purpose of the study expanded to include consideration of the 

validity of the instrument. Some additions have been made to the original 

study and are discussed in detail in the "Method" section of this paper. 

Finally, It ls essential to examine and discuss the val 1dity of the measure 

which will be used to gather data and make judgements about the current 

state of multicultural education in A.C.T. high schools. 
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CHAPTER THREE 

METHOD 

SUBJECTS 

This study was conducted in government hlgh schools (years 7-

10) 1n the AC.T. during the first half of 1987. The high school sector 

was surveyed because one of the main purposes of this study was to 

compare the results with those obtained in a s1milar study conducted 1n 

Melbourne hlgh schools. (Moore, Rosenthal & Gurney, l 981 ). That study 

involved the survey of all high schools in metropolitan Melbourne with a 

non-English speaking background (NESB) student population of 20% or 

more. Since the A.C.T. system ls comparatively small, all high schools 

were surveyed, regardless of NESB population. 

In February 1987, 20 schools were listed as high schools by the 

AC.T. Schools Authority. Of these, 3 were somewhat atypical:-
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-a "special school" for mildly intellectually 

handicapped students aged 9-22. It has only 122 

students and they are drawn from a 11 over the ACT and 

parts of N.S. W . 

. -a "treatment centre" for disruptive students who have 

difficulty fitting into the mainstream. This school has 

a maximum population of 12 students at any one time, 

and the length of time at the school for any particular 

student varies from one term to more than a year. 

-a "bi-national school" run jointly by the Australian and 

French governments. This school combines the primary 

and secondary sectors - covering K to Yr 1 O. 

All the high schools, with the exception of the "treatment 

centre", were invited to participate in the study. 

The small size, and the changing population of the "treatment 

centre", as well as the fact that it has no school-based Principal or 

Curriculum head au made data collection with this particular survey 

instrument inappropriate. 

Data was collected from the Special School and the bi-National 

School. However, because of the atypical nature of these institutions, 

this data is not included in the final combined results. A consideration 

of data collected in both of these schools is included in a separate 

section in the chapter on Results. 
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Of the remaining 17 schools an but one participated in the study. 

The principal of the non-participating school declined by letter stating 

that "unfortunately, we cannot afford the time." 

The survey instrument itself consists of three separate parts: 

one to be completed by the Principal, one for someone in the school 

with an overview of curriculum (probably the Curriculum AP.), and one 

for a randomly - selected teacher. This teacher was to be the tenth 

person on the staff list, prov1ded they had been 1n the school at least 

one year and were a full-time staff member. If the tenth teacher did 

not meet these requirements, then the next person on the staff list who 

did was chosen. 

PROCEDURE 

The following steps were taken in the process of data collection: 

I. A letter, explaining the intentions of this study and 

accompanied by copies of the surveys, was sent to each 

School Principal. The letter asked Princ1pals to read 

the questionnaires, but not to complete them (see 

Appendix D for a copy of this letter). 

2. After the letters were sent, but before they reached 

the schools, I telephoned each school's Pr1nc1pal. I 

introduced the study and arranged an appointment in 

order to answer any questions or concerns and to 

arrange for data collection. 



3. All schools participating tn the study were visited 

and a meeting was held with each Principal. 

4. A second visit was made to each school 1n order to 

collect completed surveys. 
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5. Any outstanding questionnaires were followed up by 

telephone and return visits. 

INSTRUMENT 

The Measure 

The instrument used to collect data was a measure developed by a 

team of researchers 1n Melbourne in 1980 (Moore, Rosenthal, & Gurney, 

1981 > where it was subsequently used to carry out a similar study. 

Apart from its use in the original study the measure remains 

unexplored. The original instrument consisted of two distinct surveys 

- one to be completed by the Principal and one by the Curriculum co

ordinator in each participating school. For the current study, five 

questions were added to the Principals' survey and a third survey - to 

be completed by a teacher - was included. This third survey for 

teachers included questions l - Io from the Principals' survey and 

questions 6 - 9 from the Curriculum Heads' survey plus six additional 

questions (questions 11, 12, 13, 15, 16 & 18). (See Appendix E for 

copies of the Surveys.) 
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Analysing the data. 

l. ETHNIC ORIENTATION INDEX. 

A THE ACT 

Twenty-three items were used to ca1culate an Ethnic 

Orientation Index (EOI ). Twenty-two of these were 

included in the Principals'. Survey {items 1-13) and one 

was in the Curriculum Heads' Survey (item # 1 ). The 

procedure used for the coding of the questions and 

calculation of the EOI was the same as that used in the 

Melbourne study (Moore, Rosenthal, & Gurney, 1981) 

and 1s included 1n Appendix F. 

However, some error seemed to be 1mpl1cit 1n the 

coding for question 13 in the original study. For this 

question a O was given for responses one or two and a 

1 for response three. 

B. COMPARISON WITH MELBOURNE RESULTS 

The mean, standard deviation, and range of scores for 

the A.C.T. and Melbourne study were compared. The 

mean scores were checked for significance at the 95% 

confidence interval. 

C. COMPARISON WITH TEACHERS' RATING 

Teachers· question 20 asked them to "please rate the 

extent to which you consider that your school has made 

adaptations to ethnic diversity." The responses to this 

question were placed on a scale from !(not at all) to 

5(an enormous amount). In order to compare the 



teachers· perceptions of adaptations to ethnic 

diversity to that suggested by the EOI, each EOI 

(possible range 1-35) was divided by 7 to give an 

equivalent scale and a means for comparison. 

Each set of scores were then grouped into high, 

medium and low categories. 

For the EOJ:-

scores above 22 

scores between 16 & 21 

scores be 1 ow 16 

High 

Medium 

Low 

For scores based on teachers· ratings:-

3 and above H1gh 

2-2. 9 Medium 

below 2 Low 

A grid was constucted in order to show the 

relationship between the teachers· perceptions of 

adaptations to cultural diversity and the EOI for the 

same school. 
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D. VALIDATING EOI AGAINST ADHERENCE TO GUIDELINES 

An eva1uation of each school's adherence to the AC.T. 

Schools Authority Multicultural Policy Guidelines (see 

Appendix B) was made in order to compare this 

information to the EOI for each schoo1. Schools were 

ranked as high, medium. or low - this ranking 
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representing the relative degree to which each school 

reflected the principles elaborated in the Policy 

Guidelines. Finally, this ranking was compared to the 

ranki~g determined by the EOI scores. Spearman·s test 

of correlation was used to test for significant 

correlation between the two groups. 

The following steps were foil owed in the process of 

establishing, in rank order, each high school's 

compliance with the attitudes and/or preferred 

actions suggested by the Policy Guidelines: 

I. for guidelines Ii. iii. & v: spec1flcally relevant 

survey items on each of the three separate surveys for 

each of the sixteen schools were checked for 

conformity to the particular guideline being considered. 

Any other data collected in the survey which was 

considered relevant was taken into account during the 

evaluation process. 

Particular survey item questions which relate to 

Guidelines 1 i, 111, & v, are as follows: 

1 i Pl3> C8, Tl9l 

111 i - C4, P 1 1 T l, C7 1 & T 17 

1 v C4, P 1, T 1, C7, & T 17 

Ip ,C, & T refer to the Principals', Curriculum Heads', & Teachers' surveys respectively. The 

number refers to the particular question. This form will be used throughout this paper when 

referring to particular quest1ons on the different surveys. 
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For the coding of each of these items, a O or 1 was 

given to each respondent. I was given for answers 

which suggested consistency with the Guideline; o for 

e1ther behavior or attitudes imcompatible with the 

guideline, or for the lack of any familiarity with or 

commitment to the Guideline in question. 

Each school could score up to 3 points on each of these 

3 items - a total of 9 points altogether. 

2. guideline 1 iv, concerns a commitment to programs 

which allow various groups to maintain their ethnic 

1dentity, customs and self-esteem. 

All three respondents' surveys from each school were 

assessed with particular attention to items C4, Pl, T t, 

C7, & T 17. Any other relevant 1nformation was also 

taken into account. Evidence from any one or more 

respondents that the school had a commitment to such 

programs was considered sufficient to give the school a 

coded score of 1. No evidence from any of the three 

respondents to suggest a commitment to such programs 

resulted in a score of 0. 

Each school scored either a O or 1 on this item. 



3 Guideline 1.2 - this Hem in the Pol icy "recommends 

to School Boards that they seek the involvement of 

their communities, especially minority ethnic groups, 

when considering courses ... " The Principal's survey . 

question 18 - "Do you have any resentatives of ethnic 

groups on your School Board?" was used to assess the 

degree of adherence to this particular guideline. 

Again, each school scored either O or 1. l was given 

for a yes answer, O for no. 

50 

4. Guideline 1.3 -This guidel1ne "considers that all 

teachers should be made aware of the linguistfc & 

cultural problems of children; 1nservice courses should 

be made available ... " Pr1ncipa1's survey question 19 and 

Teacher's survey question 12 were examined for any 

indication of teachers being inserviced in any area of 

multicultural education. A positive indication from 

either or both respondents was given a score of 1. No 

indicat1on of inservicing from either survey was given 

a scopre of O. 

Each school scored O or I "on thls item. 

5. The results from each item were added together for 

each school. The possible range of scores for any 

particular school was O - 12. The breakdown as 

follows:-

!. 1 i - 0-3 

1.1iii 0-3 



1.1 V - 0-3 

l. 1 iv- 0-1 

1.2 0-1 

1.3 0- l 

Schools were then ranked from the h1ghest to the 

lowest score and further broken down into 3 categories: 

6-9 high 

4-5 

under 3 

medium 

low 

A reliabillty check was carried out by asking an 

independent person to rank eight randomly selected 

schools as high, medium, or low on the basis of the 

above outlined procedure. A chart was constructed in 

order to compare the scores on each Individual item for 

each school given by the author and the independent 

person. Percentage agreement between the two 

different scorers was calculated for each individual 

item as well as the final ranking. 
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Note: Guideline I ii affirms the unique place of the 
Aboriginal people in any perceptions of cultural 
diversity and multiculturallsm in Australia. However 
this study does not concern Aboriginal students who, 
for the most part, would not fall under the definition of 
an ethnic child as provided at tbe beginning of the 
survey. Some of the quest ions would allow for 
responses which included information about Aboriginal 
students and Aboriginal culture. Nevertheless no 
question was designed to elicit specifically Aborig1nal
re lated data. 

2 MULTICULTURAL PROGRAMS 

All three respondents were asked whether their school had 

developed a Multicultural Program and, if so, to describe briefly 

its main features (questions P 1, T 1,and C7). This question was 

answered by all respondents with the exception of two curriculum 

heads. Percentages were determined for each response for each 

of the three groups and arranged in tabular form. Percentage 

number of responses in each category out of the total number of 

responses was also calculated. (Agreement between the different 

respondents is considered in Table 16.)2 

The descriptions of the main features of the Multicultural 

programs were grouped into categories. The main categories and 

a selection of typical responses included under each follows: 

language related: 

-encourage language studies 

-language study compulsory 

2Percentage figures in all tables are calculated to the nearest round figure. This accounts for the 
apparent anomaly when the total of the figures does not add up to I 00. 



-provide language development programs for 

NESB students 

-emphasize language & culture programs 

recreational: 

-Multicultural Club 

-Multicultural evenings 

-1 nternat i ona I days 

-participate in community ethnic dancing 

att ttudina l: 

-basic aim is happy integration 

-umbrella awareness 

-a general understanding of the needs of 

ethnic kids 

curriculum related: 

-Multicultural courses - lntercultural studies, 

Our Asian Neighbors 

-Social Education units - have sections on 

aspects of Multiculturalism 

-"Home Science does a lot" 

staffing/po 1 icy 

-we seek culturally aware staff 

-development of EEO Policy 

-some teachers take a special interest in ethnic 

kids 

3. OFFICIAL POLICY 

Principals and teachers were asked whether their school had 

developed an official policy or guidelines about cultural diverstiy. 
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Principals were asked to include a copy of any such statement 

should it exist. Responses to the quest1on from each group as 

well as amount of agreement were determined. Statements about 

the policies were grouped together into three categories: 

-not available in written form 

-subsumed in overall school philosophy 

-exist as discreet statements, policies or sections in 

the school philosophy 

4. FUNCTIONS OF THE ESL TEACHER. 

auest1on 4,a-e, on both the Pr1ncipal's survey and the Teacher's 

survey, was used to determ1ne what funct1ons were carried out by 

the ESL teacher/s. One school did not answer this question 

because "the ESL teacher has just begun and h1s/her funct1ons had 

not yet been determined". Fifteen sets of responses - from 

Principals and Teachers - were used in th1s section. 

Parts a,b,c,d of this question asked the respondent to 

rate the extent to which the ESL teacher In their school 

performed the following functions: 

a. designs & implements programs to enable students 

to ga1n skllls In English. 

b. act 1ve ly seeks to create an awareness among other 

staff members and students of multlcultura11ssues. 

c. fosters a feeling of responsibility tn other staff 

members so that they help ethn1c students ln the 

course of their normal teach1ng program. 



d. promotes interaction between the school, ethnic 

parents and communities. 

The three alternate responses and the coding for each 

of them were as follows: 

··not at all" O 

"to a sma 11 degree" 

"is a major focus" 2 

Tables were constructed using the specific question number as 

the main heading, with the principals' and teachers· responses 

Included under the relevant heading in separate but adjacent 

columns. 

The% of responses in each of the three possible categories of 

answers was calculated for each set of respondents for.each 

separate part of the question. 

Part "e" of question 4 asked "What other functions, If any, are 

carried out by the ESL teacher in your school?". Four principals 

and six teachers gave no answer to this question. Responses to 

this question were grouped into three categories: 

1. counselling & instruction: 

-gives specific help to ethnic students 

-helps with personal problems 

-fosters "buddy" system 

-helps kids across the curriculum 

2. administration & policy 

-does committee work 
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-pol icy drafts 

-involved in identif1cation procedures 

-applies for and receives grants 

3. social adjustment 

-takes ESL kids on camps 

-trains Greek dancers 

-runs Multicultural Club 

-helps ESL kids with extra-curricula. activities. 

All of the answers to part "e" of question 4 were placed in one of 

the above three categories. The % numbers of principals and 

teachers who mentioned each particular function as betng one 

performed by their ESL teacher was calcu1ated separately for 

each group. 

5. LIBRARIES 

P 11 & 12 which refer to details about the schools' 11brary 

resources for promoting other cultures and languages were 

combined and coded in order to calculate the EOI. In this section, 

however, each part of the two questions is considered separately 

and average percentages for each part calculated. The average 

percentage of total library intake in 1986 and the percentage of 

the 11brary·s holding was calculated for each of the following: 

-reading material 1n community languages 

-resource books for promoting other cultures 

-other resource materials for promoting other cultures 



Teachers were asked whether their school library had each of 

these three different types of resources. Their answers were 

considered and discussed. 

6. INCLUSION INTO THE CURRICULUM OF THE CONTRIBUTIONS OF 

OTHER CUL TURES AND LANGUAGES TAUGHT 
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a. Curriculum heads were asked (question C4) to rank from 1 (not 

at all) to 4 (at every opportunity) the extent to which they 

considered that the contributions of other cultures were included 

in the teaching of the var1ous subjects. The average extent of 

1nclus1on was calculated for each subject area and from that 

range a total average figure was determined. Teachers were 

asked to what extent they considered that the contributions of 

other cultures were Included In the1r teaching area. Th1s figure, 

like the one determined from the curriculum heads' responses, 

included a whole range of teachtng areas. The range of inclusion 

of the contr1but1ons of other cultures was considered for the 

different subject areas as was the amount of agreement between 

the curriculum heads and teachers. 

b. The range of languages taught at the year 9 level was 

determined by question C 1. The number of schools which teach 

each particular language was established. 



7. BEHAVIORS INDICATIVE OF POSITIVE ATTITUDES 

This section includes a summary of responses to questions 

focusing on the following issues: 

-the school's att1tude toward ethnic students conversing 

informally in non-English languages (PS & TS) 

-the school's attitude to ethnic festivals (P6 & T6) 

-the after hours use of school's factl ities for ethnic 

instructton CP7 & T7) 

-the availabil1ty of Interpreter services (P8 & T8) 

-the provision of translations for parents (P9 & T9) 

-the abi 11ty to accomodate differing attitudes (Pl O &. T 10) 

-staff development (P 19 & T 12) 
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For all of these questf ons the responses were added up and 

converted fnto percentages for each respondent to the questions. 

Agreement between different respondents on the same question is 

considered in section 11 (Method). 

8. NUMBERS OF NESB STUDENTS AND STAFF - REPRESENTATIVES 

OF ETHNIC GROUPS ON SCHOOL BOARD 

This section involves a close consideration of the principals' 

responses to questions P 15 (how many ethnic children in your 

school?), P 17 (how many professional staff in your school are 

from a NESB?), and question 18 (do you have any representatives 

of ethnic groups on your School Board?). The following steps 

were taken: 
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-The number of principals who know how many ethnic children 

are in their school was determined and then the average 

number of ethnic children in ACT government high schools was 

determined on the basis of this information. 

-Schools with any staff from a NESB were added up. The 

average number of staff from NES6 per school was determined. 

-The number of schools with any representatives of ethnic 

groups on their School Board was determined. 

-A table was constructed which showed the relationship 

between the% number of Non-English speaking backround 

students in each school and its ethnic orientation 1ndex. 

9 UNDERLYING PHILOSOPHY/ ATTITUDES 

ouest1on P 13, ca, and T 19 were used to get an tndicat1on or the 

underly1ng att1tudes operat1ng within the schools. Respondents 

from each school were asked which of three statements most 

clearly reflected the prevailing opinion in their schools. The 

responses were categorized as: 

o - suggesting an assimilationist attitude 

I - suggesting a 1aissez-fa1re attitude 

2 - representtng a Mult1culturalist stance 
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a. The three different respondents from each school 

were checked for agreement. The total number of 

schools whose respondents agreed as to the prevailing 

opinion operating within the school was then 

calculated. The% number of each response for each of 

the three groups of respondents was calculated, as well 

as the% number of each response for all participants. 

b. The relationship between the different respondents' 

answers were checked by making grids with the 

different combinations of respondents along opposite 

axes - P X TI P X C, C X T. 

10. UNDERLYING ATTITUDE AND RESPONSES TO OTHER QUESTIONS 

All quest1ons used to construct the EOI as well as the EOI Itself, 

the Teachers· ratings and the Adherence to Guidellnes ratings 

were examined in relation to the Principal's answers to question 

13, regarding underlying attitudes in the school. (Quest1on three 

was left out because It refers to the number of ESL teachers in a 

school which is determined 1n the AC.T. by a fixed formula) A 

table was constructed which had the Pr1nc1pals' responses on the 

hortzontal ax1s and the answers to questtons l-12 and the 

d1fferent measures of adaptat1on to ethn1c1ty on the vertical axts. 



11 .. AGREEMENT ON QUESTIONS ASKED OF MORE THAN ONE 

RESPONDENT IN A SCHOOL 
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Some questions were asked of more than one respondent in the 

same school. Appendix G gives details of these questions and their 

overlap. This section is concerned with the extent of agreement 

between different people in the same school on the same question. 

Certain of these questions are not examined in this section, 

although they are considered elsewhere. These are: 

-questions P 11 & 12 & T 11 - because they are related 

not identical questions 

-questions - P 19 & T 12 - also because they are related 

not identical questions 

-questions P 14, C9 & T21 - this question asked for "any 

other comments to help me understand how your school 

deals with ethnic diversity." Agreement betweeen 

respondents is not relevant. 

Agreement between different respondents on any particular 

question was determined simply by counting up the number of matching 

responses. The percentage agreement on each item was determined by 

dividing the number of matching responses by the total number of 

responses. For each item only schools which had provided full data 

were considered. 

12 THE ATYPICAL SCHOOLS 

A descriptive analysis was made of whatever data was provided 

by the two atypical schools where data was collected. 



CHAPTER FOUR 

RESULTS 

l.ETHNIC ORIENTATION INDEX 

A the A.C.T 

The mean ethnic orientation index {E0I) for the 16 schools 

included in the final results was 19.0, with the actual range of 

scores being 9-27 (possible range 0-35). The standard deviation 

was 4.94 (see table 1 ). 

62 

Two schools were one standard deviation or more above the 

mean and two schools were one standard deviation or more below 

the mean. It follows, then, that 75% of the schools were within 

one standard deviation of the mean score of 19.0 

8. Comparison with Melbourne Results 

The following table CTable I) shows the mean, standard 

devlat1on, range of scores, and 95% confidence interval for both 

the AC.T. and the Melbourne study. The means of the two scores 

overlap at the 95% confidence Interval level. We can therefore 

assume that any difference in the mean scores are not slgn1flcant 

but are occurring as a result of chance. 
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Table 1 

Comparison of AC.T. and Melbourne results 

A.C.T. MELBOURNE 

MEAN 19.0 16.59 

ST. DEV. 4.94 5.53 

ranae 9-27 5-28 

95% conf. interval 16.37-21.63 15.23-17. 95 

c, Comparison wi th teachers· rating 

The following tables show: 

Table 2: the teachers· perceptton of the extent to 

which their schools have made changes in order to accomodate 

ethnic diversity (ranked on a scale of 1-5) alongside the 

EOl(whlch has also been scaled on the same scale) for the same 

school. 

Table 3: the interrelationships of these two 

rankings. 
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Table 2 

Comparison of Teachers· Perceptions with Scaled EOI 

scaled EOI Teacher 

3.8 2 

3.4 3 

3.3 2 

3.3 3 

3.3 3 

3.3 2.5 

3 2.5 

2.8 2 

2.7 3 

2.4 3 

2.4 3 

2.4 1.5 

2.2 l 

2.1 l 

1.6 l 

1.3 l 
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Table 3 

Relationship between ranking using EOI and Teachers'Perception 

HIGH 

✓✓✓ 

✓✓./ 

EDI 
MEDIUM 

✓✓✓ 

✓✓ 

✓ 

LO'w 

✓ 

✓✓✓ 

In 50% of cases the EOI and the teacher's estimation of changes 

which the school has made to accomodate cultural diversity are in 

the same category. In no cases is there extreme disagr~ement (ie. 

one indicator placing school in high category and the other in low). 

D, Validating against Guidelines 

Schools were also ranked and grouped according to their degree 

of adherence to the AC.T. Schools Authority Multicultural policy 

guidelines. The following table (Table 4) shows the relationship 

between their ranking in terms of the guidelines and their EOJ. 

(A reliability check resulted in an overall reliability of 87.5% 

on placement of schools into high, medium, or low ranking 

categories. Individual item reliability checks resulted in 
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agreement of 87% or higher on guide 1 ines 1 i, 1 iii, 1 v, 1.2, and 1.3;. 

and 62.5% on guideline 1.iv.). 

Table 4 

Comparison of rank by conformity with Guidellnes and EOI 

EOI Guidelines 

27 hiah 

24 med. 

23 med. 

23 hiah 

23 hiah 

23 low 

21 hiah 

20 med. 

19 hiah 

17 low 

17 med. 

17 med. 

15.5 low 

14.5 low 

1 1 low 

9 low 

The following table CTable 5) shows the 1nterrelat1onsh1p 

between the ranking given to each school using the EOI and the 
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ranking based on adherence to Policy guidelines. There is 62.5% 

agreement between the grouping based on the Guidelines and those 

based on the EOI. That is, 10 of the 16 schools were placed in the 

same category (high, medium or low) by the two different 

methods of ranking. Spearman's test of correlation for rank 

ordering does not consider the correlation between the two 

rankings as significant at the 95% confidence level. 

Table 5 

Relationship between ranking using EOI & Guide1tnes 

ill 
HIGH MEDIUM LOW 

✓✓✓ ✓✓ 

✓✓ ✓✓✓ 

CD ✓ ✓ ✓✓✓✓ 

2. MULTI CULTURAL PROGRAMS 

When asked whether their school had a Multicultural Program, 

87% of pr1nc1pals, 78% of curriculum heads and 68% of teachers 

responded "yes"(see Table 6). For details on the agreement between 

the different respondents see section 11 of thls chapter. 
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Table 6 

Perceptions concerning Multicultural Programs 

respondent YES NO no answer 

Principal 87% 12% -

Curr. Head 78% 21% 2% 

Teacher 68ro 31% -

The main features of the Multicultural programs most frequently 

described by all three respondents were curriculum related (40% of all 

responses). A close look at the responses included under the 

"curriculum related" category shows that half of the responses 

referred to specific Multicultural units (eg. Migration, Multicultural 

Australia) and the other half referred to the inclusion of "aspects" into 

particular units (Social Education most often mentioned) and 

particular departments (Home Science). Table 7 shows the breakdown 

of responses into categories for each respondent and the % number of 

total responses in each category 

25% of the teachers responses were included under the 

"staffing/pol icy" category. Typical responses included in this category 

were "individual teachers do what they can" and "some teachers take a 

special interest in ethnic kids .and give extra help". 



Table 7 

Features of Multicultural Programs as perceived by the three 

respondents 

Feature Principal Teacher Curr. Head Total 

lanauaae related 22% 0 0 8% 

recreat i ona 1 l 1 % 8% 14% 11 Po 

attitudinal 18% 8% 27% 18% 

curr. related 41% 42% 31% 38% 

staffina/po1 icy 0 25% 18% 13% 

unfnformative 7% 16% 9% 11 % 

3. OFFICIAL POLICY 
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When asked whether their school had an official policy or set of 

gu1delines about cultural diversity 37% of principals and 31 % of 

teachers said "yes". 62% of princ1pals and 68% of teachers said "no". 

69% of the principals and teachers were 1n agreement and 33% of 

schools had both teacher and principal affirming that a policy or set of 

guidelines existed. See table 8. 
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Tab1e 8 

Perceptions concerning Multicultural policies and guidelines 

answer Principals Teachers -

YES 37% 31% 

NO 62% 68% 

Principals were asked to submit a copy of the statement or 

policy if one existed. One responded that there was no written 

statement because "it was only" a policy which had been developed in a 

Professional Development meeting. Three submitted the School 

Prospectus point1ng out that the issue was subsumed in the general 

school phllosophy or implied in the schools Aims & Objectives. Two 

schools included a direct reference to cultural & ethnic diversity. One 

was included in a major section of the school philosophy on Egu1ty and 

one was a discreet statement in the Aims & Objectives. 

4. ROLE OF THE ESL TEACHER 

There appears to be a high leve1 of agreement between the 

teachers and the principals as to the functions carried out by the ESL 

teachers in their schools. The major focus seems to be "the design 

and implementation of programs to enable students to gain skills in 

English". To a lesser extent "the fostering of a feeling of 

responsibi1ity in other staff members so that they help ethnic 

students in the course of their normal teaching program" is also seen 
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as a major focus (see Table 9). There is very 11tt1e ev1dence that 

"creating awareness among other staff and students of Mult1cu1tural 

issues" or "promoting interaction between the school, ethnic parents 

and communities" are functions which are carried out by ESL teachers 

in general. 

"Other" functions most often mentioned were: 

Table 9 

-the principals: administration & policy work 

cases). 

-the teachers: counselling and instruction 

cases). 

Un 46% of 

(in 46% of 

Princ1pals' and Teachers' perceptions of ESL Teacher's Functions 

FUNCTION not al all to a small dearee Is a maior focus 
p T p T p r 

implements 
Engllsh - - - 137. 1007. 87r. 

proqrams 
make other 

staff 2or. 6r. s3n 66r. 21n 27r. 
aware 
fosters 

responsibility - 13% 33:". 33~ 67~ 53% 
in others 
promotes 

parent-comm 27r. 27r. 40r. 47" 33~ 26r. 
interaction 
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5. LIBRARIES 

Principals were asked to estimate what percentage of their total 

library intake in 1986 was allocated to particular areas The following 

is the average response in each of the three categories: 

-reading material in community languages 1.2% 

-resource books for promoting other cultures 6.4% 

-other resource material for promoting other 

cultures . 6.5% 

The following shows the average percent of total library holding 

which relate to promoting other cultures and languages: 

-reading material in community languages· 1.5 

-resource books for promoting other cultures 6.5% 

-other resource material for promoting other 

cultures 7.4% 

According to these figures:-

4.7% of the total Hbrary intake in 1986 was allocated to 

resources to promote other languages and cultures. 

5.1 % of the libraries' total holding is comprised of resources 

which support cultural diversity. 



6. INCLUSION IN THE CURRICULUM OF THE CONTRI BUTIONS OF OTHER 

CUL TURES & LANGUAGES TAUGHT 

a. Curriculum heads and teachers rated the extent to which the 

contributions of other cultures were included in the curriculum on a 

scale of !(not at all) to 4(at every opportunity). 

The average response over all subject areas according to the 

curriculum heads is 2.5. This average is derived from a range of 1.5 

(maths) to 3.1 (social science). 

The average response of the teachers ls 2.5, with a range from 1 

to 4. (See table l 0). 

Table 10 

1nc1us100 lo the curr1cu1um or the contr1but100 or other cultures 

[on a scale of )(not at al D to 4(at every ooportunity)l 

Curr1culum Heads Teachers 

averaqe = 2.56 averaqe = 2.5 

b. The following list shows the languages which are taught in 

year 9 and the number of schools which teach each one: 

French 12 

German 1 1 

Latin 3 

Japanese 2 

Greek 

Spanish 

Indonesian 
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7. BEHAVIORS INDICATIVE OF POSITIVE ATTITUDES 

a. Attitudes towards students conversing inf orma11y in non

English languages (PS & TS). 
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Most principals(75%) and teachers(75%) choose to leave this 

decision to student preference or to encourage it if it happens. 25% of 

principals and 12% of teachers actively encourage students to 

converse informally in non-English languages. 12% of teachers said 

they actively discouraged H. 

b. Attitudes towards ethnic festivals (P6 & T6). 

Most principals(56%) and teachers (50%) said that ethnic 

festivals were sometimes discussed in the curriculum. 

31 % of principals and 19% of teachers said they were featured 

whenever possible. 12% of principals and 31% of teachers said they 

were not featured. 

c. The use of school facilities for after-hours ethnic instruction 

(P7 & T7). 

37% of both principals and teachers said that their school was 

used for after-hours ethnic instruction, whtle 62% of both groups said 



they were not. (see Section 11 for details on agreement between 

different people in the same school.) 

d. Provision of interpreter services (P8 & T8). 

87% of principals and 69% of teachers said that interpreter 

service was provided "when necessary". 
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13% of principals and 25% of teachers said that "no interpreter 

servvice is provided" and 6% of teachers said that the school was able 

to provide "regular interpreter service". 

e. Provis1ons of translations (P9 & T9). 

Half of the principals and teachers said that they were able to 

provide translations for parents who are not fluent in English and half 

said they were not. 

f. Accomodating differing att1tudes (P 1 O & Tl O). 

About 75% of both principals and teachers said that they had 

found that some ethnic groups had different attitudes to Anglo

Australians on aspects of the school curriculum (such as extra

curricula activities). Of these, 5 principals said that they could 

accommodate their differences "in the majority of cases", S said they 

could in "some cases", and 2 said they were able to accommodate these 

differing attitudes in "very few cases". The method most frequently 

mentioned was making home visits or through personal contact. Two 



pr1ncipals sa1d that they were able to provide alternate activities 

which parents found acceptable. 
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Of the 74% of teachers who had encountered differing atitudes, 5 

said they had been accommodated in "the majority of cases" and 7 said 

"in some cases". The teachers said they had found personal contact 

helpful, but "it was a d1fficult problem to solve". 

G. Staff development (P19 & Tl2). 

73% of principals said that their school had had inservices in the 

area of Multicultural education or that they had released staff to 

attend 1nservices in this area during 1986. Of these, four schools had 

conducted full staff inserv1cing and 2 had released whole departments 

for attendance at Multicultural inserv1ces. 

26% of principals reported that there had been no inservicing of 

anyone in their school 1n the area of Mult1cultural education during 

1986. 

25% of teachers reported having attended a Multiculturally

re lated 1nservice during 1986. 



8. NUMBERS OF NESB STUDENTS & STAFF - REPRESENTATIVES OF 

ETHNIC GROUPS ON SCHOOL BOARDS, 

77 

87% of principals reported that they knew how many ethnic 

students they had in their school (they were asked to use the definition 

provided on their questionnaires). The average percentage of ethnic 

students in ACT government high schools on the bas1s of the numbers 

given is 18.5%. There appears to be no relationship between the number 

of NESB students in a school and its EOI (see Table 11 ). However, the 

two schools which did not know how many NESB students they had were 

the schools with the lowest EOI. 

One school did not know whether 1t had any staff members from a 

NESB. Five pr1nc1pals said that their school had none. Ten of the 

schools (62%) had one or more NESB staff members according to the 

principal. There is an average number of 2.5 NESB staff members in 

each h1gh school. 

25% of the h1gh schools had representatives of ethnic groups on 

the1r School Boards 1n 1986. Groups represented were: Hungarian, 

French, German, I nd1an and European. 



Table l 1 

Relationship Between% of NESS Students 1n a School and its 

EOI 

EOI I NESB 

27 7.6 

24 20.4 

23 l 5.4 

23 20.2 

23 19.7 

23 23.1 

21 13 

20 28 

19 15.5 

17 17.6 

17 13.3 

17 25 

15.5 24 

14.5 5.8 

11 ? 

9 ? 

9. UNDERLYING ATTITUDES 
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a. Principals, curriculum heads and teachers in each school were 

asked which of three responses (representing assimilationist, laissez

faire and multicultural points of view) they considered to represent 



the prevailing attitude in the1r school. 44% of the schools had all 

three respondents in agreement as to the underlying attitude. The 

other 56% of the schools had two of the three respondents in 

agreement. 
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More Principals (50%) considered that the prevailing opinion in 

their schools was one which suggested a Multicultural atttitude than 

either of the other two groups of respondents. Only 19% of the 

teachers considered that the prevailing attitude in their school was a 

Multicultural one.(see Table 12). 75% of the teachers choose the 

statement which reflected a la1ssez-faire attitude. 

The% number of resonses for all participants was as follows: 

Multicultural 37% 

Laissez-faire 59% 

Assimilationist 4% 

Table 12 

Prevailing attitude 10 school as seen by different respondents 

Attitude Principal Curr. Head Teacher 

Mult icul tura l 50% 43% 19% 

Laissez-Faire 50% 50% 75% 

Assimilationist none 7% 6% 



b. The Principal and their Curriculum Head agreed on their 

responses in 69% of the schools. 

The Principal and teacher agreed in 62.5% of the schools. 

The Curriculum Head and teacher agreed 1n 62.5% of the 

schools (see Tables 7,8, &9). 

Table 13 

Relationship between Princioal's & Teacher's perception of 

prevailing attitude in their school. 
er1nc1w 

Assimilationist Laissez-F airt Multicultural 

- - I ( 1) 

- /////// (7) /Ill (4) 

- I ( 1) Ill (3) 
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Table 14 

Relationship between Principal's & Curriculum Head's 

perception of the prevailing attitude in their school. 

Pnnc1Qnl 
Assimi1ationid La;ss:e,z-F air• Mu1tfou1tural 

- - I (1) 

- /Ill// (6) Ill (3) 

- II (2) Ill/ (4) 

Table 15 

Relationship between Curriculum Head's & Teacher's 

perception of the prevailing attitude in their school . 

·e 

i~ 
1": 
.J 

.f! 
£ 

Assimilationist 

I ( 1) 

-

-

Curri cu1 um Head 
Laissez-Faire Multicultural 

--

//////// (6) Ill/ (4) 

I ( 1) II {2) 

81 



10. UNDERLYING ATTITUDES AND RESPONSES TO OTHER QUESTIONS 

The Principal's perception of the prevailing attitude in their 

school suggests a tendency to respond in particular ways when asked 

about specific behaviors related to ethnic diversity There also 

appears to be a relationship between the reported prevailing attttude 

and two of the three measures of adaptation to ethnicity which were 

used (see Table 16). 

Principals who reported that the preva111ng attitude In their 

school was one which reflected a Mult1cultural point of view were 

more likely to respond positively to 9 of the twelve Questions 

regarding action and behavior relevant to a multicultural philosophy. 

The reverse trend operated for Pr1ncipals reporting a laissez-faire 

attitude (ie. less likely to engage in positive behaviors .. J. Princ1pals 

whose response to question 13, suggested that a multicultural 

philosophy preva1led 1n their school were more likely to: 

-have a Multicultural Program 

-have an official policy 

-see ESL teachers as having a broad range of functions 

-encourage students to speak in non-English languages 

-feature ethnic festivals 

-provlde translations for parents 

-be able to accomodate differing att1tudes 

-provide a higher% of 1 ibrary resources (promoting other 

cultures & languages). 
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There was no difference between those reporting diHerering 

attitudes:-

-in their perception that the desi{Jn and implementatlon of 

programs to enable students to gain skills in English is a 

major focus of the ESL teacher 

-the use of school facilities for after hours use by ethnic 

groups 

-the provision of interpreter service 

Schools where principals reported a Multicultural attitude were 

more likely to have a mean or above the mean EOI score as well as a 

mean or above the mean score on adherence to Policy guidelines. 

The teachers' report of the extent of adaptation to ethnic 

diversity appears to have little relationship to the Princlpal's report 

of the prevailing opinion in the school. 



Table 16 
Re lei t ion~hi p between prcveiiling op inion (eiccording to 

Pr1nc1oaD and actions and attltudes to mu1t1cuJtura1 issues. 

QUESTION RESPONSE 
LAISSEZ- MUL Tl-
FAIRE CULTURAL 

1. Ves 6 8 
a Mu1t1cu1t-
ural program? No 2 0 

2. Ves 1 4 

an official 
policy? No 7 4 

4a. 
major 7 8 

ESl T. des1gns focus 

& imolements not at all or 1 progn~ms to a small degree 0 

4b. 
major 

1 5 tr1es to create focus 
awareness 1 n not at all or 
others to a small degree 7 3 

4c. 
major 

3 6 
fosters respon- focus 

ibility in others not at all or 
5 2 to a small deoree 

4d. 
major 0 5 focus promotes 

interaction not at all or 
8 3 to a small degree 

5. 
0 attitude towards encouraged 4 

students speak1 ng left to oref erence non-Eng languages or dt scouraged a 4 

6. featured 1 4 attitude towards 
ethnic festivals not featured or 7 4 discussed 

84 
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Table 15 - continued 

7. Ves 3 use of facilities 3 

for after hours 
ethnic instruc. No 5 5 

8. rei:1ular or 
7 7 when necessary Interpreter 

Service? 
no service 1 1 

9. Yes 2 5 

Trtmslations? 
No 6 3 

10. in some or 
many cases 6 B 

occomodation of 
different ott- in few cases 2 0 1tudes 

11. & 12. high 4 7 
library 
resources low 4 1 

mean or 
2 above 7 

EDI 
below mean 6 1 

mean or 
4 4 

Teachers· above 

Rating below mean 4 4 

mean or 
Adherence to above 1 6 

Guidelines 
score below mean 7 2 
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I l. AGREEMENT ON QUESTIONS WHICH WERE ASKED OF MORE THAN ONE 

RESPONDENT IN A SCHOOL 

Some quest 1ons were asked of more than one person in the same 

school. Appendix G includes a description of these questions and 

shows where the overlap between the different questionnaires occurs. 

The average% agreement between the pr1ncipals and the teachers 

on all questions which they were both asked was 64%. (See Table l 7 

for details.) Thls average was drawn from a degree of concurrance 

which ranged from 31 % (on after hours use of school facilities for 

ethnic instruction) to 86% (on whether or not the school has a 

multicultural program). There was a high% agreement (81 %) between 

the principals and the teachers on the extent to which the ESL 

teacher's function was seen to be the design and inmplementation of 

English programs. Similarly there was a high correlation on the 

question of whether and how often translations were provided for 

parents. 

The average% of agreement between curriculum heads and 

teachers on questions which were asked of both was 64%. There was 

79% agreement on the extent to which the contributions of other 

cultures was included in the curriculum. 

There were only two questions which were asked of both the 

principal and the curriculum head. The agreement between them was 

78% (on whether there was a multicultural program) and 71 % (on the 

prevalling opinion in the school). 



Table 17 

The% Agreement on questions which were asked of more than one 

respondent in a school 

Ques- Asked S Agreement 
lions 

Topic Of? all 3 P&T P&C C&T 
P1,C7,T1 progrom P,C,T 54 86 78 57 

P13.C8J19 philosophy P,C,T 44 56 71 64 

P4o,T4a ESL teocher P&T - 81 - -
P4b,T4b .. .. 

44 - - -
P4c,T4c N N 

50 - - -
P4d,T4d • • 56 - - -
P5,T5 other leng. . 

69 - - -
P6,T6 festivals " 60 - - -
P7,T7 fecilit1es • 31 - - -
P8,T8 interpreter .. - 74 --
P9,T9 transhttions " - 81 - -

P10,T10 dfff. att. 
.. 

75 - - -
C4,T13 curriculum T&C - - - 79 

CS/6,T 14 requests T&C - - - 56 

12. THE ATYPICAL SCHOOLS 
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The Special School has an enrolment of 122 students. Of these, 

the principal reported, 22 are from a non-Engl1sh speaking backround. 

The teacher's and curriculum head's survey were returned marked "N/ A" 

(not applicable), so any results reported are based upon the principal's 

responses. 



The school has developed a multicultural program whose main 

features are attitudinal (ques. P 1 ), No official policy about cultural 

diversity exists (ques. P2). 
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Students identified as eligible for placement in a special school 

may not be identified for ESL assistance (no student may be resourced 

twice), therefore the school has no ESL teachers as such (ques. P3). At 

least two teachers in the school do, however, have ESL experience and 

qua I Hi cations. 

The sc.hool does provide interpreter service when necessary 

(ques. P8) and translates student reports and medical forms, if 

required (Ques. P9). 

The principal reported (ques. P 1 O) that the school found some 

ethnic groups have different attitudes to Anglo-Australians on aspects 

of the school program and that the school had been able to 

accommodate these differing attitudes in the major1ty of cases. 

The following estimations were made of the library's total 

holdings: 

I% reading mater ial in community languages 

5% resource books for promoting other cultures 

2% other resource materials for promoting other 

cultures 

Apart from t % of the total library intake which was spent on resource 

books for promoting other cultures in 1986, no other multicultural 

resources were acquired in that year. 

The prevailing opinion in the school was described as 

multicultural (ques.P 13). In 1986 the School Board had one 

representative of an ethnic group (ques. P18). 
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The Bi-National School was established in 1984 and is a 

cooperative venture of the Australian and French governments There 

are appoximately 320 students enrolled at the primary level and 420 

secondary 1eve l students. A 11 primary leve 1 students and 100 of the 

secondary students receive bi-1 ingual instruction. The principal 

estimates that 200 students are from a non-English speaking 

background. 

One of the respondents commented: "this schools is unique, at 

least in Australia, and so perhaps does not present a clear profile in a 

survey such as this ... ". Bearing this in mind the results of the data 

collection wil1 be described. 

All three survey respondents agree that a multicultural program 

exists at the school CP 1, C7, TI) and that its main features are 

language and curriculum related. There is also agreement that the 

school has developed an official set of guidelines about cultural 

diversity (P2, T2). The teacher and principal agree that the main 

function of the ESL teacher (p4, T 4) is to design and implement 

programs to to enable students to gain skills in English and to foster a 

feeling of responsibility in other staff members so that they help 

ethnic students in the course of their normal program. 

Students are actively encourage to converse informally in non

English languages (PS, TS). 

Regular interpreter service ls provided for parents and students 

(P8, T8) and, although regular notices are not translated, students 

reports and the school prospectus are. A health brochure was 

translated into Thai, Lao and Vietnamese for fem ale students (P9, T9). 
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The school has found differing attitudes on aspects of the school 

program and "in some cases" has been able to accommodate them 

(P.10,Tl0). 

In 1986 the following percentage of the total library intake was 

a 11 ocated to: 

reading material in community languages 4% 

resource books for promoting other cultures 4% 

other resources for promoting other cultures 3% 

The fol lowing estimations were made of the library's total holdings: 

reading material in community languages 21 % 

resource books for promoting other cultures 16% 

other resources for promoting other cultures 2% 

Five language are offered - English, French, Japanese, German, 

and Spanish (C 1 ). The teacher estimates (on a scale of 1 -5) that the 

inclusion of the contributions of other cultures (T20) to the curriculum 

occurs "an enormous amount" (5). 

lnservicing has occurred both centrally and at a school based 

level, including attendance by the school counsellor and Assistant 

Principal at a "Combatting Prejudice" inservice (P 19, T 12). Two 

representatives of ethnic groups were on the School Board 1n 1986 

(P 18). 

All three respondents agree that the the prevailing opinion in the 

school about cu1tural diversity is multicultural (P 13,C8,T 19). 



CHAPTER FI VE 

DISCUSSION 

1. MULTICULTURAL EDUCATIONAL PRACTICES IN THE AC.T. 

Most of the research which has been carried out 1n Australia (and 

reviewed in this study) about the nature and extent of multicultural 

educational practice has suggested that change has been minimal, 

superficial, and random (Cahill, 1984; Lingard, 1982; and Hodge, McMahon, 

& Perry, 1984). The results of the current study tend to further support 

these findings: it would seem that A.C.T. practices reflect those in the 

rest of Australia. 
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87% of A.C.T. high school principals report that their school does have 

a multicultural education program (Table 6). It is difficult to gauge the 

accuracy of this figure when set against the fact that 78% of curriculum 

heads and 68% of teachers believe that their school has such a program, 

and further, that in only 54% of schools are all three respondents in 

agreement about whether a multicultural education program exists or not. 

The reason for the discrepancy may possibly lie in the different 
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respondents· perceptions of what constitutes a multicultural program. 

Another explanation is that since nearly 40% of all responses (Table 7) 

about the features of the multicultural program were described as 

curriculum related - that is, related to either spectfic multicultural units 

or the tnc1usion of aspects of multiculturalism into existing units - it is 

possible that teachers not specifically involved would have no personal 

experience of the multicultural program. This result rests uncomfortably 

with the Schools Authority·s perception that multicultural education "is 

not an addltional or optional subject" (see Appendix B). Although all three 

respondents describe the main features of the multicultural program 

(Table 7) as curriculum-related more often than any other feature, there is 

I ittle agreement after that. 22% of the principals' responses mentioned 

that a main feature of the multicultural educational program was language 

related - a feature not referred to at all by either curriculum heads or 

teachers. This is possibly because they (the curriculum head and teacher) 

do not associate language with multiculturalism. It is both interesting and 

curious to note that the curriculum heads referred to "curriculum related" 

features less than either of the other two respondents (31 %, compared to 

41 % and 42%), and referred to "attitudinal responses" more than either of 

the other two (27% compared to 8% and 18%). This may mean that less is 

in fact occurring in the curriculum area than is generally assumed, with 

the principal relying on change to occur in the curriculum area and the 

curriculum head relying on some kind of attitudinal change. To go one step 

further: it is possible that each of the respondents assumes that the 

impetus for change 1s being initiated and occurring elsewhere. (These 

figures and any resulting judgements based upon them need to be regarded 

with some caut1on since we are dealing with a sample size of only 16 

schools. These 16 schools do, however, represent all but one government 

high school in the AC.T. and a student population of over 11, 300.) 
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Most schools do not have an official po 1 icy or set of guide 1 i nes about 

cultural diversity (Table 8). Only in one third of schools did the principal 

and teacher agree that an official policy existed. Of these, only four 

schools had a policy specifically referring to "cultural and ethnic 

diversity". In other cases the policy was "unwritten" or somehow 

subsumed in the general school philosopy. The implication seems to be 

that cultural diversity and the issues arising from it do not require 

specific guidelines or policies or that they are somehow "taken care of" in 

the normal course of events. This position is difficultto reconcile with 

the fact that, according to data received from the principals (Results, 

section 8), 18.5% of A.C.T. government high schools students are from a 

non...,Eng11sh speaking background (see Appendix E for definition) and the 

Commonwealth Department of Education (Aust., Department of Education, 

1986) estimates that 25.4% of all school-aged students in the A.C.T. were 

either born in a non-English speaking country or have one or both parents 

born in a non-English speaking country. 

There is high level of agreement between the principals and the 

teachers about the functions of ESL teachers (Table 9). The design and 

implementation of programs to enable students to gain skills in English is 

seen as a major focus by 100% of principals and 87% of teachers. To a 

lesser but still significant degree they are seen to be responsible for 

fostering a feeling of responsibility in other staff members so that they 

help ethnic students in the course of their normal teaching program. Far 

less important functions include promoting school-commun1ty interaction 

and creat1ng awareness about multicultural issues amongst other staff. 
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These results suggest that ESL teachers are perceived to have a role which 

is concerned with the direct teaching of non-English speaking background 

students and does not extend to taking responsibility for wider issues at 

the staff or community level. This may, in fact, be a realistic appraisal of 

the functions which can reasonably be expected to be carried out by ESL 

teachers given current staffing levels. There was some difference, 

however, in how individual schools perceived the function of their ESL 

teachers. This wi 11 be discussed later in this section. 

Whlle upwards of 6.5% of the total libraries· holdings (Results, 

section 5) are comprised of resource books and material for promoting 

other cultures, only l .5% of the total libraries holdings are comprised of 

reading material in community languages or ESL. This seems a low 

percentage given that half of the Multicultural Education Program (MEP) 

funds were directed towards community language programs. Although 

most of that money went towards funding for staff it would seem that any 

such teaching inltiatives would need to be backed up with llbrary 

resources in order to be effective and lasting. 

Most principals did not have available the requested information 

about library holdings so the results are very much based on estimates. 

Even so, there is a clear indication that substantially more resources have 

been provided for promoting other cultures than for reading material in 

community languages. This result signals the possibility that the MEP 

language funded programs were not backed up and supported at the school 

level through normal school library funding. This possibility is further 

reinforced by the finding that French and German continue to be the main 

languages taught at the year 9 level (Results, section 6). 



95 

There is a great deal of variation in the extent to which the 

contributions of other cultures have been included in specific sections of 

the curriculum. Overall, there is close agreement between the curriculum 

heads and the teachers about its average extent <Table I 0) which, on a 

scale of 1 (not al all) to 4 (at evey opportunity) both conclude is 2.5. The 

range, however, for both respondents was anywhere between 1 and 4 

depending upon the specific subject area. The lowest figure for a 

particular subject area was 1.5 for maths, while social science had the 

highest result of 3. 1. 

This finding supports the unfortunate notlon that many teachers 

continue to see multiculturalism as being associated with particular 

subject areas rather than as a concept and an ideal which has relevance 

across the curriculum. This is in direct contrast to the Schools Authority's 

affirmation that multicultural education is "an ethic which should 

permeate all curriculum areas" (see Appendix B) and may be an indication 

of a continuing conceptua1iztion of multicultural education as merely a 

celebration of diversity (food, clothes, geography .. which can be fltted into 

a social science curriculum, but has no place in maths or science) rather 

than a concept concerning the equalizing of 1 ife chances. 

All three respndents in the survey were asked which of three 

different responses they considered to represent the prevailing attitude 

towards multicultural education in their school. These responses roughly 

represented an assimilationist, laissez-faire, and multicultural point of 

view (see Appendix E for copies of the surveys). The third response 

(referred to as multicultural) most clearly parallels the position 
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elaborated by the Schools Authority's Multicultural Education Policy 

Guidelines as demonstrated below 

POLICY GUIDELINES 
a. " ... Australia is a pluralist rather 

than a homogenous_ society" 

b. " ... commitment. .. to programs 

which allows groups to maintain 
their ethnic identity" 

c. " ... deve1opment...of attitudes 
of tolerance in all children" 

ST A TEMENT #3 

" ... school recognizes cultural 
diversity" 

" ... actively pursues methods of 

helping ethnic children to 
develop their ethnic identi ty 
alongside an Australlan 
identity. 

" ... help Anglo-Australian to 
appreciate ethnic alternatives 
and the diversity of other 
cultures" 

Close to half of the schools had all three respondents in agreement 

about the prevailing attitude operating in their school and in the remainder 

of schools at least two of the three respondents were in agreement. 

Principals, however, were much more likely than teachers to describe the 

prevailing opinion in their school as multicultural (Table 12), and in 75% 

of schools teachers described the prevailing opinion as laissez-faire. 

When the total number of responses are consolidated the results 

show that 59% of all respondents choose the response which is described 

as ''laissez-faire" and only 37% described the prevailing opinion in their 

school as multicultural. This result highlights a significant gap between 

the system level Policy guidelines and the reality at the school level. Such 

a gap has been documented elsewhere (Lingard; 1981, Hodge, McMahon & 

Perry, 1984) and similar explanations are likely to be common in each 

case: policies are vague and are open to individual interpretations; they 

were formulated as a response to the availability of Federal funding rather 
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than internally initiated; and it is up to individual schools to implement or 

not, as they see fit. It is also possible that the communtty pressure for 

change which was a strong motivating factor for change in the late 

seventies and early eighties has gradually diminished with the result that 

the proces~ of change has also slowed down. 

Whether or not a principal describes the prevailing attitude in their 

school as multicultural seems to have some bearing on what, in fact, 

occurs in that school in the way of particular actions and attitudes 

relevant to multicultural education (Table 16). Schools which were 

described as multicultural were more likely to: 

-have a multicultural program 

-have an official policy about cultural diversity 

-see ESL teachers as having a broad range of functions 

"".encourage students to speak 1n non-Engl 1sh languages 
-feature ethn1c festivals 

-provide translations for parents and students 

-be able to accommodate differing attttudes 

-prov1de a higher percentage of 1 ibrary resources for 

promoting multicultural ism 

This finding accords w1th those of Moore, Rosenthal, and Gurney ( 1981) 

insofar as their study found that schools which profess a multicultural 

stance have actually "made the greatest effort" (p. 13). 

According to data provided by the principals a h1gh percentage (73%) 

of schools had inservice education 1n the area of mult1cultural education in 

1986. Of this 73%, 6 schools had e1ther the entire staff or whole 

departments undertaking inservice programs. This 1s a favorable result in 

light of the Authority's gu1dellne 1.3 {Appendix 8) which makes specific 
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reference to the provision of in-service courses for teachers. It needs to 

be pointed out, however, that the vast bulk of monies which funded staff 

development in the way of teacher inservicing have, unti I 1987, been 

provided by Schools Commision funding for professional development. This 

funding was discontinued in 1987, dramatically reducing the likelihood of 

continuing high levels of inservicing in the future. 

Although Schools Authority guideline 1.2 (Appendix B) recommends 

that School Boards seek the involvement of their communities, especially 

ethnic minority groups, when considering courses, the results of the 

current study indicate that only 25% of the high schools had 

representatives of ethnic groups on their School Boards in 1986. This 

result reflects the continuing difficulties schools have in breaking down 

the barriers which inhibit minority group involvement. A number of 

explanations have been put forward in the literature for this phenomenon 

and seem relevant here. These include: the culturally unfamiliar process 

of decision making which occurs in schools, language difficulties, and 

unfamntartty with the education system. 

2. COMPARISON WITH MELBOURNE RESULTS 

The Ethnic Ortentation Index (EOI) is a measure designed to indicate 

the level to which an individual school has made adaptations to ethnic 

diversity (Moore,Rosenthal, and Gurney, 1981 ). The higher the index the 

greater the extent to which positive attitudes, behaviors, policies, and 

programs presumably occur. The theoretical range of scores possible is O 

-35. In the A.C.T., in 1987, the mean EOl was 19.0 with a standard 
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deviation of 4.9 (Table 1 ). The scores ranged from 9 - 27. This mean is 

higher than that which occurred in Melbourne 1n 1981. The EOI mean there 

was l 6.59, and the spread of scores was greater (5 -28). While the 

different means are not statistically significant the differences are, 

nevertheless, interesting to note. The Melbourne survey, which was 

conducted 1n 198 l had a much larger sample (N=66) and included only 

schools wHh a non-English speaking backround (NESB) student population 

of 20% or more. The A.C.T. study included all government high schools 

except one (N=l6). Given that both the Melbourne study (Moore, Rosenthal, 

and Gurney, 1981) and the current A.C.T. study both found no relationship 

between the number of NESB students (Table l l) and a school's EOI, this 

difference in survey conditions may well be irrelevant. 

A more detailed comparison of some of the finding of the two studies 

indicates some similarities and some differences. In both the Melbourne 

study and in the AC.T. relatively few schools (21 % in Melbourne and 37% in 

the A.C.T.) had developed official policies. The A.C.T.'s libraries seemed to 

be much better resourced with material for promoting other cultures. The 

Melbourne study found that the largest portion of schools had no, or very 

few, resources for promoting other cultures and reading material in 

community languages (Moore, Rosenthal & Gurney, 198 l, p. 8). The 

Melbourne study also found that the majority of responses about the 

prevai1ing opinion of the school favored what this study has described as a 

'laissez-faire· stance (see Results, section 9) . . · The Melbourne study also 

found, as did this one, that a commitment to a multicultural philosophy is 

reflected in the extent to which strategies are employed to enhance the 

schoo 1 experience of non-Eng 1 i sh speaking background students. A 

difference in the finding of the two studies concerns the extent of the 

teaching of community languages. The Melbourne study uncovered an 
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"upsurge of interest" while in the AC.T. little interest or commitment to 

the teaching of community languages was apparent. 

These similarities and differences might be explained in terms of 

variety of factors: 

1. The time differences and competing initiatives - while six years 

allows for the evolut1on and growth of positive changes, this particular 

time period has also been a time of increasingly stringent financial 

restraint. 

• 2. The different sizes of the systems - it is presumably much easier 

to initiate and maintain community language programs in a system where 

there are large numbers and concentrations of specific ethnic groups. 

While the A.C.T. has a proportionly high number of non-Engl1sh speaking 

background students, these come from a broad range of different ethnic 

groups and are thinly spread. This situation creates enormous practical 

problems for the teaching of community languages. 

3. The two educational systems are conspicuously different in many 

respects - location, demography, size, complexity and the degree of 

autonomy. Doubtless these differences have helped to shape a d1fferent 

ordering of priorities and goals with each system. 

3. VALIDITY 

Some shortcomings exist both with the ortg1nal and the modified 

measure which was used in this study. These shortcomings contribute to 

the limitations of the study. 
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One of the major problems with the unmodified original instrument 

concerns the scoring procedure. Some items are coded as a O or a l, and 

others as a O, I, or 2. This discrimination has no immediately apparent 

rationale. For example, a school which has an official policy concerning 

cultural diversity gets a score of 1 added towards its EOI, but a school 

which considers that a major focus of the ESL teachers functions is to 

"promote interaction between the school, ethnic parents and communities" 

scores a 2. In order to counter this limitation some kind of weighting 

would need to be applied to individual items in terms of their relative 

importance. This procedure would involve a major study in itself. 

It was necessary to add several essential questions to the original 

instrument. These included questions about ethnic representation on 

school boards and levels of staff development. These would generally be 

considered as important indicators of a schools commitment to 

multicultural education. Their absence from the original survey may be 

because changes in schools organization have occurred or because they are 

different in Melbourne than in the A.C.T. 

Since the original instument collected data only from the Principal 

and Curriculum Head, a third survey was added in order to get some 

indicatlon of how classroom teachers· perceptions matched those of staff 

in administrative positions. The results showed teachers and principals, 

and teachers and curriculum heads, in high agreement in a number of areas: 



-whether or not schools had multicultural programs 
and their ma1n features; 

-the functlons of the ESL teacher; 
-attitudes towards students conversing in non-English 

languages; 

-the provision of translations; and 

-the abn ity to accommodate differing att1tudes. 

(Table 17) 
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Teachers and curriculum heads agreed to a considerable degree about 

the extent to which the contribution of other cultures is included in the 

curriculum. 

There was less agreement between the teachers and principal and 

curriculum heads about the prevailing attitude in the school and such 

things as the use of school faci Hties for after hours use. It is not 

difficult to understand why teachers would not agree with principals about 

after hours use of school facilities, since this is primarily an 

administrative matter and is not something about which teachers would 

normally be informed. The difference in perceptions about the prevailing 

attitude in the school is not so easily explained. 

A close look at the three alternatives used to describe the prevailing 

attitudes is necessary (Appendix E, P 13). The second statement, which 

was chosen by 75% of teachers and which has been described as 'laissez

faire' states that "the school has no objections to ethnic parents and 

children preserving their cultural heritage. We neither expect ethnic 

children to abandon their ethnicity at school nor do we make any special 

provisions for them in the curriculum apart from ESL instruction". This 

response was selected by 50% of principals - the other 50% choose the 

statement referred to as 'multicultural'. The difference between the 

·mult1cultural' and the 'laissez-fair e· statement is that the multicultural 
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one is framed in much more amb1tious and active terms. It states that 

methods of helping ethnic children to develop an Australian and ethnic 

identity are "actively pursued" and that an effort is made to help Anglo

Australian children appreciate ethnic alternatives and diversity. 

On the basis of the discussion presented in section 1, Multicultural 

Educational Practices in the A.C.T., it would seem that the teachers are 

actua11y making a more realistic judgement about what the prevailing 

attitude in the school is. It needs to be pointed out that several principals 

mentioned this item during their interview, expressing concern that there 

was no way they could accurately make such a judgement without 

surveying the whole staff first. Since they were not able to do so, the 

results suggest that they have a somewhat ambitious notion of what 

occurs in the matnstream of the schoo I. 

Two different methods were used in order to get some indication of 

the validity of the Ethnic Orientation Index (EOI ). Teachers were asked to 

estimate on a scale of 1-5 the extent to which they believed that their 

school had made adaptations to ethnic diversity. These responses were 

then compared with the EOI (which was scaled down to a 1 - 5 scale) for 

each school (Table 2). Schools were further ranked into high, medium, and 

low categories on the basis of results on each measure and further 

compared for agreement <Table 3). 

The mid and upper range of scores show a general but not complete 

agreement between the EOI and the teachers· scores. There is complete 

agreement at the lower range of scores. The five schools with the lowest 

E01's also were the same five schools with the lowest scores according to 

the teacher's estimation. It would seem to be easier to agree about what 

is r-1ot happening than it is about what is. 
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The second method of validation involved determining each schools' 

adherence to the AC.T. Pol icy Guidelines and then ranking them into high, 

medium, and low categories. This ranking was then compared to the 

school's EOI (Table 4). The agreement is very similar to that which 

occurred between the EOl and the teachers ranking <Table 2). Although the 

correlation between the two different ranking orders are not statistically 

significant, there may be some relationship - and in fact, 1 o of the 16 

schools were placed into the same category using the two different 

methods of ranking. 

These results suggest that the measure used does have some validity 

and that we have actually been able to make some judgements about the 

extent to which particular behaviors, attitudes and practices are occurring 

in A.C.T. government high schools. The index score is not only useful as a 

measure of multicultural education if the index is unidimensional however. 

The subsets or individual items often tell as much or more than the overall 

score. 

On the basis of the 1 iterature review (and bearing in mind the fact 

that the original survey was constructed in 1980) we need to question 

whether the things which the survey measured are those things which 

actually make a difference for non-English speaking background students 

and whether they are the essence of true multicultural educational 

practices. 
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CONCLUSION 

There is no doubt that the A.C.T. public education system has been 

significantly affected by the evolving concept and ideal of 

multiculturalism. The debate about multiculturalism in Australlan society 

in general and in education in particular has influenced A.C.T. education 

both at the system and the school level. There have been important 

advances in less than a decade - since the Cullen Report first addressed 

the issue of multicultural education in the A.C.T. The Schools Authority 

has elaborated an ambitious and coherent multicultural poHcy and has 

directed considerable human and financial resources into implementing a 

multicultural phllosophy. At the school level one can see many instances 

of a genuine and well-informed commitment to multicultural education: 

real efforts are being made to make the ideal of multicultural education a 

reallty within schools. Nevertheless, these significant gains 

notwithstanding, the present study generally reinforces the drift of most 

of the research done throughout Australia: in the A.C.T., as in the rest of 

Australia, the movement towards multicultural education still falls a very 

long way short of achieving the goals articulated in federal and regional 

pol icy statements. 



Some of the significant symptoms which this study uncovered and 

which support the contention that the change towards multicultural 

education has been "minimal, superficiai and random" (see p.91) are: 
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L the persistent confusion and lack of clarity surrounding the 

whole concept of "multicultural education"; 

ii. the tendency of schools to pursue an ill-defined 

multicultural program, often without the support of an 

explicit multicultural policy and without any set of 

clearly-stated guidelines; 

iii. . the continuing perception of many teachers that schools 

are following a laissez-faire rather than an actively 

multicultural school philosophy. 

Some more spec1f1c and 11mited indicators that multicultural educational 

philosophy has still made only a relatively superficial Impact are: the on

go1ng notion that a mult1cultural education curriculum 1s subject-based; 

the absence of clearly developed policies and guidelines at the school 

level; and the lack of ethnic community 1rwolvement 1n decision-making 

processes such as those followed by School Boards. 

The specific remedies which might be directed to such shortcomings 

are not within the ambit of the present study. However, it is clear that the 

debate about multicultural education is far from over and that a genuine 

commitment to such an ideal w i 11 have to generate a great dea 1 more 

change and innovation before governmental rhetoric is translated into 

educational realities. 
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Finally, it needs to be observed that the central assumpttons and 

values which have governed the multicultural debate in recent times are by 

no means universally accepted. A good deal of the most recent literature 

suggests that the focus on concepts of ethnicity, cultural diversity and 

cultural pluralism has, in fact, diverted attention away from the most 

critical factors which determine educational success and fat lure and 

which shape life-chances in a much more fundamental way than ethnic 

background. Thus, it has been persuasively argued, there is a need for a 

much more complex conceptual framework within which the multicultural 

debate can fruitfully proceed. Such a framework would recognize the 

decisive role of socio-economic background and would encourage further 

investigation of the ways in which ethnicity and cultural diversity inter

mesh with socio-economic factors. 
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1. Multicultural Education 

1.1 The ACT Schools Authority accepts that multicultural education 
requires: 

an acknowledgement that Australia is a pluralist rather 
than a homogeneous society and that the various ethnic 
groups are able to make significant contributions to the 
mutual benefit of all members of the community; 

- a perception of the cultural diversity within the Australian 
community that includes cognizance of the special position 
of Aborigines; 

- a recognition by teachers and educational administrators 
that multicultural education is not an additional or 
optional subject, but an ethic which should permeate all 
curriculum areas; 

- a commitment by teachers to programs which allow groups to 
maintain their ethnic identity, customs and self-esteem; 

the continuing development within schools of attitudes of 
tol~rance in all children towards others whose languages 
and lifestyles differ from their own. 

1.2 In the light of the above statement the Authority recommends 
to school boards that they seek the involvement of their 
communities, especially minority ethnic groups, when considerinf 
courses designed for education in a multicultural society. 

2. English as a second language 

2.1 While accepting the necessity for multicultural education, the 
ACT Schools Authority notes that English is the major language 
of communication in Australia and that this situation is likely 
to continue. 

2 .2 The Authority therefore believes that, as a priority, special 
assistan~e must be provided for children of non-English speakin~ 
backgro1J.nds in order that their lack of fluency in English does 
not inhibit their ability to realise fully their educational 
and social potential. 

3, Bilingua l and Community Language Programs 

3.1 The ACT Schools Authority accepts that there is educational and 
cultural value in giving all children the opportunity to learn 
a language, in addition to English or the mother tongue, from 
the early primary years. 

J.2 The Authority endorses the implementation of a variety of 
bilingual pro~rams where feasitle according to local needs 
"1nd ~<md it ion::;. 

cont •••. 
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J.J The Authority recommends that where the demand is sufficient 
school boards encourage the acquisition by their libraries 
of materials in foreign languages. 

J.4 The Authority supports the idea that teachers be given the 
opportunity to acquire proficiency in one or more of the 
commonly spoken community languages in Canberra. 
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MULTICULTURAL EDUCATION 

1. GENERAL (a) 

1.1 The ACT Schools Authority accepts that multicultural edu~ation 
requires: 

{i) an acknowledgement that Australia is a pluralist rather than 
a homogeneous society and that the various ethnic groups are 
able to make significant contributions to the mutual benefit 
of all members of the corrmunity; 

(ii) a perception of the cultural diversity within the Australian 
corrmunity that includes cognizance of the special place of 
Aborigines; 

(iii) a recognition by teachers and educational administrators that 
multicultural education is not an additional or optional subject, 
but an ethic which should permeate all curriculum areas; 

. 
(iv) a corrmitment by teachers to programs which allow groups to 

maintain their ethnic identity, customs and self-esteem; 

{v) the continuing development within schools of attitudes of 
tolerance in all children towards others whose languages and 
lifestyles differ from their own. 

1.2 The Authority recommends to school boards that they seek the 
involvement of their communities, especially minority ethnic 
groups, when considering courses designed for education in a 
multicultural society. 

1. 3 The Authority considers that a 11 teachers should be made aware of 
the linguistic and cultural problems of children; in-service 
courses should be made available in response to demonstrated need 
or request to enable teachers to identify and help solve these 
problems. 

2. SPECIALIST PROGRAMS (b} 

2.1 Binational School 

(i) General 

. The Authority supports the French-Australian binational program 
to be located at the Telopea School from the beginning of 
1984. 

(ii) Enrolment Policy 

Special provision is made for 1984 when the Kindergarten year 
intake will accommodate all applicants, including those from 
the French-Australian Pre-School, registered as at close of 
business on 29 July 1983. 

In line with general enrolment policy in ACT public schools, 
enrolment beyond 1984 will depend on places available once the 
priority groups have been provided for. The only prerequisite 
for admission of ACT students at the Kindergarten level will 
be the normal age basis and any ACT student should have an equal 
opportunity to apply for admission. 
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2.2 Corrmunity/Foreign Language Programs (c} 

(i) The Authority has adopted as general principles: 

There is educational and cultural value in giving all children 
the opportunity to learn a language, in addition to English 
or the mother tongue, from the early primary years . 

• Primary schools should have equa1 opportunity to bid for resources 
for cornmunit~/foreign language programs . 

. Participation in community/foreign language programs should not 
depend on additional cost to the parents of the child . 

• Within this policy framework, schools should be encouraged to 
develop varied approaches to corrmunity/foreign language programs . 

. Five teaching positions within the defined needs poo1 should be 
established for the development of corrmunity/foreign language 
programs in primary schools and the allocation of these positions 
to selected schools be reviewed from time to time . 

. Primary schools with community/foreign language programs have 
specialist staffing requirements which should be recognised • 

. In the recruitment, training and allocation of staff specia1 
consideration should be given to the needs of schools who may wish 
to offer c0111nunity/foreign language programs, to ensure that such 
professional expertise is available in ACT schools. · 

(ii) The Authority accepts that school libraries should be encouraged to 
add materials in community lanquages to their collections where 
there is sufficient demand. 

(iii) A school with a conmunity/foreign language program may seek treatment 
as a special case in regard to level and source of resources and 
level and voluntary nature of parental contributions, by Authority 
resolution, if substantial contributions have been offered to the 
Authority by a foreign government. 

2.3 English as a Second Language (d) 

(i) While accepting the necessity for multicultural education, the 
ACT Schools Authority notes that English is the major language of 
corrmunication in Australia and that this situation is likely to 
continue." 

(ii) The Authority therefore believes that, as a priority, special 
assistance must be provided for children of non-English speaking 
background in order that their lack of fluency in English does 
not inhibit their ability to realise fully their educational and 
social potential. 

3. ETHNIC SCHOOLS (e) 

3.1 The Authority agrees in principl e to the continuing development 
of relationships with ethnic school s in the ACT. 

. ... /3 
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- ..) - . 

3.2 The Authority accepts that consideration should be given to 
providing support to ethnic schools on a needs basis. This 
support could be in the form of accommodation at concessional 
rates in government school buildings and financial assistance 
for the purchase of educational materials. 

3.3 The Authority supports (in the present circumstances) a $5.00 
hiring fee being charged for the use of goye~nment school 
facilities. 

(a) ACTSA 10/09/1979 
(b) ACTSA 18/10/1982, 01/08/1983 
(c) ACTSA 10/09/1979, 17/08/1981, 22/02/1982, 15/11/1982 
(d) ACTSA 10/09/1979 
(e) ACTSA 10/09/1979, 08/02/1982, 22/02/1982 , 15/11/1982 

12 1 
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Statement of Resolutions - ACT Schools Authority 

1. The Authority accepted the statement "All teachers should be 
made aware of the linguistic and cultural problems of children. 
In-service courses should continue to be made available in 
response to demonstrated need or request to enable teachers 
to identify and help solve these problems" and referred it to 
the Chief Education Officer for appropriate action. 

2. The Authority accepted the statement "For the purpose of 
allocating specialist teachers to schools, the criteria for 
deciding which children should have the help of specialist 
ESL teachers need to be defined in more objective terms" and 
referred it to the Chief Education Officer for appropriate 
action .. 

3. The Authority accepted the statement "Once the criteria have 
been determined, the numbers of all the children in need of 
specialist ESL teaching should be monitored by the Schools 
Office on a regular basis so that available staff can be 
deployed as equi.tably as possible" and referr'ed it to the 
Chief Education Officer for appropriate action. 

4. The Authority referred to the Resources Standing Committee the 
Working Party's recommendation "With regard to the provision 
of ESL teachers, that -

i. consideration should be given to the proposal that itinerant 
teachers provide ESL instruction in those primary and 
secondary schools which have children in need of this 
instruction but whose numbers do not justify the allocation 
of a teacher full-time to the school. If this proposal is 
adopted, it is suggested that the itinerant teachers 
operate from a base school so that professional contact 
between the teachers is maintained; 

ii. serious consideration should be given to the question of 
whether one itinerant pre-school teacher can adequately 
meet the needs for additional English. language tuition of 
all the children of non-English speaking backgrounds who 
are currently enrolled in ACT pre-schools". 

5. The Authority noted the Working Party's recommendation that "An 
evaluation should be made of the Introductory English Centre at 
Telopea Park, with particular reference to the effectiveness of 
the current model, its separation from the High School in the 
light of available accommodation, and to the current pupil-teacher 
ratio" and referred it to the Chief Education Officer for 
discussion· with staff of the Introductory English Centre. 

6. The Authority referred the Working Party's recommendation that 
"A position be created within the SchoolB Office for an officer 
whose duties would include the ~verview of all multicultural 
programs, including ESLt in ACT government schools ari.d the 
duties of an ethnic schools liaison officer as proposed in 

cont •••• 
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the Chi.ef Education Officer for appropriate action. 

7. The Authurity accepts that there is educational and cultural 
value in giving children the opportunity to learn a lunt-uag~ 
other than English from the early primary years. 

8. The Authority accepted the Working _Party's recommenqation that 
"A comprehensive survey should be made of teachers wbo are 
qualified and willing to teach community languages other than 
English and who are already employed in Canberra by the 
Commonweal th Teaching Service" and referred it to the C'nief 
Education Officer for appropriate action. 

9. The Authority referred to the Resources Standing Committee the 
Working Party's recommendation that "As soon as possible teachers 
of community languages should be appointed over present staffing 
allocations to primary schools wishing to introduce or continue 
community language programs. These teachers should be appointed 
initially on an itinerant basis". 

10. The Authority resolved that "With regard to the current language 
programs assisted by Schools Commission funding 

i. that if it becomes possible to appoint additional teaching 
staff, after evaluation of the courses, suitably qualified 
teachers _be appointed over the present formula to service 
these schools and others on an itinerant basis; 

ii. that if it is not possible to appoint . the necessary 
teaching staff, the bilingual teachers• aides be retained 
and the programs should continue as at present, provided 
the school staffs are prepared to co-operate in the 
r.ecessary organisational arrangements; 

iii. that, if neither of the above is feasible, the scho0l s 
be advised as early as possible that the programs can 
only be continued within the schools' normal staffing 
allocation". 

11. The Authority accepted the Working party's recommendations that 
"CTS teachers should be encouraged to extend their qualifications 
to acquire proficiency in one or more of the commonly spoken 
community languages of Canberra" and referred it to the Chief 
Education Officer for apprpriate action. 

12. The Authority accepts the Working Party's recommendation that 
"Consideration should be given to providing support to ethnic 
schools on a needs basis as is done in NSW. This support could 
be in the form of accommodation at concessional rates 1n 

government school buildings a~d financial assistance for the 
purchase of educational materials" and referred it to the 
Chief Education Officer for appropri4te action. 

cont •••• 
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13. The Authority endorsed a statement clarifying its "philosophical 

acceptance" of multicultural education and referred it to the 
Chief Educatio·n Officer for issue to principals and chairpersons 
of school boards. 

14. The Authority accepts the Working Party's recommendation that 
"School libraries should be encouraged to add to their 
collections, materials in community languages where there 
is sufficient demand" and referred it to the Chief Education 
Officer for appropriate action. 

15. The Authority noted the Working Party's recommendation that 
"In-service courses on multicultural education should be 
organised for principals, assistant principals and Schools 
Office personnel". 

16. The Authority noted the Working Party's recommendation that 
"School based professional development programs on multi
cultural education should be arranged fo~ all teaching and 
ancillary staff. In the case of primary schools these might 
be on an area basis". 

17. The Authority accepted the Working Party's recommendation that 
"Consideration shoul.d be given to providing casual relief staff 
to enable selected teachers to design or modify courses in 
various subject areas so as to reflect the multicultural nature 
of our society. Alternatively, schools might be encouraged to 
use pupil-free days for planning for m.ul.ticultural education" 
and referred it to the Chief Education Officer for appropriate 
action. 

18. The Authority accepted the Working Party's recommendation that 
••school Boards should be urged to seek the involvement of 

members of their minority et}lllic communities when considering 
courses designed for education in a multicultural society" 
and referred it to the Chief Education Officer for appropriate 
action. 

19. The Authority referred the Working Party's recommendation that 
"Consideration should be given to the ae:,ointment ofa Mul.ticultural 
Education Co-ordinating Committee as recommended in the Report 
of the Committee on Multicultural Education" to the School and 
Community Standing Committee, the Education Programs Standing 
Committee and to the Chief Education Officer for his report at 
the next Authority meeting. 

20. The Authority accepted the Working Party's recommendation that 
"Representatives of the Schools Office should have further 
meetings with representatives of the ethnic communities and 
bodies such as the Canberra .Multicul tural Task Force and the 
Ethnic Communities Council of the ACT, both to hear the views 
of these people and to exp:ain tQe difficulties faced by the 
Authority in acceding to some of their requests" and referred 
it to the Chief Education Officer for appropriate action. 

cont •..• 
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21. The Authority accepted the Work tng Party's recununendat, 1 u r 1 

that "In producing multicultural programs teachers should 
be encouraged to utilise existing and future facilities for 
the production of recorded materials, both video and sound 
tapes. There are sound :-:1nd video studios at the O'Connell 
Education Centre Knd other facilities are planned for Dickson 
College. Member:-, of the ethnic communities might wel J be 
involved in the production of such materials" and referred 
it to the Chief Education Officer for appropriate action. 

22. The Authority accepted the Working P,drty • s recommendation 
that "A circular should be sent t,o alJ ACT government scho0l s 
seeking up to date information on the :1umber of refugees 
enrolled at each school, together with the date of each 
refugee's arrival in Australia. Schools should he advised 
to inform the Schools Office immediately 1f a significant 
number of refulees enrol, so that any assistance wL i ch m,.:J. .Y 
be available can be requested as soon as possible" and 
referred it to the Chief Education Officer for appropr i ate 
action. 
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Dear 

7 Way Street 
o·connor, AC.T., 2601 
15th February, 1987 

I have been working in A.C.T. government schools, both as a teacher and 
counse1lor for over 1 O years. I am currently on paid Study Leave to complete 
my M.Ed. Field Study. 

The purpose of my field study is to consider the Authority's Multicultural 
Policy guidelines and how they are implemented in government high schools. 

My study depends on your cooperation. 

I have attached a letter from Mr. Ed Murtah, PEO, Planning & Research, 
which grants fromal approval for this study. He states in his letter that Mthis 
study appears to me to be a very wothwhi le one & should prove beneficial to 
the system as a whole. I would urge high school principals to give this study 
their ful I support." 

In order to collect my data I have 3 separate surveys - one to be 
completed by yourself, one for the curriculum AP. (or someone responsible for 
curriculum), and one for a randomly selected teacher. These surveys should 
require only 15-20 minutes to complete. No individual school will be 
identified in the study and the information relating to your school will be kept 
strictly confidential. You may have any results relating to the data collected 
in your school if you wish. 

. . 

I have enclosed copies of these surveys. They are, at this stage, for your 
information only and not to be completed. I will phone you to arrange a time to 
discuss the survey, my study in_ general and to answer any Questions which you 
m1ght have. I w111 also arrange for data collection at the same time. 

I hope to be able to arrange this meeting with you during the week of 23rd 
February. By that time you will have been able to consider the survey so that I 
can answer any queries or concern which you might have. 

I look forward to meeting with you soon and thank you for your 
cooperation. 

Yours sincerely, 

.. 
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MULTICULTURAL SURVEY 

FOR: SCHOOL PRINCIPALS 

School: ............................................................................................................... . 

1. 

For the purposes of responding to this survey, would you 
regard an ethnic child as ... 

THE CHILD OF PARENTS WHO ARE NOT NATIVE SPEAKERS 
OF ENGLISH, WHETHER THE CHILD WAS BORN OVERSEAS 

OR IN AUSTRALIA. 

"Anglo-Australians" then, are children who are not "ethnic" 
by the above definition. 

Has your school developed any sort of Multicultural programme? 

If YES, would you briefly describe 1ts main features: 

YES/NO 

2. Has the school adopted or developed an official policy or set of guidelines about 
cultural diversity? 

If YES may I have a copy of this statement? (Please enclose 
with questionnaire). 
Is it to be regarded as confidential? 

3 How many ESL teachers does the school have? 

YES/NO 

YES/NO 

.. 
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4. To what extent are the following functions carried out by the ESL 
teacher(s) In your school? 

Designs and implements programs to enable 
students to gain skills in English . 

Actively seeks to create an awareness 
among other staff members and stuoonts 
of multicultural issues. 

Fosters a feeling of responsibility in other 
staff members so that they help ethnic 
students in the course of their normal 
teoch1ng prtv;:Jram. 

Promotes 1nteroct1on between the school, 
ethnic parents and communities. 

not at 
all 

to a 
small 
degree 

1s a 
major 
focus 

What other functions, if any, are fulfi11ed by the ESL teacher(s) 1n your school? 

1 3 1 

5. What is the school's attitude toward ethnic students conversing informally in non -
Eng1 ish languages? 

Actively encourage it 

Encourage it if it happens 

Left to student preference 

Discourage it if it happens 

Actively discourage it 

• 

If the schoo1 discourages it, could you please give the reasons? 



6. Wh1ch of the followtng most closely resembles the school's att1tude to ethnic 
festivals? 

They are not featured as part of school activities 

Teachers/Students sometimes discuss thefrl in the 
context of the curriculum 

They are featured whenever possible 

7. Are the school's facilities used "after hours" for ethnic instruction of any kind? 
YES NO 

Religious instruction 
{e.g. Gk Orthodox,lslam) 

Ethnic school 

Other:-
Please specify:, ________________ _ 

8. Wh1ch of the following most closely descr1bes your school? 

Is able to provide regular interpreter services for parents and students 

Gets interpreter services when necessary 

No interpreter services are provided 

9. Are any of the fol lowing translated into other languages for 
parents who are not fluent in English? 

Regular notices 

Student reports 

School prospectus 

Other (Specify) 

YES/NO Language(_s) 
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10. Has the school round that some etnn1c groups have different attitudes to Anglo
Austral1ans on aspects of the school program (such as extracurrlcula actlv1tles 
I ike camps, excursions)? 

YES/NO 

If YES, has the school been able to accommctdate these differing 
attitudes? 

In the majority of cases 

In some cases 

In very few cases 

I would like to know how easy or difficult this has been - please elaborate .... 

1 l. During 1986
1 
how much of your total 1 ibrary intake was a11ocated to .... 

Reading material in community languages _._% 

Resource books for promoting other cultures __ % 

Other resource materials (e.g. audio-visual) 
for promoting other cultures • · __ % 

(if you haven't got details, please make an estimate) 

l 2. What percentage of the library's total holding relates to each of the following .... 

Reading material in community lan9uages 

Resource books for promoting other cultures 

Other resource materials for promoting 
other cultures 

(please make an estimate, if necessary) 

__ % 

__ % 
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13. Which of the following statements most clearly reflects the prevat11ng op1n1on in 
your schoo 1: 

We see our primary task as the preparation of all children for 11fe In Australian 
society. We therefore direct our efforts towards providing ethnic children with 
the sk111s and attitudes required to most effectively oo t~ls. As such It 1s poss1ble to 
regard special programs and treatment for ethnic children as a potent1al hindrance 
to th1s (J)al. 

The school has no objections to ethnic parents and children preserving their cultural 
heritage. We neither expect ethnic children to abanoon their ethnicity while at school 
nor do we make any special provisions for them in the curriculum apart from 
ESL instruct1on. 

The school rero;Jnises cultural d1vers1ty in Austra11an society and actively pursues 
methods of helping ethnic children to develop their ethnic identity alongside an 
Australian identity. We also endeavour to help anglo-Australian children to 
appreciate ethnic alternatives and the diversity of other cultures. 

14. Do you have any other comments to make which would help me to appreciate the 
ways 1n which your school deals with cultural diversity in its student population? 

15. Do you know how many ethnic children are in your school (regardless of whether or 
not they are receiving ESL assistance? 

YES/NO 

If YES, how many? 

16. What portion of your current school population is currently identified as being in 
need of ESL support? ___ % 

17. How many professional staff at your school would be from a NESS? 
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18. Did you have any representatives of ethnic groups on your SchoolBoard (1986) ? 
YES/NO 

If YES, to what ethnic group 
do they belong? 

• 

19. Has your school had any inservices in the broad area of Multicultural education, or 
have any of your staff been released to attend any inservices in this area, during 
1986. 

If so pl ease give details: 

THANK YOU FOR YOUR HELP. 



MULTICULTURAL SURVEY 

Foe curriculum Heads 

School: ________________ _ 

.. 

For the purpose of this survey would you regard an ethnic child 

as: 

THE CHILD OF PARENTS WHO ARE NOT NATIVE SPEAKERS OF 

ENGLISH, WHETHER THE CHILD WAS BORN OVERSEAS OR IN 

AUSTRALIA 

"Anglo-Australians" then, are children who are not "ethnic" by 

the above derinition. 

1. Please list the languages that are offered students in year 9. 
~ 

2. Have. any students asked for other languages to be taught? 
YES/NO 

If YES, Which languages: 

. . 

3. Apart from languages themselves, are any subjects taught in a language other than 
English? YES/ NO 

If YES, what subjects and in what languages? 

SUBJECT LANGUAGE 

For whom do these cater ? 
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4. To what extent is the contribution of other cultures included In the teaching of the 
following subjects in Year 9? 

Please rank from I (NOT AT ALU -----4 (AT EVERY OPPPORTUNITY) 

ART 

HOME SC I ENCE 

DRAMA 

ECONOMICS 

GEOGRAPHY 

HISTORY 

LITERATURE 

MATHEMATICS 

MUSIC ' 

SCIENCE 

SOC I AL SC I ENCE 

? _ ___ _ 

1 2 3 4 
,, 

-· 

5. Has there been any demand from students or parents for more course content which 

reflects the contribution of other cultures? 

NOT AT ALL 

OCCASIONALLY 

A MODERATE AMOUNT OF ENQUIRY 

QUITE A LOT OF PRESSURE 



6 Is there ever any request from ethnic parents or students for ethnic languages or 

content to be included or increased in the curriculum? 

.. YES/ NO 

If YES, how have these requests been handled? 

If NO, do you think the parents and students .......... .. 

• Are satisfied with what is offered 

Do not want it anyway 

Are too timid to make the suggestion 

Do not know how to take the initiative 

138 

7. In your opinion, does the school have a multicultural educational program or philosophy 

(either written or unwritten)? 

YES/ NO 

If YES.would you briefly describe its main features 
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8. Whtch of the following statements most clearly reflects the prevailing opinion in your 

school: 

We see our primary task as the preparation of all children for ~fe in Australian society. We therefore direct our 
efforts towards providing ethnic children with the skills and attitudes required to most effectively oo this. As such 
It is possible to regard special pr(XJrams and treatment for ethnic children as a potential hindrance to this g:>al. 

The school has no objections to ethnic parents and children preserving their cultural heritage. We neither expect 
ethnic children to abanoon their ethnicity while at school nor oo we make any special provisions for them in the 
curriculum apart from ESL instruction 

The school recc)Jnises cultural diversity in Australian society and actively pursues methods of helping ethnic 
ch1ldren to develop their ethnic 1«Entfty alongsi«E an Australian identity. We also endeavour to help anglo
Australlan children to appreciate ehnic alernatives and the diversity of other cultures. 

9. Do you have any other comments to make which would help me to appreciate the ways 
in which your school dea1s with cultural diversity in Its student population? 

THANK YOU FOR YOUR HELP. 



MULTI CUL TUR AL SURVEY 

FOR: TEACHERS 

.. 
Schoo 1: ............................................................................................................... . 

1. 

For the purposes of responding to this survey, would you 
regard an ethnic child as ... 

THE CHILD OF PARENTS WHO ARE NOT NATIVE SPEAKERS 
OF ENGLISH, WHETHER THE CHILD WAS BORN OVERSEAS 

OR IN AUSTRALIA. 

"Anglo-Australians" then, are children who are not "ethnic" 
by the above definition. 

Has your school developed any sort of Multicultural programme? 

If YES, would you briefly describe its main features: 

YES/NO 

2. Has the school adoped or developed an official policy or set of guidelines about 
cultural diversity? 

YES/NO 

3. How many ESL teachers does the school have? 
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4. To what extent are the ro11ow1no runct lons carried out ov tne ESL 
teacher( s) in your school? 

Designs and implements programs to enable 
students to gain skills in English. 

Actively seeks to create an awareness 
among other staff members and students 
of multicultural issues. 

Fosters a feeling of responsibility in other 
staff members so that they help ethnic 
students in the course of their normal 
teaching program. 

Promotes interaction between the school, 
ethnic parents and communities. 

not at 
a 11 

II 

to a 
small 
degree 

is a 
major 
focus 

What other functions, if any, are fulfilled by the ESL teacher(s) in your school? 
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5. What is the schoors attitude toward ethnic students conversing informally in non -
English languages? 

Actively encourage it 

Encourage it if it happens 

Left to student preference 

Discourage it if it happens 

Actively discourage it 

lf the school discourages It, could you please give the reasons? 



6. Which of the following most closely resembles the school's att1tude to ethnic 
festivals? 

They are not featured as part of school activities 

Teachers/Students sometimes discuss therrf in the 
context of the curriculum 

They are featured whenever poss lb le 

7. Are the school's facilities used "after hours" for ethnic instruction of any kind? 
YES NO 

Religious instruction 
(e.g. Gk Orthodox,!slam) 

Ethnic school 

Other:-
Please specify: _______________ _ 

8. Which of the fo11owtng most closely describes your school? 

Is able to provide regular interpreter services for parents and students 

Gets interpreter services when necessary 

No interpreter services are provided 

9. Are any of the following translated into other languages for 
parents who are not fluent in English? 

Regular notices 

Student reports 

School prospectus 

Other (Specify) 

YES/NO Language(s) 

. . 
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lO. Have you found that some ethnic groups have different attitudes to Anglo
Australians on aspects of the school program (such as extracurr1cula activities 
like camps, excursions)? 

YES/NO 

If YES, has the school been able to accommodate these differing 
attitudes? • 

In the majority of cases 

In some cases 

In very few cases 

I would like to know how easy or difficult this has been - please elaborate .... 

'j 

JI. Does your library contain: 

Reading material in community languages 

Resource books for promoting other cultures 

Other resource materials for promoting 
other cultures 

• 

YES/NO 

YES/NO 

YES/NO 

143 . 

12. Have you attended an inservice in the area of Multicultural Education during 1986? 
YES/NO 

If YES, please give details (also whether it was school or centrally based). 
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l 3. What Is your teach1ng area? 

To what extent would you say that the contribution of other cultures is included in 
the teaching of your subject area for Yr. 9 students? 

1 .......................... 2 ......................... 3 ......................... 4 
not • at 

at every 
a 11 opportunity 

14. Have you had any requests from ethnic parents for ethnic languages or content to be 
included or increased in the curriculum? YES/NO 

If YES, how have you handled these requests? 

15. What portion of your classroom time would be spent 1n small group discussion? 

16. 

___ % 

How much knowledge would you say you have about the background of ethnic 
students in your school? (Please rate from 1 [none] to 4 [extensive]) 

ETHNIC GROUP KNOWLEDGE ETHNIC GROUP KNOWLEDGE 

2 3 4 2 3 4 

. 
2 3 4 2 3 4 

2 3 4 2 3 4 

2 3 4 2 3 4 

2 3 4 2 3 4 

Where did you get your knowledge of other cultures? (e.g. books, knowledge of the 
languages, formal study, inservices, ethnic friends,etc.) 
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t7 1n your 001n1on. does me scnool nave a mu1t1cu1tura1 eoucat1ona1 orooram or 

prli losophy (either written or unwritten)?. YES/NO 

If YE.S, would you briefly describe its main features. 

18. In general, do you think that ethnic students achieve on a par with angle-Australian 
students? YES/NO 

Comment: ___________________________ _ 

19. Which of the following statements most clearly reflects the prevailing opinion in 
yoljr school: 

We see our primary task as the preparation of all children for life in Australian 
society. We therefore direct our efforts towards providing ethnic children with 
the skills and attituoos required to most effectively oo this. As such it is possible to 
regard special pr()Jrams and treatment for ethnic children as a potential hindrance 
to this 9'.18I. 

The schoo1 has no objections to ethnic parents and children preserving their.cultural 
herit&;ie. We neither expect ethnic children to abanoon their ethnicity while at school 
nor oo we make any special provisions for them in the curriculum apart from 
ESL instrucUon. 

The school recognises cultural diversity in Australian society and actively pursues 
methods of helping ethnic children to revelop their ethnic identity alongside an 
Australian identity. We also endeavour to help anglo-Austral ien children to 
appreciate ethnic alternatives and the diversity of other cultures. 
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20. Please rate the extent to which you cons1der that your school has made adaptations 
to ethnic diversity. 

I 
not 
at 
al 

2 
8 
little 

3 
qulte 
a 
bit 

4 
a 
lot 

5 
an 
enormous 
amount 

21. Do you have any other comments to make which would he1p me to appreciate the 
ways in which your schoo1 deals with cultural diversity in its student population? 

THANK YOU FOR YOUR HELP 

. . 
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Appendix F 

Coding of auesttons anti Calculat,on of EOI 



148 

Coding of Questionnaire Responses for EOI 

... 
Note: Open ended questions were not coded for in~lusion in the 

EOI but were used to provide qualitative data. 
t 

Principals' Questionnaire 

Question 
Number 

l 

2 

3 

4 

5 

6 

7 

Coding 

O = no, no answer (n.a.); 1 = yes 

0 = no, n. a., 1 = yes 

Calculate A separately for schools with high 

(60% and over), medium (30 - 59%), and low (29% 

and below) non-Anglo population. 

A No. ESL teachers 
X 100 = School population 

Find median value for A for each group of schools 

Code: 0 = no ESL teachers 

1 = below median 

2 = equal to or above median 

For each of 4 items: 
l 

0 

l 

2 

0 

1 

2 

0 

1 

2 

= 

= 

= 

= 

= 

= 

= 
= 

= 

not at all, n.a. 

small focus 

major focus 

discourage or actively discourage 

l eft to-student preference 

encourage or actively encourage 

not featured, n.a. 

sometimes 

when possible 

For each of 4 it ems: 

1 ye s ; 0 = no, n. a . 



Question 

8 

9 

10 

10a 

11 and 12 

Coding 

0 = no, n.a. 

1 = when necessary 

2 = regular 

0 = no, n.e. 

1 = yes for each of the 4 items 

Do not code 

0 = very few cases, n.a. 

1 = some cases 

2 = majority 

0 = O, n.a. 

Do a median split for each item for the remainder 

of the scores so that 

1 = low 

2 = high 

This gives 6 items, each with scores ranging from 

O - 2 . Sum across these 6 items (range of 

scores= 0 - 12). 

Do a 3-way median split so that 

0 = low (range O - 3 for these data) 
• 

1 = medium (range 4 - 7) 

2 - high (range 8+) 

Note: Splits for individual items were made thus: 

lla 2 ~ X > 0 = 1 

X > 2 = 2 

llb 4 ~ X > 0 = 1 

X > 4 = 2 

llc 4 ~ X > 0 = 1 

X > 4 = 2 

12a 2 ~ X > 0 1 

X > 2 2 



Question Coding 

12b 5 ~ X > 0 = 1 

X > 5 = 2 

12c 3 ~ X > 0 = 1 
• 

X > 3 = 2 

13 0 = no, n. a.; l = yes 

Co-ordinators 1 Questionnaire (for both years 9 and 11) 

Number of ethnic languages taught: O = 0, n.a. 

1 = 1 or 2 

2 = 3 or more 

. 
To calculate EOI: , Add coded scores for each o:f tne 23 

Range of' scores possible = O - 35 

Mean score for 66 Melbourne high schools = 16.59, 

SD = 5-53, Range = 5 - 28 

I 

Correl a tion of EOI with % non-Anglos in school • · 

r = .66, 64 df, E. < .001 -

• 

t • 

.. 

150 

items 

I 
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Appendix G 

Information re: Inter-relationship of Surveys 



• 

1nformat100 re.: surveys & their Joter-relatioosblo 

The Principals" survey has 19 questions, the Curriculum heads' 
survey has 9 questions, and the teachers·s survey has 21 questions. 

The 3 surveys are different but have some overlapping questions. 

The coded data 1nc1udes twenty-three 1tems. All but 1 are 
from the Principals" survey. 

The following table shows the relationship between the same & 
related questions on the three different surveys, the broad topic to 
which these questions relate, and whether the responses to the 
quest ions were coded numerically or descriptively. Under "TYPE", C. 
refers to data which has been coded numerically and D. refers to 
decript fve data. 

. . 
Tooic Prin. Curr. H. Teacher Type 

multlc. oroaram? I 7 1 C&D 
off. policy, ESL,etc 2-10 - 2-10 C 

library 11 & 12 - 1 l(relates) D 
prevail. opinion 13 8 19 C 
other comments 14 9 21 D 

inservices 19 - l 2(relates) i D 
cont.other cultures - 4 13 C 
parent requests - 5 &6 14 D 

EQUIVALENT ITEM NUMBERS ON THE 3 SURVEYS. BROAD 
TOPIC COVERED AND TYPE OF CODING USED IN AN.AiLYSIS 
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