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Abstract 

This is a study of urban Aboriginal students' failure in mainstream schooling, a failure 

evident in their generally low academic achievements, high rates of absenteeism, and 

behavioural difficulties. It is argued that problems arise from social and cultural 

misunderstandings between Aboriginal students and their teachers. These students' 

successes or failures are theorised in terms of a Durkheimian sense of 'belonging' or 

'community'; the major question to be answered by the research is 'How might the 

collective representations of urban Aboriginal students and those of their teachers be 

reconciled?'. The particular interests of the study prescribed an ethnographic 

investigation of urban Aboriginal homes and of classrooms where teachers and 

Aboriginal children attempt to work together. The major part of the research was 

conducted during a year of field-work in five classrooms (three mainstream and two 

Aboriginal classes) which were siruated in two schools in Darwin. Participant 

observation was supplemented with analysis of audio- and video-recordings, with the 

srudy of documentary and archival material, and with interviews with teachers and 

Aboriginal srudents and parents. 

A pedagogic model, derived from Bernstein's (1975), Bain's (1979, 1992), and 

Gibson's (1984) structuralist theories, guided the qualitative analysis. The five 

pedagogies in this study differentially strucrured children's experience as 'pupils', as 

Aborigines, and as members of a small social group. They created different kinds of 

pedagogic 'communities' ('ascribed', nee-tribal, 'organic') for Aboriginal students, 

and each tended towards one of three ideal types. (respectively traditional-authoritarian, 

personalised-therapeutic, mediated). The mediated praxis of one teacher created an 

'organic' pedagogic community which accommodated the social and cultural interests 

of Aboriginal students and committed them to the instructional and disciplinary 

imperatives of the school Qualitative and quantitative data indicated improvements in 
the pedagogic outcomes of Aboriginal students in this classroom; it will be argued that 

these were an effect of an exemplary urban Aboriginal pedagogy. 
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Chapter 1 

The Purposes and Plan of the Thesis 

Aboriginal students' experience of mainstream schooling is generally marked by 

failure. Educationists and policy-makers have been concerned for this group's 

performance, which is characterised by high rates of absenteeism, low academic 

achievements, and diverse behavioural difficulties (Reference Group Overseeing the 

National Review of Education for Aboriginal and Torres Strait Islander People, 1994; 

Royal Commission into Aboriginal Deaths in Custody, 1991; Department of 

Employment Education and Training, 1988, 1989; Aboriginal Education Policy Task 

Force 1988; Northern Territory Department of Education Annual Report 1 985). In this 

study it is intended to examine the difficulties which face a particular group of 

Aboriginal students - those who live in Darwin in the Northern Territory and who 

attend mainstream schools. In the past, policy-makers and researchers have attempted 

to improve schooling for students who live in remote areas; they have made few 

attempts to Wlderstand the problems of urban Aboriginal education or the conditions of 

urban Aboriginality. Despite urban Aboriginal students' unique patterns of failure in 

schools, and their over-representation in remedial and 'special' education programmes 

(Veel, 199la, p. 1; Watts, 1982, pp. 220-3), it has been assumed that they, unlike 

Aborigines in remote areas, had no distinctive socio-cultural interests or pedagogic 

needs. In 1989 the National Aboriginal and Torres Strait Islander Education Policy 

(AE.P.) ushered in a new era in Aboriginal education. It was intended that a raft of 

innovative programmes supported by massive funding would end inequities for 

Aboriginal children in all parts of Australia. However, the achievement of the A.E.P.' s 

goals depends, in part, on the 'validity' of two assumptions: that these initiatives 

would 'recognise', 'be sensitive to', and 'value' the 'cultural backgrounds of students; 

and that 'sensitive and skilled teachers' would 'take accoWlt of the different cultural 

backgroWlds, socialisation experiences and living conditions of Aboriginal students' 

(Department of Employment Education and Training, 1 989, pp. 9-13). Since little is 
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known about the particular social and cultural interests of urban Aboriginal students, 

these assumptions were from the start somewhat ambitious, and in the light of this 

study they emerge as increasingly questionable. 

Malin's (1989) research was published in the same year as the A.E.P. Her 

ethnography of urban Aboriginal homes and schooling in Adelaide provided a much

needed insight into the ways that the social relationships and behaviours which children 

learn at home do not 'fit' in the classroom. Her research showed that 

misWlderstandings between these children and their teachers develop in the earliest 

grades and that these have significance for teaching and learning. 

In this study I attempt to build on and to extend Malin's work. In this chapter the 

purposes, hypotheses, and assumptions of the study will be presented. The 

significance of the study for further research, educational policy and practice, and its 

limitations will also be noted. The chapter is concluded with a brief outline of the 

formal structure and theoretical underpinnings of the thesis. 

Purposes of the Study: In this study I attempt to contribute to the social-scientific 

knowledge and understanding of urban Aboriginal people by: 

• investigating social and cultural practices in urban Aboriginal families and 

highlighting the principles which generate what is 'thinkable' for their children; 

• examining the ways in which urban Aboriginal children's social and cultural 

assumptions orientate them in particular ways to the instructional and disciplinary 

regimes in mainstream classes and schools; 

• investigating the consonance between urban Aboriginal students' and their teachers' 

socio-cultural and pedagogic assumptions; and 

• outlining the features of a praxis which creates spaces of 'belonging' for urban 

Aboriginal students in the classroom, and which has 'positive' pedagogic outcomes for 

this group. 

Hypotheses: From the literature on urban Aboriginal peoples' social backgrounds 

and schooling I have hypothesised that 

• urban Aboriginal students are socialised into distinctive perspectives on the social 

world; 
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• urban Aboriginal students' failure derives, in part, from conflict between their and 

their teachers' social, cultural and pedagogic assumptions; 

• an exemplary pedagogy 'mediates' the social and cultural values of urban Aboriginal 

homes and the school; and 

• an exemplary pedagogy increases urban Aboriginal children's and parents' 

commitments to schooling and this will be evident in 'positive' changes in the students' 

academic achievement, attendance and behaviour. 

Researcher's Assumptions: The specific interests of the research, and the 

methods used to investigate them, are underpinned by some major assumptions. I have 

assumed that: 

• the 'condition' of urban Aboriginality is constituted in, and constitutive of, 'social 

facts' which may be observed and analysed b y  the researcher; 

• the relationships and interactions between urban Aboriginal students and their 

teachers are informed by wider social, cultural, and political interests, and that these are 

also manifest in the 'social facts' of the classroom; 

• that while the wider interests noted above are implicitly realised in pedagogies, it is 

teachers who, as transmitters of the pedagogy, largely define the relationships, 

activities, and goals of the classroom; and 

• that the methods used to collect and to analyse the data are sufficiently accurate, 

reliable, and comprehensive to address the concerns of the study and to support the 

conclusions which derive from it 

The Significance of the Study: I hope that this study will contribute to the 

knowledge and understanding of urban Aboriginal students and their families and 

highlight the 'invisible' structures which disadvantage this group in schools and 

elsewhere. The research has implications for at least four groups of 'reality-definers ' : 

Urban Aboriginal groups: Aboriginal groups and individuals have shown an 

interest in the study from the earliest stages of the research and they have made <.,Titical 

and generally supportive reviews of the fmdings. I hope that the study will assist 

Aboriginal educators and researchers and others who have an interest in the field. 
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Teachers: I hope that this study will increase teachers' understandings of urban 

Aboriginal students' particular social and pedagogic needs, and of the ways that 

teaching practices are implicated in these students' success or failure. I also hope that it 

will encourage teachers to reflect on their assumptions on urban Aboriginal students 

and to consider the importance of an explicit, 'sensitive', and academically-centred 

pedagogy for these children. The pedagogic model which has been developed in this 

thesis has been well-received by several educators who work with urban Aboriginal 

students, and they have stated that it has important implications and applications for 

their work-places. 

Policy-makers: Although policy is not a major focus or interest of the research I do 

attempt an analysis of policies in the school and elsewhere which have implications for 

urban Aboriginal students' and parents' relations to schooling. The implications of the 

research for policy-makers in schools, education departments, teacher-training 

institutions, and elsewhere are noted in Chapter 13, along with several 

recommendations. 

Researchers: In this study I attempt to contribute to the current social-scientific 

knowledge of urban Aboriginal people in general, and of their relations to schooling in 
particular. The pedagogic model which is developed in the thesis provides a 

framework for further research into urban Aboriginal education. Each or all of its 

dimensions offer other researchers possibilities for comparative and/or evaluative 

studies. I also draw attention to the need for research in several areas which could not 

be explored here. There is an urgent need, for example, for comparative and/or 

evaluative studies of the AE.P. 's programmes, of urban Aboriginal students' 

absenteeism and transitions to high schools, and of urban Aboriginal teachers' 

pedagogies. I stress the need for long-term, comparative research into the home- and 

school-experience of Aboriginal students of different social backgrounds. 

The Scope of the Study: I conducted most of the field-work for the study in five 

classrooms in two schools in Darwin and I collected most of the data in one year in the 

early 1990s (noted throughout the text as year 'B'). The findings are confined to that 

period, and to the Aboriginal students and parents, and to the staff of those schools, 

except where established literature and research permit cautious extrapolations of the 

findings to other populations and contexts. 

The Argument and Structure of the Thesis: In this thesis I argue that urban 

Aboriginal students' success or failure in the classroom depends on the kinds of 

'pedagogic community' that are created there. Pedagogies create different possibilities 
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for 'belonging' and they have significance for Aboriginal students' learning and 

conduct I argue that each of the five pedagogies in this study tends towards one of 

three ideal typeS- traditional-authoritarian; personalised-therapeutic; and 'mediated' -

and that each type creates respectively, 'ascribed', neo-tribal, and organic pedagogic 

communities. I propose that a 'mediated' pedagogy orientates urban Aboriginal 

students in more compelling ways than do the other types to the instructional and 

disciplinary imperatives of the classroom and the school, and it is thus most likely to 

effect 'positive' outcomes. The distinguishing feature of this pedagogy is the 

development of consonance between the collective representations of Aboriginal 

students and those of their teachers. Students and teachers come to 'think' together; 

they hold to the same, or similar, beliefs and values, and their 'cognitive solidarity' is 

implicitly realised in, and expressed through, the every-day rituals and relationships of 

the classroom. While there are some examples of this kind of pedagogy in the cross

cultural literature, it is a rare type, for there are fonnidable baniers to a genuine 

understanding between teachers and students who come from very different social and 

cultural backgrounds. 

I examine these baniers at length in Chapters 2, 3, and 4 which comprise Section 2 of 

the thesis. In the first of these chapters I argue that the possibilities for incorporation of 

urban Aborigines in schools and elsewhere are contingent on the current discourses of 

Aboriginal education and representation which relate them in particular ways to the state 

and to non-Aborigines. Here I attempt to show how social and educational theories, 

polices and practices of the past and the present posit particular relationships between 

Aboriginal people and the dominant culture and its institutions. I examine a history of 

Aboriginal people and their changing relations to an 'imagined' Australian community 

vis-a-vis the policies and practices of protectionism, assimilation, integration, 

multiculturalism, and self-determination. I show how these policies derived from 

particular sets of assumptions on Aboriginal culture and identity, and thus posed 

different possibilities for Aborigines' social, political, and educational enfranchisement. 

In this chapter I also outline the discursive strands of three types of pedagogic 

community - 'ascribed', 'neo-tribal', and 'organic'. 

In Chapter 3, I investigate, sociologically, three notions of 'community' which derive 

from current discourses of Aboriginal education and consider 'community' in terms of 

Durkheimian social solidarity. The three ideal types of pedagogic communities are 
theorised, and referenced to, empirical examples in the Aboriginal and other cross

cultural literature. In Chapter 4, I note the difficulties in achieving an exemplary 

organic pedagogic community for urban Aboriginal students by highlighting their, and 

their teachers', conflicting defmitions of the situation. In the first section of this 
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chapter, I examine the students' collective representations; in the second section, I 

investigate the possible areas of conflict between their representations and those of both 

'visible' and 'invisible' pedagogues. This chapter is concluded with an examination of 

several urban Aboriginal pedagogies which mediate students' socio-cultural interests 

and effect positive outcomes. 

Chapter 5 (Section 3) marks a transition in the thesis. The major themes of urban 

Aboriginal education and of 'community' which I have examined in Section 2 are 

highlighted and linked to the research methodology and the ethnographies which are 

presented respectively in Sections 4 and 5 of the thesis. The transition between the 

theoretical literature and the empirical research is accomplished by means of a 

pedagogic model whose dimensions are drawn from the structuralist theories of 

Bernstein (1975), Bain (1979, 1992), and Gibson (1984). The model is used to show 

how the three types of pedagogic communities are realised through praxis, and how 

they may be identified in empirical research. The substantive indicators which I elicit in 

the model suggest the need for an ethnographic investigation of life in classrooms, and 

the research methods which I have used for qualitative data collection and analysis are 

detailed in Chapter 6 (Section 4). 

I present the study is presented in six chapters (Chapters 7-12) which comprise Section 

5 of the thesis. In Chapter 7, I introduce the reader to the key sites and subjects in the 

research given fictitious names here to preserve confidentiality and anonymity. I 

conducted the research in five classrooms (two Aboriginal and three mainstream) in two 

primary schools (Baxter and Dalton). I focused the ethnography primarily on the staff 

and the Aboriginal students and parents of Baxter school, and in particular on Mrs. 

Banks and her Aboriginal class, the Bunjis. The second Aboriginal class, the Tigers, 

was taught by Mr. Collis at Dalton school. The Bunjis and the Tigers were 'special' 

classes which were meant to cater, in the main, for Aboriginal students who were 

troublesome low-achievers. Since these programmes were 'alternatives' to mainstream 

schooling, I viewed them as rare experiments in urban Aboriginal education. I present 

some of the pedagogic outcomes in these two classes in Chapter 8. I compare data on 

the students' attendances, academic achievements and conduct are compared with data 

from the preceding and following years when all of the Bunjis and some of the Tigers 

were taught in mainstream classes. Some 'positive' changes in Mrs. Banks' class 

indicated that, in contrast to the other classes, her Aboriginal students showed an 

increased commitment to schooling. 

I explore the possible reasons for the differences in outcomes in the Bunjis and the 

Tigers, and by implication, in the outcomes in the Bunjis and in mainstream classes in 
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Chapters 9-11. The task in each of these chapters is to investigate, by means of 

qualitative data and analysis, one of the three aspects of pedagogy which are defined in 

the pedagogic model. and to show how Mrs. Banks' pedagogy differed from those of 

the other four teachers. In Chapter 9, I compare pedagogies in terms of the explicimess 

of the hierarchical relationships they construct between the srudents and the teacher. 

Here I classify pedagogies as 'visible' or 'invisible' according to the ways they 

structure pupils' and teachers' 'identities'. In Chapter 10, I attempt to analyse the ways 

that pedagogies construe Aboriginal identities and recontextualise Aboriginal social and 

cultural interests in the classroom. I propose that 'transcendent' and 'immanent' 

pedagogies create, respectively, consonance and dissonance between the disciplinary 

structures of the classroom and those of Aboriginal homes. In Chapter 1 1, I classify 

pedagogies as 'incorporative' or 'segregative' according to the ways they create, 

respectively, diffuse or limited possibilities for students' social esteem and status, and 

thus 'rich' or 'narrow' social identities. Here I focus on how the relationships which 

pedagogies construct between individual and collective social interests orientate 

students in particular ways to their teachers and their classmates and to others in the 

school. I present a summary of pedagogic types and their related communities in 

Chapter 12. I conclude the thesis in chapter 13 (Section 6) with a summary of the 

research, and a presentation of its conclusions and recommendations. 
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Perspectives on 'Community' in 
the Theories, Policies and 

Practices of Aboriginal Education 



Chapter 2 

Imagined Communities and the Discourses of 
Aboriginal Education and Representation 

In this thesis it is argued that different kinds of praxis create different kinds of 

pedagogic 'communities', and that these have significance for urban Aboriginal 

students' performances in schooL The three types of pedagogy highlighted in this 

study derive from different assumptions on Aboriginal socio-cultural differences. In 

the 'traditional-authoritarian' type, teachers assume that Aboriginal differences have 

little or no significance for how children learn and behave in the classroom, and they 

make no adjustments to pedagogy. In the 'personalised-therapeutic' type, teachers 

assume that Aboriginal differences cannot be accommodated in orthodox praxis, and 

they radically transform pedagogy. In the 'mediated' type, teachers assume that the 

social and cultural interests of Aboriginal homes can be 'recontextualised' in 

mainstream practice. These pedagogies do not 'appear' suddenly or existentially; they 

emerge from discourses of the present and the past. What is currently 'thinkable' for 

teachers and Aboriginal students in urban classrooms, and the possibilities for the kinds 

of 'communities' they develop there, depend, to a large extent, on diverse and 

competing interests in the wider society. At any one time, these interests represent the 

nation as a particular kind of 'imagined community' (Anderson, 1983) to which some 

groups belong more than others, and to which some groups do not belong at all. In 

this chapter, Aborigines' changing relationships, to the Australian community and to 

the face-to-face communities of schools and classrooms, will be examined in the social 

and educational theories, policies, and practices of the present and the past. 

The discussion begins with the protectionist and assimilatiorust policies which led, in 

the first half of this century, to the first systematic attempts to include Aboriginal 

children in some form of schooling. While the shift from protection to assimilation 

marked a significant change in white Australians' perceptions of Aborigines, both 

policies evolved in a period when Aborigines and other disadvantaged groups were 

assigned clear 'places' in an explicitly hierarchical social system. This well-ordered 

social world was radically transformed in the latter half of this century. During this 
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period, which was marked by the 'explosive optimism of the early 1970s ... [and] the 

arid values of the 1990s' (Frankel 1992, p. i), Aboriginal interests came to be 

dominated and fragmented by the discourses of 'community'. In this section, 

Aborigines' changing relations to the state and to white Australians will be examined 

through the policies of integration, multiculturalism, economic rationalism, and self

determination. 

Protectionism and Assimilation: In the pre- and post- war years, Australian 

society was, by and large, socially, culturally, and politically 'conservative' .  This 

conservatism was reflected in the concerns of public policy to 'normalise' deviant 

individuals and groups, and to assign them clear and relatively stable 'places' in the 

social hierarchy. In the early decades of this century, Aboriginal people were 

considered to be so different from others that they did not merit a place in this hierarchy 

at all. 

1 1  

Protectionism: In the nineteenth and early twentieth centuries, social Darwinism 

informed social-scientific theories and research on Aborigines, the common-sense 

beliefs about them, and the policies which were instituted for their welfare. In the 

prevailing wisdom, Aborigines constituted a dying race whose cultures were fragile. In 

the work of the early anthropologists such as Spencer and Gillen, they were presented 

as a 'primitive' racial type (Cowlishaw, 1988a, pp. 61-2; 1986, p. 3). Since 

Aborigines were seen as the least complex of social groups (see, for example, 

Durkheim, 1961; Durkheim and Mauss, 1901/1963), whose cultures were 'relics' or 

'remnants' from the past, they were also considered to be the most vulnerable. 

Miscegenation, for example, was seen largely as whites' exploitation of a 'simple 

people' (Bleakley, 1928, p. 12). At the same time, there were concerns that this 
disturbed the boundaries between the races, and resulted in a 'half-caste' problem 

which increased the difficulties of social control (Bleakley, 1928, pp. 8-9). It was also 

thought that miscegenation was both a symptom of, and a factor in, moral and 

intellectual decline. In 1917, Porteus administered psychological tests to 28 'mixed 

blood' children at the Point McLeay Mission Station in South Australia. He concluded 

that these children had a significantly shorter period of 'mental development' than 

others: 

It would be interesting to discover by continuing the tests whether the white race's superiority over 
the Aborigine is mainly due to !he shorter period of mental development in the latter, or force of 
heredity in tbe white enabling him better to withstand the physical strain associated with the onset of 
adolescence (Porteus, 1917, p. 34). 



During this period, States' policy-makers assumed the roles of 'protectors' of tribal or 

'full-blood' Aborigines, and 'domesticators' of  the more intransigent 'mixed races'. 

In New South Wales, for example, the State government through the Aborigines 

Protection Act (1909-1963) attempted to contain and control large numbers of  

Aborigines b y  moving them onto reserves and settlements; in these places, the 

Aborigines Protection Board maintained surveillance and control over all aspects of 

Aboriginal lives, and it had special powers with respect to Aboriginal children 

(Rowley, 1971, p. 77, 406). In some reserves there were poorly-staffed schools 

where children were taught a 'basic' academic curriculum as well as the skills that 

would prepare them for work in the pastoral and domestic service industries. In the 

Northern Territory, many children who were of  'mixed descent' were sent to 

Government Homes in Darwin and in Alice Springs. Austin (1992) describes the poor 

conditions in the Kahlin Aboriginal compound in Darwin which was opened in 1913 to 

house and to educate local Aboriginal children. In 1928, J.W. Bleakley, who was the 

Chief Protector of Aboriginals, published The Aboriginals and Half-Castes of Central 

Australia and North Australia in which he detailed some of the problems and the 

successes of protectionism. In his report, Bleakley was preoccupied, as one might 

expect for that time, with maintaining the divisions between groups according to 

'blood' and 'race'; however, he may have been a more sensitive Protector than some, 

for throughout the report, he expressed concern for Aborigines' welfare, and anger at 

whites' exploitation of them. 

For example, he acknowledged, as few others then, or since, have done, that the 

pastoral industry in the Northern Territory was 'absolutely dependent' on the domestic 

and field-labour of  Aboriginal people (p. 7); he also noted that life in Darwin for most 

white people would be 'almost impossible' without the cheap domestic Aboriginal 

labour provided by the Government Homes (p. 12). He admonished the whites who, 

in spite of their 'absolute dependence on the natives', had made no attempt to 'elevate 

or educate them': 

It seems to be the conveniently accepted notion that they are beyond redemption, that education spoils 
them. so there is no encouragement for ambition and the blackfellow, naturally lacking initiative and 
given no opportunity, bas a hopeless outlook. Is it any wonder that be sometimes has little heart in 
bis wen and is branded as lazy and unreliable? (Bleakley, 1928, p. 7). 

In his practices he showed what was in those times a 'progressive' assimilationsist 

stance. For example, he recommended that children who had 50% or more of 

Aboriginal blood should be sent to Bathurst and Goulburn Islands to be trained with 

'full-blood' children; those who were 'whiter' (i.e. the 'quadroons' and 'octaroons') 

were to be placed in European institutions such as the Convent in Darwin 'where they 
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can be given a chance of absorption into the white community to which they rightly 

belong' (p. 17). 

In the Northern Territory, Aboriginal children continued to be excluded from 

mainstream education until the 1950s. Until that time there was no provision for 

Aboriginal schooling in the small rural towns that had developed during, and after the 

war, and there were only limited opportunities in the urban centres (Giese 1969. 

p. 83). In most cases, Aboriginal education was little more than the bleak 

vocationalism of earlier decades. During this period, Aboriginal children's exclusion 

from mainstream education, and their parents' exclusion from mainstream employment, 

firmly located them, and many of their descendants, within a system of welfare 

dependency. 

Assimilation: In the 1940s and 1950s, Australian society reflected a sense of order, 

stability and consensus. Most white Australians saw themselves as part of an economic 

expansion in which their self-sufficiency and self-improvement contributed to the 

national prosperity. While Frankel (1992, p. 180) characterised the post-war period as 

one of 'stultifying socio-cultural conformism and conservatism', it was not experienced 

as such by the majority of white Australians. McDonald (1994, p. 20) captured a more 

precise sense of contemporary culture when he described it as ·one which emphasised 

the 'role of borders ... of the land, of the home and of the subject'. It had become 

evident by then, that Aboriginal populations were not declining. In urban and rural 
areas, the numbers of people of 'mixed descent' were increasing (Gale and Brookman, 

1975, p. 60), and it was proposed that now Aborigines should be •absorbed' or 

'assimilated' into Australian society. Although assimilation had become official policy 

in 1939 it was not implemented in practice until after World War Two (Harris, S. 1996, 

pers. comm., 23 May). In 1948, at a Conference of Commonwealth and State 

Aboriginal Welfare Authorities, it was stated that the aim of Aboriginal educational 

policy: 

should be to give natives of full and mixed blood a training to fit them for ordinary avocations of 
life, e.g. artisans. mechanics, farm or station workers etc., with a view to their absorption into the 
general social and economic structure (cited in Giese 1969, p. 84). 

The Authorities recommended that a standard Aboriginal curriculum be implemented so 

that Aborigines might be 'assimilated' into the state economy. lbis was the first effort 

to incorporate all Aborigines in some form of standard education. In 1951, Hasluck, 

the Minister for Territories, delivered the government's assimilation policy - it was 

intended that, over time 'all persons of aboriginal (sic) blood or mixed blood in 
Australia will live like white Australians do' (cited in Stone, 1974, pp. 195-196). 
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Assimilationists assumed that all Aborigines would be gradually socialised into the 

white world, and they emphasised the need for 'transitional' programmes based on 

'stages of readiness'; it was thought that they would ease Aborigines' 'cultural 

adjustments'. Politicians were sensitive to a prevailing anti-apartheid sentiment, and 

they now avoided references to race. In 1965, for example, at the Conference of 

Commonwealth and State Governments on Aboriginal Welfare, they were careful to 

stress that special provisions for Aborigines were 'regarded as temporary measures, not 

based on race, but intended to meet their need for special care and assistance and to 

make the transition from one stage to another' (cited in Watts 1982, p. 25). As Thiele 

(1991, p. 186) notes, the move to assimilation in public policy was an indication that 

'colonial racism' was in decline, for it showed an acceptance, at least in principle, that 

there were no genetic or racial barriers to Aborigines' social and civil enfranchisement. 

Since assimilation depended on effective socialisation (i.e.pedagogic) programmes for 

Aborigines, there was a strong social-scientific interest in the ways that their social and 

cultural practices differed from those of white, middle-class Australians. 

Aboriginal Differences and Educational Research: In the main, researchers 

viewed Aboriginal differences as 'deficits' which posed formidable, but not 

insuperable, impediments to assimilation. They focused on the family as the source of 

these deficits, and on the school as the institution that would be required to rectify 

them. Watts and Gallagher (1964, Ch. 2) broadly defined Aboriginal differences as 

'social customs' and 'personal and group values' which differed from white, middle

class norms. Australian research was modelled on American and British studies of the 

socio-cultural differences of black, ethnic minority, and working-class children. While 

some researchers revived genetic and/or cognitive theories to explain the academic 

failure of black American and Australian Aboriginal students (Jensen, 1969; de Lemos, 

1969), others sought explanations in the socio-cultural practices of these children's 

homes. American researchers highlighted 'dysfunctional' family structures (Moynihan, 

1967), cultural and linguistic defects (Bereiter and Engelmann, 1966; Hess and 

Shipman, 1975), and poor child-rearing practices (Bell, 1975). Australian researchers 

attributed Aboriginal students' academic failure to 'limited language', 'large families', 

'lack of confidence and self esteem', the 'educational deprivation of Aboriginal adults' 

(Duncan, 1969), and to 'perceptual deprivation' and 'superstitious beliefs' (Milliken, 

1969). 

Watts ( 1969) was one of a small number of researchers who proposed that failure 

derived from misunderstandings between Aboriginal students and their teachers, and 

she recommended that schools use American compensatory programmes to educate 

'part-Aboriginal' children (pp. 162-72). In 1964 she had co-authored the influential 



'Watts and Gallagher' Report (1964) in which it was emphasised that schools should 

take some account of the differences between Aboriginal and white cultures. It was 

noted in the Report that when education: 

ignores the background from which the Aboriginal child draws spiritual and emotional nourishment, 
it becomes an empty, superficial thing, shut off from the main current of the child's life and exerting 
little or no influence upon him (Watts and Gallagher 1964, p. 36). 

This Report led to some radical reforms in Aboriginal education in remote areas, 

including the potential value of bilingual programmes (Hanis, 1990, p. 46). Although 

it came to be recognised that Aboriginal children who lived in these areas had distinct 

pedagogic needs, there was little concern for those who lived in urban or rural areas. 

Their differences were less 'visible' and, so it was believed, were less likely to pose 

problems for their schooling. While researchers such as Watts indicated a need to 

examine the ways in which schools' curricula and practices were implicated in urban 

Aboriginal children's failure, little was done to 'ease' them into the instructional and 

disciplinary regimes of mainstream schools and classrooms; despite assimilationist 

claims that there would be 'stages of transition' and 'programmes of readiness', 

Aboriginal children were expected to 'sink or swim' in the mainstream educational 

system (Cope and Poynting, 1989, p. 233; Sommerlad, 1976). Although there had 

been a marked increase in the number of Aboriginal students in state schools in the 

1960s and 1970s, their academic achievements, attendances, and retention rates 

remained the poorest of any group (Harker and McConnochie, 1985, pp. 103-4; 

Watts, 1982, Ch.2). 

Integration and Self-Determination: In the 1960s and 1970s, Australian society, 

was fragmented by a politics of 'identity' and the rise of diverse social movements. 

Sections of the white middle�lass pressed for social justice for disadvantaged 

minorities, and for those who, in previous decades had been on the 'margins' of 

society - street gangs, blacks, gays, the homeless; they were assigned 'leading roles in 

the rewritten drama of social reality, as exemplars ... of the struggle against social 

control.' (Cohen, 1985, p. 5). During this time, public attention was focused on three 

Aboriginal 'dramas' which took place in the outback of the Northern Territory. The 

death of the Arrernte painter, Namatjira, who had been made an 'honorary white' in the 

late 1950s, symbolised the failure of assimilation and highlighted the oppression of 

white policies and white culture. It also strengthened perceptions that Aboriginal 

culture was fragile and that Aborigines were unable, in the end, to 'straddle' black and 

white worlds. When Aboriginal groups protested against mining at Yirrkala, and 

against the inequities of their employment at Wave Hill, they placed new notions of 

Aboriginal power and culture in the public domain. These and other events initiated the 
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Aboriginal land-rights movement, and they signalled a radical change in black and 

white identities and in the relationships between them (Miller, 1985, pp. 194-5). 

During this period, Australian activists used the language of the anti-apartheid and 

American civil rights movements to defme black-white relationships in terms of conflict 

between 'traditional' Aboriginal culture and that of the white 'colonialists' (e.g. Sykes, 

1975). As Thiele (1991, pp. 1 85-6) notes, it was during this time that an intense 'self

identity black' developed in tandem with an 'anti-colonial white racial identity' which 

derived from feelings of responsibility and guilt for the practices of the past In this 

discourse, Aborigines tended to be seen as universally oppressed, and the icons of 

'traditional' Aboriginality were meant to signify their oppression; this tended to direct 

concerns for injustice to the 'politically marginal geography of the interior as well as the 

no-man's-land of the past or the original colonial moment' (James 1993, p. 207; see 

also Beckett 1988a, p. 203). The polarisation of Aboriginal and mainstream political 

interests which developed during this period was to have a profound influence on 

Aboriginal representations and self-representations in the future; it would also tend to 

limit the possibilities for Aboriginal incorporation in the imagined Australian 

community. 

While deep ideological divisions were emerging during this period, there were also 

attempts at reconciliation through a recognition of Aborigines' civil rights. In 1967 

Aborigines were granted full citizenship, and the Commonwealth assumed the 

responsibility for their welfare. While the Liberal-Country coalition under McMahon 

was opposed to land-rights and separate development for Aborigines, it also retreated 

from a direct assimilation policy. Instead, policies were couched in terms of 

'integration' and 'choice' ;  it was assumed that Aborigines would 'choose' to become 

part of the Australian 'monoculture' in which 'everyone liv[ed] in the same way ... and 

shar[ed] the same aspirations' (Minister for Immigration, cited in Foster and Stockley, 

1984, p. 53; see also Deparonent of the Interior, 1972, p. 2). In 1972, however, 

Australians rejected the conservatives' agenda and voted the Labor party into office 

under Whitlam. In the Whitlam years (1972-75), the notion of limited 'choice' for 

Aborigines was replaced by the concept of 'self-determination'. 

Whittam's reforms, Aboriginal self-determination, and the politics of 

'community': Unlike his predecessors, Whitlam saw the need to court cultural 

diversity, and to respond 'positively' to diverse social movements. His attempts to do 

this suggested ' a  state in search of a grass-roots movement, or of a social system 

attempting to surround itself with a community' (White 1978, p. 46). Aborigines 

comprised an important part of this 'community',  and Whitlam stated that it was his 
government's intention to restore 'to the Aboriginal people of Australia, their lost 
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power of self-determination in economic, social and political affairs.' ( 1973 policy 

document reproduced in Gale & Brookman, 1975, pp. 100-2). The Office of 

Aboriginal Affairs was 'upgraded' to the Departtnent of Aboriginal Affairs, the 

Woodward Commission was charged to investigate Aboriginal land-rights, and an 

Aboriginal Consultative Group was formed to examine problems in education. A 

variety of anti-discrimination legislation was passed in the parliament, including the 

Anti-Discrimination Act (1975) which would be critical to the passage of the High 

Court's Mabo legislation in 1992 (Brennan, 1995, pp. 33-5). 

The Politics of 'Community': The late 1960s and 1970s were notable for the 

mobilisation of a 'community' movement in all sectors and at all levels of society. 

Whitlam's determination to respond to Aboriginal and other groups' demands for a 

'return to community', gave rise to a distinct framework for the formulation and 

administration of public policies and programmes. In this framework it was asserted 

that 'autonomy' and 'community' were concomitantly achievable; it was assumed that 

neither these goals individually, nor the relationship between them, were problematic. 

However, subsequent practices tended to create new anomalies in the relationships 

between Aborigines and the state, and to exacerbate Aboriginal dependencies. 

Remote Aboriginal communities: In keeping with the goal of self-determination, 

the government proposed to decentralise Aboriginal management and create new 

strucrures for separate development. It supported the outstations or 'back to country' 

movement in which many Aboriginal families and clans moved away from the major 

settlements and back to their tribal lands. Although this has been seen as one 'positive' 

community movement (Rowse, 1983; Lippmann, 1981), it tended to fragment 

Aboriginal groups, and to remove many of them from essential services, including 

adequate education. While 'autonomy' and 'choice' were severely limited for these 

groups, who were far more dependent than others on the willingness of bureaucrats to 

provide 'special' funding (Brennan, 1995, pp. 195-6), they were also limited for those 

who remained in the larger settlements. Under the new policies, the Deparonent of 

Aboriginal Affairs directed funds and services to the 'community' rather than to 

individuals; it was assumed that this format was more sensitive to the 'egalitarianism' 

of 'traditional' Aboriginal society (Rowse, 1992; Smith, 1989). Yet these 

'communities' comprised diverse and transitory groups whose members had different, 

and frequently competing social, cultural, and political interests. These 'communities' 

tended, then, to exist more in the rhetoric of the bureaucrats who administered them, 

than in the frequently 'faction-ridden' undertakings and routines of the people who 

lived in them (Brennan, 1995, p. 218; Rowse, 1992). While 'community' was a 

convenient label for policy-makers, bureaucrats and service-providers, their services 
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were now delivered in such complicated formats that Aboriginal recipients tended to 
become more dependent on assistance from whites on the 'outside' (Palmer, 1990). 

In 1990, the House of Representatives Standing Committee on Aboriginal Affairs 

devoted a section of its report to 'The Problem of the Concept of 'Community''; it 

concluded that the way in which these 'artificial' communities were consitituted and 

administered posed 'real impediments' to self-determination and self-management 

(pp. 16-18). Smith ( 1989, p. 16) also stressed that: 

.. [C]ommunity" was vague enough to cater for: - a self "determination" strategy which fitted within 
the parameters of tbe broader community; a strategy which suggested civil equality, democracy and 
free choice; a strategy which could accommodate both tbe residual protectionist, institutional 
approaches and attitudes of old staff and tbe aspirations of the new personnel working under tbe new 
policy. 

In this he indicated the essential underpinnings of what I have termed the 'ascribed' 

community which is referred to later in this chapter and throughout the thesis. His 

description of the Aboriginal 'community' as a political and bureaucratic strategy is 

pertinent to the 'school as community' which also became part of the public discourse 

during this period. 

Schools as communities: In 1973, the Australian Schools Commission outlined 

plans for a transformation of public schools, which, it was argued, were not 

sufficiently flexible to cope with social change or to respond to local needs. The 

Commission proposed that some decision-making should be devolved to schools, and 

that massive funding should be provided for special programmes; in these ways, the 

school would become the 'practical point for the attack on poverty', an 'agent for 

promoting social and economic equality',  and a 'caring community' that could function 

as a 'regenerating' social force (Australian Schools Commission, 1973). A number of 

positive discrimination programmes were initiated. The Disadvantaged Schools 

Programme provided funds to schools with 'special needs' students; this category 

included Aboriginal, migrant, and low S.E.S.students. The Aboriginal Secondary 

Grants Scheme was extended to all Aboriginal students who were over fourteen 

(Retcher 1989, p. 301), and it was proposed that pre-school education would be 

provided for all Aboriginal children. There were also attempts to 'Aboriginalise' some 

aspects of mainstream schooling in order to increase Aboriginal participation rates. 

In a report to the Schools Commission, the newly-formed Aboriginal Consultative 

Group (1975) stressed that 'Aboriginal identity should be actively developed through 

education';  it also proposed that, in keeping with the goals of self-determination, 
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Aboriginal people should have 'some realistic control' over their education in order to 

create 'an informed community with intellectual and technical skills in harmony with 

our own cultural values and identity' (p. 3). The Group recommended that the nwnber 

of Aboriginal liaison officers and assistants in schools be increased, and that Aboriginal 

Learning Centres be developed in rural areas. It also advised that E.S.L. and 

Aboriginal Studies courses should be included in teachers' training. Some of these 

programmes had already started in some areas. For example, bilingual programmes 

had been introduced in Aboriginal schools in the Northern Territory in 1973 (Northern 

Territory Department of Education, 1984), and Family Education Centres (A.F.E.C.s) 

had been established in some rural towns. It was intended that through these Centres 

greater nwnbers of Aboriginal children and their parents would become involved in pre

school education. The programmes which were established at Katherine in the 

Northern Territory, and at Ernabella in South Australia were particularly successful 

(Teasdale and Whitelaw, 1981, Ch. 7 ;  Lester, 1975, p. 191; Hart, 1974, pp. 68-9). 

The teachers at Katherine developed extensive informal networks with Aboriginal 

parents; for example, they encouraged parents to come to the school, and on three 

afternoons a week they conducted play groups in the town camps. Teasdale and 

Whitelaw (1981, p. 109) noted that the staff transformed a compensatory model of 

education so that 

eventually it encompassed the wbole school together with parents and the wider community. It also 
encompassed all levels of education from toddlers' play groups to adult literacy classes. In this way 
tbe project enabled tbe school to become the prime agent for community development in Katherine. 

At Ernabella., the Presbyterian mission staff who spoke the local Aboriginal language, 

also worked to involve Aboriginal pupils and parents in the life of their school. Their 

programme was so effective that the Aboriginal parents eventually took charge of the 

pre-school (Teasdale and Whitelaw, 198 1 ,  Ch. 7; Lester, 1975, p. 191;  Hart, 1974, 

pp. 68-9). Despite the success of the Katherine Project, it was eventually terminated 

due to lack of funds. 1bis dependency on special funding is endemic in Aboriginal 

education; it will be examined in greater detail below. Two other notable programmes 

in Aboriginal education which were initiated in the 1970s were the pre-school at Bagot 

in Darwin, and an Aboriginal literacy curriculwn at Traeger Park in Alice Springs. 

They will be discussed in detail in Chapter 4. These enclave programmes were rare 

successes in Aboriginal education in the 1970s; misunderstanding and failure seemed 

to characterise the relationships between teachers and Aboriginal students in most 

mainstream schools and classrooms. 

Aboriginal differences and research: Research in the 1970s indicated that 

teachers tended to attribute Aboriginal students' difficulties in school (e.g. poor 



motivation, deficient language, lack of discipline) to deficits in their home-socialisation 

(Green 1982; Makin 1977; Sommerlad 1976; Tannock and Punch 1975). Despite 

policies and programmes which were meant to make schools more 'open' and 

'responsive', it was noted that communication between Aboriginal parents and schools 

was typically infrequent and hostile; teachers usually asked parents to come to the 

school to discuss their children's misconduct or their academic failure, or both 

(Binnion, 1976; Watts, 1976). Tannock and Punch (1975, p. 90) found that in most 

schools there was an 'almost total absence of relationship between the school and the 

[Aboriginal] home. Virtually no contact of a meaningful nature exists between parents 

and teachers or principals'. There was also disaffection between teachers and their 

Aboriginal students who continued to be over-represented in remedial and 'special' 

classes and in non-academic programmes (Watts 1982, pp. 221-222). 
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While some researchers sought explanations for Aboriginal students' failure in the 

disjunction between the socio-linguistic styles and etiquettes of home and school 

(Eades, 1981; Kaldor and Malcolm, 1979; Vaszolyi, 1977; Sommer, 1974), others 

focused on the ways that poverty and racism shaped an urban Aboriginal 'condition'. 

Whitlam's Commission of Inquiry into Poverty in Australia ( 1972) had shown that 

Aborigines were the most socially disadvantaged group in Australian society 

(Fitzgerald, 1976; Henderson, 1975; Commissioner for Community Relations, 1981). 

A number of researchers investigated the ways in which poverty and racism affected the 

social organisation of urban Aboriginal households. It was noted, for example, that 

homes tended to be supported (economically and domestically) by mothers, and that, in 

comparison with national averages, Aboriginal families were large, and comprised 

numbers of non-parental adults (kin and/or friends), and very young children (Watts 

and Henry, 1978; Watts, 1976; Eckermann, 1977). Some writers refuted notions that 

the distinctive organisation of these 'extended' or 'concertina' Aboriginal households 

were due to socio-cultural preferences, and argued that they were more likely to be 

pragmatic solutions to yconomic inequities and racism (Henderson, 1975; Gale, 1977, 

1972). Eckermann (1977) disputed the notion that the female-centredness of urban 

Aboriginal families was due to a break-down in 'traditional' forms of Aboriginal social 

organisation; instead she argued that it was due largely to economic necessities which 

required men to leave home to seek employment, or to take on seasonal work (see also 

Barwick, 1988). Like Watts (1982, p. 213), Eckermann suggested that the 

socialisation practices in urban Aboriginal families were shaped by cultural and 

economic interests, and by the need for mutual protection. She noted, for example, that 

adults socialised children into a strong sense of urban Aboriginality: 



From earliest toddler-hood, children are made aware of terms like 'black boong' and 'blackfellow'. 
The terms black, coloured and diny are emphasised again and again ... a large part of the attention and 
affection lavished on small children takes the form of gentle teasing and deliberate 'baiting' ... Teasing 
by adults and among siblings ensures that a child never forgets that he or she is an Aboriginal 
(Eckermaon 1977, p. 300). 

While ethnographers such as Eckermann showed how urban Aboriginal identities were 

partly shaped by hostile black-white relations, they gave no sense that people were 

unsure of their Aboriginality, or were unable to relate to some 'real' urban/rural/remote 

history and tradition. Yet during this period, other writers, who were perhaps more 

ideologically committed to the contemporary discourses of identity, showed concerns 

for this group's 'authenticity'. 

From the 1960s, as the authoritativeness of the old hierarchies declined, and the 

discourses of community became powerful, social theorists became increasingly 

preoccupied with the problem of identity. Some argued that identity need no longer be 

transmitted by socialisation but could be consciously 'created' or 'constructed'. In this 
view, then, identity was largely a matter of 'choice'.  1bis had some appeal for those 

who wished to assist urban Aborigines to fight for social justice, and/or those who 

considered that their Aboriginality was less authentic than that of 'traditional' groups. 

Thus writers urged Aborigines to 'take control of their own identity' and to 'fmd' 
Aboriginality in motifs of the near or distant past (see for example, Jordan, 1983). 

Berndt (1977, p. 1 1 )  suggested that urban Aborigines could 're-construct' their 

Aboriginality by appropriating some of the 'cultural elements' of tribal groups. While 

he acknowledged that some institutions, such as religion, could not be reconstituted, he 

believed that it was possible to 'select aspects of traditional or quasi or pseudo 

traditional Aboriginal culture which might respond to being re-vamped and placed 

within a different context' (p. 1 1). Attempts to dehistoricise culture and identity by 

detatching 'the sign' from what 'is signified' (Durkheim, 189711952, p. 315), can lead 

to what Thiele (1992, p. 191, n.33) calls a 'sociological grotesquery', and this may 

disadvantage Aborigines in at least three ways. 

First, it is assumed that urban Aboriginal identities are constituted in a lack of culture 

and meaning, and that this can be rectified by borrowing from a 'real' culture. 1bis 

denies the richness and diversity of urban lives and glosses over the 'real' conditions 

and social disadvantages which shaped, for example, the Aboriginality of Eckermann' s 

families. Secondly, when it is proposed that culture and identity are matters of choice, 

it can then be asked 'What is to be chosen?', and 'Who chooses?'.  In some cases, 

definitions of Aboriginality may depend on a few reality-defmers, and the Aboriginality 

of the less powerful may be reduced to a conformity to those definitions. Thirdly, the 
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proponents of 'constructionism' tend to reduce Aboriginal social and cultural diversity 

to a biological (i.e. racial) category; the inherent difficulties of this position will be 

elaborated later in this chapter. The notion that identity can be deliberately constructed 

was, and continues to be, a powerful theme in the discourses of Aboriginality. It is 

also an organising principle of the neo-tribe which is the second kind of community 

highlighted in this thesis. 
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The 1970s was a period of rapid social, political, and cultural change in Australia. 

Despite massive funding in mainstream and Aboriginal education, Aborigines continued 

to fail at school, and their participation and retention rates remained the lowest of any 

group (Watts, 1982). While new policies and programmes laid the foundation of an 

Aboriginal education 'industry', they failed to establish long-term projects sustained by 

a sense of 'community' which Aborigines themselves found compelling. While more 

Aborigines were employed in education, few of them were trained for, or promoted to, 

key positions, and frequently their employment depended on special grants (Sherwood, 

1982; Bucknall, 1982). During this period, solutions to the problems of Aboriginal 

education came to be seen as the province of specialists and of the state, rather than the 

responsibility of mainstream educators and of local authorities. The separation of 

Aboriginal and mainstream educational interests created a 'double bind' for Aboriginal 

people. When interventionist programmes were required to teach Aboriginal children 

whom mainstream schooling had failed to educate, they were frequently seen as 

'special' education for a 'privileged' group. In the 1980s, multiculturalism and the rise 

of a 'corporate culture' tended to fragment Aboriginal social, and educational interests 

even further. 

Multiculturalism, Economic Rationalism, and the Aboriginal and Torres 

Strait Islander Education Policy: Labor's policies of positive discrimination for 

Aborigines in areas of education, employment and land-rights, generated strong 

political and public opposition. Since Aborigines were now seen to enjoy the same 

rights, and to have the same opportunities as other Australians, programmes of 

affirmative action were politicised as special treatment or 'hand-outs'(Fletcher, 1989, 

p. 301, 332; Gale and Brookman, 1975, p. 128). Well-publicised confrontations 

between Aborigines and developers in the north of Australia polarised public 

perceptions of black advantage, and they placed Aboriginal affairs in general, and land

rights in particular, on the national agenda In the media, Aborigines were represented, 

in the main, as people who were to be feared or pitied; their demands for social justice 

and land-rights were reported as a rise in 'black power' and 'black anger', and their 

social disadvantage was communicated as a pathology rooted in poverty, crime, and 

alcoholism (James, 1993; Sykes, 1989, Ch. 4). While Australians were divided on 



Aboriginal issues, most were receptive to the concept of multiculturalism which was 

promulgated by both the Liberal and Labor governments. 
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Multiculturalism, ethnic communities, and Aborigines: In the late 1970s 

and early 1980s, the Liberal government was anxious to tap into the global economy 

and, in particular, to establish economic interests in Asia and the Pacific. It attempted 

to ease Aboriginal and ethnic demands, and to diffuse the class-based struggles of 

immigrant workers by channelling these into 'ethnic communities' (McDonald, 1994, 

p. 19). These 'communities' were to have a degree of 'self-management' within an 

overarching 'mono-' or 'core' culture. Tiris form of multiculturalism derived from a 

'cuture of cosmopolitanism'; in the public discourse, ethnicity and cultural differences 

were construed as particular 'styles' or 'attitudes' which might be 'constructed, 

managed, and then interpreted publicly' (Foster and Stockley, 1984, p. 52). 

Aboriginal and ethnic elites were incorporated into state structures and publicly 

'represented' their groups' cultural and political interests. The Australian Council on 
Population and Ethnic Affairs, for example, was able to promote the government's 

agenda while also 'speaking for' ethnic and Aboriginal groups. In its policy discussion 

paper, Multiculturalism for all Australians (1982), the Council appealed for national 

unity and encouraged ethnic and Aboriginal groups to adhere to the principles of an 

'holistic multiculturalism'. It was proposed that cultural differences could be 

accommodated within an Australian 'core culture' and by an Australian 'personality' 

comprising: 

social attitudes that combine, in a special Australian way: matter-of-fact egalitarianism, dislike of 
privilege and snobbery and 'tall poppies', suspicion of patronage, pragmatic disregard for rhetoric and 
abstract ideologies .. .masculine emphasis on m.ateship, and a tolerant ideal of 'a fair go' for all 
(Australian Council on Population and Ethnic Mfairs, 1982, p. 5). 

While it was acknowledged that Aboriginal groups had 'certain special claims' 

(unspecified) due to their dispossession, their demands for separate development were 

considered to be antithetical to a multicultural society in which 'component ethnic 

groups interact freely and share a common commitment to social and national ideals' 

(p. 2). At the same time, the Council stressed that Aborigines would 'remain free to 

choose at any time their identity and lifestyle' (p. 30). While the Council represented 

Aborigines as one of many ethnic communities, it also acknowledged that Aboriginal 

culture was indigenous, and therefore 'different'. It could be 'useful' in these ways: 

It is only through the Aboriginal part of our population that we can claim a long-standing, traditional 
relationship with our land, in a way possible to other nations who have occupied their native soil for 
hundreds or thousands of years. Through Aboriginal placenames and folklore, Australians have 
inherited an indigenous tradition which extends the history of their country beyond the short timespan 
of white settlement (Australian Council on Population and Ethnic Affairs, 1982, p. 5). 



The kind of 'celebratory' multiculturalism which was advocated in this document was 

promoted throughout Australian schools in various cultural studies courses in the 
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1980s. These programmes concentrated on the 'visible' differences between cultures -

language, costume, food, music, dance - and thus tended to reduce social and cultural 

differences to matters of 'placenames and folklore'. While multicultural curricula may 

have made individuals and groups 'feel good' about their own and others cultural 

differences, they also tended to ignore the ways that political and social inequalities 

were maintained and reproduced. 'Singing and dancing on the dole queue in your 

community language' (Kalantzis, 1988, p. 93), and celebrating Aboriginality in the 

school's 'damper days' (Keeffe, 1992, p. 87), do little to challenge the status quo; nor 

do these kinds of 'cultural' activities make schools anything more than the 'ascribed' or 

'strategic' communities which have been noted above. 

While the kind of multiculturalism promoted in the 1980s construed identity as an 

aesthetic, its emphasis on 'blood and land' as unifying metaphors for ethnic 

communities (Beckett, 1988a, p. 5) appealed to those who argued for a pan

Aboriginality. In the same year that the Australian Council on Population and Ethnic 

Affairs published its paper, the National Aboriginal Education Committee which had, 

under a liberal government, replaced the Aboriginal Consultative Group, published its 

Rationale, Aims anLi Objectives in Aboriginal Education (1982). The Committee 

claimed that certain beliefs and practices, including harmony with the land, spiritual 

richness, and physical skills, were common to all Aborigines 'across lifestyles' 

(p. 62). The Committee stressed here, and in a later document (see National 

Aboriginal Education Committee, 1985, p. 1), that there was a common 'feeling of 

Aboriginality' that was unique to the indigenous people of Australia and their 

descendants. It located Aboriginal students' failure in the differences between 

Aboriginal and Western educators' affective values, and it evoked an image of an 

'emotional' Aboriginal community: 

Aboriginal educatioo aimS at preparing a person to function effectively in a society which does not 
emphasise material values but those community values of responsibility and obligations which are an 
important part of an extended family group (National Aboriginal Education CoJD.IIllttee,1982, 
p. 62-3). 

These views were quite different from those of the Consultative Group which the 

Committee had replaced, and which had stressed in 1975 that 'Aboriginal identity 

should be actively developed through education' (see above). While the Consultative 

Group had called for a greater 'harmony' between Aboriginal and mainstream 

education, the National Aboriginal Education Committee implied that they were 

cognitively and affectively irreconcilable. At the same time, Aboriginality was 
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construed here as a passive and insular racial identity. Like the multiculturalism in 

which it was embedded, this perspective derived from a depoliticised and dehistoricised 

conception of identity; it ignored, for example, how differences between Aborigines 

(soci<rcultural, political, demographic) structured different social experiences and 

cultural orientations. When Aboriginal interests are homogenised in this way, they tend 

to be removed from mainstream concerns and are relegated to the status of 'ethnic' 

concerns. The kind of ideological bifurcation that is noted here had its roots in earlier 

discourses, and it informed a politics of identity and separatism which became 

increasingly powerful in the 1980s and 1990s. In 1988, the year of the Australian 

bicentennial, Aborigines declared a National Year of Mourning; while this was meant 

to symbolise the deep divisions between Aboriginal and other Australians, it also 

construed Aboriginality as an 'emotional humanity' whose defining characteristics were 

pain and loss (James, 1993, p. 219). 

While Aboriginal and other groups struggled for hegemony in the public culrural 

discourse, and conservatives and radicals debated the appropriateness of new 

educational curricula (e.g. Aboriginal, feminist, environmental srudies), they had 

missed what Frankel ( 1992, pp. 300-1) calls 'the main game' of the 1980s - the 

economic rationalist transformation of education. 

Economic rationalism and the transformation of schooling: In the 1980s 

both major political parties advocated the state's withdrawal from public instirutions and 

from redistributive social programmes. Public policy was increasingly driven by the 

logic of the market and the dynamic of rationalisation; in this climate, social equity was 

reconfigured in political rhetoric as 'self-help', 'self-management', and 

entrepreneurism. A new 'closeness' between the state and industry necessitated some 

radical changes in the education system. It was thought that curricula were not relevant 

to the needs of industry, and that schools were not sufficiently flexible to meet the new 

economic challenges. It was proposed that the traditional patterns of educational 

governance should be re-structured. Some authority (e.g. in areas of curriculum, 

fmances, resources, staffing) was to be devolved to schools; they, in rum, were to 

devolve some of their authority to school councils which were to 'represent' the 

interests of the 'community'.  While it was argued that a dismantling of the old 

hierarchies would increase participative democracy, the reforms, in effect, positioned 

schools as competitors in an educational market, and thus served to tighten the system 

rather than change it (Angus, 1992, p. 6). The rhetoric of reform asserted a 

'surprising' complementarity between the market and the 'community' (McDonald, 

1994, p. 21); the uneasiness of this juxtaposition was evident in the Northern 

Territory Education Department's major policy documents of the period. 



"Towards the 90s" - Entrepreneurial Schools and Aboriginal Education 

Policies in the Northern Territory: The Northern Territory Education 

Department published its guidelines for the re-structuring of schools in Towards the 
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90s (1987b). 'Excellence, accountability and devolution' were key themes in the 

Department's attempts to 'democratise' schools and 'attain a balance of the aspirations 

of students, parents, staff and the community at large' (p. 6). The business sector 

comprised a major part of this 'community', and the Department suggested several 

strategies to increase its involvement in education. For example, it proposed that 

business and industry should be represented on schools' councils, and that an Industry

Education Consortium should be established to 'provide advice to, and act as a 

consultative group for, the Minister for Education' (pp. 14-5). 

There was now to be an emphasis on corporate management and acountability in 

schools. Schools were to submit 'School Improvement Plans' every three years, and 

they were advised to consider their educational programmes in terms of their 'value for 

money'. Primary schools could attract extra funding by improving their students' 

performances in core subjects, and improvements would be measured in a Territory

wide system of testing (p. 8). It was emphasised that testing would not be used to 
compare schools, but to measure each school's performance against its own 

'baseline ... in much the same way as swimmers seeking to gain selection to our 

Olympic Games team compete not against each other but against a pre-set qualifying 

time' (p. 8). This was contradicted in a later section of the document titled 'Incentives, 

subsidies, and markets'. Here it was argued that re-structuring would permit state 

schools to respond to the market in the same ways as private schools by 'competing for 

resources' on the basis of 'achievement of objectives or on performance' (p. 16). 

A 'Teachers of Excellence' scheme rewarded effective practitioners with increases in 

salary and a variety of ceremonial 'recognitions' such as 'suitable nomenclature',  

certificates, presentation ceremonies, publicity. It was thought that this would have a 

'wholesome influence' on the 'productivity and efficiency' of the teaching service 

(pp. 10-11). Here the policy-makers assumed a curiously unproblematic conception of 

the nature and the social contexts of teachers' work; their notion of the school as a 

highly rational and easily 'managed' system also seemed problematic. While they 

argued that reforms would lead to greater democracy and choice, the new regime was 

likely to replace old hierarchies with less visible, but arguably, more powerful ones. 

For example, a great deal of power would now reside in schools' councils whose 

members were likely to be drawn from the white, professional, middle-class (Royal 

Commission into Aboriginal Deaths in Custody, 1991; Foster, 1987; Pettit, 1980). It 

was unlikely that Aborigines, whose participation rates in schooling in the Northern 



Territory were the lowest in Australia (Department of Employment Education and 

Training, 1988, p. 13), would be represented here; nor was it certain that the social or 

educational needs of Aborigines or other disadvantaged groups would be promoted by 

the principal, whose role as an educational leader had been superseded by that of 

'manager-administrator'. Since school's councils were now to have a 'major say' in 

the selection of principals (Northern Territory Department of Education, 1987b, 

p. 20), it was likely that their suitability would be judged more on their managerial and 

marketing skills, than on their expertise in education or pastoral care. 

In this climate of managerialism it was also likely that principals would need to become 

more task-orientated, more concerned with selling themselves and their schools, and 

thus become more autocratic than democratic (Angus, 1992, p. 9). There was an 

example of this in one of the schools in this study (see Chapter 7). Mr. Irving was a 

'no-nonsense' principal who was sent to 'fix' Baxter School. He was well··aware that 

he was being 'watched' by senior personnel and by the local community (see A1), and 

he tightened the disciplinary regimes in the school in such a way that many teachers, 

students and parents were disaffected. Although he disapproved of 'special treatment' 

for socially disadvantaged students, and was opposed to the idea of a special class for 

low-achieving Aboriginal students, he worked hard to establish a class for the 'gifted' 

children. This would have increased the status of the school and would, no doubt, 

have attracted a better 'clientele'.  His emphasis on 'survivalism' (see A1) is 

understandable in the context of entrepreneurial schools. By fostering competition 

between schools, the reforms also tended to reduce education to a commodity such that 

parents and students became a 'consumer community'. In this regime, 'choice' was 

reserved for those who could pay for it, and this, it is assumed, would tend to 

exacerbate racial, ethnic, and social class inequalities. In the 1980s, several small 

schools in the Northern Territory were closed because they were no longer 'viable';  

among these were the Aboriginal pre-school at Bagot and the Traeger Park school 

which was known for the effectiveness of its Aboriginal literacy programmes. 

During this time, other educational policies in the Northern Territory tended to 

disadvantage urban Aboriginal students. For example, when the Education Department 

(Annual Reports 1979-1985) claimed that Aboriginal education was one of its three 

priorities (the others were computer technology and education for the 'gifted'), it was 

referring to Aboriginal students in remote schools. In 1982-83, for example, while 

there were large expenditures on programmes such as bilingual education, and 

Aboriginal and TESOL teacher's training courses, concerns for the education of urban 

Aboriginal children were limited to an acknowledgement of the need for 'provision' of 

a 'firmer education foundation for students of Aboriginal descent' (Northern Territory 
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Department of Education Annual Report, 1982/83, p. 5). This was repeated in another 

policy document seven years later. In 1990, Tom Harris, the Minister for Education, 

stated in his Repon of the Review of Aboriginal Education that while he had consulted 

widely with Aborigines from remote areas of the Northern Territory, he had 

intentionally minimised his discussions with 'non-traditional urban Aborigines' (p. 9). 

While he acknowledged that urban Aboriginal students faced 'significant' educational 

problems, he deferred any review of their needs (p. 43). Yet the Department was well

aware of the problems in urban Aboriginal schooling. In the 1980s it was noted in 

Departmental reports that this group's failure was due to irregular attendance, poor 

motivation and health, and 'non-supportive' homes, and there were calls for 'anti

truancy campaigns' (Northern Territory Department of Education, 1985a, p. 9; 

Northern Territory Department of Education, 1985b, p. 14; Northern Territory 

Department of Education, 1983, July, Section 6). It was also clear in these reports that 

special educational provisions for this group depended on the continuance of 

Commonwealth funding. For example, when there was a delay in Commonwealth 

funds for ESL programmes, it was noted that the needs of the urban Aboriginal 

children 'were not able to be met' (Northern Territory Department of Education, 1986, 

p. 25). In other parts of Australia there were more detennined efforts to reform 

Aboriginal education, and to create a greater equity for urban Aboriginal students. 

'Renaissance' i n  Aboriginal education and the A.E.P.: While all sectors of 

mainstream education were subject to rationalisation and re-structuring in the 1980s, 

Aboriginal tertiary education, particulary in the area of enclave training programmes, 

was expanded; this led to what the Aboriginal academic, Bin-Sallik (1989), called a 

'black educational "Renaissance"'. The affinnitive action programmes which began in 

the 1970s had produced a number of professional and politically 'literate' Aborigines 

who were better able than those of previous generations to contribute to public 

discourse. While this led, in some cases, to the creation of socially conservative 'elites' 

who were dependent on political patronage (Keeffe, 1988, p. 85), it also opened 

potentially powerful discursive spaces for Aborigines. Aboriginal academics, 

educators and administrators played key roles, for example, in the 'Miller' and 

'Hughes' Reports which, as will be shown, were instrumental in the formulation, in 

1989, of a national education policy for Aboriginal and Torres Strait Islander people. 

Aborigi1Ull Differences and Educational Research: In the 1980s, researchers 

shifted away from 'cultural deprivation' and 'deficit' theories as explanations for 

Aboriginal students' academic failure and focused instead on socio-cultural 

misunderstandings between them and their teachers. Researchers such as Harris 

(1977, 1980), Bain (1979, 1992), and Christie (1984, 1985) proposed that the 
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ontologies and epistemologies of Aborigines in northern and central Australia conflicted 

with the Western world view. Stephen Harris' (1977, 1980) research at Milingimbi 

highlighted differences in Aboriginal and Western perspectives on knowledge, and 

showed how they led to two distinct pedagogic systems and 'learning styles'. 

Aborigines were orientated to 'informal' modes of learning; secular knowledge was 

gained largely by 'doing',  and sacred/ceremonial knowledge was 'conferred' by 

participation in ritual activities. Harris argued that this ill-prepared children for the 

'formal' and abstract learning that was required in Western schooling: 

Aboriginal cbildren have a largely ritual view of school - learning is a matter of participating ... to 
Yolngu children schooling is a ritual they participate in by lots of non-cognitively demanding work, 
such as copying lots of writing from the blackboard (Harris, 1990, p. 35). 

Bain (1979) proposed that in contrast to Westerners, Aborigines perceived their social 

and cultural worlds as inherently unified; both real and ideal categories were available 

to perception and were not, therefore, bound by Western notions of space and time. 

1bis 'interactional' world view meant that people placed central importance on qualities 

of relationships - between people, and between them and their undifferentiated 

real/spiritual world. Liberman (1978, p. 161) indicated the differences between 

Aboriginal 'interactional' and Western 'transactional' world views in this way: 

In the Euraustralian society, the objects of consciousness carry the ontological forms of space, time, 
physical thinghood etc. and are built one upon another to produce the unity-form of a truth system. 
Aboriginal objects on the other hand are particular, taken up as 'just these' objects, in 'just this' way, 
and their existence rests within the 'this' and not with some location in an objective truth 
system ... Objects do not have reference to a position in a mechanical space and time ... ( cited in 
Christie, 1984, p. 10). 

Christie (1984, 1985) built on Harris' ,  Bain's and Liberman's research. He 

investigated differences in the perspectives of Aboriginal students and their teachers at 

Milingimbi. He showed that Aboriginal students rejected their teachers' imperatives for 

'purposeful learning behaviour' which required them to be goal-orientated, to take 

'personal control' of their learning, and to accept the teacher's feedback (Christie, 

1984, p. 389). The students considered that these behaviours were 'greedy and 

manipulative'. Conflicts between them and their teachers led to tacit 'negotiations' in 

which protagonists resorted to ritualistic performances of academic routines. In these 

'educational pantomimes',  children copied, cheated, and did 'busy work' while their 

teachers construed these as indications of genuine learning: 

Thus the very social structure exerts a definite pressure on the children to behave in a way in which 
they like to behave, they feel they ougbt to behave, and they know best bow to behave. When tbey 
do so, the classroom runs smoothly and everyone - teachers, pupils, parents and principals - is happy 
(Christie, 1984, p. 357). 



While Christie showed how socio-cultural misunderstandings led to poor teaching and 

learning, he also maintained that the barriers to better understandings were not 

insuperable. Thus he concluded his thesis with two major recommendations - that 

teachers disabuse Aboriginal students of notions that learning is 'dependent upon 

ritualized conformity to classroom procedure'; and that teachers and students be trained 

in the requirements for purposeful learning skills (p. 397). 

While such research in remote Aboriginal schools during this period was seminal, there 

was little substantial research in urban Aboriginal education unti1 1989, when Malin 

investigated Aboriginal home-socialisation and schooling in Adelaide. She compared 

the socialisation practices in Aboriginal and white families, and suggested that 

Aboriginal children were disposed to ways of thinking and behaving which 

disadvantaged them in the classroom. For example, in contrast to the white children, 

they were expected to be self-reliant and to show diverse social competencies in the 

home and elsewhere; however, the teacher construed these kinds of behaviour as 

disrespect or disobedience (Malin, 1989, pp. 408-24). Malin argued that these kinds 

of misunderstandings resulted in disaffection and failure, and in her thesis she 

recommended a number of measures to increase educators' awareness of the specific 

socio-cultural and pedagogic needs of Aboriginal students (pp. 657-661). 

Like Malin, Veel (1991a) argued that urban Aboriginal students were 'sytematically 

disadvantaged by educational systems conceived by and existing for middle-class 

Anglo-Celtic groups' (p. 2), although he focused more directly on the links between 

socio-economic status and educational outcomes. His research was guided by 

Bernstein's structuralist theories. He argued that 'traditional' and 'progressive' 

pedagogies had failed Aboriginal students because they did not clarify the relationships 

between educational knowledge and the social/linguistic practices which were valued in 

dominant cultural institutions (pp. 32-3). He argued for a pedagogy of 'critical 

literacy' which instructs students in the dominant discursive possibilities of English, 

and teaches them the metalinguistic skills which are essential to academic success. His 

work with urban Aboriginal students indicated the effectiveness of this approach. His 
research and Malin's will be examined in greater detail in a later chapter. 

While Veel, Malin, and others called for changes in pedagogy to accommodate 

Aboriginal differences, others argued that school knowledge and pedagogy should be 

comprehensively 'Aboriginalised'. Folds (1987) and McTaggart (1988, 1989), for 

example, appropriated Freire's notions of 'empowerment' and 'resistance' and applied 

them unquestioningly to Aboriginal education. Folds argued that Aboriginal students 

showed 'resistance' to all aspects of Western schooling, and he saw evidence of this in 
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their loud singing, truancy, and petrol-sniffmg. McTaggart also proposed that Western 

education alienated Aboriginal children, and he argued that curricula should be 

Aboriginalised so that 'everything about the school will be constituted in deeply 

Aboriginal ways' (1989, p. 39). McTaggart's propositions derived from an 'anti

colonialist' discourse. For example, he asserted that 'two ways schooling' ,  which is 

advocated by many Aboriginal people (e.g. Yunupingu, 1988), was a vehicle of 

Western social control (McTaggart, 1988). He claimed that Westerners were 

unremitting in their efforts to 'destroy Aboriginal people and their cultures ... through 

invasion, war, murder, infection .. . '  (p. 84); the school was 'an agency of Westernism 

and disadvantage' ,  and even though 'some bright kids have made it', their success was 

'racist nonsense' which was promulgated to justify the system (p. 90). His discussion 

also appeared to be derived from an essentialist stance on culture and knowledge. This 
was evident, for example, in his proposition that 'Aboriginal people will be more likely 

to teach English as a second language more successfully than Western teachers' (p. 89, 

emphasis in text), and in his concern that as Aborigines acquire Western knowledge 

they become less Aboriginal - 'how can Aboriginal children learn mathematics without 

compromising their Aboriginality?' (p. 87). 

McTaggart's work reveals the contradictions which underpin the separatist perspective. 

While he criticises Western education for failing to give Aborigines 'access to Western 

culrural capital' (p. 86), he advocates that Aborigines withdraw from the institutions in 

which they may acquire it; while he criticises Western educators and academics for 

underestimating 'Aboriginal peoples' capacity to deal with Western culture' (p. 86), he 

also assumes that Aboriginal culture and identity are fragile; and while he 

acknowledges that 'Western culture is already everywhere' (p. 86), he suggests that 

Aboriginal people will be able to 'avoid' it 

To summarise, in the 1980s and early 1990s, researchers contributed to two distinct 

discourses on Aboriginal differences. While some advocated pedagogies which 

mediated Aboriginal and mainstream cultural interests, others suggested that these 

interests were irreconcilable. A significant feature of the policies of this period was 

their tendency, in contrast to those of earlier decades, to emphasise education as a 

powerful agency ('positive' or 'negative') for Aboriginal culture and identity. 

The 'Miller' and 'Hughes' Reports: In 1982, the National Aboriginal and 

Torres Strait Islander Education Committee (N.A.E.C.) stated that Aborigines' 'gross 

under-achievement' in education was a result of the 'clash between the schooling 

system, home and the environment' (1982, p. 63). Three years later, the Committee 

of Review of Aboriginal Employment and Training (Miller et aL, 1985, p. 10) 



attributed Aborigines' poor life-chances to educational failure, which, it stated, 

stemmed from a 'lack of access and relevance' in educational institutions. The 

Committee's call for more 'appropriate curricula and teaching methods' for Aboriginal 

students was reiterated in the influential 'Hughes' Report Hughes was a former 

chairman of the N.A.E.C. and he led an Aboriginal Education Policy Task Force 

whose task was to assess recent research and policies, and to advise on all aspects of 

Aboriginal education. The Task Force (1988, p. 9) noted the failure of previous 

reforms, and stressed that 'In 1988 Aborigines remain the most severely educationally 

disadvantaged group of people in Australia'. It argued that Aborigines' failure was due 

to the 'gap' between their culrure and that of the school which 'reflect[s] the dominant 

Anglo-Australian culture' (p. 19). When their 'culture, heritage, and identity' were 

ignored, students experienced 'feelings of cultural alienation', and their learning was 

'impeded' (p, 8). Hughes et al. recommended that education for Aborigines should be 

Aboriginalised' (p. 42). 1bree of their recommendations will be noted here. First, as 

a strategy for an 'attack on racism', there was to be a greater emphasis on Aboriginal 

Studies (p. 25); secondly, teaching practices were to be 'appropriate to', and 

'compatible with', Aboriginal 'learning styles' (p. 46); thirdly, Aboriginal English 

was to be recognised as a 'legitimate dialect' in schools, and it was considered that 

students would 'benefit from using [it] in their oral and written work' (p. 20). Since 

these proposals were re-stated a year later in the National Aboriginal and Torres Strait 

Islander Education Policy, they will be discussed in some detail below. 
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The recommendations in the 'Hughes' Report received powerful support from the 

Royal Commission which investigated Aboriginal and Torres Strait Islanders' deaths in 

custody. The Commissioners examined the social inequalities which shaped the day

to-day experience of many Aborigines, and they attributed their poor life-chances, in 

part, to the cultural insensitivity of educational institutions which 'have been either 

unable or unwilling to accommodate many of the values, attitudes, codes and 

institutions of Aboriginal and Torres Strait Islander society' (Royal Commission into 

Aboriginal Deaths in Custody, 1992, p. 40). Like Hughes et al., the Commissioners 

proposed that the problems of Aboriginal education could only be solved through a 

national strategy, and they declared their support for the National Aboriginal and Torres 

Strait Islander Education Policy. 

The National Aboriginal and Torres Strait Islander Education Policy: In 
contrast to previous policies in Aboriginal education, the A.E.P. required co-operation 

between the commonwealth, the states and territories, and between various sectors of 

education. The main purpose of the A.E.P.was to 'develop appropriate ways of 

responding effectively and sensitively to the educational needs and aspirations of 



Aboriginal people ... by accommodating cultural difference and recognising socio

economic disadvantage' (Department of Employment Education and Training, 1989, 

p. 9). Of the seven educational principles outlined in the Policy, only one referred 

directly to schools and classrooms: 

Aboriginal youth are more likely to participate in education and develop learning competencies 
when: the organisational climate of the educational instirution is welcoming to Aboriginal students 
and their parents ... when the cwriculum is, and is perceived to be, relevant and appropriate; when 
sensitive and skilled teachers use interesting strategies which take account of the different cultural 
backgrounds, socialisation experiences and living conditions of Aboriginal students; and when the 
srudents are given clear directions on their responsibilities and constructive feedback on their 
performance. Much depends on the attirudes and understanding of principals and teachers 
(Department of Employment Education and Training, 1989, p. 13). 

The A.E.P. instigated a raft of new programmes. The number of Aboriginal teachers' 

aides and community liaison officers was to be increased, and Aboriginal people were 

to be employed part-time in A.S.S.P.A. Committees (Aboriginal Student Support and 

Parent Awareness Programmes), and in Homework Centres. Through the A.S.S.P.A. 

Committees, Aboriginal parents had control of a small budget, and were able to have 

some say in their schools' cultural studies programmes and in other local projects 

(Department of Employment Education and Training, 1991a, p. 1). The Homework 

Centres were an initiative of the Aboriginal Tutorial Assistance Scheme (A T.A.S.); 

they provided after-school tutoring for Aboriginal and Torres Strait Islander students in 

all sectors of education (Department of Employment Education and Training, 1991 b, 

p. 1). 

While the A.E.P. was seen to herald a new era in Aboriginal education, the 

assumptions which underpinned the Policy in three key areas were open to question; 

these concerned the policy-makers' conception of the school as a social system; their 

recommendations for Aboriginal Studies; and their neglect of mainstream pedagogy. 

Tightly coupled sclwols? An area of difficulty in the A.E.P. is that the policy

makers assume, as many before them have done, that schools are rational, goal

oriented systems whose interests are consonant with those of the wider society. In this 
view, schools are 'tightly coupled' systems (Weick, 1976/1988), which respond to 

demands for change and unproblematically implement programmes of refonn. This 

ignores the ambiguous relationships which exist between schools and their educational 

bureaucracies, as well as those which exist between the school's own administrative 

and technical cores (see Tyler, 1988a, Ch. 6). The programmes initiated by the A.E.P. 

are, in effect, 'special' projects, which are initiated, funded, and administered from 

outside the school. In schools which, as will be argued in Chapter 3, are 'loosely 

coupled' systems, these Aboriginal programmes would seem to be particularly 
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vulnerable. Most, if not all, of them could be discontinued if political good-will or 

funding ran out, and this, arguably, would make little or no difference to the core 

relationships, activities, and goals of classrooms and schools. If reforms are to filter 

through to these areas, they will need to address the ways that Aboriginal social and 

pedagogic interests can be 'recontextualised' in mainstream pedagogy and in 

curriculum, and in these two areas, as will be underlined below, the A.E.P. is all but 

silent. 

An assumption that derives from the conception of the tightly coupled school is that the 

culture of the school will be 'softened' by increasing the number of Aboriginal non

teaching staff. It is implied that there is a direct link between 'presence' and 

'influence' .  This assumption is questionable in light of Mcinerney's (1989) research in 

urban Aboriginal education. He found, for example, that it was not Aboriginal 

ancillaries, but parents, teachers, and peer groups who influenced Aboriginal students' 

decisions to continue in high school. He also noted that Aboriginal parents had 

'surprisingly' little to say about the 'beneficial function' of Aboriginal teaching 

assistants and other support staff as a factor in their children's  willingness to remain at 

school (p. 60). 

Aboriginal Studies: Another area of difficulty in the A.E.P. (1989, p. 8) arises 

from the assumption, which has also been noted in the 'Hughes' Report, that 

Aboriginal Studies courses will increase the 'acceptance of, and respect for Aboriginal 

culture and identity',  and that this will be an 'antidote' to racism. First, this assumes 

that anti- or non- racism is both an attirude and a content that can be 'taught' in the same 

ways, for example, that maths or English are taught; however, the content and the 

contexts of teaching are unlikely to reveal how racism is 'invisibly' embedded and 

arises in political, economic, cultural and educational structures. In addition to this, 

and as Crowley's (1993) research has shown, a 'benevolent' kind of racism may be 

tacitly transmitted through Aboriginal Studies programmes. Secondly, in these 

courses, Aboriginal representations and social interests are vulnerable to the same 

principles of selection and organisation which determine the content of other school 

subjects; however, these programmes lack the powerful social-psychological support 

of specialised 'epistemic-communities' (Esland, 1971, p. 97) which 'legitimate' and 

sustain more orthodox subjects (also see Smith, 1994). Without this 'disciplinary' 

support, the content of Aboriginal Studies courses may be decided by a few charismatic 

'reality-definers',  or, alternatively, be open to teachers' idiosyncratic selections; in 

both cases Aboriginal culrure and identity may be reified, and courses reduced to the 

status of a 'soft' subject For example, Sisley (1994, p. 70) noted that when 

Aboriginal Studies is 'done' in schools, it tends to be little more than a 'compacted 
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entertainment' which focuses on 'Special [Aboriginal] Guest Appearances', and is 

'fitted in' between regular subjects. 

Crowley's (1993) investigation of a programme in a high school in Adelaide showed 

that Aboriginal history and culture were represented in artifacts and activities which 

were inevitably linked to the 'ancient' (e.g. students learned some Aboriginal words, 

made hand prints and bush shelters, and sampled bush-tucker). The teacher assumed 

that all the Aboriginal students were 'repositories of authentic wisdom and knowledge 

and expected [them] to intuitively 'relate' to the content' (p. 38). This 'gap' between 

pedagogic content and Aboriginal students' 'real' experience has also been highlighted 

by Keeffe (1992). He noted that while tutors at an Aboriginal Cultural Awareness 

Camp claimed that Aboriginality was 'inherited', they tended to 'instruct' Aboriginal 

children into ways of being Aboriginal: 

Despite !his common inheritance, there is still a perceived need to realise tbese elements in practice. 
In other words, racial origin gives a right of access, a permit, to a culture tbat still must be learned 
in order to make it a reality for an individual. The contradiction between tbe notion of an inherited 
culture and tbe need to master its contents ... is one of the essential dilemmas of tbe construction of 
Aboriginality (Keeffe, 1992, p. 50). 

In these situations, Aboriginal students may come to see that they do not have 'enough' 

of the 'right' kind of Aboriginality, and thus be placed in a position in which they have 

to 'choose' between different identities (Hollinsworth, 1992, p. 145; Petttnan, 1988, 

p. 14). 

Neglect of mainstream pedagogy: While policy-makers acknowledged that the 

success of the A.E.P. depended on 'sensitive and skilled' teachers and principals 

(p. 13), they did not indicate what 'sensitivity' and 'skill' might entail, and they did 

not suggest what practices might feature in an exemplary Aboriginal pedagogy. Instead 

they emphasised, as Hughes et al. had done, the need for 'sensitivity to cultural 

differences', and 'flexibility', 'innovation', and 'relevance' in curricula and practice 

(p. 13). In the absence of more rigorous guidelines, this tacitly prescribes 

idiosyncratic and progressive pedagogic approaches which may disadvantage 

Aboriginal students in at least two ways. First, while these pedagogies may 'recognise 

and value' Aboriginal students' language and commonsense knowledge, they may not 

teach students the linguistic and interactional 'codes' which would admit them to what 

the black American academic, Delpit (1988), called the 'culture of power'. Del pit has 

made a powerful critique of the 'celebratory' cultural differences approach to educating 

disadvantaged black students. She claims that it has resulted in teachers encouraging 

students to continue with speech patterns and interactional styles with which they are 
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familiar, rather than teaching them 'linguistic forms, communicative strategies, and 

presentation of self that are valued 'currency' in the dominant culture (p. 283). 

Secondly, this type of pedagogy, as will be shown in Chapters 3 and 4, is unlikely to 

reflect the socio-cultural patterns of urban Aboriginal homes; it is thus unlikely to 

realise what the A.E.P. and Hughes et al. (1988, p. 21) consider to be 'an overriding 

principle' - 'that education should not destroy the cultural links Aboriginal children 

have with their families and communities'. Since educational opportunities seem to be 

'conditional on the ideologies and classroom practices of teachers' (Esland, 1971, 

p. 97), the A.E.P.'s  failure to examine, or to address mainstream praxis would seem 

to be the most formidable barrier to educational reform. 

Aboriginal Representations and 'Community' in the 1990s: In the late 

1980s and early 1990s, the notion of 'reconciliation' was emphasised in policies, and 

there were general agreements that some form of restitution for Aborigines was 

essential to greater social harmony (fickner, 1991). In 1992, the Mabo legislation 

created opportunities for genuine dialogue between Aborigines and white Australians, 

yet it also highlighted the deep divisions between, and among, them (Brennan, 1995). 

In the 1990s, 'community• has become a powerful moral code in the discourses of 

Aboriginal identity and representation. The current discursive possibilities of three 

kinds of community will now be examined in detail. 
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Ascribed communities: The 'geographic• or 'ascribed• community has been 

described as the primary socio-political model for the formulation of the state's policies, 

and for the delivery of its services to Aboriginal and other groups. In this model it is 

assumed that people who live and/or work together (for example, in remote settlements 

or in urban schools), think and act consensually. In this view, social solidarity is not a 

problematic; it is a 'natural• outcome of physical propinquity. This perspective, which 

has underpinned public policies since the 1960s, tends to ignore differences and 

competing interests. It underpinned the calls for a 'monoculture' in the 1960s, and the 

state's policies on Aboriginal and school 'communities' of the 1970s; it was re

configured in the rhetoric of entrepreneurial schools in the 1980s, and it has re-emerged 

in the A.E.P. in which it was assumed that schools are internally rational and 

ideologically neutral institutions. Since ascribed communities exist more in the 

bureaucratic imaginary than in the everyday realities of those who live or work in them, 

they can make little more than rhetorical appeals for consensus. Among the three types 
• 

of cornm unity which are highlighted in this thesis, they are the least powerlul. The 

other two types - 'neo-tribal' and 'organic' communities - may be identified by their 

proponents' perspectives on Aboriginal differences, and the possibilities they see for 



the incorporation of Aboriginal interests within dominant social, cultural, and political 

institutions. 

Neo-tribal communities: While Aboriginal groups have responded in diverse 

37 

ways to proposals of 'reconciliation',  some have shifted away from demands for equal 

rights and egalitarianism within the Australian nation, and claim a distinct and separate 

identity. Tiris movement is driven by a 'politics of difference' which derives from the 

discourses of multiculturalism, and from other black and indigenous movements. In 

this view, Aboriginality is generally defined as an emotional-affective experience which 

is unique to all indigenous people and their descendants, irrespective of their social 

backgrounds or experience. While Morris (1988b, p. 76) argues that this 'politics of 

identity' directly challenges 'hegemonic power', since it enables Aborigines to 'reject' 

the 'validity of constructions of identity by others',  there are some difficulties in this 

position. First, it asserts that individuals and groups are free to construct their own 

identities, and this, as has been argued above, is sociologically untenable. Secondly, 

when Aboriginality is defined as a 'feeling', and this is generally characterised as one 

of 'pain' ,  'loss', 'mourning', and 'oppression', then Aboriginal experience is 

consigned to a 'sad history' (Tickner, 1991), and the diverse contemporary expressions 

of Aboriginal culture and resistance are ignored (see, for example, Miller, 1985; 

Rowley, 1972). A rhetoric of pan-Aboriginality also tends to gloss over the rivalries 

that exist between and among Aboriginal groups (Brennan, 1995, p. 218; Eckermann, 

1988, p. 35), and suggests that they comprise a consensual and affiliative 

'community'.  It has been shown above with respect to the 'ascribed communities',  that 

to suggest or to assume that any socially and culturally complex group is 'naturally' 

consensual, may be unhelpful. 

Thirdly, when identity is construed as a 'feeling' which is linked to racial descent, then 

the biological category, 'race', becomes a reified cultural agent; it is asserted that all 

Aborigines feel and think the same way because they are Aborigines. This implies an 

essentialism which was rightfully denounced in earlier decades of black-white relations, 

and in the 1990s it may continue to disadvantage Aboriginal people. Keeffe (1988, 

p. 72) describes this position as 'Aboriginality-as-persistence', in which ideological 

elements 'are drawn from a notion of an essential, enduring and unilinear Aboriginal 

culture, transmitted through the blood, and constantly reproduced despite white 

intervention'.  

1bis is a stance which simultaneously asserts and denies difference. That is, while 

Aborigines are separated from others on the grounds of blood/descent, they are also 

drawn into a virtual community of Aboriginality in which differences between them 



(e.g. social, historical, political, geographic) are denied. When descent is linked to 

authenticity in this way, it opens up areas of extreme ambivalence for Aborigines, 

particularly for those who do not behave or 'think' in the prescribed ways. This leads 

to situations noted above, in which people may be forced to 'choose' between different 

identities, or are 'taught' how to be a particular kind of Aborigine, or are thought to be 

'inauthentic' because they do not intuitively 'relate' to particular representations of 

Aboriginal 'culture' (Crowley, 1993, p. 38; Keeffe, 1992, p. 50). 

When a politics of difference asserts that all Aborigines 'feel' Aboriginality in the same 

way, it also posits Aboriginality as a 'defensive identity' which 'affirms an "us" 

through the refusal of another' (McDonald, 1994, p. 20). Thus an 'oppositional style' 

is construed as intrinsic to Aboriginality, and all forms of Aboriginal intransigence are 

viewed as 'resistance' to white oppression. When, for example, Folds (1987) 

interprets Aboriginal students' petrol-sniffmg as 'resistance' to Western schooling, he 

tacitly consigns Aboriginality, and the practices which sustain it, to a culture of despair. 

When Cowlishaw (1988b) sees Aborigines' discourtesy to white teachers and other 

townspeople as a sign of a 'positive' 'oppositional culture', she fails to explain how 

this challenges the status quo. On the face of it, such practices would seem to do little 

more than cement racial divisions, and exacerbate Aborigines' social and educational 

disadvantages. These kinds of opposition seem unlikely to lead to Aboriginal 

'empowerment', or at least to the kind which is possible when Aborigines speak from 

within the 'culture of power'. 

'Organic' communities: The 'persistence' or 'defensive' stance on Aboriginality 

has been challenged by writers such as Brennan (1995), Hollinsworth (1992), Keeffe 

(1988, 1992), and Pettman (1988). They propose quite different views on identity and 

on the possible relationships between Aborigines and the imagined Australian 

community. They asswne that Aboriginal identities are constituted in diverse kinds of 

social competencies wQich enable people to interact confidently in Aboriginal and non

Aboriginal cultures. In this view, Aboriginality is not an essence but a potential for 

transcendence which is transmitted through socialisation and realised in everyday 

interactions. McDonald (1994, p. 20) calls this a 'transforming creative identity' 

which constitutes 'a form of action in [the] world'. In this perspective, it is argued that 

opportunities for the most powerful forms of Aboriginal opposition and self-realisation 

emerge from peoples' engagement with mainstream cultural and political institutions. 

Keeffe (1988) typifies this perspective as 'Aboriginality-as-resistance', and he notes 

that it includes a specific set of ideological elements as well as: 
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a living set of cultural practices which are in dynamic interaction with white society, and the 
cultural practices that characterise it .. The elements that are stressed when this aspect is dominant are 
such things as resistance to white authority, political struggle and collective solidarity. The means 
to express these elemeTIIs are drawn from the resources of the domiTUJnt society (Keeffe, 1988, 
p. 68, italics added) 

Proponents of this view construe the relationships between Aboriginal and non

Aboriginal Australians as a dialectical space in which cultures and identities are 
transformed over time. Unlike those who assume assimilationist or strong 'difference' 

positions, they propose that 'organic' or genuinely conciliative social relationships are 

possible. While this perspective may seem less politically and emotionally seductive 

than a 'politics of difference', it avoids the limiting essentialism of that position as well 

as its tendency to consign all Aboriginal experience and identity to a 'sad history'. It 

acknowledges that Aboriginal cultures are, like others, diverse and pluralistic; it denies 

that there is a 'right' way to be Aboriginal (Langton, 1993, p. 27), or, for that matter, 

a 'right' way to be 'white'. It also rejects the notion that all Aboriginal intransigence 

constitutes 'resistance', since it confmes this to action which advances social justice by 

appropriating elements of dominant practices and institutions. 

While empirical examples of this kind of organicism are rare in the educational 

literature, some have been noted in the Katherine and Emabella Projects discussed in 

Chapter 2. At the same time, there is a growing nwn ber of Aboriginal academics, 

politicians, educators, and administrators whose professional trajectories exemplify the 

power of 'creative' identities. Brennan (1995, pp. 185-6) notes, for example, that 

Noel Pearson, the Director of the Cape York Land Council, has tertiary qualifications 

equal to those of any cabinet m.i.nister with whom he is required to deal. Other 

Aborigines who have been mentioned in this discussion are similarly well-qualified, 

and thus well-placed to fight for social justice for their people. At the same time, these 

Aborigines challenge the public representations of Aboriginality as rooted in poverty, 

despair, and oppression. Those who take a resistance/organic perspective, focus on the 

sites of social disadvantage and on the structures and practices which reproduce them. 

In this way, theoretical and substantive interests are directed 'away from the category 

"Aboriginal" ...  [and] towards the social processes that construct it and the material 

circumstances and unequal relations which underpin it' (Pettman, 1988, p. 7). This 

does not ignore the importance of cultural differences, nor does it deny the socio

cultural patterns and experiences which are shared among, and between, groups who 

are disadvantaged by social class, gender, ethnicity, or race. On the contrary, it would 

seem to increase the possibilities for new political allegiances, and perhaps, for new 

solidarities. For example, Penman (1988, p. 16) notes that as poverty in Australia is 

increasingly 'feminised',  the experience of Aboriginal and other women who are single 
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parents and welfare dependents are not dissimilar; they face similar difficulties with 

respect to economic survival, and are subject to a similar bureaucratic 'harrassrnent and 

control'. At the same time, there are increasing numbers of Aboriginal people, 

particularly women, entering higher education who will constitute a substantial part of a 

professional middle-class (Reference Group Overseeing the National Review of 

Education for Aboriginal and Torres Strait Islander People, 1994, p. 37). It is 

possible, if one takes an 'organic' view, to envision a coalition between this group and 

others which presses for social justice for all less advantaged women and their families. 

Sununary: At any one time, the discourses of Aboriginal education and identity 

position Aborigines in particular ways to the state, and to the 'imagined' Australian 

community. Contemporary Aboriginal representations and self-representations are 

constituted in the theories, policies, and practices of the present and the past It has 

been argued that, depending on the view that one takes of Aboriginal differences, there 

are at least three possibilities for an Aboriginal 'community'. The 'ascribed' 

community is a rhetorical construct and a strategic device. It exists largely in the 

imagination and the rhetoric of politicians, bureaucrats and service-deliverers who claim 

to accommodate differences, but whose policies and practices tend to ignore them. The 

neo-tribal communities are emotional or aesthetic communities which arise in conditions 

of posttnodemity when individuals and groups are freed from the old hierarchies and 

'sureties' and seek authenticity in an 'identity of conviction'. These communities are 
energised by a 'politics of difference' which assigns Aborigines and white Australians 

to two culturally homogeneous and oppositional groups. 'Organic' communities are 
constituted in structures, relationships and practices which are socially conciliative. 

Those who subscribe to them acknowledge the differences between individuals and 

groups and seek to creatively engage with them. In the next chapter, these three 

notions of community will be examined from a sociological, and a more explicitly 

educational perspective. 
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In the previous chapter it was argued that the discourses of Aboriginal education and 

representation are underpinned by at least three competing notions of Aboriginal 

difference, and it was suggested that these create various possibilities for pedagogic 

'communities' in urban Aboriginal education. Teaching practices derive from 

particular assumptions on Aboriginal students' differences, and thus create distinct 

ways of 'belonging' in urban schools and classrooms. It may be that pedagogies are 

able to mediate the socio-cultural interests of home and school and thus create 'organic' 

communities. Other pedagogies may create ascribed communities by 'celebrating' 

Aboriginal differences in extra-curricular activities while ignoring them in the everyday 

relationships and practices of the classroom. Others may create neo-tribal communities 

by rejecting the status quo which is seen to be irreconcilable with Aboriginal 

differences, and constructing explicitly 'Aboriginalised' environments. In this chapter, 

the notions of 'belonging' and 'community' will be examined from a sociological 

perspective. The discussion begins with Tennies' concept of Gemeinschaft which 

informs the most pervasive and enduring ideas on community. It will be shown how 

Durkheim challenged Tennies' work in his theory of mechanical/organic solidarities, 

and in the integrative role that he assigned to 'collective representations'. The features 

of an organic pedagogic community will be derived from Durkheim's work and that of 

the neo-Durkheimians, Victor Turner and Basil Bernstein. They will be supported by 

empirical examples from the cross-cultural literature. It will be argued that this form of 

community exists when teachers and students share a 'thought world' and 

unconsciously express this in ritualised relationships and activities. The ascribed and 

neo tribal pedagogic communities will then, in turn, be compared with this type. It will 

be shown that these types of community are constituted in distinctive teacher-pupil 

relationships which may be characterised, respectively, as uneasy 'deals', and explicitly 

affective commitments. 
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'Community' in the Classical Sociological Tradition: In the second half of the 

nineteenth century, Tonnies and Durkheim, among others, investigated the mechanisms 

of vast social change. While these two writers saw change in terms of an evolution 

from one kind of society to another, they took quite different positions on the meanings 

of change. Tonnies ( 188711957) proposed that as societies became increasingly 

technological and urbanised, the bonds between people became more 'rational' and 

'artificial'. He called this a state of 'association' or Gesellschaft in which individuals 

'merely coexisted' independently of each other. He contrasted this with the 'natural' 

community of 'blood, place and mind' - the Gemeinschaft - which he believed had 

characterised life in pre-literate rural villages: 

[A]ll praise of rural life has pointed out tbat tbe Gemeinscbaft among people is stronger there and more 
alive; it is the lasting and genuine form of living together. In contrast to Gemeinscbaft, Gesellscbaft is 
transitory and superficial. Accordingly, Gemeinscbaft. should be understood as a living organism, 
Gesellscbaft as a mecbanical aggregate and artifact (Tonnies, 1957, p. 35). 

Tonnies argued that all social relationships and action derived from one of two kinds of 

'human will: 'natural will' derived from inclination, habit, liking, and so on, and 

shaped relationships which were valuable in themselves; 'rational will' gave rise to 

associational relationships in which means and ends were sharply and consciously 

differentiated (pp. 103-4). Thus the Gemeinschaft was 'the personality of united 

natural wills, Gesellschaft that of united rational wills' (p. 177). Society, then, was no 

more the sum of its members who thought and behaved in similar ways because they 

chose to do so. 

Some of Tonnies' contemporaries challenged his notion of the Gemeinschaft as a 

feature of primordial face-to-face groups. Weber (1947, p. 137), for example, argued 

that the most intimate relationships were sometimes coercive and repressive, and, 

alternatively, that in stable associational groups (e.g. military units, classrooms, 

workshops, and offices), individuals might transcend 'the pursuit of immediate 

common ends'. Anthropologists, such as Appiah (1992), Douglas (1987), Musgrove 

( 1982), and Gusfield (1975) also rejected Tonnies' thesis that pre-literate social groups 

lived in 'natural' harmony. They proposed that rural villages in Mrica and India were 

'sinks of localism' where social relations tended to be faction-ridden and repressive. 

Yet the notion of a primordial Gemeinschaft continues to be a powerful one. It is 

frequently evoked in times of rapid social change, or crises, or both when writers mourn 

its 'decline' and attempt to 'recuperate' it (e.g. Williams, 1983; Nisbet, 1969, 1966; 

Stein, 1960). Notwithstanding the current debates on the Gemeinschaft, it was Tonnies' 

contemporary, Durkheim, who mounted the most powerful critique of that writer's 

theory of social change. In contrast to Tonnies, he proposed that society was sui 
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generis - it was more than the sum of its members' psychologies or subjectivities; at 

the same time, human relationships and thought were socially-given - they were not the 

products of individuals' 'will' .  

Durkheim and the 'organic' community: In The Division of Labour in Society 

(189311964), Durkheim refuted Tonnies' pessimistic view of social change. He set out 

to show 'with some force that the paradise lost is not behind us and that there is in our 

past nothing to regret' (p. 196). He reversed Tonnies' nomenclature and proposed that 

small, pre-industrial societies were segmented 'mechanical' solidarities in which 

members coalesced through 'resemblances' and through their direct links to society; 

complex industrial societies were 'organic' solidarities in which members were united 

by their complementary differences, in effect, the inter-dependencies of their 

specialised roles. Durkheim argued that, whatever the form, all societies cohered 

through moral (i.e. social) bonds - they were the prior and 'non-contractual' 

underpinnings of all social groups (Lukes 1973, pp. 145-6). He insisted that: 

the essential element of moral life .. is the moderating influence that society exercises over its 
members, which tempers and neutralises the brutal action of the struggle for existence and selection. 
Wherever there are societies, there is altruism, because there is solidarity (1964, p. 197). 

Durkheim's work was concerned with the nature of this 'moderating influence', and 

with the consequences for the social lives of individuals and groups when it failed. For 

Durkheim, all societies were coercive; for collective life to 'work', individuals had to 

be integrated into the social group (i.e. they had to feel 'attachment' to others), and their 

desires, passions, and ambitions, had to be regulated (i.e. they had to be 'disciplined'). 

Durkheim was well-aware that these ideas were anathema in an age that encouraged 

individualism and 'freedom': 'We increasingly refuse to admit that limits may be set to 

reason and that one may say: Thou shalt go no further' (1 897/1952, p. 375). Yet he 

stressed that social well-being depended on the extent to which individuals were 

involved in groups which 'enwrap [them] with real intimacy and offer [their] activity a 

nearer aim' (p. 374), and were sufficiently regulated such that they understood the 

limits between the 'possible and the impossible' (p. 253). A 'healthy' society, then, 

held its members between the poles of egoism (excessive individuation) and altruism 

(insufficient individuation), and kept anomie at bay by sufficiently regulating their 

desires (p. 325). How, though, did society impose these kinds of limits, and how did it 

ensure compliance? 

Durkheim (1912/1961, p. 476) proposed that society was not only a system of 

practices, but also a system of ideas which organised, explained, and expressed the 

'real' world. The 'ideal' was constituted in, and expressed through, 'collective 
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representations'; Durkheim's nephew and collaborator, Mauss (1979, p. 7) defined 

these as the complex of 'ideas, concepts, categories, motives for traditional actions and 

practices, collective sentiments and fixed expressions of the emotions and sentiments'. 

Collective representations were the 'elementary' or a priori categories which structured 

and regulated cognition. In ceremonies and ritual activities, they had recreative and 

aesthetic effects - they represented the group to itself and were 'akin to dramatic 

representations' (Durkheim, 1912/1961, p. 424); they were also a means by which the 

group affirmed and maintained itself (p. 427). While ceremonies of ritual 

'effervescence' awakened 'certain ideas and sentiments', and attached 'the present to 

the past, or the individual to the group' (p. 423), language served similar functions in 

the group's mundane activities. Language was the exemplary product of a collective 

elaboration, and a ritualised activity, par excellence. It enabled individuals to express 

and exchange socially-given ideas and concepts such as space, time, and totality, and it 

permitted them to conceive things which were outside direct experience (p. 484). 

Since collective representations were socially (i.e. collectively) generated, they could 

not be reduced to, or explained by, the features of individuals (Durkheim and Mauss, 

190111963); nor, as Mauss (1979, p. 7-8.) was careful to stress, could they be equated 

with an abstract notion of a 'group mind' for '[b]ehind the group mind, in a word, there 

is the group'. Durkheim also insisted that they were not abstract or mystical 

phenomena; they were 'social facts' which expressed social 'realities'. Through its 

representations, society 'establishes itself within us in a durable manner' and 'moves us 

from without' (Durkheim, 1912/1961, p. 297). At the same time, it was essential that 

the source of these representations remained hidden from individuals such that their 

ways of thinking, behaving, speaking, and 'seeing' were taken-for-granted - the 'way 

things are'. While members of a social group might experience the numinous in ritual 

activities, they would not comprehend it, for 'between society as it is objectively and 

the sacred things which express it symbolically, the distance is considerable' 

(Durkheim, 1912/1961, p. 426). 

To summarise, Durkbeim rejected Tonnies' notion that social solidarity was a product 

of human sentimentality and 'will'; instead he proposed that it was dependent on the 

extent to which the group was able, through its collective representations, to penetrate 

its members and guide their thought and behaviour. The social group was, then, a 

'cognitive community' or a 'thought collective' (Fleck, 1935 in Baldamus, 1977, 

p. 143) whose members were constrained to think and to act in the same ways, and 

who expressed their solidarity in everyday rituals and in moments of collective 

effervescence. 
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Victor Turner's 'Communitas': Turner was an anthropologist who studied the rituals 

of African tribes. He noted that during the ritual process, initiates entered a liminal or 

'anti-structural' state in which they experienced an intense egalitarianism and 

comradeship. During these periods of 'betwixt and between·, when the social structure 

relaxed its hold on individuals, the 'positions assigned by law. custom. convention and 

ceremonial' fell away, and initiates experienced 'a generalised social bond' (Turner 

1969, pp. 96-7). Turner called this state 'existential communitas';  in its appearance 

(i.e. ecstasy) and function (social revitalization and renewal), it resembled Durkbeim's 

(1912/1961 ,  pp. 426-7) moments of collective effervescence. Turner proposed that 

while this spontaneous and intense comradeship was, ipso facto, transitory, it could 

develop, under certain conditions, into a more enduring 'normative' form. He 

considered that the Franciscan religious order had transformed in this way. The order 

had originally been a spontaneous group inspired by a charismatic leader. Over time. 

the group had been required to organise and mobilise its resources, and to impose social 

order and control; the group's social organisation gradually became hierarchical and 

'routinised', and its goals pragmatic and 'this-worldly' (Turner, 1969, pp. 132-3). 

Thus Turner ( 1973, p. 217) proposed that it was the 'historical fate' of a 'pure' 

communitas to 'pass from openness to closure, from 'free' communitas to the solidarity 

given by bounded structure, from optation to obligation'. 

Turner's normative communitas seemed similar in important respects to the community 

which has been noted above in Dukheim's and Fleck's notions, respectively, of the 

'social group' and the 'thought collective' (see Douglas, 1987, p. 12). The 

Franciscans, to use Turner's own example, could be considered a mechanical solidarity; 

members coalesce through shared beliefs and loyalties which are expressed in distinct 

ritual activities and language; they are predisposed to 'seeing' and acting as Fleck's  

( 1 935, in Baldarnus, 1977, p. 143) 'thought collective' suggests, 'in just one way and 

no other'. Yet they are also required, as Turner noted, to 'live in the world' and to 

engage with it; that is, the group is simultaneously part of a wider organic solidarity. 

Thus members of groups like this one, experienced the social world as a 'sense of 

sameness in a system of contrasts' (Boon, 1982, p. 80). 

Turner's work is sometimes ambiguous, particularly in its references to 'community' ;  

in  places, he uses the term to describe a common sentiment or  feeling (1969, p.  96). a 

geographically-bound group (1973, p. 216), and a 'normative' communitas ( 1973. p. 

196). Other writers have questioned his definition of communitas, particularly when 

his ascriptions of it to certain groups and/or practices were not supported by empirical 

data. Bilu (1988) and Sallnow (1981), for example, challenged Turner's (1974, 1973. 

1969) claim that pilgrimage was the paradigmatic example of communitas. In their 
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ethnographies of Jewish and Andean pilgrimage, respectively, they argued that 

factionalism, rivalry and conflict were as common among, and between, groups of 

devotees, as feelings of brotherhood. Sallnow (1981, p. 177) proposed that ritual and 

symbol tended to 'sacrilise', rather than nullify, the boundaries between individuals and 

groups, and he concluded that 'community, not communitas' ,  was the characteristic 

type of organisation in pilgrimage. 

Another difficulty in Turner's work is that while he sought to extend Durkheim' s thesis 

on the role of ritual in post-industrial societies, he moved away from the Durkheimian 

'obligatory' and suggested that 'status-confusing' and liminal rites were indicators of 

structural collapse, rather than of structural renewal. Although the ethnographer, 

Trosset ( 1988), afflnns the empirical reality of communitas, her data suggest that it is a 
phenomenon which permits individuals to experience another layer of the social 

structure, rather than one which removes them from it altogether. When Turner set 

communitas in stark contrast to the normative, he tended to consign human experience 

to two irreconcilable categories - on the one hand, there were the ecstatic and mystical 

social relationships of communitas, and on the other, there were the mechanical, 

mundane, and unsatisfying ones of everyday life (Morris 1987, p. 258). This 

dichotomy has appealed to some 'resistance' writers who tend to construe all forms of 

opposition and subversion as 'communitas' (see, for example, Myerhoff, 1975; Turkle, 

1975). The communitas/normative dichotomy underpinned McLaren's (1986) analysis 

of the conflict between Azoren students and their teachers in a Catholic school. While 

the relationships and activities associated with the students' 'counterculture' (e.g. 

games and flghts during recess, verbal confrontation with teachers, tacit refusals to 

work) were interpreted as the 'unfettered exuberance' of communitas, those concerned 

with pedagogy were seen as expressions of 'slow institutionalized death' and 

'banquet[s] of boredom' (McLaren, 1986, p. 98, 217). Although Turner's work has 

been generally well-received and widely disseminated, particularly among posonodern 

theorists (see, for example, Featherstone, 1991), that of another neo-Durkheimian, Basil 

Bernstein, has been largely, and unfortunately, neglected. 

Bernstein's Visible and Invisible Pedagogies: Bernstein's sociology was concerned 

with two developments in post-industrial societies. First he showed how changes in the 

division of labour created new systems of meaning; these were underpinned by 

distinctive regulative principles and realised through specific socio-linguistic 'codes'. 

These systems created new kinds of social consciousness and thus new kinds of social 

identities. Durkheim had been concerned with one form of organic solidarity in which 

the old middle-class who were directly related to the means of production, appropriated 
economic agencies and created 'specialised outputs' - that is, individuals who were 
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related through 'privatised class relationships' (Bernstein, 1971, p. 66; 1975, pp. lO

l l). Bernstein contrasted this form with a 'personalised' organic solidarity which had 

developed with the increasing complexity of the division of labour; in this form, the 

'new' middle-class appropriated the specialised agencies of symbolic control which 

created categories of 'persons' (Bernstein, 1975, pp. 10-11). He argued that this shift 

had not led to changes in class relations and inequalities, but merely a change in the 

mode of their reproduction; visible hierarchies of power and control had been 

superseded by invisible ones. 

Bernstein's second major project has been to show the implications of these forms of 

control, transmitted through two types of pedagogy (visible and invisible), for the social 

and educational identities of socially disadvantaged groups. Like Durkheim, Bernstein 

considered that language was the quintessential ritual form; through language, the 

social structure communicated, in condensed symbolic form, its system of social roles 

and relationships. Language use thus located individuals and groups within particular 

social and moral universes. Bernstein (1970) argued that middle-class and working

class children were socialised, respectively, into 'elaborated' and 'restricted' socio

linguistic codes; the first tended to generate universalistic meanings which were 

independent of context, the second, more particularistic or 'context-specific' meanings. 

He emphasised that this did not mean that working-class children were non-verbal or 

linguistically deprived, or that they were unable to use elaborated forms; what it did 

indicate was that their habitual language use showed a preference for implict, rather 

than explicit realisations of social meanings (Bernstein, 1970, p. 1 1 1). 

These differences can be shown in Malin's (1989) data on the different socialisation 

practices in two Aboriginal working-class, and two white middle-class families. She 

noted that Aboriginal parents showed a far greater tolerance of children's disobedience 

than did the white parents, and that their requests usually took the form of repeated 

statements or imperatives. Thus one mother said 'My mob, I sing out to them "Pick up 

that paper!"., I sing out to them ten times and they don't take no notice, and I just start 

to get wild' (p. 1 80). When parents needed children to obey immediately, they 

frequently teased or 'scared' their children. In one example, when a toddler had 

ignored his mother's calls, she called out 'Sandy, quick! Old Kujo's [a monster] right 

underneath there ... Quick! Run! Run!',  and the boy ran to his mother (p. 185). In 
another example, children were jumping on a 'good' mattress; the mother said 'I 

started swearing and said "Stop jumping, kids". They wouldn't listen and I shouted 

''What's that in the corner-la? [implying a monster]", and they looked [and stopped 

jumping]. That's how we talk when they don't listen' (p. 185). In these examples, the 

mother implicitly communicated her demands to the child. 'Old Kujo', for example, 
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was part of this family's urban tradition - he (or she) did not need to be explained. The 

white parents, on the other hand, were assiduous interventionists and 'rationalisers' -

they explained and justified their demands, and they continued to do this until their 

children showed the 'proper' behaviour. In one example of this, a young child was 

showing poor table manners. Malin noted the series of verbal strategies (e.g. 

disapproval, explication of rule-infringement, justification of anger, statement of 

resolve, reiteration of the problem, and so on) through which the mother fmally 

succeeded in getting her son to 'eat nicely' (pp. 296-7). When the Aboriginal parents 

viewed the white parents with their children on video, they showed disapproval of their 

'intensity of persuasion' (p. 180); however, as Malin's ethnography underlined, these 

two different forms of socialisation orientated the two groups of children to differential 

success in school - the white children, unlike their Aboriginal counterparts, had a 

'hidden subsidy' (see Bernstein, 1971, p. 58) which enabled them to understand 

intuitively (and, to some extent, to subvert) the disciplinary system and instructional 

demands of the classroom. Malin's empirical data supported Bernstein's thesis that 

children's success in school depended on their knowledge of, and ability to use, the 

elaborated socio-linguistic forms. Thus the middle-class child was predisposed to learn 

almost anything - 'he may not like it, or indeed approve of what he learns, but he 

learns' (Bernstein, 1971, p. 58). On the other hand, the speech and behaviour patterns 

of class and ethnically disadvantaged children made them less sensitive to the 

'universalistic orders of the school', and to its values and 'attendant morality' 

(Bernstein, 1970, pp. 1 1 2-3). 

What happened, though, when pedagogy changed from the 'traditional' type which 

made no acknowledgement of the child's 'commonsense' or 'community' knowledge, 

to one which did? In the 1960s and 1970s, educational reformers emphasised the 

individualised nature of learning, and the need for greater 'relevance', and 'flexibility' 

in teaching practices and curricula; they argued that the 'new' pedagogies would 

produce more equitable outcomes (Sadovnik, 1991, p. 59). Bernstein questioned this, 

and proposed that the shift in pedagogic discourse meant a change in the form of social 

control and reproduction. He explained this in terms of two ideal pedagogic types 

which he distinguished as 'visible' and 'invisible'.  Visible pedagogies were 

realisations of 'collection' codes; the underlying rule here was that 'things must be 

kept apart' (Bernstein, 1975, p. 32). In this type, teachers maintained clear boundaries 

between 'sacred' (educational) and 'profane' (commonsense) knowledge, and between 

themselves as transmitters of this knowledge and children who were 'acquirers' of it; 

in the flrst instance, pedagogy created strong 'classiflcations', and in the second, it 

created strong pedagogic 'frames'. Control, with respect to knowledge and role, was 

communicated explicitly through inter-personal relationships (Bernstein, 1971). While 



49 

visible pedagogies may result in insensitive or harsh regimes, their distinguishing 

feature was that they were constituted in a set of explicit rules; these were the 

hierarchical rules which 'establish the conditions for order. character, and manner'. and 

the sequencing, pacing, and criteria! rules, which governed respectively, the order, 

timing, and content of instruction (Bernstein, 1990, pp. 65-6). While students may not 

like the hierarchies of a visible pedagogy, they will rarely misunderstand them. 

There was an empirical example of a visible pedagogy in Bryk et aL 's (1993) 

ethnography of Mrs. Cramer's classroom. This teacher taught English at a Catholic 

girls' high school (St. Madeline's) in Los Angeles, where 50 per cent of the students 

were non-Catholic, 92 per cent of them were black, and most came from low SES and 

predominantly single-parent families. Her praxis reflected the school's policy that 

education was meant to prepare students for 'full participation in American society' 

(p. 1). She taught a highly structured academic programme, and she expected that all 

students would master the content She taught students how to take notes and insisted 

that they did this during lessons: 'They can'tjust wing it. This is a college-prep 

school.. .I have an obligation to teach them how to take notes and to make sure that they 

do' (p. 85). In these and other practices, she showed concern for her students' 

educational futures. For example, in keeping with the English department's policy, she 

'corrected' students when they used non-standard English: '[W]e want the students to 

know the difference between slang and formal language. After all, we are preparing 

these girls for a world beyond their home culture' (p. 84). The researchers noted that 

her routines in every class followed the same 'well-defmed' order. She was a didactic 

teacher who used overviews and summaries in every lesson, and she regularly evaluated 

students' progress in tests and homework. In discussions she encouraged students to 

take a 'disciplined' approach to the content and required them to 'give examples', 

'support your views' ,  'be specific' (pp. 8 1-6). Her relationships with students were 

also highly 'predictable'. While her students noted that she was 'warm and friendly' 

she was also authoritative; she did not allow extraneous questions or personal stories to 

intrude on lessons: 

I would describe my teaching style as formal. I don't talk about my personal life; maybe I should. I 

teach in a traditional manner, teacher-centred with student input I feel more comfortable with lecture 
and discussion teaching. fm not big on group activities and spontaneous sharing (Bryk et aL, 1993, 
p. 85). 

At the same time, it was noted that Mrs. Cramer's relationships with her students 

changed during the extra-cunicular activities (e.g. editing the school newspaper) which 

took place after school. Here it was noted that relationships were more informal and 

'personal' than they were in the classroom. The students stated that Mrs. Cramer was 
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•very demanding' and 'set hard assignments', and that they worked hard to meet her 

expectations; they considered that after a year in her class they bad been 'Cramerized'. 

and by this they meant that they had developed a particular set of social and intellecrual 

competencies which prepared them for further learning (pp. 85-6). In Mrs. Cramer's 

classroom it might be said that these students experienced pedagogic boundaries 'not as 

a prison but as a tension between the known and the possible ... a tension point to the 

new' (Bernstein, 1979, p. 301). 

Invisible pedagogies were realisations of 'integrated' codes; the underlying rule here 

was that 'things must be put together' (Bernstein, 1975, p. 32). In this type, there were 

weak or ambiguous boundaries between educational and commonsense knowledge 

(pedagogy was weakly classified), and between teachers' and students' roles (pedagogy 

was weakly framed). In brief, educational knowledge and pedagogic roles and 

relationships tended to be 'naturalised'.  It was assumed, for example, that learning 

proceeded when the child was 'ready', and that he or she learned through 

experimentation and play. The didactic teacher was replaced by a 'facilitator', and the 

pupil was no longer a deficit moralfcognitive system, but a creative, self-regulated 

agent It was now expected that he or she would 'take responsibility' for their own 

learning and behaviour. The teacher's control was no less powerful than that of a 

visible pedagogue, but was now realised implicitly through 'personalised teacher-pupil 

relationships; thus 'warmth' ,  friendliness, 'equity' replaced 'authority' and social 

distance. 

Since these pedagogies were based on 'natural' and predominantly Piagetian theories of 

learning, the hierarchical, and particularly the sequencing, pacing, and criteria! rules of 

instruction became ambiguous - while the theory and the criteria might be clear to the 

teacher, the students and parents, particularly those from socially disadvantaged groups. 

were unlikely to understand them (Bernstein, 1975, p. 7). The American academic, 

Delpit (1988, p. 287), gave a clear example of this. She noted the fru.stration of black 

adults who were taught literacy in a 'process writing' programme where lessons were 

unstructured, and students' work was evaluated by their peers rather than the teacher. 

When Delpit explained the theory of this approach to one student he said 'Well, at least 

now I know that she (the teacher] thought she was doing something. I thought she was 

just a fool who couldn't teach and didn't want to try'. Even when this student 

understood the theory, be expressed a strong dissatisfaction with the course, and a sense 

of being 'cheated'. Delpit's arguments support Bernstein's (1975, pp. 17-20) thesis 

that the personalised relationships of invisible pedagogies, and their stress on 

'performance' rather than 'competence',  conflict with the social class assumptions of 
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explicitly, and to emphasise the importance of 'product'. 
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There was another way in which these pedagogies created disjunctions between home 

and school, for when more of the commonsense knowledge of children and their 

'community' was exposed in pedagogic encounters, then their collective representations 

were vulnerable to implicit evaluation and control (Bernstein, 197 1 ,  p. 58). This may 

be offensive, for example, to Aborigines who impose strong controls over certain kinds 

of knowledge, and who prefer to maintain a considerable degree of personal privacy 

(Eades, 1988; Malcolm, 1982a, 1982b; Sansom, 1980). For such reasons Bernstein 

(1990, p. 84) concluded that: 

[a]ssumptioos of invisible pedagogies ... are less likely to be met in class or ethnically disadvantaged 
groups, and as a consequence the child here is likely to misread the cultural and cognitive significance 
of such a classroom practice, and the teacher is likely to misread the cui rural and cognitive significance 
of the child. 

While invisible pedagogies tended to create dissonance between home and school, they 

were also likely to create disjunctions between students' educational careers and the 

world of work. They may do this in two ways. First, the ambiguities in roles and 

educational knowledge disadvantaged students in higher levels of learning where roles 

were not flexible' and subjects were strongly classified. Thus pedagogy failed to 

'discipline' students by not socialising them into a sense of the social order, and by not 

instilling in them the subject loyalty which was essential to later specialisation. 

Secondly, since the pedagogic rules were irnplict, there was less urgency to transmit or 

to acquire the skills and knowledge that were the foundations of further learning - that 

is, invisible pedagogies presupposed an extended educational career (Bernstein, 1975, 

p. 13). While this may disadvantage working-class and middle-class students, the 

former were more likely to become caught up in the 'repair system' (i.e. remedial or 

non-academic programmes). Middle-class parents can afford to extend their children's 

schooling, or remedy academic failure by intervention (e.g. private tuition and/or 

enrolling them in schools which teach the valued forms of knowledge). 

Sadovnik (1991, p. 59) highlighted these discrepancies in American schooling. He 

noted that the higher the socio-economic status of the community, the more likely it 

was that students would be taught in high schools based on 'autonomous visible 

pedagogies' (see Bernstein, 1990, pp. 63-93) 'which celebrate the autonomy of 

knowledge and elevate the intrinsic value of knowledge back to the position of the 

sacred'. On the other hand, as the socio-economic status of the community declined, 

students were most likely to attend high schools dominated by 'market-dependent' 
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and the economic necessity of relevant skills and knowledge' .  

52 

In summary, then, invisible pedagogies are concerned with the present, the local, and 

the immanent (of identity, learning, and knowledge); visible pedagogies are concerned 

with a present which is linked to a future (work) and to a past (the tradition of the home 

and of the curriculum), with the non-local or abstract, and with the transcendent. Thus 

the latter have a greater potential to produce, through their 'specialised outputs' 

(Bernstein, 1971, p. 66), 'creative subjects' who are able to appropriate, and perhaps 

transform privileged forms of knowledge. For these reasons, it will be argued in 

Chapter 4 and Chapter 5, that while pedagogic visibility is not the only characteristic of 

an exemplary urban Aboriginal praxis, it is a central and defining one. 

In the following section, the three types of pedagogic community - organic, ascribed. 

neo tribal - whose underpinnings have been examined in Chapter 2, will be examined 

with reference to the cross-cultural literature. In the organic type, teachers and students 

share the same collective representations; their solidarity is realised implicitly in the 

mundane relationships and activities of the classroom; visible pedagogies produce 

'creative subjects' .  In an ascribed pedagogic community, it is unlikely that teachers and 

students will share the same collective representations; their lack of solidarity is 

papered over by 'deals' which are tacitly or explicitly negotiated; pedagogies may be 

visible or invisible - either way, the dissonance between teachers and students tends to 

reduce the possibilities for commitment and for the development of 'creative subjects'.  

In a neo-tribal pedagogic community, teachers consciously appropriate the collective 

representations of their students; their solidarity is ideological and rhetorical; invisible 

pedagogies create non-specialised subjects, and ambiguous social identities. 

Organic Pedagogic Communities: In this section we will examine Bryk et al. 's 

research in American Catholic schools, and the accounts of three schools which were 

situated in remote Indian, Eskimo, and Aboriginal enclaves. 

Catholic schools in America: Bryk et al. (1993) spent almost ten years studying 

Catholic high schools in America. They used statistical analyses of national data bases 

to show that these schools produced significantly higher and more equitable outcomes 

than those achieved in public schools, and they used ethnographic methods to explain 

why this might be so. Their 'hard' data seemed compelling. For example, they noted 

that students in Catholic schools were twice as likely as those in public schools to be in 
academic versus general or vocational tracks, and twice as likely to have been assigned 

to these tracks by their schools (p. 1 16). They also noted the greater congruence in 
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Catholic schools between students' enrolments in academic programmes. and their 

aspirations for higher education; thus 7 1  per cent of year 8 'Catholic' students 

indicated they wanted to go to college, and 72 per cent of students were enrolled in 

academic tracks in year 10. In public schools, 52.5 per cent of students had similar 

ambitions in year 8, but only 38 per cent of students were enrolled in academic tracks in 

year 10. The researchers concluded that the public school system, in contrast to the 

Catholic one, 'leaked' a substantial proportion of their educationally motivated 

students, and that 'a continuous process of discouragement appears to be at work. as 

increasing numbers of students abandon post-secondary educational plans' (p. 1 1 8). 

Bryk et al. argued that the Catholic schools' higher academic achievements and 

retention rates, and their lower incidence of misbehaviour could not be explained by 

better teaching resources or by their social or cultural homogeneity. In general. 

Catholic schools were poorly staffed and resourced, and in most schools, all-lay 

faculties taught large numbers of non-Catholic students who carne from socially. 

racially and ethnically disadvantaged backgrounds (pp. 69-72). The researchers noted 

that '[t]he typical Catholic school is more internally diverse with regard to race and 

income than the typical public school' (p. 73). Nor could disparities in outcomes be 

explained by innovative practices and programmes in the Catholic schools, for their 

pedagogies and curricula were seen to be extremely conservative. 

It was noted that in these, and in most other aspects of schooling, Catholic schools went 

against the prevailing educational wisdom. For example, relationships between staff, 

and between them and students were explicitly hierarchical; principals had more 

autonomy than those in public schools, and they had more control over educational 

matters. The researchers noted that while the principals were valued as 'educational 

leaders', they tended to exercise a direct and 'paternalistic' governance - 'decision

making was not by committee' (p. 308-9). Parents had no significant involvement in 

the schools' decisions, or in their day-to-day activities. It was observed that the 

foundation of the relatipnships between them and teachers was 'fiducial',  particularly 

when schools were situated in socially disadvantaged areas and parents were not well

educated (p. 307). In pedagogic matters, Catholic schools showed the greatest 

'restraint'. All students were expected to master a 'traditional' academic curriculum, 

and the schools offered few choices in non-academic and elective subjects. While the 

researchers observed some 'good' teachers, they also noted, with some disquiet. that 

most instruction was 'quite ordinary' ;  teachers lectured, work was largely 'textbook 

driven', and lessons were highly structured; they concluded that students would have 

benefited from more 'active' teaching and learning (p. 309). Yet Bryk et al. noted that 

while these kinds of constraints were cited as the causes of students', teachers' .  and 

parents' disaffection in public schools, in Catholic schools they seemed to foster 
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peoples' commitment to their schools and to education. In other words, these restraints 

seemed to enhance, rather than inhibit, social and educational solidarities. In 

attempting to explain their findings, Bryk et al. proposed that the distinct organisational 

and normative structures of Catholic schools exerted a salutary force on individuals. 

First, they noted that in their attitudes and practices, teachers showed commionent to a 

set of shared values. They believed that academic learning was the 'chief business' of 

the school (p. 276), and they agreed on what students could and should learn, and on 

how students and teachers should behave (p. 283). This meant, among other things, 

that all students were taught a core of academic subjects regardless of their personal 

backgrounds or future educational plans. Thus there was limited tracking, and less 

differentiation of students according to ability. This was consistent with Mercer's 

(1974) research in Catholic schools in California. She found that there were no 

'mentally retarded' students in these schools because they had neither the category 

'MR', nor the mechanisms (e.g. IQ tests, school psychologists, counsellors, special 

education committees) by which 'unusual' students were defined as different from other 

students, and institutionally separated from them; these students were taught in regular 

classes (cited in Mehan, 1992, pp. 1 1 -2). 

This points to what Bryk et aL underlined as the second feature of Catholic schools -

the involvement of students and teachers in a set of shared activities which located both 

groups within a continuing tradition. For example, it was noted that a circumscribed 

educational programme meant that students in Catholic schools shared a common 

academic experience which also linked them to past and future cohorts. This 
constituted 'a special form of ritual' which incorporated students into a 'community of 

memory' in which their experiences of schooling were placed, symbolically 'within a 

larger context that simultaneously b[ound] them to the past and tum[ed] them toward 

the future' (p. 278). Bryk et al. noted that in public schools where students were able 

to choose from a large number of academic, general, and vocational subjects, teachers 

and students showed far less affiliation to particular disciplines; in these 'shopping 

mall' high schools, there was little sense of belonging to a 'community of scholars' 

(p. 305). Another contrast, was that teachers and students in Catholic schools were 

involved in a wide range of extra-curricular activities (e.g. athletics, school clubs, 

religious retreats), and 90 per cent of schools included community service programmes 

in which students performed voluntary work with local disadvantaged groups. In this 

way, students were encouraged to develop practical social competencies, and to develop 

a sense of a 'common good' (pp. 138-9). 
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A third feature of these schools was a distinctive set of social relations which 

stemmed, primarily, from teachers' 'diffuse' roles and responsibilities. Teachers' 

concerns for students went beyond their academic competencies and included 

dimensions of their personal and social development; they 'took for granted' their 

responsibilities for students' pastoral care, and attempted to develop in students an 

awareness of social justice (p. 278, 289). They also spent more time after school with 

their students than did teachers in public schools, and while some of this time was spent 

helping students with academic work, much was devoted to other kinds of activities in 

which teachers developed 'closer' relationships with students than they did in their 

classrooms (p. 136). 

From Bryk et al. 's data it may be inferred that Catholic schools are mechanical 

solidarities - roles and statuses are ascribed; strong hierarchies in pedagogic roles and 

in educational knowledge are maintained through ritualised activities and relationships: 

the 'system' is held together by members' sense of shared loyalty, duty, and service - to 

a subject discipline, to the school, and to the local community. While there are limited 

possibilities for individual freedom and self-expression, there are also limited 

possibilities for alienation or anomie. As Bryk et al. (1993, p. 315) noted, Catholic 

schools were able, for the reasons noted above, to maintain 'a dynamic balance between 
participation in a collective life and recognition of the individuality of each person' .  At 

the same time, social solidarity was not a function of social or ideological closure; the 

researchers characterised these schools as 'voluntary communities' because their 

cohering force did not come from rigid restrictions on membership, or effortS to enforce 

'likemindedness' (p. 289). While they may have shown a high tolerance for the 

'unfamiliar and the diverse' ,  it may also be noted that they tended to generate diversity 

by producing 'creative subjects' - that is, students who had cognitive access to 

specialised and valued forms of knowledge. These schools, then, seemed to exemplify 

a phenomenon noted by Bernstein (1971, p. 66) in which the mechanical solidarity of a 

collection code produced organic solidarity. 

The features which Bryk et al. noted as factors in the communal orientation in Catholic 

schools may also be noted in three quite different schools; they were situated in 

indigenous enclaves in remote areas of the United States and Australia 

'Community' in an Eskimo, a Navajo, and an Aboriginal school: In this section we 

will examine the institutional and normative features of St. Mary's Eskimo school on 

the Andreafsky (Kleinfeld, 1979), the Navajo school at Rock Point (Holm and Holm, 

1990), and the Aboriginal school at Yirrkala (Yirrkala Community School, 1991 ;  

Marika-Mununggiritj et al., 1990). Like the Catholic schools noted above, these 
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institutions were materially and educationally ·austere'.  The schools at Rock Point and 

Yirrkala employed a number of non-certificated local people, and the staff at St. Mary's 

comprised a number of inexperienced lay volunteers. Teaching practices and curricula 

appear to have been 'conservative' in at least two of the schools - at St. Mary's all the 

Eskimo students were taught a conventional high school academic programme, and 

there were no vocational programmes or electives; the staff at Rock Point had 

'radically simplified' their pedagogic goals and activities - they had selected the 'most 

important things' from the academic curriculum, and were determined to teach them 

well (Holm and Holm, 1990, p. 179). In both schools srudents' academic outcomes 

were carefully scrutinised and evaluated in standardised tests and/or public 

examinations. Kleinfeld (1979, p. 1) noted that the Eskimo students at St. Mary's 

achieved higher academic results than did those in any other educational institution 

excepting religious boarding schools, and Rosier and Holm's (1980) longitudinal study 

at Rock Point showed that Navajo students there performed significantly better than did 

those who attended the ·best' of the Navajo Area schools. Unlike public schools, 

students at St. Mary's, Rock Point and Yirrkala were not automatically processed 

through grades; their placements were commensurate with their academic 

competencies, and all schools provided special assistance for students who were having 

academic difficulties (Yirrkala Community School, 1991, p. 25; Holm and Holm, 

1990, p. 178; Kleinfeld, 1979, p. 75). Thus the students' promotion to a higher grade 

signified something 'real' and important namely, a transformation of their social and 

intellectual 'states'. At St. Mary's, the sophomores' induction ceremony which was 

attended by the whole school and the Eskimo parents was a 'classic rite of passage'; it 

signified to the assembly that those students whom the school's academic board had 

declared to be academically and socially 'ready', had officially •grown up' (Kleinfeld, 

1979, pp. 75-7). 

In these schools, teachers communicated to their students that their personal and 

educational aspirations were implicated in a common good; academic learning was a 

means by which Eskimo, Indian, and Aboriginal children would, one day, serve their 

communities. A sense of the transcendent was also communicated in the ways that the 

schools' structures and activities were consonant with cultural traditions. At Rock 

Point and Yirrkala, groups of Navajo/ Aboriginal elders exercised a paternalistic 

authority over most aspects of their school's activities and practices. Holm and Holm 

(1990, pp. 180-1) noted that the Navajo Community School Board was distinctly 

'traditionalist' and 'conservative';  members showed the same paternalism and 
·' 

abidingness of the old Navajo leaders, and their influence permeated the school in such 

a way that education was seen as a 'sacred undertaking' .  At Yirrkala, a council of 

elders supervised the teaching of the Galtha Rom curriculum in which students were 
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taught Aboriginal history, law, and culture/ceremony; the Council controlled the 

content, direction, and timing/sequence of students' learning, and they ensured that the 

knowledge that was transmitted reflected the interests of the various clan groups, and 

reinforced the sense of the 'interrelatedness of the group of learners' (Yirrkala 

Community School, 1991, pp. 1 1-12). At St. Mary's where there were no indigenous 

teachers, and no bilingual, E.S.L. or cultural awareness programmes, there was, 

nevertheless, a strong sense of 'tradition' .  Kleinfeld ( 1979, p. vii) noted that this 

derived essentially from the harmony between Catholic and Eskiino values and beliefs. 

which meant that there were no social or cultural discontinuities for students in the 

structures and relationships of the school. She showed for example, that teachers' 

emphasis on the individual's responsibilities to the social group, and their tendency to 

discourage extreme individualism, were consistent with Eskimo values. Thus teachers 

encouraged students to do well so that they could one day go back to their village and 

'work for the people' (p. 58). When students were reluctant to take on leadership roles 

in the school, teachers persuaded them that leadership was an essential skill, and a form 

of 'service' by which individuals contributed to the welfare of the group (p. 67). 

Importantly, the teachers apparently showed an 'abidingness' which seems to be a 

characteristic of exemplary cross-cultural educators (see for example, Cazden, 1988, 

pp. 170-9; Holm, 1983, Ch. 6; Erickson and Mohatt, 1982). They demonstrated this 

in the patience and understanding they showed with their students - for example, they 

had a 'calm but relentless' expectation that students were 'good people' who would 

mature, and they viewed misbehaviour as transitory 'growing pains' (p. 74). Kleinfeld 

(1979, p. 83) also noted that the teachers' relationships with their students mirrored 

those of the home - thus teachers did not expect sudden or dramatic changes in students, 

and they exerted a 'repetitive' and 'cumulative' influence which extended 'over time 

and over many facets of experience'.  

In these schools, then, children were socialised, as they were in the urban Catholic 

schools, into a strong sense of a social and moral order, and of their place in that order. 

Praxis created unambiguous pedagogic and 'social' identities; that is, children had a 

clear sense of what it meant to be a pupil and a member of a social group. Teachers, 

students, and parents shared similar values and beliefs, were bound by the same 

loyalties, and expressed their solidarities tacitly, in ritual. There was little scope here 

for teachers' or students' egoism, since self-interest was balanced by attachment to an 

immediate as well as a wider group (i.e. the school and the local people). At the same 

time, the disciplinary regimes in these institutions set limits on what was 'thinkable' for 

all members; in this they resembled what Douglas (1987, p. 128) has called 

'constitutive' communities, in which individuals may discover, but not choose their 

ends. It is in this matter of individual 'choice' that the kinds of organic pedagogic 
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communities that have been noted here, differ from the ascribed type which will now be 

examined in detail. 

Ascribed Pedagogic Conununities: The 'reality' of an ascribed community is 

established by external decree; outsiders assume that in a spatially-defmed social 

aggregate, Gemeinschaft is a natural outcome of 'being together'. As has been 

indicated previously, this ecological determinism has been particularly notable in 

policies on schools: 

Schools can build within themselves a community where botb education and people are valued, and 
where the influences of the market place do not dictate the price placed upon individual talent.s. 
Participation in such a caring community which set.s out to build social relationships through it.s method 
of teaching and learning can, by reducing tbe alienation of the individual, be a regenerating force in 
society (Australian Schools Commission, 1973, p. 14) 

Yet, as has been shown, this kind of solidarity, particularly one which incorporates 

socially disadvantaged groups, is rarely found in public schools. The problem of 

solidarity in these and other institutions derives from what Durkheirn (189711952, 

p. 323) saw as the advance of a 'radical individualism' or a 'hypercivilization' which 

tended to increase egoistic and anomie tendencies - individuals became 'less capable of 

a firm attachment to a definite object, more impatient of any sort of discipline' .  

Paradoxically, then, as personal freedoms increased, the possibilities for deep social 

solidarities diminished. 

The early sociologists in Chicago supported this thesis. Park (1952), for example, was 

concerned that technologies - newspapers, the 'automobile bandit', the 'motion picture 

show' - enabled individuals to take real and/or ideal flight from their social group: 

'Apparently anything that makes life interesting is dangerous to the existing order' 

(p. 59). Similarly Burgess (1925/1972) suggested that the 'health' of individuals and 

localities was inversely related to mobility which he termed 'the pulse of the 

community' ;  thus the. inner cities which were sites of the greatest transitoriness, were 

also most vulnerable to social disharmony and decay. In his urban sociology, Greer 

(1962) also argued that increasing possibilities for physical and social mobility tended 

to weaken social inter-dependencies. He proposed that changes in the social relations 

of private and public life had fragmented individuals' commitment to an immediate, 

and to a wider social system, such that 'restraint', which was 'the key to community' ,  

had been all but extinguished. As the importance of kinship and friendship diminished, 

personal interests were directed 'inwards' towards a 'privatised' nuclear family; in this 
area, individuals were 'free' to choose, for example, their parmers, the number of 

children, the size of their family, and so on (p. 104). At the same time, individuals' 

experience of work and of the polity had become fragmented and tenuous. As the 
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agencies of classification and control became more distant and impersonal, public 

experience was shaped in numerous formal and informal organisations which were, or 

quickly became, 'professionalized and bureaucratized' ;  individuals could choose to 

make 'token' commitments to them, or refuse to participate at all (p. 103). Thus 

freedom and democracy were reduced to a multiplicity of 'substantive freedoms, or 

freedom from restraint' (p. 104). These conditions gave rise to what Greer, following 

Janowitz ( 1 952) called 'communities of limited liability' whose members felt such little 

allegiance to the social order and to their local groups that 'even the most deeply 

involved can withdraw ... and satisfy all needs elsewhere - and the withdrawal need not 

be physical' (Greer, 1962, p. 98). 

Tiris condition of 'limited liability' seems to characterise much of public schooling. In 
contrast to the old 'citadel schools', and to those examined in the previous section, 

contemporary educational institutions appear to be institutionally, organisationally, and 

normatively fractured. Since the 1960s, the ideologies of 'participation' and 

'community' have served to weaken pedagogic hierarchies within schools, and to create 

diffuse boundaries between them and other institutions. Public demands for greater 

'relevance' and 'flexibilty' in curriculum and practice have been supported by critical 

educational theorists who urge teachers to adopt a stance of 'radical doubt' towards the 

familiar and 'traditional' world of pedagogy (Grace, 1978, p. 93). Thus the school's 

philosophies, goals and practices are shaped by conflicting educational codes, and 

institutions become sites of struggle between 'traditional' and 'progressive' forms of 

pedagogy. The ascendancy of an integrated code with respect to educational roles and 

knowledge means that, increasingly, teachers and students are not socialised into 

subject discipline or loyalty, and that they have a great deal of choice in the ways they 

teach or learn, and in the selections they may make from a rich, 'integrated' curriculum. 

In these 'shopping mall' schools, teachers are likely to take highly innovative and 

idiosyncratic approaches to curriculum and practice. Since the criteria of teaching and 

learning are diffuse and frequently ambiguous, it is unlikely that the outcomes of these 

pedagogies will be evaluated, at least in any standardised way. 

At the same time, schools have been required to 'integrate' with their local 

communities, and to reflect their interests. In this area, the boundaries between the 

roles of teacher and parent, and between educational and 'local' knowledge, have 

become ambiguous. Schools are required, as a matter of policy, to celebrate the 'ideal 

of social harmony' by integrating students of varied abilities, and varied social, racial, 

and ethnic backgrounds (Grace, 1978, p. 5 1 ). 
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On the face of it, public schools would seem to be highly efficient at managing these 

kinds of internal diversity while accommodating the interests of diverse groups of 

'outsiders'. Yet some writers suggest that schools' efficiency, and their responsiveness 

to demands for reform might be more apparent then real; they argue that schools 

generate ceremonial displays and 'symbols of affiliation' which give an appearance of 

social solidarity: 

[T]he enactments of reform become important to the conduct of schooling. The rituals re-establish the 
legitimacy and normalcy of existing arrangements. A belief is conveyed that the school is responding 
to social beliefs and mandate. The acts of reform enable people to 'see' schools as responding to social 
demands for equitable treatment and rational, orderly processes. The rituals, however, seldom 
penetrate the systems of meaning and value that underlie institutional life (Popkewitz, 1983, p. 73). 

Weick (197611988) was one writer who challenged notions of the school as a rational, 

goal-oriented system. He suggested that life there was like an unconventional soccer 

match where field, roles, rules and goals were constantly changing but where the game 

was played 'as if it makes sense' (p. 56). The school managed internal diversity by 

maintaining 'loosely coupled' relationships between its various units (e.g. the 

administrative and teaching/technical cores). Thus different positions, offices, and 

responsibilities within the school were not tightly linked or co-ordinated, but tended to 

be relatively independent of each other (p. 59). For example, the offices of the school 

principal and counsellor could be loosely coupled to the extent that 'each retains some 

identity and separateness and that their attachment may be circumscribed, infrequent, 

weak in its mutual affects, unimportant, and/or slow to respond' (p. 59). In this view, 

the school resembled an anenome-like system of structures and relationships in which 

units could be added or removed without disruption to other units or to the school. This 
reduced the need for responsiveness to external demands, and provided 'cultural 

insurance' in times of turbulence (pp. 62-3). Thus Weick suggested that 

'impermanence, dissolvability and tacitness' were the potentially crucial properties of 

the 'glue' that held these organisations together (p. 59). 

Meyer and Rowan (1983, pp. 71-2) extended the theory of loose coupling and argued 

that the school's ceremonies and rituals created an appearance of rationality and 

efficiency ; this satisified bureaucrats, policy-makers, and parents and mediated the 

uncertainties of teaching staff. Schools achieved this by showing a 'ceremonial 

conformity' to the policies, programmes and services of outside agencies, and by 

taking care to uphold the 'ritual classifications' that legitimate, standardise and 

normalise the 'categories of teachers, students and curricular topics [which] give 

meaning and definition to the internal activities of the school' (p. 72). In effect these 

classifications prescribed who taught what to whom , and also the conditions of time 
and space in which these activities occurred. Thus while administrators paid attention 
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to the certification, control, and timetabling of staff, students, and subjects in the 

school, they avoided scrutinising the more contentious technical areas concerning 

pedagogy and its outcomes; in these ways, schools were able to subsume inefficiencies 

and conflict beneath a 'logic of confidence'. This may be noted in Veel's (1991a) 

observations of a high school in Sydney where over half the students were Aboriginal. 

This school was considered to be one of the most difficult in the state, and its 

administrators organised and 'policed' students' movements and timetables in such a 

way that they minimised the possibilities for trouble and unrest. At the same time, their 

arrangements also minimised the opportunities for teaching and learning. Veel ( 1991 a, 

p. 1 16) noted that lessons were limited to 30-40 minute periods; there were no double 

periods, and there were no breaks to give students time to move between classes; 

additional time was taken from lessons by special roll call classes which took ten 

minutes every morning and afternoon. During the day, the assistant principal 'roamed' 

the corridors shouting at students who were late to classes or who were using 'bad' 

language (p. 1 17). While the staff claimed that the timetable was structured in this way 

to accommodate the students' 'short attention spans' and their inabilities to cope with 

long face-to-face teaching sessions, Veel argued it was primarily a means of social 

control. He noted that the 'macro-context' of the school was characterised by a 

strongly regulative discourse and an absence of any form of instructional discourse (p. 

1 1 7). 

Public schools are likely, then, to be highly regulated with respect to the 'physical' or 

observable aspects of organisation; here, it is likely that rules, rather than commonly

held principles and rituals of organic pedagogic communities, will guide members' 

behaviour. Bryk et al. (1993, p. 319) indicated this when they noted that, in contrast to 

Catholic schools, behaviour in public schools was regulated by explicit codes of 

conduct which tended to defme the minimum standards of social order; these codes 

specified individual 'rights' as well as criteria for misconduct. Bryk et al. (1993, 

p. 319) cited Grant's (1988) research which showed how a 'blizzard' of regulations at 

one high school resulted in a 'collapse of the adults' moral authority' ;  it also had little 

effect on students' misbehaviour since they quickly learnt how to manipulate the rule 

system. This can also be seen in Malin's (1989) data on Aboriginal and other 

children's behaviour in Mrs. Eyers' tightly-regulated classroom. This teacher 

maintained order by imposing multiple rules which were frequently explicit, but also 

sometimes tacit and 'situational'. While the Aboriginal children were slower than other 

children to learn the rules, when they had learnt them, they also frequently (and 

surreptitiously) infringed them (see, for example, p. 391, 417-8, 422-3, 425, 433, 467-

8, 469-70). Thus we might expect that in the ascribed communities of public schooling, 

normative and disciplinary regimes are not underpinned by tacit agreements on broad 
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principles as they are in organic pedagogic communities, but by negotiated 

commitments to a set of explicit rules. For this reason, it might also be expected that 

pedagogic relationships are predicated on shallow and shifting allegiances. The 

'benevolent inertia' and the 'passive aggression/withdrawal' that Veel (199la) noted as 

characteristic respectively of teachers' and Aboriginal srudents' orientations to each 

other, appear in most accounts of public schooling. These kinds of teacher-pupil 

relationships have been highlighted, for example, in Woods' ( 1979) 'divided school', 

Macpherson's ( 1983) 'feral' classrooms, and Christie's ( 1984) educational 

'pantomimes' .  A paradigmatic example can be found in Hurst's (1991) ethnography, 

Mr. Henry Makes a DeaL 

Mr. Henry was an English teacher at Emerald Junior High which was siruated in a 

lower middle-class, black and hispanic area of Berkeley. Hurst attributed the 

disaffection between and among staff and srudents, and the school's poor academic 

outcomes, to the rigid separation between three 'spheres' of responsibility and control: 

the school assumed responsibility for the srudent's physical body (e.g. in tirnetabling, 

assigning students to classes, formulating rules for attending classes); the teacher had 

responsibility for the student's 'mind'; and the family had responsibility for the 

student's 'soul' (culture, values, attitudes). The divisions between these three 

'territories' were institutionalised in the school's policies and practices, and they were 

rigorously defended by students. Thus the school took great care to ensure that classes 

were 'balanced' in terms of students' race, ethnicity, and gender, and one to four 

'special' students were also 'integrated' into each class (p. 1 84). The school's rules 

were well known and well-supervised; they governed students' and teachers' 

movements around the school and their use of the school's space, time, and property. 

For example, toilets were locked during class time and the principal and assistant 

principal 'patrolled' the halls to make sure that students were in their classes (p. 192). 

The school 'liberally' applied punishments to those who disobeyed the rules; for 

example, there was a system of detention, and those who did not 'show' were 

automatically suspended from school for the next day. Hurst noted that on one day, 75 

students (of the 600 in the school) missed detention (p. 197). The school also tacitly 

punished some students for their misbehaviour and truancy by keeping them back a 

grade (p. 197). 

While the administration enforced the school's 'ritual classifications', it abdicated 

responsibility for students at the classroom door. Students then became the teachers' 

responsibilities. The teaching staff were divided on matters of pedagogy and discipline. 

For example, the 'progressives' complained about Mrs. Fleischacker whom they 

thought was too traditional and too 'hard' on students. While misbehaviour was a 
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major problem in classrooms, the staff could not agree on a disciplinary policy; 

instead, it was tacitly accepted that teachers could teach and control their classes in any 

way they saw fit, as long as they 'respected the students' feelings' and did not denigrate 

their 'culture, values, or attitudes'. Thus a new teacher was advised to 'establish an 

environment' that was 'suitable to his personality' and in which the students would 

'feel comfortable' (p. 193). Since teachers had few institutional resources for 

enforcing their authority and control, they were required to enter into explicit or covert 

negotiations with their students, and these significantly displaced pedagogic time and 

activities. The effectiveness of discipline and instruction depended on teachers' 

'personalities',  and their abilities to control by developing personalised relationships 

with students, and/or by imposing a few ad hoc rules which were the subject of 

continuous negotiation and 'standoffs' (p. 190). Mr. Henry tried, unsuccessfully, to do 

both. 

Mr. Henry's students denigrated his few attempts to impose standards in the classroom. 

For example, they mocked him when be tried to discourage fighting because they 

considered that this was 'soul-based' behaviour which was 'none of the teacher's 

business' (p. 195). Since Mr. Henry believed that the teacher's authority had to be 

'earned' from students, be seems to have generally submitted to the status quo. Since 

he was unable or unwilling to question students' behaviour, attitudes, and beliefs, 

because these were the province of the home, his teaching time was largely spent 

'making deals' with his students; he continuously negotiated the classroom rules, his 

lesson plans, students' behaviour, and the kind and the amount of content that could be 

taught within the period. His attention seems to have been focused for much of the 

time on wresting control from a few notable recalcitrants. Mr. Henry resorted to the 

same educational 'pantomimes' that Christie ( 1984) observed at Milingimbi. For 

example, he had long 'discussions' with students (e.g. on fighting in the school), and he 

permitted them to draw on the blackboard and to play 'hangman'; he considered that 

these were legitimate pedagogic activities because they constituted 'thinking work', and 

they were compatible with his 'student-centred' approach. Thus Mr. Henry seemed 

unaware that while power in the classroom was concentrated in the hands of a few 

notable miscreants, the majority of students were indifferent to his appeals, to his 

teaching, and to the classroom activities in which they failed to acquire even basic 

literacy. Hurst notes that Mr. Henry, along with other teachers, covered pedagogic 

failure by giving students 'generous' marks for their end-of-term assignments (p. 191). 

The social and educational structures at Emerald Junior High would seem to be the 

inverse of those in the organic pedagogic communities noted above. While the school 

set great store on individuals' (students' and teachers') choice and freedom, these were 
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diminished in classrooms where teachers were unable to teach and students were unable 

to learn; while the school claimed to 'integrate' various social groups and interests, its 

integration was, at best, superficial; while it claimed to cater for individuals' creativity 

and spontaneity, it created ambiguous social and pedagogic identities and anomie 

classrooms. While the school asserted the value of professional 'autonomy' and child

centredness, it failed to examine either the poverty of both its authority and pedagogic 

outcomes. Thus the solidary relations of this school and of Mr. Henry's classroom 

were the inverse of those at St Madeline's school and in Mrs. Cramer's classroom, for 

here an organic solidarity underpinned by an integrated code created, through its non

specialised outputs, a mechanical solidarity (see Bernstein, 1971, p. 66). 

Although the social relationships of ascribed communities tend to be marked by 

indifference, this does not mean that members are unable to develop commitment to 

others and to the group. Mary Douglas (1987, Ch. 3), argued, for example, that under 

certain conditions, 'latent' groups could become 'constitutive' communities. Similarly, 

Smith ( 1989, p. 18), who was highly critical of the bureaucratic conception of 

Aboriginal 'communities' (see Chapter 2), acknowledged that solidarities might 

develop were people given time and resources 'to develop a sense of community and 

make decisions about how and why they will work together for common goals (italics 

in original)' .  However, in the absence of 'favourable' conditions, it is likely that 

individuals' experience of these communities of 'limited liabilities' will be one of 

indifference; it is this which distinguishes them from the members of neo-tribal 

communities. 

Neo-Tribal Pedagogic Communities: Neo-tribes (Maffesoli, 1988, 1991) are a 

phenomenon of a postmodern 'condition' ;  individuals are no longer attached to their 

social group by the old structural hierarchies and cultural 'sureties' .  The social world is 

constituted in global and local spaces, the latter comprising a multiplicity of 

'microterritories' (Robins, 1989, p. 150). Individuals seek authenticity in groups 

which assert a Gemeinschaft of race, ethnicity, gender, sexuality, and so on. Identity is 

no longer a matter of socialisation or experience, but of 'choice'; the individual's 

'authenticity' stems from their conscious construction and/or adoption of a particular 

'style' ,  and from their belonging to a group, or a series of groups, from which they can 

speak in their 'own voice'. Postmodem tribes are premissed on new forms of social 

bonding, meaning-making and identity. They have none of the ascribed community's 

indifference, nor the organic community's lack of self-consciousness, since they are 

constituted as agencies of self-realisation and self-regulation (Bauman, 1992, p. 35). 

In the search for 'authenticity', traditions may be 'invented'; historical and cultural 



motifs, rituals and symbols are detached from their old structural and collective bases 

and used to signify the similarities of members and their differences from others. 

65 

Some theorists argue that this manipulation of culture effects the intended 

Gemeinschaft (see, for example, Gusfield, 1975). Thus Cohen (1985, p. 109), who 

claimed to work within a Durkheiroian fram�work, proposed that groups could 'think 
themselves into community' by constructing ideological boundaries which 

differentiated the group from others and which were, at the same time, 'sufficiently 

malleable' to accommodate 'all of the members' selves without compromising their 

individuality'. He stressed that the power of symbols resided in their ambiguity and 

their flexibilty: '[s]ymbols do not so much express meaning as give us the capacity to 

make meaning' (p. 15). When Cohen argued that ritual and symbol were resources for 

idiosyncratic meaning-making, he had moved far from Durkheiro 's thesis; here they 

were construed as transmitters of condensed social experience, and as unified and 

unifying expressions of a wider order - they were powerful because they were 

unavailable to individuals' consciousness and thus to manipulation. Durkheim's 

collective realism prohibited the ascription of 'reality' to signs per se, for: 

[t]hat would be to take the sign for the thing signified. A sign is certainly something; it is not a 
superogatory epiphenomenon; its role in intellectual development is known today. But after all it is 
only a sign (Durkbeim, 1897/1952, p. 315). 

Everhart (1988) took a distinctly Durk.heimian approach in his ethnography of three 

'schools of choice'.  He attempted to unpack the layers of meaning in the notion of 

'community' which was promulgated by the teachers, students and parents, but which 

did not inform pedagogic practices or outcomes - that, is, the schools' rhetoric of 

'community' had no empirical 'reality' .  Everhart noted that the ideology of community 

was promoted in notions of 'openness, participation, and choice'. Teachers and parents 

considered that their schools were more 'communal' and more reformist than 

conventional schools, and they saw their project as creating radical individuals who 

would be 'makers-of-change' (p. 187). The notion of community was also 

promulgated in progressive pedagogies; teachers developed intensely personal 

relationships with their students, and they did not interfere in their work or behaviour 

since this would inhibit the students' 'natural' intellectual processes. They believed 

that students 'must enjoy learning', must take an 'active role' in their own learning, and 

learn best by 'following their own agendas' .  This led to teachers' 'benign neglect' of 

students' learning and behaviour, and meant that students did not learn the skills which 

they needed if they were to be 'makers-of-change' (p. 13). Instead, academic work 

was displaced by a welter of activities, which included discussion circles, 'work' 

contracts, and trips. One of the schools, known locally as 'the school that travels',  
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attempted to 'integrate' classroom learning with the 'real world' by frequent and 

extended field-trips (p. 193). These excursions, which were meant to develop students' 

concerns for the environment, and to create an awareness of the Indian tribes who had 

once lived in the area, contributed little to the students' understandings. Teachers' 

cultural studies, for example, consisted of reading Indian legends around the campfire, 

and asking students to be quiet so that they might 'listen to the ancient ones speaking 

through you'. Everhart noted that many students ignored these instructions and retired 

to their tents to talk (p. 192-3). 

These teachers' superficial engagements with other cultures, and their tendency to treat 

history as a 'continuum of portable accessories' (Harvey, 1989, p. 97), were also 

features of Mr. Bogan's (Abi-Nader, 1990), and Mr. Appleby's (Dillon, 1989) cross

cultural pedagogies. Both these teachers had spent time in the Peace Corps, and they 

taught classes of socially disadvantaged, low-achieving, minority students (respectively 

hispanic and black students) in inner-city high schools. Their teaching styles and 

practices were similar in most respects. Both believed that students' academic 

problems stemmed from their low self-esteem and 'fragile' cultural identities. Mr. 

Bogan saw his hispanic students' 'inner struggles for self-identity' as a function of 

'psychosocial pressures' and a lack of self-esteem, and he attempted to 'create a vision 

of the future' and 'build a supportive community' in the classroom (Abi-Nader, 1990, 

pp. 41-2). Mr. Appleby's concern for his black students' self-esteem - 'Appleby 

believes that learning cannot occur successfully without students 'feeling good about 

themselves' - led to a regime in which each student was made to feel 'special' within an 

'open, risk-free learning environment' (Dillon, 1989, pp. 238-9, 254). Both teachers 

developed intense personal relationships with their students; they were non-didactic 

and encouraged peer-tutoring; they believed that students' commonsense/community 

knowledge constituted a valuable form of school knowledge. Thus Mr. Appleby's 

curriculum was 'carefully selected with the students' interests in mind' (Dillon, 1989, 

p. 243), and Mr. Bogan's teaching was aimed to develop students as 'special 

people ... [who] have skills and they have to use them, particularly with Latin 

Americans' (Abi-Nader, 1990, p. 46). 

Teachers tended not to correct their students' mistakes since this might have 

exacerbated their poor self-confidence, and, unlike Mrs. Cramer at St. Madeline's, they 

did not attempt to teach students the elaborated socio-linguistic forms. Mr. Bogan did 

not correct his students' speech; instead he 'modelled language production' in his own 

speech and encouraged students to participate in role-play so that they might come to 

see themselves as 'people who can speak with authority' (Abi-Nader, pp. 52-3). Mr. 

Appleby encouraged his students to use their community language in lessons 'because 
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they were more comfortable with it', and he purposely adapted his own language style 

to imitate his students' 'dialects and slang' (Dillon, 1989, p. 245). In his speech, dress, 

and ways of behaving, Mr. Appleby made a conscious attempt to distinguish himself 

from other teachers and to be a 'real person' to his students (p. 239-40). Mr. Bogan 

also adopted a particular style with his hispanic students. He emphasised that the class 

was 'a family', and the students were like his 'brothers and sisters' (Abi-Nader, 1990, 

p. 52). This 'imagined community' included the oppressed peoples of South America; 

Mr. Bogan had lived among them for two years, an experience which seems to have 

legitimated his claims to an 'oral tradition'. He attempted to create a Latin American 

'environment' by decorating the classroom with posters, potted palms, and other 

artifacts, and these simulacra tended to become the 'reality'. For example, one of the 

students claimed 'Look, I'm in Puerto Rico, y'all', and when students' enthusiasm for 

work waned, the teacher would point to a poster of impoverished children and say 'I 

want you to read for them and I know you do too' (Abi-Nader, 1990, pp. 46-7). 

In both these classes, then, and in Everhart's schools of 'choice',  other societies and 

cultures were construed as 'territories' amenable to pedagogic 'reconstruction'; 

pedagogies achieved what Maffesoli (1988, p. 142) notes as a characteristic of the neo

tribe: a shift from the 'culturalization of nature to the naturalization of culture'. From 

an educator's perspective, the most interesting feature of these classrooms was the way 

that teachers' control, and their appropriation of their students' collective 

representations, were realised through personalised and invisible pedagogic codes. The 

distinctions between this type of pedagogy, and the 'traditional' form seem clear 

enough; however, in their weak classifications and frames they have at least the surface 

features of, say, Mr. Henry's invisible pedagogy. The differences between 'regular', 

and neo-tribal, invisible pedagogies may be seen in at least two areas. First, teachers 

such as Mr. Bogan and Mr. Appleby are highly charismatic - they are able to control 

through the strength of their personalities which enables them to adopt (and maintain) a 

particular teaching 'persona' or 'style' .  Their power in the classroom derives from their 

apparent cultural identification with their students; by 'tapping into' their sense of 

oppression, the teachers have effectively withdrawn the grounds for students' 

resistance. In these regimes, it becomes literally 'unthinkable' to misbehave or to reject 

the teacher because this would be like going against a member of one's family. Since 

they are bound to the teacher and to the group by strong personal loyalties, it is difficult 

to conceive of these students showing the open rebelliousness of Mr. Henry's students 

who, for example, threw papers in his face and refused to work (Hurst, 1991, p. 184). 

When Mr. Bogan's students slackened, he reminded them of their allegiance to the poor 

of South America, and, indirectly, of the loyalty they owed to himself (see above). 

Dillon (1989, p. 253), unwittingly, underlined the power of this type of pedagogy when 



she noted that Mr. Appleby's students 'were quick to observe his less-tolerant 

behaviours and then quickly adapted their own actions to accommodate and appease 

their teacher' (italics added). 
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This points to the second way in which these pedagogies differed from Mr. Henry's, for 

while they were apparently concerned with the students' 'minds', they were, in effect, 

directed at the appropriation of something, arguably, deeper and more powerful, namely 

the students' imagination, or what Hurst called the students' 'soul'. While Mr. Henry's 

students maintained some control over their personal and 'community' knowledge, it 

can be inferred that those in Mr. Bogan's and Mr. Appleby's classes would have found 

this difficult, for there, the discourses of 'family' and 'intimacy' made students' self

revelation an imperative. Thus Mr. Appleby was pleased with a discussion in which the 

students 'opened up and shared some of their thoughts and feelings' (Dillon, 1989, 

p. 244). These pedagogies, then, tend to deeply penetrate the private spaces of 

students' home and culture, and render them susceptible to invisible 'resocialisations' 

and 'therapies'. In these ways, the tyrannies of more 'traditional' pedagogies may be 

replaced by covert oppressions of 'warmth, friendliness, and concern' (Delpit, 1988, 

p. 283, 296). 

Another feature of pedagogic neo-tribes is that whether they are constituted at the level 

of the school, as in Everhart's schools of 'choice', or the classroom, their distinctive 

style or aesthetic imputes Gemeinschaft as a function of ideological and rhetorical 

closure; this is likely to create individuals and groups who are deviant with respect to 
the wider institutional environment. For this reason they may be 'spectacular', but 

transitory formations (Bauman, 1992, p. xix). Their emphasis on local knowledge, and 

personal meanings and loyalties, means that they are unlikely to produce students who 

have access to privileged fonns of knowledge or conduct Since they tend to reify 

aspects of the students' culture, they are also likely to produce ambiguous and 'rootless' 

cultural identities. In contrast to the two types of pedagogic community discussed 

above, nee-tribal pedagogic communities would seem to be a fonn of mechanical 

solidarity which reproduces mechanical solidarity. 

Sununary: Pedagogies, or more correctly, the codes which underpin them, have the 

potential to create different kinds of 'community' in schools and classrooms. The 

organic type is likely to emerge when teachers and students share the same 'thought 

world', and when their actions and interactions are guided by the same collective 

representations. When teachers and students come from disparate socio-cultural 

backgrounds, this kind of synergy is most likely to be effected through the collection 

code of a visible pedagogy. The ascribed pedagogic community is an indiscriminate 
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and 'artificial' type. Here the barriers to the development of a shared thought world are 

formidable, since teachers and students have been socialised into diverse beliefs and 

values, and notions of teachers' and students' 'autonomy', 'freedom', and 'choice' tend 

to displace collective responsibilities and mutual obligations. In seeking to satisfy the 

'needs' of all its constituencies, the ascribed community may be left with little more 

than a superficial commitment to pluralism which, in the end, satisfies few of its 

members. Among them will be those who are able to make the best 'deals' and 

appropriate the group's resources for their own ends; for most members, the experience 

of this kind of 'community' is likely to be one of indifference. This contrasts with the 

emotionally-charged environments of neo-tribal pedagogic communities; here teachers, 

consciously or otherwise, attempt through the integrated and personalised codes of 

invisible pedagogies, to appropriate the collective representations of their students. 
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In the previous chapter it was argued that different types of classroom 'community' 

effect different pedagogic outcomes for socially disadvantaged students. Of the three 

types of 'community' examined there, it was proposed that an organic pedagogic 

community was a function of a particular kind of visible pedagogy, and that it was the 

most likely to produce 'creative subjects'. In th.is type, teachers and students come to 

share the same collective representations or the same 'thought world'.  Waller (1932, 

p. 7) called this kind of rapprochement a 'we-feeling'; he considered it a rare 

phenomenon because relationships between teachers and students were generally 

founded in the moralities of two 'fighting groups', and thus (following Thomas, 

1923/1969), two irreconcilable 'defmitions of the situation'.  By 'definition of the 

siruation',  Waller (1932, p. 292) meant the 'actual concrete situation of the classroom', 
and the psychic products of group life which are left as residw.. from the definition of 

many situations'. In the latter he included group attitudes, mores, folkways and 

collective representations. Thus he argued that while teachers' and students' actions 

and interactions were responses to 'real' situations, they were simultaneously 'framed' 

by multiple, pre-existing, defmitions of the situation: 

From tbe fact that situations may be defined in different ways and by different groups arises a 
conflict of definitions of situations, and we may see tbe whole process of personal and group 
conflict wbicb centres about tbe school as a conflict of contradictory definitions of situations. The 
fundamental problem of school discipline may be stated as the struggle of students and teachers to 
establish tbeir own definitions of situations in the life of tbe school (Waller, 1932, pp. 296-7). 

In this chapter, I will examine how this 'fundamental problem' arises specifically in the 

socio-cultural conflicts between urban Aboriginal students and their teachers. First, it 

will be shown that students' home-socialisation predisposes them to particular ways of 

thinking and behaving at home and at school. In this section, the collective 
representations of socially disadvantaged urban Aborigines will be examined. 
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Secondly, I will argue that both 'visible' and 'invisible' pedagogues are also 

predisposed to particular values, beliefs, and practices. In this section, I will examine 

how teachers of each type construe distinct relationships between the instructional and 

regulative discourses of the classroom, and how, in both types of practice, Aboriginal 

socio-cultural differences can become social and educational deficits. The discussion 

concludes with an analysis of three 'mediated' visible pedagogies which have been 

noted as particularly effective in urban Aboriginal education. 

Uban Aborigines' Collective Representations: In this thesis, urban Aboriginal 

students are defmed as those children who identify themselves as Aboriginal, whose 

parent(s) identifies(y) them as Aboriginal, and who attend urban schools. This 

definition encompasses socially and culturally diverse groups of students. In the 

Northern Ternitory in particular, Aboriginal students in urban schools may come from 

remote areas, from town or fringe-dwelling camps, and from families that have been 

'urbanised' for generations. Thus urban Aboriginal students may be differentiated by 

socio-economic status, by social and cultural interests, and by 'lifestyles' (Tyler, 1990, 

1992; Langton, 1981, 1993). While there is a small number of middle-class 

Aboriginal families in Darwin and in other major centres, the lives of many urban 

Aborigines are constrained by some form of welfare dependency (Tyler, 1990, 1992; 

Choo, 1990; Beckett, 1985). Thus, as Veel (1991a, p. vii) argues, while much of the 

literarure in urban Aboriginal education tends to treat 'Aboriginality' as the unique 

element in srudents' failure at school, social class is also a critical factor. Poverty tends 

to impose particular rhythms, preoccupations, and structures on the social lives of 

Aboriginal people. It has been noted, for example, that many families live in large 

'compound' or 'concertina' households which comprise conjugal families as well as a 

number of kin and/or affines; while these arrangements may enhance socio-cultural 

interests, they also tend to reduce the impact of racism and poverty (Barwick, 1988, 

p. 28; Eckermann, 1988; Sansom, 1981 in Rowse, 1992, p. 57). Urban Aboriginal 

households are frequently seen as 'safe havens';  they comprise part of what are 

generally extensive social networks of 'real' or 'performative' kin. Aboriginal children 

may have a number of 'cousins' and 'aunties' who live both locally, and in far-off 

regions which are considered to be part of the family's 'beat', or 'run' (Beckett, 1988b, 

p. 131;  Birdsall, 1988, pp. 138-41). Thus an urban Aboriginal family' s  'mob' 

(Sansom, 1980, p. 170) includes those kin who, irrespective of location, are likely to 

offer them hospitality and support. 

The literature suggests that in urban Aboriginal homes, roles and statuses are ascribed 

according to age and gender, and that control, and a sense of the social order, are 

transmitted through 'inter-positional' rather than 'inter-personal' relationships 
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(Bernstein, 1990, p. 96). For example, researchers note that in large Aboriginal 

households, adult 'boarders' make minimal domestic and economic contributions to the 

running of the home, since to do otherwise might be seen as an attempt to usurp the 

place of the head of the household, and to 'reckon that they be the boss' (Eckermann, 

1988, p. 34; Beckett, 1988b, p. 129-30). In conjugal families, roles and 

relationships are similarly hierarchical and well-defined, and there appears to be a 

strong sexual division of labour in homes. Eckermann (1988, p. 33) found that in 

Aboriginal families of south-east and south-west Queensland: 

a man's role is perceived as that of provider, a woman's role as that of mother. Men generally do 
not interfere in the running of the household. Consequently the woman's role in domestic affairs is 
dominant .. [though] generally confmed to family matters. As long as the husband fulfl.ls bis role 
of breadwinner satisfactorily, be is entitled to the position of "rightful patriarch". 

Beckett (1988b, p. 127) also observed that Aboriginal mothers were the 'pivot of the 

home'; their lives were largely taken up with domestic duties and child-rearing, and 

they exercised a considerable authority over their children and grandchildren. Malin 

(1989, pp. 236-9) noted the same female-centredness in Aboriginal families in 

Adelaide; children were socialised from an early age into distinct roles and 

responsibilities associated with 'traditional adult gender role models' .  Girls were 

expected to nurture, and to look after younger children, including babies, while boys 

were encouraged to take an interest in 'male pursuits' such as fishing, and repairing and 

maintaining homes and cars. 

In urban Aboriginal families, children's roles are also differentiated by age; older ones 

have a special place and status in their families, and they are expected to share some of 

their parents' responsibilities by supervising, caring for, and 'growing up' younger 

children, and by caring for elderly kin (Peacock, 1993; Ngani�an-Kessaris, 1992a; 

Wilkinson, 1987). These responsibilities may seem unusual, or even excessive, to 

non-Aborgines. Malin (1989, pp. 236-39) noted that, in contrast to their white peers, 

Aboriginal children were expected to be 'self-reliant', and to show practical competence 

in a variety of domestic duties. These expectations may derive from Aborigines' 

perceptions of an individual's 'completeness',  irrespective of their age; Holm (1983, 

p. 164) noted that, since Aboriginal teachers and parents considered that children were 

'almost as complete as adults', they had no concept of 'childish behaviour' - this  
category did not exist At the same time, the 'autonomy' that characterises urban 

Aboriginal children's social relations in their homes, cannot be seen as 

'pennissiveness' ;  children are bound by mutual obligations and responsibilities within 

a well-defmed familial and affinal group, and by well-ordered social relationships 

which are 'set' by the rules of kinship, even where no consanguineous relationship 
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exists (Sansom, 1988, p. 170). Thus Schwab (1988, p. 80) observed that Aborigines 

usually addressed non-related older people as 'Uncle', 'Aunty',  'Papa' , and so on, as 

an indication of their respect, and affiliation. 

Aboriginal children's peer groups are also important contexts of socialisation, and here 

too, older children have key roles and responsibilities. Birdsall ( 1988, pp. 143-4) 

noted that among the extended Nyungar families of Western Australia: 

the oldest child in a group of children is held to be responsible for the younger ones when the group 
is out of sight of adults. This child is duty bound to 'tell' if the younger ones misbehave. If a 
younger child takes banD. or does harm, the older one may be punished, but when such punishment 
is meted out, the older child has no compunction in sWTeptiously redistributing the punishment 
among the younger ones. The children thus learn very early that they are accountable for their 
actions to each other, because individuals' actions have consequences for the entire group. 

In these ways, urban Aboriginal children's relationships with other children, and with 

adults, are constrained by networks of shared obligation and mutual support, and their 

self-interests are qualified by wider social interests and loyalties. 1bis does not mean 

that Aboriginal children are not individualistic; as Eckerman (1988, p. 34-5) stressed, 

urban Aborigines showed clear preferences for individual decision-making, providing 

this was balanced by 'affiliative values', and supported by the individual's 

familial/affinal groups. Harris ( 1990, p. 36) noted this same organising tension 

among Aborigines in remote areas, where individuals' 'intense personal independence 

and autonomy' was off-set by their obligations to abide by an 'ethic of generosity' .  

While urban Aboriginal children are socialised into a strong sense of individual and 

group identity, and are encouraged to 'stand up for themselves', there are prohibitions 

on 'showing off' and pretentiousness. Malin (1989, pp. 257-64) noted that Aboriginal 

adults and children who showed excessive self-concern or self-importance were liable 

to be teased and 'shamed' by others. Thus Aborigines who spoke standard English 

rather than their local 'lingo' were seen as 'coconuts' (i.e. brown on the outside and 

white on the inside) who wanted to distance themselves from their own people and 

culture. Children who 'bragged' about their achievements at school, or who brought 

home what their parents termed 'airs and graces', would also be shamed. 1his did not 

mean that parents did not want their children to succeed at school, or that they did not 

know that success depended on their children's adoption of certain 'white' behaviours 

and values. Parents expected their children to be 'bicultural' and to maintain the 

boundaries between home and school by behaving 'appropriately' in each setting. One 

Aboriginal mother stated: 

The children are beginning to pick up that they have to behave in a certain way in different 
environments but not to overlap them ... [Lisa] tends to be a bit bossy and tries to organise everybody 
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and we just go 'Oh, school act's on now!' and pass it off. We're trying to let her know that you 
keep that at school. That's where that sort of behaviour belongs' (Malin, 1989, p. 260). 

Yet, even in school, Aboriginal children may discourage others from showing these 

kinds of behaviours. For example, Veel (1991a, p. 1 18) noted that Aboriginal high 

school students derogated and 'shamed' those who did well in English classes, and 

who tended to stand out from the group by volunteering answers. 

Another feature of urban Aboriginal life is what Barwick (1988, p. 29) called a 

'distinctive, slangy, vivid language'.  Some examples of this have been cited in the 

previous chapter, where it was noted that urban Aboriginal 'lingo' was a rich, 

imaginative context of tradition, and a means by which groups, consciously or 

otherwise, maintained their distinctiveness. Schwab (1988, p. 84) proposed that in 

Adelaide, Aboriginal lingo affirmed one's place in a local group, and people derogated 

'outsiders' who attempted to use it He cited the case of an Aboriginal bureaucrat who, 

when addressing an Aboriginal group, 'peppered' his speech with their vernacular; the 

people considered this 'condescending' and offensive. 

It was also indicated in the previous chapter, that the characteristic socio-linguistic 

patterns, social etiquettes, and disciplinary souctures in urban Aboriginal families are 

based on context-dependent codes which tend to reinforce particularistic, rather than 

universalistic, forms of knowledge and conduct. This may be shown in Malin's (1989) 

comparative data on the socialisation practices in Aboriginal and white homes. The 

Aboriginal parents, like the Aboriginal teachers in Holm's (1983) research, showed a 

greater 'abidingness' than did the white parents and the white teachers. They were 

more tolerant of children's disobedience, and they were more likely to give them time to 

comply with their requests and directives which they generally communicated through 

repeated statements or declaratives - 'pick up that paper'; when these were ineffective, 

parents would gently tease or scare their children until they did as they were asked. In 

contrast, the white parents were more like the white teachers in Malin's and in Holm's 

(1983, pp. 152-7) studies; they were 'compulsive' initiators, demanders, responders, 

questioners, instructors, and so on. Malin (1989, p. 275, 282) noted how these 

parents intervened in all aspects of their children's conduct - dress, deportment, speech, 

cleanliness - and used highly explict verbal forms to prompt, question, explain, elicit, 

model, and to correct their children. She illustrated this in her comparative analysis of 

six hours of videotape recordings in the white, and in the Aboriginal families; white 

parents intervened in their children's activities every 16.3 seconds, and Aboriginal 

parents every 38 seconds; they used 'monitoring questions' every 80 seconds, while 

Aboriginal parents did this every 240 seconds (p. 275). White parents also spent far 
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more time explaining the need for 'acceptable' behaviour, and ensuring that children 

were able to demonstrate it When Aboriginal toddlers defied their parents, for 

example, by saying 'No!',  their mothers encouraged them to repeat the behaviour for 

others; while the white parents were also amused by these kinds of behaviour, they 

explained to their children why they needed to com ply, and if this failed, they used 

some form of coercion until the child obeyed (p. 196). 

While urban Aboriginal children may be less orientated than other groups to the 

elaborated socio-linguistic codes which are critical to success in school, they are also 

likely to be less aware of the 'transactional' meanings of space, time, and property (i.e. 

of material and knowledge) which are intrinsic to pedagogic relationships and activities. 

Researchers who have investigated Aboriginal groups in remote, and urban areas, note 

that people's 'interactional' perspectives mean that time, possessions, and so on, are 

not 'things in themselves' but rather things which enhance social relationships. Harris 

(1990, p. 30) stated, for example, that Aborigines placed much greater importance on 

maintaining personal relationships than 'handling quantities accurately or keeping to 

prior contracts'. Bain's (1979, 1992) and Christie's (1984) studies of this 

phenomenon in remote Aboriginal groups have already been mentioned in Chapter 2. 

Christie (1985, p. 10) argued that while Westerners' social activities and relationships 

were constrained by notions of time, space, and form, those of Aborigines were 

implicated in a set of wider, inter-related categories which transcended these kinds of 

constraints. He stated that for Aborigines: 

the strength of the interactional view is that it accurately describes the interrelatedness of spiritual 
and human beings; its weakness is that it fails to describe adequately the physical world. The 
White transactional perspective, on the other band, provides insight into the nature of the physical 
world, but accounts less adequately for the transcendent (Ouistie, 1985, p. 11). 

Christie (1985, p. 46, 59) suggested that urban Aboriginal groups were also 

predisposed to this interactional world view, and that this was a significant factor in 

children's academic failure. His thesis is supported by other researchers. For 

example, Malin (1989, p. 244) underlined the importance that urban Aborigines placed 

on 'meaningful behaviour' such as 'sharing time' and 'sitting down with' people; 'true 

friends' sat down with the family for several hours, and 'good' teachers were those 

who made Aboriginal parents feel 'comfortable' by making time for them and their 

children. Holm (1983, p. 178) noted that the Aboriginal parents at Bagot saw their 

school as a 'community' for similar reasons: it was an integral part of the Aboriginal 

enclave; it was a place for 'everyday' Aboriginal relationships; and it was a social 

setting in which people felt comfortable and at ease. Birdsall (1988, p. 145) also noted 

that among the Nyungars of Western Australia, individuals were required to make 
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'heavy investments' of time if they wished to retain membership in their local 

Aboriginal communities. It was expected that people would regularly visit, and be 

visited by, kin, both those who lived in their own towns, and in the other towns on the 

family's 'run'. Those who failed to be hospitable in these ways lost their place in the 

network of kin relationships, and thus their claim to be Nyungars who belonged to a 

particular social group. Similarly Beckett (1988b, pp. 128-30) noted the importance 

that Aborigines in New South Wales placed on their obligations to share possessions, 

particularly food and clothes, and less readily their money, with kin who were in need. 

Although these obligations were 'loosely defined and frequently evaded',  people 

considered that there was great shame in refusing to help those who had asked for 

assistance. Thus money and foodstuffs tended to be quickly dissipated, and lenders 

economically disadvantaged, since they kept no strict accounts, and made few attempts 

to encourage others to 'pay their way' (pp. 129-30). 

While urban Aboriginal perspectives on time, space, and material goods are informed 

by socio-cultural preferences, they are also shaped by a particular social 'condition'. 

When Aboriginal families are 'locked into' welfare dependency, the social interests and 

rhythms of their daily lives are likely to be geared to the ebb and flow of pension 

weeks, and to the social activities that centre around the responsibilities and obligations 

of those who have, or who are owed, money (Sansom, 1980, p. 1 12, 214). Sansom 

(1988, p. 162) showed how urban Aborigines' activities and relationships were 

shaped by alternating 'good time' (pension weeks) and 'miler times' (off-pension 

weeks) when life 'gets hard'. Like other writers, he noted that economic exchange had 

a distinct symbolic significance for these people. Money had a double valence; it could 

be converted into goods and services, or it could be entered into the Aboriginal 

'grammar of service' where it became 'blackfella style money' (p. 161,  1 59). In this 
Aboriginal economy, the value of having money was measured in terms of 'help' or 

'helpin' out' (p. 169). Like Beckett ( 1988b, pp. 129-30), Sansom noted that 

Aborigines who lent money were rarely fully reimbursed; the significance of their 

transactions lay in their 'voluntaristic social action' which bound both giver and 

receiver. In this way, the 'real' value of money, and goods such as Toyotas, was 

transcended; in Aboriginal 'business', which Harris (1990, p. 35) notes is the 

Aboriginal English term for 'ceremony',  commodities served as artifacts in ritualised 

activities. 

In the same way, urban Aboriginal 'family business' is more than a perfunctuary 

acknowledgement of kin. It is a trope for diverse, ritualised 'happenings' and 

'ceremonies' which may include negotiating debts, visiting, and offering hospitality to 

relatives, marking the arrival and departure of kin, participating in funerals and other 
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rites (Sansom, 1980, p. 6; see also Barwick, 1988). Many, if not all of these 

activities require collective participation, and their importance to Aborigines has been 

noted by Sutton (1990) who stated that: 

Aboriginal decision making and relative autonomy or domains of relative autonomy tend to be 
concentrated in areas conceived of by outside interests largely as private affairs, not as part of the 
public domain, and these are areas sucb as entertainment, gambling, sport and religion or ceremonies 
or wbatever. lo reality, though, those areas may be the very ones that contain focal and basic stages 
on which the Aboriginal public, political and economic life is lived out and in which they exercise 
what to them may be quite critical areas of relatively autonomous decision making. In other words, 
they are not a side sbow, they might be core activities for people, and core activities for whole 
communities (cited in Rowse, 1992, pp. 20-1). 

Some of what urban Aborigines call 'blackfella's business' (Eckermann, 1988, p. 37), 

may not be readily understood by outsiders, or easily accommodated in mainstream 

institutions in which activities, relationships, and structures tend to be predominantly 

'transactional' . For example, Cowlishaw (1988c, pp. 98-9) noted that employers 

viewed Aborigines' absences to attend funerals as indications of their 'careless attitudes 

to work', and they implied that this group had 'too many relations'. Aboriginal 

students' family business also seems to be a source of misunderstanding in schools. 

Students' frequent unpunctuality and absences, which educators consider to be major 

factors in their academic failure (Harris, 1992, p. 44; Northern Territory Department 

of Education, 1985a, p. 9), may be due to their duties at home, and to their obligations 

to participate in local 'happenings'.  In some cases, children's poor attendances may 

also stem from families' anxieties that they are unable to meet requirements that 

students be 'clean, clad and courteous', and/or their perceptions that pedagogic 

activities and relationships detract from Aboriginal dignity, status, and identity 

(Fletcher, 1989; Peacock, 1993; Keeffe, 1992; Wilkinson, 1987). 

In summary, the literature on urban Aboriginal groups indicates that children are 

socialised into distinct assumptions on the material and social world. The social 

relations of family and kinship are central to children's sense of belonging and 'place'.  

Children, particularly older ones, are ascribed clear roles and statuses, and their 

relationships with adults, and with other children in their immediate and extended 

families are governed by 'inter-positional' rules, and particularistic socio-linguistic 

codes. Children's 'autonomy' is constrained by their social obligations to a small 

familial and affinal group. In this respect, urban Aboriginal children may be far less 

'free' than those from other social groups. Writers also suggest that Aboriginal 

children are socialised into 'interactional' perspectives on time, space and material 

resources, such that these are not viewed as 'things' or 'ends' in themselves, but rather 

as properties or qualities which enhance Aboriginal sodality. The literature indicates 

that Aboriginal children, in comparison with their non-Aboriginal peers, begin their 
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years of schooling as gregarious, practically competent, and socially mature 

individuals; however, researchers such as Mcinerney (1988, 1989) note that by the 

time these students reach high school, their lack of confidence, self-reliance and 

motivation are key factors in their poor academic performances and low retention rates. 

The reasons for these discrepancies seem to lie, as has been argued elsewhere, in the 

failure of teachers and students to understand the other's collective representations. 

The possible sites of cross-cultural misunderstandings will now be elicited in an 

examination of the collective representations or predispositions of both 'visible' and 

'invisible' pedagogues. 

Teachers' Collective Representations: While pedagogic discourses have 

changed over time, the two fundamental tasks which face all teachers have remained the 

same. Teachers are required to instruct a number of children who have diverse social 

and intellectual competencies, and they are required to impose a degree of control in 

order to do this. Bernstein (1990, pp. 183-8) conceptualised these tasks in terms of 

two discourses: through an 'instructional discourse' teachers transmit 'specialized 

competencies and their interrelations' ;  this discourse is embedded in a 'regulative 

discourse',  through which teachers create 'specialized order, relation and identity'. 

While, as will be shown, 'visible' and 'invisible' pedagogues construe quite different 

relationships between these discourses, it is possible that in both types of praxis, 

teachers become preoccupied with control, and impose regimes in which little teaching 

or learning takes place. In these cases, the pedagogic discourse becomes 'wholly 

regulative' (Bernstein, 1990, p. 108). In the following section, it will be shown how 

such regimes disadvantage urban Aboriginal students in particular ways. 

InstructionaVregulative discourses of invisible pedagogies: 'Invisible' 

pedagogues construe pupils as autonomous, meaning-making subjects whose 

knowledge and social identities are immanently 'real' .  The educational theories which 

underpin their perspectives derive, in the main, from Piaget's teachings on child 

development, and entail learning as a 'natural' process which proceeds through stages 

of 'readiness' ; in this view, cognition develops primarily through action and 

experience, rather than through words (Egan, 1983, p. 89). Durkheirn (1956, 

pp. 1 15-6) had challenged his contemporaries who took a similar view of children's 

learning because they assumed that: 

there is one human nature, tbe forms and properties of wbicb are determinable once and for all, and 
the pedagogical problem consisted of investigating bow tbe educational influence should be exercised 
on human nature so defmed ... tbe human being is formed only progressively in tbe course of a slow 
growth ... But tbey [suppose] tbat this growtb is only a realisation of potentialities and only brings 
to light the latent energies which ex.isted, fully formed, in tbe physical and mental organism of tbe 
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child. The educator, then, would have nothing to add to the work of nalllre. Therefore, conditions 
of time and place, the state of the social milieu, lose all interest for pedagogy. 

When learning is viewed as a 'natural' process that is tied to development, it is 

incumbent on teachers, as Durkheim indicated, to 'step back' from their pupils, and to 

concentrate instead on the environment in which learning can 'unfold'. Teachers 

provide constant activities for students; instead of face-to-face teaching, they construct 

diverse 'learning' or 'work' centres where pupils may work individually or in small 

groups, and where they may do this largely without the teacher's assistance. While this 

kind of pedagogy is commonly termed 'child-centred', it might more accurately be 

called a 'context-centred' one, since teachers' and pupils' 'success' is measured 

respectively, by their abilities to create, and to manipulate, constantly 'engaging' 

environments. Hurst (1991, p. 188) noted this phenomenon at Emerald Junior High 

where teachers believed that 'quiet' classrooms were deviant classrooms: 'If students 

are not actively, verbally engaged, they are not learning correctly and the teacher is not 

teaching correctly. "It is not noise that needs to be explained, it is silence", said Mr. 

Henry'. 

In these classrooms, children's social and intellectual competencies are no longer 

evaluated in terms of a 'product', but in terms of their readiness to participate in a 

'process'. Deviance and unintelligence are tacitly connoted as an inability or an 

unwillingness to be creative, flexible, self-motivated, and 'autonomous' (Esland, 1971, 

p. 95). Since students have a great .deal of freedom in their use of space, time, and 

materials in the classroom, there are greater possibilities for teachers to make tacit 

evaluations of their attitudes and behaviour, and to compare them with those of the 

'ideal pupil' .  That is, teachers may, unconsciously, or otherwise, assign moral 

anomalies and cognitive deficiencies to children who are unable to 'take responsibility' 

for their own learning and behaviour (e.g. Dunne, 1989; and see Veel, 199lb, p. 247 

n.1). Keddie (1971) asserted that these criteria were more likely to be met by middle

class students. She argued that while practitioners' claimed that this pedagogy catered 

for individual differences, and thus had possibilities for creating the ideal pupil, the 

bulk of their pedagogic work was concentrated on the few pupils who already 

demonstrated the 'ideal' attitudes and dispositions; they were the 'A stream academic 

and usually middle class pupil[s]' who met teachers' expectations of speed, 

individualism, achievement and non-vocationalism (p. 137). 

While these 'freer' instructional and disciplinary regimes may seem to accommodate 

urban Aboriginal children's predispositions for 'autonomy' and 'self-reliance', the 

accommodation may be, at best, superficial; the pedagogy is intended, as Keddie 
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suggests, to create highly individualistic, rather than socially affiliative, subjects, who 

are able to manipulate abstract fonns of knowledge rather than to demonstrate practical 

competencies. It is unlikely that either the teachers or their Aboriginal students will 
comprehend this fundamental discrepancy in their perspectives. This can be shown in 

Holm's (1983) data on the pedagogies of Aboriginal and white teachers which were 

respectively, strongly and weakly classified. In contrast to the Aboriginal teachers, 

who focused on pupils' academic skills and cognitive development, the white teachers 

were concerned for the children's social and emotional development, and they 

emphasised the need for 'self-expression' and 'freedom' (p. 225). The Aboriginal 

teachers differentiated between academic and other activities by, among other things, 

changing their behaviour, and their relationships with the children. For example, 

during free activities, they played with the students, and sometimes played with the 

materials by themselves (pp. 155-6). During work periods, they 'restricted', 

'dominated', and sometimes physically punished students; at these times they insisted 

on 'hard work' and 'no wasting time', and they frequently reminded children of the 

distinction between 'work time' and 'play time' (pp. 225-6). The white teachers, on 

the other band, did not play with the children; their behaviours did not change 

according to the 'seriousness' of the activity, thus implying that all activities were 

equally 'sacred' (p. 1 57). When the children failed at school, the white teachers 

considered that this was due to 'internal' or affective/attitudinal deficiencies such as 

'shyness' and 'lack of self-confidence';  the Aboriginal teachers, on the other band, 

sourced children's failure in 'external' factors such as inadequate English, and poor 

understandings of Western notions of time (p. 213). 

Murray's (1992) research also indicated how weakly classified pedagogies and a lack 

of direct instruction impeded Aboriginal students' progress in literacy and numeracy in 

classrooms in Darwin. She observed that in one maths class, Aboriginal children who 

bad just arrived from remote areas of the Northern Territory were given a picture which 

they bad to colour by numbers. They were not told why they had to do this, or what 

the teacher expected them to learn from the activity; the teacher did not supervise the 

children, and after they had finished this task they were able to choose another and 

work on it independently (p. 126). In another maths class, the Aboriginal students 

were divided into four groups. In one group supervised by a parent, the children 

played Bingo. Only one of the six students in this group was mathematically 

competent; the other children watched him, and when he covered a number on his 
sheet, they put their buttons on the same numbers (p. 125). Teachers also organised 

their English lessons around multiple, 'free-choice' activities; this frequently led to 

'passive teaching' in classrooms that were 'only busy' (p. 126). In one of these 

classooms, 'conference writing',  in which the teacher was meant to help individual 
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pupils, was one of several 'language' activities which students could choose (the others 

were drawing, stencils, and word lists). The teacher did not explain the writing 

activity, or indicate the criteria essential to a 'good' piece of writing; instead she 

directed students in this group to 'write or draw about anything you like' (p. 126). 

The teacher did not assist these students during the period, and she did not give them 

any feedback when they completed their work. 

The unstructured formats, and the lack of explict criteria in 'progressivist' literacies 

such as 'conference writing' and 'silent reading' seem to pose the greatest 

disadvantages for Aboriginal students. 'Conference' or 'Process' writing is, as Veel 

(1991a, p. 64) suggests, notable for its lack of any model of language or literacy. The 

emphasis here is on children 'doing' writing, and writing from their own experience. 

Teachers do not formally teach the different fonnats and social purposes of writing (i.e. 

'genres'), nor do they teach grammar, punctuation, or spelling. It is thought that 

children learn these implicitly during the writing process. Thus it is assumed that the 

more that children write, the more they learn about the art, and the craft, of writing. 

This can lead teachers to focus more on the quantity than on the quality of students' 

work. Veel (1991a, p. 1 19) noted that in an English class in a high school in Sydney, 

Aboriginal students' writing lessons consisted of 'unguided' or 'free' entries in their 

daily journals. The teacher considered that this developed students' 'fluency', and he 

marked their work according to the number of lines they completed. The students 

increased the size of their handwriting so that they used more space on the page. 

Silent reading (U.S.S.R.) would seem to be an even more explicit realisation of 

middle-class assumptions on learning, and an exemplary instance of how pedagogic 

discourses appropriate middle-class practices and transfonn them into 'imaginary' or 

'virn.Ia.l' practices in classrooms (Bernstein, 1990, p. 184). In daily silent reading 

sessions, the child's and the teacher's 'work' are construed as a kind of leisure, albeit a 

highly circumscribed one. Tills practice is underpinned by assumptions that students' 

skills and motivation are increased when they are 'immersed' in texts, when they have 

the freedom to choose their reading materials, and when they observe teachers 

'modelling' of 'good' reading behaviour by being preoccupied with their own texts. 

During these periods, students and teachers sit by themselves and read silently; at the 

end of the period, readers stop reading and begin another activity - they do not discuss 

the material that bas been read (see Sloan and Latham (1981) for the rules of silent 

reading). Researchers such as Wilkinson et al. (1988) and Haynes and Jenkins (1986) 

have challenged the pedagogic assumptions of silent reading, and the claims that are 

made for its 'beneficial' effects, particularly for special education students. Even its 

proponents acknowledge that it may be more effective with students who have average, 
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to above average, reading abilities (see, for example, Taylor et al., 1990). While silent 

reading may have questionable educational value for Aboriginal students who tend to be 

poor readers, its social context would also seem to pose particular difficulties for them. 

When the theory which underpins the pedagogy is not explained to children, but the 

rules for silence, immobility, preoccupation with a book (which the child may choose, 

but not be able to read), are strictly enforced, it seems reasonable to expect that 

Aboriginal children will assign great importance to these behaviours; they may come to 

believe that obedience to the rules will, by itself, confer competence. As Christie 

(1985, p. 79, 82) notes, Aboriginal students, who tend to be 'ritual readers',  fmd the 

notion of U.S.S.R. 'very difficult'. 

While conference writing and silent reading may also be included in the English 

programmes of more 'traditional' classrooms, here they are likely to be supplemented 

by more structured, teacher-directed methods and activities; the problem in 'child

centred' classrooms, is that there the 'invisible' literacies may be the only ones that are 

offered. 

When Aboriginal children are seen to be 'performing' (i.e. reading and writing) in the 

same ways as other students, this would seem to satisfy another preoccupation of 

'invisible' pedagogues, namely their concerns for these students' self-esteem. What 

would seem to be class-based assumptions in teachers' ascriptions of low self-esteem 

to socially, racially, and ethnically, disadvantaged students can lead to limited notions 

of children's academic abilities and social identities. It was noted in Chapter 3, for 

example, that Mr. Bogan's and Mr. Appleby's preoccupations with their respective 

hispanic and black students' poor self-concepts, meant that they restricted teacher-pupil 

relationships, language, and activities to those with which the students felt 

'comfortable'. While Australian writers have challenged assumptions that �borigines 

suffer a lower self-esteem than other groups, this continues to be a prevailing concern 

for many educators (Dudgeon and Oxenham, 1990; Watts, 1982, pp. 278-8 1). When 

perceptions of Aborigines' low self-esteem are coupled with ambiguous notions of 

'readiness', it is likely that Aboriginal students will be less cognitively challenged than 

those who are closer to their teacher's social background and experience. Thus 

Eckermann (1987, pp. 58-9) noted that a teacher taught Aboriginal children to read 

because this enhanced their 'self-esteem', yet she failed to teach reading comprehension 

because she thought 'that would take care of itself, at a later stage when the children 

were "ready"'. 

Instead of focusing on literacy and numeracy which are essential if Aboriginal children 

are not to be gradually tracked into non-academic programmes where their self-
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confidence is likely to be negatively affected (Mcinerney, 1988, p. 1 1), teachers may 

place greater stress on non-academic activities which students enjoy, and in which they 

can demonstrate competence. While these tendencies are not resnicted to 'invisible' 

pedagogues, they are more likely to be 'legitimated' by the integrated codes and weak 

classifications of an invisible praxis. Murray's (1992) and Christie's (1984) research 

showed how Aboriginal students' literacy and numeracy may consist of little more than 

non-academic 'pacifiers' such as drawing, colouring, stencil work, competitions, and 

games which keep teachers and their students busy, and give the appearance of 

pedagogic work. The academic curriculum may also be diluted by sport, which 

Aboriginal students are seen to like, and to excel at, and which educators may see as 

'good' for their 'self-esteem' (see Ngarritjan-Kessaris, 1992b, pp. 14-5). This may 

encourage students to view sport as the channel for social status and mobility, when, as 

McKay (1991) and Stoddart (1986) suggest, the social relations of sport in Australia 

tend to resnict opportunities for most Aborigines. Teachers' concerns for Aboriginal 

students' self-esteem and 'identity' may also lead to emphases on cultural studies, and 

attempts to 'Aboriginalise' the curriculum. Apart from the many problems concerning 

Aboriginal Studies that have been examined in Chapter 2, the time that is spent in this, 

and in other non-academic subjects, would seem to be contrary to urban Aboriginal 

parents' educational aspirations for their children. Mcinerney (1989, pp. 47-8) noted 

that parents of Aboriginal high-school students in Adelaide were anxious that schools 

give their children a 'good education in the basics' in order to improve their prospects 

of employment; of a sample of 84 parents, only two per cent considered that 

Aboriginal Studies was important to their children's education. 

In summary, 'invisible' pedagogies create several areas of difficulty for urban 

Aboriginal children; most of these may be related to the tenuous, and frequently 

ambiguous relationships that students perceive between the regulative and instructional 

discourses of the classroom. First, teachers' preoccupation with students' subjective 

experience and their self-esteem can lead to programmes which keep children busy and 

'feeling good about themselves', but in which there is only superficial teaching and 

learning. Secondly, since knowledge is weakly classified, teachers and students are 

likely to construe all activities as equally important Thus students will have little sense 

of subject discipline, or of a social order beyond their homes or classrooms. Although 

Aborigines' particularistic codes and socio-linguistic 'styles' are likely to be valued in 

the classroom, students are unlikely to be introduced to the elaborated codes which will 

give them access to universalistic or 'privileged' fonns of language and conduct 

Thirdly, the weak frames and personalised control of these pedagogies may also give 

students a sense of power in the classroom. When teachers encourage children to 'take 

responsibility' for their own learning and behaviour, Aboriginal pupils' 'interactional' 
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perspectives on space, time, and property are wilikely to be challenged, or to be 

mediated by the 'transactional' imperatives of the school which are essential to future 

educational success. At the same time, the greater 'freedom' that pupils have in the 

classroom enables teachers to make tacit evaluations of their attitudes, conduct, and 

learning. Fourthly, since this invisible and personalised control is not reflected in the 

disciplinary structures of urban Aboriginal homes, children will rarely, if ever, come to 

understand the relationship between being controlled and learning in the classroom. 

Instructional/regulative discourses of visible pedagogies: 'Visible' 

pedagogues' assumptions on teaching and learning tend, explicitly or otherwise, to be 

consonant with Vygotsky's (1978, 1988) theory of learning. He stressed the social 

origins of language and thought, and, unlike Piaget, he proposed that children's 

learning was not dependent on their levels of development. Vygotsky (1978, p. 84) 

theorised that a 'zone of proximal development' was created when students' cognition 

was guided and extended by a more experienced tutor; he defined this zone as the 

'distance' between what a child could achieve independently, and what he or she could 

achieve when they were assisted in problem-solving. In this view, learning was 

'elastic', and dynamic, and it preceded development. Unlike 'invisible' pedagogues, 

then, whose Piagetian curricula restrict learning to what is already known, and whose 

'eyes are ever open to what children supposedly cannot do' (Egan, 1983, p. 102), 

'visible' pedagogues tend to believe that children can learn almost anything given the 

'appropriate' pedagogic direction and intervention. These teachers tend, then, to be 

interventionist and didactic practitioners; they view students as deficit cognitive and 

moral 'systems'. Through strong classifications, they communicate differences 

between 'sacred' and 'profane' knowledge; through tight frames, they communicate 

differences between teachers who are 'transmitters' of knowledge, and pupils who are 

'acquirers' of it. The pedagogy leaves little room for teachers' or students' personal 

interests or knowledge, and teachers are generally unconcerned with their students' 

social or cultural backgrounds, their subjective experience, or their self-esteem. Unlike 

'invisible' pedagogues, they tend to make explicit links between control and 

teaching/learning. The problem here for Aboriginal and other disadvantaged students, 

is that the relationship between the teacher's regulation and instruction may be so 'tight' 

that it becomes distorted. The clearest example of this kind of visible pedagogy, and of 

its effects on Aboriginal pupils, may be seen in Malin's (1989) study of a classroom in 

Adelaide. 

Mrs. Eyers taught a transition/grade 1 class of 26 pupils of whom a number were 

Aboriginal. Her classroom was well-ordered and highly regulated. Malin (1989, 
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pp. 381-2) noted in her analysis of 100 minutes of interaction in this room, that the 

teacher used 'overt controlling acts' which included reprimands, directives, questions, 

and physical coercion, every 20.4 seconds. Mrs. Eyers assumed that the children 

understood, and would comply with her constraints on their use of space, time, and 

property. Her space and her possessions were strictly 'off limits' to students. Those 

who encroached on the teacher's table, or came too close to her chair, were 

reprimanded - 'This is my table ! My table! And you are not to touch anything on it!' 

(p. 384). Children had to ask for the teacher's permission to move from one place to 

another in the classroom, and to move between the 'free' activities that were held in the 

afternoons (p. 386). Mrs. Eyers also closely monitored the children's posture and 

deportment. When they gathered to listen to the teacher, they could not use the chairs, 

but had to sit on the mat in front of her in the 'proper' way; this meant that they had to 

sit up straight with their legs crossed and their hands in their laps, and they were not to 

sit too close to, or to touch, other children (pp. 362, 392-6). Mrs. Eyers expected 

pupils to sit quietly in this way for long periods, particularly when she was reading a 

story. During question and answer sessions, children had to 'bid' for turns by putting 

their hands up quietly, waiting to be asked, and then quickly giving the correct answer. 

Misunderstandings seem to have developed between this teacher and the Aboriginal 

students in the first weeks of school, and the friction between them increased as the 

year progressed. Mrs. Eyers considered that much of the Aboriginal children's 

behaviour, speech, appearance (e.g. cleanliness and clothing) was offensive and 

aggravating. She believed, for example, that they did not show enough respect or 

appreciation of her as their teacher, and that they were not sufficiently 'deferential' 

when she chastised them (pp. 430- 1,  592-3). They were slow to respond to her 

demands and questions, and they were generally tardy in completing their work 

(p. 414). They also irritated her when she was reading stories, and their 'running 

commentaries' on the text infringed her rules for silence (pp. 586-7). 

From the students' perspectives, Mrs. Eyers' disciplinary regime may have seemed 

unnecessarily custodial, and, in some cases, alienating. For example, they were 

disconcerted by the teacher's intense questioning, and by her need for immediate 

responses; sometimes they would not respond even when they knew the answer 

(pp. 433-4). Initially, they did not understand the limits placed on their use of space in 

the classroom, and their tendency to 'misuse' it led to punishment and disaffection. 

For example, unlike the other children who moved surreptitiously around the sides of 

the classroom, the Aboriginal children walked where they could be seen by the teacher, 

and thus they were 'caught' and chastised more frequently (p. 417). The self-reliance 

and independence that they showed in their homes, and the affiliations that informed 
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their relationships with other children in their families and peer groups, had little value 

in the classroom. The teacher discouraged them from helping or comforting their 

classmates in small ways, because this was seen to detract from their work and from 

her authority (pp. 492, 499-500, 510). Similarly, the social organisation of the 

classroom left little space for the practical competencies which children were expected 

to show in their homes, and from which they derived a great deal of status. While 

children performed complex chores in their homes, and were able to make free use of 

machines and implements such as televisions, videos, and sharp knives (p. 174), they 

were permitted to do little for themselves in the classroom. For example, they were not 

to use the class pencil sharpener; they were to give their pencil to the teacher who 

sharpened it, and she would do this only once a day (p. 386). They were also 

forbidden to use items such as tape, staplers, glue, felt pens, or rulers (p. 383). 

Mrs. Eyers' extreme preoccupation with neatness, tidiness, and cleanliness (of the 

children, of their work, and of the classroom) meant that control was frequently 

achieved at the expense of instruction. This may be shown in the way that she 

organised the pupils' work. While children waited on the mat, Mrs. Eyers took each 

child's book from their lockers, ruled a new page, wrote on it, and then handed it to 

them so that they could stan their work (p. 383). Since there were 26 children in the 

class, this meant a considerable wait for those who were attended to last. Similarly, 

children were sometimes required to read quietly to themselves for up to 50 minutes 

while they waited for their tum to read to the teacher (pp. 469-70). As Malin (1989, 

p. 420) noted, 'waiting periods consumed a great deal of time in this classroom'. In 

these, and in several other of Mrs. Eyers' routines, it was the Aboriginal children who 

were usually the last to see the teacher. For example, in reading lessons the 'best' 

reader usually read first to the teacher; in one lesson this girl (non-Aboriginal) spent 7 

minutes with the teacher, and an Aboriginal student, Naomi, who was the last child, 

read for 55 seconds (p. 604). Perhaps the clearest indication of the distorted 

relationship between control and teaching/learning in Mrs. Eyers' room may be seen in 
the way that Naomi was punished for losing her reading book. The teacher refused to 

give her another book for the rest of the year (7 months), and she demoted her 

permanently to a lower reading group; this demotion was not for Naomi's lack of 

ability, but for her forgetfulness, and for her 'misuse' of the school's property 

(pp. 601-2). 

Mrs. Eyers' 'wholly regulative' pedagogy, and her incomprehension of Aboriginal 

students' perspectives, created social and educational disadvantages for this group. As 

Malin noted, they tended to become 'invisible' in the classroom. By the end of the 

year, the teacher's 'negative perceptions' of the Aboriginal children seem to have 
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infonned the white students' relationships with their classmates; they 'ostracized' the 

Aboriginal students, and they highlighted their differences in 'derogatory' ways 

(p. 609). While Malin's account of this particular visible pedagogy is a disturbing 

one, there is a small literature on other types which have attempted to introduce 

Aboriginal children in 'gentler' ways to the instructional and disciplinary imperatives of 

the school. 

'Mediated' Visible Pedagogies in Urban Aboriginal Education: In the three 

programmes examined in this section, teachers took an explicitly Vygotskian approach 

to teaching literacy to urban Aboriginal students. Instruction and discipline were 

carefully structured, and introduced incrementally, and teachers emphasised in various 

ways the importance of students' learning. 

Veel's 'critical literacy': As part of his research project, Veel (1991a) introduced 

a literacy programme to a group of Aboriginal students in a high school in Sydney. In 

this school, administrators' and teachers' preoccupations with regulating students' 

behaviour had resulted in poor teaching programmes (see Chapter 3). Veel noted that 

in year 8 English classes which had been shortened to accommodate the students' 

'short attention spans'. teachers spent most of their time trying to impose control; there 

was 'little or no instruction', and most of the students 'hated English, but were 

generally passive in their hatred' (p. 1 18). Veel was one of several teachers who took 

this class for eight weeks; during this time they taught students the generic structure of 

narratives by discussing and 'deconstructing' films and texts, and by modelling and 

jointly constructing narratives with the class. Although the programme ended before 

the students were able to write their own narratives, some of them were sufficiently 

interested and motivated to write their own resolution to one of the jointly constructed 

texts (pp. 130-2). Although the programme was not completed, the students appeared 

to have made significant gains in their knowledge of, and their attitudes towards, 

literacy. For example, they showed enthusiasm and interest in the work, and there was 

no indication that they had 'short attention spans' (p. 137); they were able to 'shunt' 

between commonsense and educational knowledge, and reflect on what they were 

doing (p. 141); they were able to use a 'metalanguage' to describe the specific features 

of narratives, and they continued to use this for some time after the programme had 

ended (p. 132). 

The Traeger Park project: Teachers at Traeger Park School in Alice Springs 

developed a special literacy programme for their vernacular-speaking Aboriginal 

students who came from the camps, caravan parks, and hostels around the town. Staff 

were concerned that Aboriginal children did not understand the cognitive requirements 
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of educational activities, and that teachers did 'not provide sufficient infonnation for 

them to understand the tasks without the cultural experience of a middle class European 

child' (Gray, 1980, p. 1:3). The pedagogy centred around a series of 'concentrated 

learning encounters' in which students had first-hand experience of familiar and 

'strange' learning content and contexts, and this was followed by intense, and highly 

structured, interactions with their teachers. During these periods, teachers 'probed' 

children's understandings, 'modelled' the structures of oral and written English, and 

constructed 'joint texts' with the class (Gray, 1985). In the early stages of the project, 

teachers took a 'gentler' approach to discipline than did teachers in other classes. 

Teachers only reprimanded students when their behaviour disrupted teaching or 

learning; for example, they did not insist that children 'sit up' and 'be quiet', and they 

encouraged children to talk about the stories as teachers were reading them to the class 

(Gray, 1985, pp. 95-6). Initially, teachers directed their questions to the whole class, 

rather than to individuals: they reserved more intense, direct, questioning for later in 

the year when they were sure that students had developed adequate understandings of 

the content, and were sufficiently confident to respond in more conventional ways 

(p. 95). 

Trouw's E.S.L. programme: Trouw (1994) taught an E.S.L. class in a Darwin 

primary school. The pedagogy she developed with her grade 1 Aboriginal students 

derived from Harris' ( 1985) theory of Aboriginal learning styles, and from the 

'concentrated learning encounters' that had been successful at Traeger Park. She had 

two aims, namely to increase students' literacy to a standard commensurate with their 

grade levels, and to teach students 'the fonnal learning system of the school' so that 

they would be able to participate competently in mainstream classes (p. 54). Trouw 

stressed the importance of students' learning, and while she encouraged children to 'sit 

nicely' and to produce 'neat work', she only sanctioned conduct which disrupted 

learning and/or was hurtful to others (p. 57). She set aside part of each lesson for 

training children in conventions such as answering direct questions, responding 

immediately to the teacher's requests, and not telling answers to other students. As the 

students became more confident and competent in these things, she extended these 

'formal' teaching sessions (p. 58). The programme appears to have been effective. 

Students' scores on standard tests indicated that all but one of the children (this student 

was absent for long periods) had made significant gains in their reading and spelling, 

and they were 'well on the way to becoming independent readers' (p. 60). At the same 

time, the students' mainstream teachers noted that from the start of the programme the 

children had shown marked improvements in their willingness to participate in 

activities, and in their 'general responsiveness' in the classroom (p. 60). 
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Summary: Three types of urban Aboriginal pedagogy have been examined in thls 
chapter. Each of them creates distinct possibilities for teachers and Aboriginal students 

to share collective representations, and each is likely to effect distinct pedagogic 

outcomes. Invisible pedagogies generate ambiguous relationships between the 

instructional and regulative discourses of the classroom, at least from urban Aboriginal 

students' perspectives. While they seem to accommodate, even 'celebrate' ,  students' 

personal and cultural interests, and their interactional perspectives on space and time, 

this may be all that they do. Teachers' preoccupations with Aboriginal students' self

esteem and cognitive 'readiness' may result in limited educational programmes. 

Teachers are unlikely to introduce students to elaborated, abstract forms of language, 

knowledge, or to universalistic modes of conduct which are prerequisites for success in 

higher grades. In more conventional visible pedagogies, teachers may make few, if 
any, attempts to accommodate Aboriginal children's collective representations. 

Teachers may become so preoccupied with regulation and control that their, and their 

students', perspectives on teaching and learning become distorted. Aboriginal students 

may be so 'impressed' by the discipline that they offer 'ritual' obedience to their 

teachers' rules, believing that this is all there is to learning, or they may be so 

disaffected by it that they 'opt out' altogether. In 'mediated',  visible pedagogies, 

teachers attempt to socialise students in gradual, and highly explicit ways, into the 

'business' of the school. While teachers make clear to their students the links between 

being controlled and learning, they stress the importance of learning by avoiding 

heavily rule-governed disciplinary regimes, by focusing on direct instruction, and by 

stressing the need for academic and social competencies. Since this type of pedagogy 

is highly explicit with respect to discipline and instruction, it is likely to be well

understood by Aboriginal students; since the disciplinary regime is not harsh, and 

'makes sense' in terms of students' learning, it is likely to be accepted. The possible 

substantive indicators of these mediated pedagogies, and those of the other two types 

noted above, will now be examined in greater detail. 
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Chapter 5 

Reviewing Discourses, Constructing a Model, 
and Focusing on Method 

In this chapter an attempt will be made to link the major themes of urban Aboriginal 

education discussed in Section 2, to the research methods and ethnographies of schools 

and classrooms which will be presented in Sections 4 and 5. In Section 2 it was noted 

that past and present discourses of urban Aboriginal education gave rise to various 

representations of Aboriginality, and to differing possibilities for Aboriginal children's 

incorporation in urban classrooms and schools. It was argued that for these children, 

an organic pedagogic community arises in particular mediations of the regulative and 

instructional discourses of the classroom. Where such a community exists, the 

pedagogy will act as a 'recontextualising' (Bernstein, 1990, p. 185) device which 

orientates children affirmatively to both Aboriginal and educational 'business'. It has 

been shown in Section 2 that there are formidable, but not insuperable barriers to this 

kind of synergy. In the first part of this chapter, the conditions for its emergence will 

be revisited briefly, with the intention of eliciting three orientations by which 

pedagogies may be differentiated. These will be the focus of the second part of the 

chapter where it will be argued that teachers' differing assurr�ptions on: 1 .  pedagogic 

power and control; 2. Aboriginality; and 3. social/institutional solidarities, give rise to 

different teaching practices and to different kinds of classroom 'communities'. A 

model will then be developed which links types of pedagogies and the 'communities' 

they imply, to particular sets of assumptions and substantive classroom practices. This 

model will serve as an heuristic for investigating how the organic, and other types of 

pedagogic communities may be realised in praxis and identified in empirical research. 

History and Hope - The Promise of the A.E.P.: In Chapter 2 it was proposed 

that the policies which have shaped Aboriginal education since the early 1950s have 

done little to ameliorate the disadvantages which face Aboriginal students in urban 

schools. While educational concerns and resources have been focused primarily on 
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remote Aboriginal groups, urban Aboriginal people have been viewed as assimilated 

into, or at least into the fringes of, mainstream cultural systems, including education. 

Until the advent of the 1989 National Aboriginal and Torres Strait Islander Education 

Policy (the A.E.P.), and excepting a brief intervention during the Whitlam era, this 

group was seen to have no distinct needs, or to merit any specific interventions, despite 

unique patterns of failure. The A.E.P. was an acknowledgement that the educational 

and social interests of urban Aboriginal people had been neglected in mainstream 

policies and curricula. The raft of programmes initiated by the national policy was 

intended to transform schools and classrooms into organic communities for Aboriginal 

children. It was assumed, for example, that more Aboriginal people and programmes 

in schools would increase awareness of Aboriginal concerns, and that these gently 

'Aboriginalised' environments would be supportive of Aboriginal identity and learning. 

Evidence from the cross-cultural literature suggested that the form of community so 

desired by policy-makers and educators is not a function of external decree, nor of 

special funding and programmes. While these ldnds of interventions effect a greater 

Aboriginal presence in schools which have been noted as loosely coupled social 

systems, they may have little influence on these institutions' core values or activities. 

Indeed, when schools must appear responsive to the climate of optimism symbolised in 

the A.E.P., conditions may be more favourable to ascribed and neo-tribal communities 

than the desired organic form. On the one hand, schools may view Aboriginal 

programmes as 'special', 'celebratory' and marginal. Aboriginal culture may be seen to 

have little relevance for the day-to-day activities and relationships of classrooms. On 

the other hand, demands for new sensitivities and methods may encourage some 

teachers to discard traditional praxis altogether. More radical pedagogies may emerge 

which attempt to centralise what are taken to be Aboriginal cultural interests, and to 

marginalise established pedagogic concerns. In these cases, Aboriginal cultural and 

pedagogic interests would seem to be vulnerable. 

While the AE.P. asserts the positive effects of new policies and programmes in 

schools, it is largely silent about the life of mainstream classrooms which shapes the 

school experience of most urban Aboriginal children. It makes little acknowledgement 

of the difficulties which face them and their teachers as they attempt to work together. 

An exemplary urban Aboriginal pedagogy is mooted as one which is 'sensitive', 

'relevant', 'interesting',  'appropriate'. There are no indications of the substantive 

features of such a pedagogy, or how it might be developed. It has been argued in 

Chapter 4 that were this kind of pedagogy to be found, it would be constituted in a 

rapprochement between the culture of the home and the school such that the child's and 

the teacher's definitions of the situation were consonant The business of the 

92 



classroom and school - their activities, relationships, and knowledge - would seem to 

be an extension of Aboriginal business. This assigns a central role to classroom praxis, 

or, more importantly, to the assumptions which shape it. While these may derive from 

discourses outside of the classroom, they are re-constructed and observable in the 

mundane activities of the classroom. Thus the pedagogic rules, routines, riruals and 

relationships which guide teachers' and Aboriginal srudents' behaviour in classrooms, 

would seem to be important sources of data for research into classroom communities. 

This indicates the need for a qualitative research methodology which permits close and 

long-term observations of life in classrooms, and for a focus on the kinds of empirical 

phenomena to be studied. 

Realising Pedagogic Communities: It has been indicated in Chapters 2 and 4 

that urban Aboriginal children are socialised into distinct perspectives on the social 

world and their place within it. The lives of these children and their families are often 

shaped in distinctive ways by poverty and by 'family business'. 'Family business' is a 

trope for the network of familial and affinal relationships and socio-cultural activities 

which binds individuals within a rich social and moral universe. The literature suggests 

that families tend to be 'positional'; roles and statuses are ascribed by sex and age. It 

was noted, for example, that in their families and peer groups, older children play an 

important part in socialising and caring for younger children. It was also noted that 

children's autonomy within the family is constrained by relatively inflexible networks 

of social obligation and mutual support. It was proposed that socio-cultural and 

economic necessities impart distinctive rhythms to urban Aboriginal lives. These tend 

to orientate children to an 'interactional' perspective on the social world which Bain, 

(1979, in Christie, 1984, pp. 6-7; 1985, pp. 10- 1 1 )  notes as characteristic of non

urban groups, and in which white, middle class notions of space and time are 

transcended. This would seem to ill-prepare children for the 'transactional' life of 

classrooms where activities and relationships are premissed on often severe 

curtailments of space and time, and where success may well depend on the ways 

children respond to these constraints. This is not to say that Aboriginal children can not 

develop the competencies and relationships which are valued in classrooms; what it 

does indicate is that the socialisation will need, in the first instance, to be highly 

explicit. 

A visible pedagogy: It has been argued that Aboriginal children's familiarisation 

with the regulative and instructional regimes of classrooms is best accomplished when 

pedagogic control is explicit, and the criteria for academic and behavioural 'success' are 
made clear. While the 'inter-positional' relationships between children and teachers 

may or may not be consonant with those of Aboriginal homes, they will be 
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unambiguous, since, as Bernstein (1990, p. 84) stresses: 'the surface features of a 

visible pedagogy can be understood by all, as it is a standard pedagogic fonn, whether 

or not its underlying principles and practices are reproduced in the family'. 

Although these pedagogies are transmitted through a 'visible' control, they may vary in 

the explicitness of the links they make for the child between being controlled and 

learning. When Aboriginal children do not understand this relationship they may reject 

the regulative order of the classroom altogether, or resort to 'ritual' compliance which is 

seen to magically confer school knowledge. An exemplary pedagogy is therefore 

expected to impart clear understandings of the teacher's rules and routines, of the 

importance of these to teaching and learning, and of what constitutes academic and 

behavioural competence. 

While 'visibility' may be an important prerequisite for the organic pedagogic 

community, it is not everything. There is, after all, a considerable cognitive/affective 

gulf between understanding a pedagogic regime, and accepting at a deep level its 

underlying principles. Aboriginal children who comprehend their teachers' definitions 

of the situation will not necessarily accept it, and even less assume it as their own. This 

indicates that there is a second orientation required of an exemplary urban Aboriginal 

pedagogy and thus a second dimension to the pedagogic model that is developed in this 
chapter. My choice of 'transcendent'/'immanent' to describe this dimension derives 

from Hasan's (1985, in Harvey, 1989, p.43) modern-postmodern dichotomies. As 

will be made clear in pages 99-103, I have used these tenns in ways that differ from 

their more conventional meanings in philosophical thought in which 'transcendence' is 

taken to mean a 'state of being beyond the reach or apprehension of experience', and 

'immanence', its opposite (Bullock et al., 1988. p. 869; Flew, 1979, p. 354). 

Aboriginality-as-transcendence: In an exemplary pedagogy, Aboriginal values 

and social interests will be recontextualised or re-presented in the classroom through a 

regulative discourse which is consonant with that of the home, or at least minimally 

disruptive of it. There will be real and ideal spaces for Aboriginal business in the 

classroom. Much will depend on teachers' assumptions on Aboriginality, and in 

particular, on the relationship, if any, they construe between Aboriginal and student 

identities. Teachers may take two quite different positions on this matter; Aboriginal 

differences may be viewed as irreconcilable with the interests of schools as currently 

constituted, or able to be mediated in some way. It may well be that teachers who 

subscribe to discourses of incompatibility, assign what is seen to be Aboriginal cultural 

business a central place in the classroom. Space and time will be diverted from 

traditional pedagogic concerns to serve what are perceived to be Aboriginal children's 
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culturally ordained predilections, and a kind of Aboriginality will be 'imposed' on the 

classroom. 

Contrasting with this 'immanent' view of Aboriginality is a 'transcendent' perspective 

which assigns primacy in identity-formation to the school as well as the home. 

Aboriginal and other children will be expected to develop skills and knowledge which 

prepare them to interact competently in the school and elsewhere. To achieve this, the 

socialisation might be abrupt or, in an exemplary form, gradual and mediated. In the 

latter case, teachers may tend to exhibit the pedagogic 'abidingness' indicated in Hohn 

and Holm's (1990), Holm's (1983), and Kleinfeld's (1979) studies of cross-cultural 

classrooms. Here children will be exposed to a 'gentler' disciplinary regime which 

shapes conduct through broad precepts rather than situated rules. Thus transactional 

and interactional meanings of space and time will tend to be expressed in pedagogic 

relationships, and the child's use of these will be constrained, as it is in the home, by 

social cogencies. 

An incorporative pedagogy: To this point it has been theorised that particular 

conditions of visibility and transcendence are necessary to the pedagogic community, 

and that these structure the child's subjective experience as 'pupil' and 'Aborigine' in 

specific ways. There is yet another aspect of identity, an essentially 'social' one, which 

is developed in schools and classrooms. This concerns the child's sense of belonging 

and cornrnittnent to a small social group, or the 'we-feeling' which Waller ( 1932, p. 7) 

noted as problematic in educational institutions. This requires a focus on the ways 

pedagogies create different kinds of sodality or ethos through which Aboriginal, and 

other children, come to understand social relations outside of the family. The notion of 

classroom ethos can be ambiguous and substantively elusive, and here Gibson's (1984, 

Ch. 5) adaptation of Williams' (1973) 'structures of feeling' to educational settings is 

useful. Gibson ( 1 984, p. 67) proposes that in classrooms there are: 

three major structmes, each a complex web of tones, moods, dispositions and orientations, which 
represent distinctive and coherent structures of feeling. The three structures can be called 
achievement, social welfare and spontaneity. Their presence in schools and classrooms is evidence of 
their wider, social existence, as they are drawn upon and reproduced by, and in, teachers and pupils 

Gibson ( 1984, p. 68) argues that teachers are generally preoccupied with their 

students' 'objective' achievements. In schools and classrooms, imperatives for work, 

busyness, succeeding and 'getting on' are pervasive, and students are defined almost 

exclusively as 'achievers' or 'non-achievers'. While 'achievement' tends to emphasise 

academic inequalities, concerns for 'social welfare',  stress students' 'similarity, 

sharedness, equality, commonality' (Gibson, 1984, p. 72). Although 'social welfare' 
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is usually articulated as a primary concern in the policies of educational institutions, it is 

perhaps the most neglected dimension of life in public schools and classrooms (see, for 

example, Bryk et al., 1993; Goodlad, 1984; Macpherson, 1983). 

If 'achievement' and 'social welfare' seem to be mutually incompatible in the 

classroom, each would seem to be irreconcilable with 'spontaneity' - 'enjoyment, 

hedonism, humour' (Gibson, 1984, p. 73). Since spontaneity admits the impulse to 

anarchy and implies a loss of control, it is usually heavily proscribed in schools and 

classrooms (Waller, 1932, p. 137). While most teachers may view spontaneity as 

professionally and instructionally deleterious, others who subscribe to more 'child

centred' pedagogies may view it as essential to pupils' well-being. Students' 

spontaneity dominated, for example, in Mr. Henry's classroom (Hurst, 1991) and in 

Everhart's (1988) 'schools of choice',  and constituted these, structurally speaking, as 

deviant classrooms and schools. Although achievement and spontaneity seem to be 

mutually exclusive concerns in classrooms, and social welfare of little real concern at 

all, there are pedagogies in which teachers attempt to reconcile all three (e.g. Edelsky et 

al., 1983; Holm. 1983; Kleinfeld, 1979). In these types, there is a Durkheimian 

balance between egoism/achievement and altruism/social welfare, as well as spaces for 

Turner's (1969) existential moment Such pedagogies may be tenned 'incorporative' in 

that their instructional and regulative discourses tend to integrate the social and 

pedagogic interests of teachers and students in the classroom and the school. 

Three distinct pedagogic orientations have been elaborated in this section. It has been 

theorised that the pedagogic community is most likely to emerge when a pedagogy is 
visible, assumes a transcendent perspective on Aboriginality, and incorporates the child 

into the classroom and school by reconciling three 'structures of feeling'. These 

orientations and their correlates will now be examined in greater detail in order to devise 

a pedagogic model, and to elicit the substantive indicators which may provide a 

framework for research .. 
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A Model of Pedagogic Types: The model which is to be elaborated below may 

be represented graphically in this way: 

I visible 

,"' b 
segregative 

I 
I invisible 

Figure 5.1 A model of pedagogic types 

_, "' iocorporati ve 

Visible and invisible pedagogies: Bernstein (1975, p. 6) stated that differences 

between visible and invisible pedagogies may be observed in: 

the trumper in wb.icb criteria are rransmined and ... the degree of specificity of the cril.eria.. The more 
implicit the manner of transmission and the more diffuse the criteria, the more invisible the 
pedagogy; the more specific the criteria, the more explicit the manner of their transmission, the more 
visible the pedagogy. 

A researcher will need to focus specifically, then, on the explicimess of the boundaries 

between different kinds of knowledge (classifications), and between teachers and 

students in their pedagogic relationships (frames) (Bernstein, 1971, pp. 49-50). 

Visibility in Strong Classifications and Frames: When classifications are 

strong teachers will transmit, usually didactically, a 'ready-made' knowledge derived 

from fields of expertise outside the school. The curriculum and its subjects will be 

communicated as highly desired, 'sacred' knowledge which teachers may not change 

(Bernstein, 1971, p. 56). While teachers tend not to be innovatory, they will also 

indicate to students that academic subjects are more 'sacred' than others by 'adjusting' 

their teaching behaviours and strengthening the criteria!, sequencing and pacing rules of 

transmission. This was noted in the pedagogies of Mrs. Cramer at St Madelines (Bryk 

et al., 1993), and of the Aboriginal teachers at the Bagot pre-school (Holm, 1983). 
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Visible pedagogies will also be evident in the strong framing of pedagogic relationships 

through which the duties, rights and responsibilities of teachers and pupils will be 

clearly differentiated. Here the child will be socialised into explicit notions of what it 

means to be a pupil, and a teacher. The teacher-pupil relationship need not be a harsh 

one, but it will be well understood as one of superordination-subordination. As 

Bernstein ( 1990. p. 83) stresses, Visible pedagogies are not necessarily 'authoritarian' 

but they are certainly 'positional'. Strongly framed pedagogic encounters and 'inter

positional' regimes will tend to exclude teachers' and children's 'commonsense' 

knowledge. and pupils will have little control over, or power in, pedagogic 

relationships or interactions (Bernstein, 1971, p. 58). 

Invisibility in Weak ClassijlCations and Frames: When classifications are 

weakened the boundaries between different kinds and classes of knowledge become 

indistinct Academic and non-academic subjects may be seen to have equal value; 

'soft' subjects. particularly those which are popular with students, may assume greater 

importance in timetables; and teachers' and children's personal or local lmowledge may 

displace 'intentioned' knowledge. The sequencing, criteria! and pacing rules which 

underpin classifications become ambiguous, and teachers may re-arrange the 

curriculum by adding or deleting subjects on the grounds of 'relevance'. 

'appropriateness'. and 'flexibility'. This indicates to students that the curriculum is 

responsive to local needs and interests, and that teachers exercise a great deal of power 

in subject-selection. 

In the weak frames of an invisible pedagogy, control is realised through 'inter

personal' rather than 'inter-positional' teacher-pupil relationships, and children will 

apparently have autonomy in their interactions with the teacher (Bernstein, 1971, 

p. 67). In these 'equitable' relationships, teachers will show concern for students' 

emotional and psychological well-being and ensure that their personal interests and 

predilections are accommodated in classroom activities. When control is realised 

implicitly, and by charismatic teachers, it is likely that students will express liking for 

the teacher and enthusiasm for the pedagogy (see examples in Abi-Nader, 1990; 

Dillon, 1989; Everhart. 1988). Pedagogic 'invisibility' may reduce tension between 

teachers and students, but it is also likely to create uncertain pupils' identities. When 

students are seen as 'equal' to the teacher, and boundaries between the two roles are 

weak, it may be that students are required not only to take responsibility for their own 

learning and behaviour, but also for that of their classmates. Thus when teachers step 

aside from a face-to-face instructional role to facilitate 'student-centred' learning, they 

may also encourage 'peer-tutoring' in which the more competent students teach their 

less able classmates. It would also seem that when the criteria!, sequencing and pacing 
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rules are weakly fonnulated, children will have little awareness of their status with 

respect to a grade sequence, or of the commensurability of their competencies with 

those of children in the same grade (Bernstein, 1990, p. 74). Since the pedagogy 

tends not to explicate the incremental, structured nature of school knowledge, children 

may also have little awareness of how their current learning relates to past and future 

learning. 

Cwssroom Control and the Relationship between Instructional and 

Regulative Discourses: Pedagogies differ not only in the strength of their 

classifications and frames, but also in the relationship they construct between the 

instructional and regulative discourses of the classroom. It is assumed that whatever 

the fonn of pedagogy, teachers are concerned with students' learning and must enforce 

some control so that teaching and learning can occur. In some cases, as has been 

indicated in Chapter 4. teachers' preoccupations with control can lead to an overuse of 

drills, routines and 'busywork'. and a diminishment of genuine instruction. In these 

pedagogies, as Bernstein ( 1990. p. 108) suggests, the 'instructional discourse is 

suspended and the discourse then is wholly regulative'. Were such a pedagogy to be 

found. it will be positioned in the area 'a-b' marked on the first dimension of the 

pedagogic model. 

The discussion has highlighted areas of practice which distinguish pedagogies as 

tending towards either visible or invisible ideal types. They may be summarised as: 

1. Classifications: curriculum - • negotiable/non-negotiable 

2. Frames: 

3. Instructional discourses: 

• starus of academic subjects vis a vis non-academic 

- timetabling 

- subject differentiation/specialisation 

• teaebers · and srudeots' roles 

• inter-positional/inter-personal relationships and control 

• value placed on teachers' and pupils' personal knowledge 

• instructional configurations (didactic, small groups, individual) 

• sequencing and pacing 

• structuring cognitive tasks 
• evaluation of learning 

A boriginali ty -as-immanence/ A boriginali ty -as-transcendence: Pedagogies 

may be differentiated according to teachers' assumptions on the nature of Aboriginality, 
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and the possibilities for its realisation in classrooms and schools as currently 

constituted. The critical indicator is whether teachers view the relationships between 

Aboriginal and pupil identities as constituted in irreconcilable or concomitant social 

needs, interests and dispositions. When these are held to be irreconcilable, it is likely 

that Aboriginality will be viewed as a socio-biological essence or immanence which 

traditional praxis retards. Teachers will express a radical scepticism on the liberatory 

potential of mainstream schooling for Aborigines. Alternatively, when concomitance is 
assumed, Aboriginality will be viewed as a socially constructed dynamic or 

transcendence which may be implicitly realised in established forms of schooling. In 

this case, education will be seen as a liberating agent for diverse forms of Aboriginality. 

1 00  

Aborigin.ality-as-Immanence: Teachers who assume an 'immanent' perspective 

stress essential cultural differences and institutional oppression. 1bis perspective 

clearly underpins McTaggart's (1988, 1989) and Fold's (1987) approaches to the 

problems of Aboriginal education, and it has some parallels with Keeffe's (1992) 

'Aboriginality-as-Persistence', and McDonald's (1994) 'defensive identity'. In 
classrooms where Aboriginality is viewed as an a priori which 'emerges' when the 

child is 'free', didacticism will be seen as deleterious, and pedagogy is likely to be less 

concerned with the child than with the cultural milieu. The assumption that 'implicit 

nurture reveals unique nature' (Bernstein, 1975, p. 10), would seem to guide both 

invisible and 'immanent' pedagogies. When Aboriginal children's failure at school is 

rationalised as a lack of power and low self-esteem, they may be permitted a great deal 

of freedom in the classroom, and activities will be aimed at making them 'feel good 

about themselves'. It is likely that those who are best able to demonstrate autonomy 

and self-regulation in the classroom will be highly favoured by the teacher since this 

will seem to mirror the imperatives of the home and thus indicate the appropriateness of 

the pedagogy; however, it is unlikely that children's free use of classroom space and 

time will be constrained by networks of mutual obligation as it is in the home, since this 
pedagogy demands a strong individualism of students. 

Herein lies one inherent contradiction of an 'immanent' pedagogy, for its 'real' non

collectivist social relations are obscured by a strongly communitarian rhetoric. Thus an 

ideal notion of Aboriginal 'community' is articulated in an iconography selected from a 

primordial and remote past, and the mundane aspects of 'non-traditional' children's 

lives will be recognised only when they serve as indicators of an ahistorical, pan

Aboriginality. In this way, the pedagogy will tend to ignore the 'real' conditions of 

urban Aboriginality and so, paradoxically, the social interests of those children whom it 

is intended to 'liberate'. This points to another contradiction which has been 

highlighted by Keeffe (1992, p. 50). When children's Aboriginality is contingent on 



their ·discovery' of innate characteristics within a given field of cultural symbols, then 

those who do not have the kind of Aboriginality which is promulgated may require 

'therapeutic' interventions. They will need to be 'taught' how to be Aboriginal. On the 

other hand, those who best respond to the 'Aboriginalisation' programme by showing 

increased self-esteem, and improved self-management in their use of space and time 

that is, those who most conform to their teacher's vision of Aboriginality - will be most 

likely to enjoy a special status in the classroom. 

Aboriginality-as-Transcendence: In 'transcendent' pedagogies it is assumed that 

the Aboriginal child's identity is dynamic; it is a function of social and intellectual 

development. and realised in diverse social experiences. Identity is construed as a 

'form of action in [the] world' (McDonald, 1994, p. 20), rather than a latent quality or 

'thing'. In its potential for political and cultural 'empowerment', this perspective has 

some correspondence with Keeffe's (1992) 'Aboriginality-as-Resistance' and 

McDonald's (1994) 'creative identity'. Praxis will be constituted in an explicit 

instructional and disciplinary regime which aims to increase Aboriginal children's social 

and academic competencies as defined by the school. Teachers are unlikely to be 

concerned with children's emotional well-being, but when they are, improved self

esteem will be seen as a 'by-product' of. rather than prerequisite for, children's 

learning. Teachers may or may not view Aboriginal children as 'different'. Either way 

the pedagogy will be aimed at socialising children into the orthodoxies of schooling, 

although teachers' perspectives on difference may give rise to two kinds of 

socialisation. 

The 'equality of treatment' approach: In this type, teachers may view Aboriginal 

children as the same or minimally different from other children, at least with respect to 

pedagogy. Children's race or ethnicity may be celebrated in special cultural activities or 

programmes, but these will be seen as peripheral to the everyday relationships and 

activities of the classroom. The primary task of the teacher will be to impart, usually 

didactically, a rigorous and 'equitable' instructional programme underpinned by a tight 

discipline in which Aboriginal, and other children, will have little freedom. Thus 

children will be socialised abruptly into the •transactional' meanings of space and time; 

their teachers will make few, if any, attempts to admit the socially 'relational' 

possibilities of these categories, and they may not make clear to children the links 

between spatial/temporal restraints and social /academic goals. It is expected that the 

students who are most favoured by their teachers will be those whose home 

socialisation has already given them an understanding of these links but whose 

behavioural and academic 'successes' in the classroom will appear as 'natural' 

outcomes of the teaching programme. 
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While the authoritarianism and often extreme competitiveness of these classrooms may 

be alienating for many Aboriginal children, some will succeed. The success of a few 

Aboriginal students will be a source of legitimation for educators, since it indicates the 

equity and appropriateness of the pedagogy. When many Aboriginal children are 

located. along with other minority and economically disadvantaged children, in a 

permanent layer of failure, this will be attributed to individual, or family, pathologies. 

Mrs . Eyers' pedagogy featured in Malin's (1989) ethnography was an example of the 

'equality' type. and one which appears to shape most urban Aboriginal children's 

experience of schooling. 

The mediated approach:* In this type, teachers are more likely to be aware of the 

inequalities which face Aboriginal students in schools and elsewhere. They 

acknowledge that these children have difficulties when teachers' instructional and 

regulative demands are not well-understood, or when they conflict with the social and 

economic necessities of Aboriginal homes. They tend, therefore, to take a more 

conciliative approach than those who promulgate 'equality', and their pedagogies will 

tend to go 'deeper' in order to reach common understandings with Aboriginal students. 

This suggests a gradual and explicit pedagogic socialisation in which teachers maintain 

an inter-positional control in conditions of 'abidingness'.  Stanner (1953, in Holm, 

1983. pp. 1 13-4) used this term to describe the orientations of Aboriginal people to the 

natural and social world; Holm (1983, p. 1 13) construed it as a sense of 'equilibrium, 

balance . . .  a certainty of expectation. a routine that is known and trusted, a rationale that 

is satisfying and conclusive' .  It tacitly shaped, for example, the practices of teachers at 

St Mary's (Kleinfeld. 1979, p. 74) who 'viewed bad behaviour as transitory ...  a calm 

but relentless expectation that maturity would occur pervaded the school'. Kleinfeld 

(1979, p. 83) stressed that these teachers did not effect 'sudden and dramatic' changes 

in their Eskimo students; instead they exerted the 'kind of influence that families exert -

repetitive and cumulative. extending over time and over many facets of experience'.  

This quality characterises other cross-cultural pedagogies (e.g. Bryk et al., 1993; 

Holm and Holm, 1990) that have been examined in previous chapters. In a mediated 

pedagogy, abidingness is expected to impart 'transactional' and 'interactional' 

meanings to teachers' and children's use of space and time; in this it generates less 

conflict than the 'equality' approach, and less ambiguity than an 'immanent' one. 

This points to a fundamental difference between mediated pedagogies and the other two 

forms. 'Immanent' types are prernissed on a minimal regulation of students' conduct, 

and 'equality' types seek maximal regulation through multiple, and easily misconstrued 

• I am indebted to Dr. W. Tyler for bis suggestion of 'mediative' to describe this perspective. 
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'rules in context' (Hargreaves et al., 1975, Ch. 4); however, the regulative orders of 

mediated pedagogies are articulated, in the main, through broad precepts which 

Aboriginal and other children recognise, or come to recognise, at a deep level. The 

'language' of regulation tends, then, to be more compelling and more 'effective' over 

time. Since behaviour is guided more by general principles (e.g. the need for work. 

respect, responsibility) than idiosyncratic rules (e.g. be still, be quiet, be attentive), it 

may appear that pupils make a freer use of space and time than those in 'equality' 

classrooms; however, pupils' 'freedom' will be governed by the principles 

underpinning the pedagogic socialisation. There are clear examples of this in Edelsky 

et al. 's (1983) ethnography of a cross-cultural urban classroom where the teacher 

imposed a rigorous instructional programme, demanded obedience to a few rules, and 

behaved as if 'the students were competent, sensible and well-intentioned' (p. 271; 

see also Davies, 1984, p. 88). Thus as long as students were complying with Miss 

Smith's demands for work in ways which showed 'good sense' and respect for others, 

they were permitted a level of autonomy which was denied children in more rule

governed classrooms (p. 226). As has been argued elsewhere, this kind of 

disciplinary structure, and the abidingness which entails it, would seem to be consonant 

with the structures and relationships which guide Aboriginal children's behaviour in the 

home. When pedagogies are able to recontextualise them in this way, we may say that 

Aboriginality is tacitly realised in the classroom. 

In summary, an 'immanent' perspective assumes an essentialist view of Aboriginal 

identity. Pedagogies will tend to be constituted in a non-interventionist 

regulative/instructional programme, and in an explicitly 'Aboriginalised' cultural 

discourse. Pupils will enjoy a great deal of freedom in their use of space and time, and 

a significant part of the timetable will be devoted to Aboriginal programmes. A 

'transcendent' perspective assumes that Aboriginality transforms, and is transformed 

in, multiple historical and social moments. Pedagogies will be constituted, minimally, 

in an interventionist regulative/instructional regime and, ideally, in a mediated regulative 

discourse which creates possibilities for implicit realisations of Aboriginal social and 

cultural interests in the classroom. Since differences between the two will be indicated 

in the ways Aboriginal children's experience of space and time is shaped in the 

classroom, researchers may focus on: 

Classroom space: • boundaries between teachers' and students' space 

• rules for students' seating 

• rules for students' movement and posture 

• principles which guide students' use of space 
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Classroom time: • pace of lessons 

• speed & techniques of questioning 

• competition 

The 'special' students: • use of space/time 

• the ways they reflect teachers· assumptions 

Incorporative and segregative pedagogies: On this dimension, pedagogies may 

be differentiated according to the nature of, and the links between, the solidarities they 

generate in the classroom and in the school. Incorporative pedagogies structure the 

child's affective experience as a rapprochement between the dimensions of 

achievement, social welfare and spontaneity. lhls tends to generate intra- and inter

group solidarities which are consonant, and which enhance the child's sense of 

membership respectively, in the classroom and in the school. Segregative pedagogies 

structure the child's affective experience as one of disequilibrium by an extreme 

emphasis on one of the 'structures of feeling'. lhls will tend to create spaces of social 

dislocation and/or ambiguity for the child in the classroom and/or the school. 

Segregative Pedagogies: The literature on schooling suggests that there are two 

main segregative types; one of them has historically dominated public schooling. 

Achievement -Dominated Pedagogies: In this form teachers subscribe to what Esland 

(197 1 )  calls the 'psychometric' model of pedagogy in which the child's formal status 

and identity and their relationships with teachers and peers, derive almost exclusively 

from their cognitive-intellectual achievements as measured by 'objective' tests. It 

follows that teachers' and students' identities will be narrowly proscribed, and deviants 

in either group may be readily identified. 'Good' teachers transmit 'basic facts' in a 

competitive and well-disciplined environment; 'good' pupils show 'hard' evidence of 

the effectiveness of this teaching and discipline. Esland (1971, p. 89) notes that 'the 

notion of "discipline" epitomizes the spartan nature of this ideology'. lbis is narrowly 

construed as children's obedience to the teacher's demands for work and busyness, 

rather than their induction into broad social responsibilities and concerns. 'Respect' is 

also connoted as obedience to the teacher, instead of a mutual esteem which might 

enhance teacher-pupil and pupil-pupil interactions. Since children's formal status 

derives almost solely from their achievements, it is likely that their relationships with 

peers will be competitive and fractious (the most compelling empirical evidence for this 
may be found in Hargreaves' (1967) ethnography of an English secondary school). 

Students may direct their hostility towards their closest competitors, and their derision 

towards those whose slowness assigns them permanently to the lowest places in the 
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classroom hierarchy. These milieux would seem to foster extreme self-interest on the 

one hand, and apathy on the other. Paradoxically, they also tend to encourage 

something which the discipline is intended to prohibit altogether. This concerns the 

spontaneity which, since it implies anarchy and loss of control, causes teachers a great 

deal of anxiety. This will be the province of the 'good' pupils or, alternatively, of 

those rare pupils who are considered so deviant that teachers have given up attempting 

to teach or discipline them; the spontaneity of the 'average' pupil is likely to be 

proscribed by multiple rules. While these rules define what is 'permissible' behaviour, 

they also suggest possibilities for 'deviant' activity which is likely to be expressed in a 

vital classroom 'underlife'.  This would appear to be a hallmark of achievement

dominated pedagogies (see, for example, Davies, 1984; Macpherson, 1983; Woods, 

1979). 

These types also give rise to characteristic teacher-pupil relationships, indicated in what 

Waller (1932, p. 1 10) termed the 'morality of a fighting group'. There is likely to be 

little understanding, and a great deal of mistrust and anxiety between protagonists. 

Anxiety may be particularly notable in those who are designated failures of the system. 

When the child and his or her knowledge are objectified and reified, the pedagogy 

becomes an 'agency of alienation' for students and teachers, in which the 'dialectical 

relationship between the individual and his world is lost to consciousness' (Esland, 

1971, p. 89; p. 1 13, n. 30). In these regimes there will be little that is socially or 

affectively compelling for children, and few grounds for solidarity with their teachers 

or peers. What commitments there are, are likely to be shallow, transient, and guided 

by self-interest While these communities of 'limited liability' may, in their 

regulative/instructional discourses be consonant with those of the school, they have the 

potential to effect severe dislocations in the classroom, particularly for the less able or 

less competitive students. 

'Spontaneous ' Pedagogies: A 'spontaneous' praxis derives from what Esland (1971, 

p. 93) terms an 'epistemological' model; pedagogy becomes preoccupied with 

subjective experience and posits individuals not as passive receivers, but as active 

creators of their own worlds. 'Good' teachers are not defined by the set of 'objective' 

skills through which they transmit knowledge and impose discipline, but by a set of 

qualitative attributes - sensitivity, empathy, flexibility. 'Good' students are defined as 

those who are 'happy' ,  'well-adjusted', and who have high self-esteem. They are also 

expected to be highly individualistic. Their success will be measured less by cognitive

intellectual 'achievement', than by initiative, originality, maturity, astuteness and 

'character'. The pedagogy aims to create, through its regulative and instructional 

imperatives, the self-regulated pupil. Evaluation of pupils' progress may be shared by 
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teachers and pupils, and criteria are likely to be diffuse and qualitative. As Esland 

(1971, p. 95) states '"intelligence" [gives] way to "curiosity" as the yardstick of reality 

tests; and school deviance moves from "unintelligence" to unwillingness to co-operate 

and emotional neutrality'. 

Pedagogies are therefore required to generate students' emotional committnent to the 

programme. the teacher, and the group. This affectivity is a feature of the neo-tribal 

groups highlighted in Everhart's (1988) 'schools of choice',  and in Abi-Nader's (1990) 

and Dillon's ( 1989) cross-cultural classrooms where notions of the group as 'family' 

and 'community' were well-articulated. Teachers will tend to emphasise the similarities 

between group members. and the differences which separate their group from others. 

Yet, as Bauman ( 1992. p. 138) argues, the very reflexivity of these 'self-appointed' 

communities indicates an absence of the necessarily unreflective forms of Gemeinschaft 

which they attempt to emulate. and which: 

fall apart the moment !bey know of themselves as ·communities·. They vanish (if tbey have not 
evaporated before) once we say 'bow nice it is to be in a community'. From that moment on, 
community is not a site of secure settlement; it is all bard work and uphill struggle. 

Part of the teacher's 'bard work' may be to impose rules which attempt to legislate for 

desired states of affectivity. rather than for observable behaviour. The need for 

students' 'co-operation'.  'helpfulness', 'sensitivity', and 'care' may be emphasised, 

and children directed to be mindful of 'the feelings of others' ;  however, this concern 

for sociality would seem to be inimical to the demands for self-regulation. One may 

speculate that the latter will prove more powerful since they are rooted in the 'real', 

rather than 'ideal' .  relations of the classroom, and constitute the primary source of 

teachers' esteem. 

This indicates another inherent contradiction of pedagogies which give full rein to 

spontaneity. While the rhetoric of the classroom asserts that all children are equally 

creative, playful, and astute, undoubtedly the most prestigious students will be those 

who demonstrate the most 'appropriate' kinds of spontaneity, and the least, those who 

are unwilling or unable to do so. Thus, like the 'achievement' form, this pedagogy has 

the potential to produce, although on quite different grounds, a number of egoists as 

well as a number of disaffected students, particularly when the rhetoric of 'belonging' 

becomes ineffective. And yet, on the face of it, these two pedagogic forms appear 

entirely dissimilar. The pedagogy of 'spontaneity' is likely to be realised through 

personalised relationships between teachers and pupils, and, since their pedagogic 

interests are apparently consonant, a relaxed bonhomie reduces possibilities for the 
underlife which features in more custodial classrooms. In contrast again to the 
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'achievement' form, this pedagogy encourages 'privatised moralities' and thus tends to 

constirute, with respect to the school. deviant classrooms and deviant pupils. Yet while 

the two forms have very dissimilar surface features they both have the capability to 

effect severe social and pedagogic dislocations for srudents. For those who move from 

achievement- to spontaneity-dominated environments, it may well be, as Esland ( 197 1. 

p. 93) suggests, that '[a]lienation gives way to anomie'. In either case, children's 

experience of the classroom and of the school will be one of disequilibrium. 

Incorporative Pedagogies: In pedagogies of this type teachers will indicate 

concerns for, and a preparedness to intervene in, students' intellecrual and moral/social 

development They assume that students learn to be academically and socially 

competent in classrooms and schools, and that these are primary institutional settings 

for socialising the young into 'universalistic' principles and practices. Here children 

are exposed to non-familial and non-affinal face-to-face groups whose associational 

relationships, activities and goals are necessarily different from those of the home. 

Teachers will therefore tend not to construe the classroom as a 'family', as more 

'spontaneous' or personalised pedagogies tend to do. Nor will it be seen as a place of 

detention, as it is in more authoritarian pedagogies, since teachers will show concerns 

for pastoral care . Teachers will tend to take a broadly liberal view of discipline in 

which notions such as justice, truth, courage, responsibility are communicated to the 

child as essential to the 'common good' and as part of the everyday relationships of the 

classroom. Their pedagogies will tend to locate children within a wide social and moral 

universe where they learn that their actions have significance for others. 

Classrooms, then, will not be viewed as 'value-free' environments, or as places for 

'privatised moralities'; teachers will clearly indicate what counts as 'wrong' attitudes 

and behaviour, particularly where this affects the learning or welfare of others. In this, 
they will be unlike the teachers at Hurst's (1991) Emerald Junior High who failed to 

challenge children's behaviour or the attitudes, beliefs and values which underpinned 

them. In this school, teachers and students considered children's 'value sphere' and 

'soul-based' behaviour as inviolable and 'none of the teacher's business' (pp. 194-5), 

even though this meant that teachers were unable to teach and students to learn. 

'Incorporative' teachers will tend more to define students' 'rights' within a network of 

reciprocal rights and obligations and to stress the rights of others in matters of learning 

and well-being. In this they resemble the teachers highlighted in Bryk et aL 's ( 1993) 

and Kleinfeld's (1979) studies, and noted in Davies ( 1984) ethnography of an English 

high school. Davies studied a group of predominantly black, working class girls who 

were 'deviant' but 'highly moral' (p. 52). Teachers who inspired their antipathy and 

misbehaviour were the 'territorials' who prohibited individual creativity and controlled 
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by 'put downs', and the 'softliners' who were unwilling or unable to control students. 

On the other hand, 'acceptable' teachers were those who were 'humane· and courteous. 

and who 'followed the nonnal adult rules of social intercourse and e,;change while 

maintaining the teaching role of being in control and keeping discipline· (p. 41 ). 
Students would work for these teachers and also shared moments of humour and 

playfulness with them. 

This same approach was taken by Edelsky et aL 's ( 1983) Karen Smith who taught a 

cross-cultural group of low achieving 'bad kids' in a junior public school. Although 

this teacher was strict. she was not punitive or derogatory; instead she indicated in her 

behaviour with children the respect which she expected they would show each other 
(p. 264). While she demanded children's independence in work - 'use your head':  

'no "I don't knows" ' (pp. 265-6) - she also stressed the need for cordiality between 
students, and deliberately fostered their 'ability to get along with others· (p. 263). 

The balance which teachers create between independence in learning and 

interdependence in the group's social relations is the central feature of incorporative 
pedagogies. It will be indicated not only in the ways teachers and pupils speak and 

behave towards one another, but also in the focus and the nature of teachers' sanctions. 

It may be expected that teachers' reprimands will be directed primarily towards those 
who transgress the principles which underpin the sodality of the group. that is. those 

who fail to take their academic and social responsibilities seriously. Reprimands in 

these cases may be 'impersonal' but public since misbehaviour will be construed as an 

impingement on the well-being of the group, and sanction. as an affinnation of the 

principles which bind members of the group together. In this way teachers· reprimands 

have a broad pedagogic function in that they re-present what are held to be common 

values, and they re-emphasise the behaviour which is incumbent on all members. 

While this disciplinary regime is no less coercive than the others noted above. its appeal 

to a 'common good' through adherence to general precepts is likely to seem 'fairer' to 

students and effect a greater willingness to accept teachers' decisions. When it is 

effective, we may expect teachers and students to express general agreements on. and 

satisfaction with. pedagogic goals and activities: teacher-pupil relationships may be 

less fractious than those in 'achievement' -dominated pedagogies. and less 'fun· and 

personalised than those premissed on 'spontaneity' .  Since the discipline is not tightly 

rule-governed, it should also admit possibilities for students' and teachers' expressions 

of spontaneity in which moments of playfulness are shared by teachers and students. 

Such pedagogies may also create more hannonious relationships between pupils since 

there will be diverse sources of esteem and prestige. If the socialisation is successful. 
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there will be evidence of altruism between pupils; their affiliative acts will not be 

acknowledged in classroom rhetoric since they will be expected to be part of the 

everyday life of the classroom and the 'taken-for-granted' ways of doing things. 

Similarly one may seek evidence of a developing organic solidarity, not in the rhetoric 

of the group, but in what members do individually and together; it may be observed in 

the rituals of the classroom among which, it is argued, will be moments of communitas 

when the group expresses its solidarity. Pedagogies which position children between 

the poles of Durkheim' s egoism and altruism are likely to be highly integrative with 

respect to the instructional and disciplinary imperatives of the classroom and the school. 

Since pedagogies attempt to socialise children into broad social and cognitive 

structures, the social relations of the classroom tend to enhance social-structural 

integration of students in the school and elsewhere. Thus unlike students who are 

exposed to pedagogies of 'spontaneity',  we may expect those who emerge from 

'incorporative' types to interact competently in other classrooms and contexts of the 

school; the instructional and disciplinary requirements there will not be 'strange' to 

them. 

In summary, segregrative pedagogies tend to focus almost exclusively on one aspect of 

children's affective experience. They may be driven by imperatives for achievement or 

spontaneity and they make little or no interventions in children's awareness of, and 

responsibilities as, members of a social group. In these regimes, children may be 

alienated from their own and others social interests, and their experience of classrooms 

and schools structured as one of disequilibrium. Incorporative pedagogies attempt a 

rapprochement between the dimensions of achievement, spontaneity and social welfare 

and construe the child as one who learns academic and social skills in school. They 

tend to structure the child's subjective experience as one of hannony and balance in the 

classroom and elsewhere. To distinguish pedagogies as segregative or incorporative, 

researchers may examine the following phenomena in classrooms: 

• examples of, and relationships between, achievement, spontaneity, social welfare 

• teachers' discipline in practice; evidence in rules or precepts 

• sources of pupils· status 

• teacher-pupil relationships 

• pupil-pupil relationships 

• intra-group solidarity; evidence of communitas 

• inter-group solidarity; consonance of instrUctional/disciplinary regimes of classroom and 

school 
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Summary and Methodological Focus: Discourses of Aboriginal and mainstream 

education and 'community' have been examined here in order to indicate how an 

organic Aboriginal pedagogic community might be substantiated in practice and 

identified in research. It has been proposed that this form of community emerges when 

pedagogies are visible, 'transcendent' and incorporative. The model developed from 

these pedagogic orientations and their correlates will enable researchers to distinguish 

between different types of pedagogies and associated classroom communities. The 

model also provides a framework for empirical research since it suggests substantive 

areas for investigating and analysing life in classrooms. Units of analysis have been 

indicated as the individual (teachers and students) and the classroom group. My 

intention in this thesis is to evaluate two relatively rare Aboriginal programmes in urban 

schools and to compare them with mainstream programmes. I also seek to identify and 

to explain what may be an even rarer phenomenon - an organic Aboriginal pedagogic 

community in one urban classroom. This uniqueness, and the imperative to understand 

the ways in which Aboriginal students and their teachers come to conflicting or 

concordant definitions of the situation in urban classrooms, indicate the importance of 

an ethnographic and qualitative approach, in this instance, to the problem of urban 

Aboriginal education. 
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Chapter 6 

Methods 

The central purpose of this thesis is to investigate some of the factors which contribute 

to urban Aboriginal students' failure and success in school. It has been argued that 

pedagogic outcomes for this group are related to kinds of classroom community. In the 

previous chapter, a model was developed in which three types of pedagogic community 

- organic, ascribed, and neo-tribal - were shown to derive from particular sets of 

pedagogic assumptions, relationships, and practices. It was proposed that in an 

exemplary organic form, teachers and Aboriginal students come to share the same 

collective representations, and that this will be achieved through a pedagogy which is 

visible, 'transcendent', and incorporative. These three dimensions and their correlates 

are substantiated in the intimate, mundane, and largely unconscious or non-reflexive 

aspects of classroom life; they are 'worked out' in teachers' and students' daily 

routines, rituals, and relationships. Researchers who wish to study 'community' in 

these settings are required to spend time observing how social interactions and 

relationships between teachers and Aboriginal students are structured, and attempting to 

understand what these mean to the participants. The kinds of intimacy, understanding, 

and interpretation that are necessary to this project, suggest the need for an 

ethnographic investigation. Other types of research, such as experimentation or large 

scale surveys, do not permit the flexibility of design, or the sensitivity to context, that 

are required here. This chapter begins with a brief examination of the historical and 

methodological underpinnings of naturalistic inquiry and its relevance to educational 

research. This is followed by an outline of the research design, the qualitative methods 

of data collection and analysis used in the study, and the ways in which the quality and 

credibility of the research and its fmdings have been enhanced. 

Naturalistic Inquiry - An Anthropological and Sociological Tradition: 
Researchers who work within what is variously termed a naturalistic, interpretive, or 

ethnographic tradition aim to generate data from the perspective of the individuals or 

groups who are being studied. Researchers attempt to grasp this 'ernie' perspective by 
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spending extended periods in the setting or 'field'; their data are generally collected 

through participant observation, field notes, interviews, audio- and video-recordings 

and archival/documentary research. Researchers aim to understand as fully as possible 

the ways in which 'local meanings' are patterned, understood, and experienced by 

members of a social group. If, as Geertz (1973, p. 5) suggests, individuals are 

'suspended in webs of significance', the task of naturalistic researchers is to understand 

what is socially and culturally significant for a particular group at a particular time. 

They attempt to discover what one must do to belong to this group, and how one acts 

competently within it. 

Ethnographic inquiry derives from a rich and varied tradition. Its primary method -

participant observation - has been used by classical anthropologists such as Malinowski 

(1922), Mead (1973), and Bateson (1958); urban sociologists such as Burgess (1925), 

Whyte (1964), and Gans (1968); and educational researchers such as Hargreaves 

(1967), Jackson (1968) and Willis (1977). While ethnographers work in such diverse 

sites as urban classrooms, street-corner gangs, rural communities, and tribal groups, 

they have the same intent to observe, record, interpret, and communicate the ways that 

membership of a social group is regulated and experienced. For this reason, 

ethnography is, perhaps, an exemplary way in which to study 'community'. While 

those who work within this tradition have similar concerns, and use similar methods, 

they also share distinctive assumptions on how the social world is constructed and 

apprehended by those who live and/or work together, and on how it may be 

investigated by outsiders. 

Methodological Assumptions of Naturalistic Inquiry: Guba and Lincoln (1987, 

p. 147) claim that naturalistic researchers differ from those who work in other 

traditions in the emphasis that they place on their own, and their subjects', capacities 

for interpreting their social worlds: 

Naturalists do not deny the reality of the objects, events or processes with which people interact, but 
suggest that it is the meanings given to or interpretations made of these objects, events or processes 
that constirute the arena of interest to investigators of social/behavioural phenomena. 

Researchers assume that their own and their respondents' social experience is 

constituted in not one, but multiple (and frequently conflictual) 'realities'. This is 

consistent with their aim to generate 'plausible inferences' from the data, rather than to 

'discover' cause-effect relationships. Naturalists also differ from other researchers in 

their conception of the researcher's role, and in what they consider to be important in 

the researcher-subject relationship. Unlike other researchers who attempt to control 

outside 'interlerence' or 'contamination' by limiting their interactions with their 
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subjects, naturalists view these interactions as primary sources of data. and they 

opportunistically incorporate the 'psycho-social dynamics of researcher-host 
relationships' into their research designs and analyses (Butters. 1976. p. 258). 

Ethnographers' closeness to their respondents permits them to observe the consonance 

or dissonance between what people say they do and what they actually do: it also 

enables them to interpret and explain discrepancies. The assumptions which underpin 

naturalistic inquiry will now be examined more closely in relation to the roles that 

participant observation and theory play in interpretive research in education. 

Participant Observation: Ethnographers who work in schools and elsewhere must 

address two distinct, though interrelated. problematics. namely 'understanding' and 

'explanation'. The first of these is attempted primarily through participant observation 
which constitutes ethnography's primary method or, more correctly. its essential 

'repertoire of methods' (Roberts, 1976. p. 245): this necessitates researchers' long

term immersion in the field during which they develop 'cognitive closeness· to their 

subjects. Ethnographers consider that participant observation is the paradigmatic way 

of studying the social world since it explicitly construes the researcher as the ·research 

instrument par excellence' (Burawoy, 1 99 1 ,  p. 3; Hammersley and Atkinson . 1983. 

p. 1 8). In this view it is assumed that researchers' direct experience of their hosts· 

social milieux leads to their 'partial acculturation'. and thus to an understanding of 

insiders' perspectives that is denied to non participant observers (Taft. 1987. p. 1 5 1  ). 

Social research is not viewed, then, as an 'objective' study. but rather as an interchange 
or dialogue between researchers and their subjects, in which the former develop 

sensitivity to the socio-cultural meanings and nuances of the other's experiential world. 

While participant observers have unique opportunities to understand the individuals 

and groups they are studying, they must also attempt. simultaneously. to maintain an 

intellectual-cognitive distance from them; this is done in order to accomplish the 

second part of the ethnographic project. namely explanation. Clifford ( 1988. p. 9) 

describes the ethnographer's deliberate distinction between the roles of participant and 

of observer as a: 

pervasive condition of off-centredness in a world of distinct meaning systems; a state of bemg 
in culture while looking at culture; a form of personal and collective self-fashioning .. .a form 
both of dwelling and of navel in a world wbere tbe two experiences are less and less dl.snnct 

As Clifford suggests, the task of maintaining a disjunction between 'life roles· and 

'researcher's roles' is a difficult, even schizophrenic one. Researchers who fail to do 

this are frequently accused of 'going native' or of 'losing perspective·. Some examples 

of this will be noted below. Burawoy ( 1 99 1 .  p. 3) conceptualises this ethnographic 
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problematic in terms of a dialectic between the hermeneutic and the scientific 

dimensions of research; while the former concerns the 'real or constucted dialogue 

between participant and observer', the latter involves the 'achievement of an observer 

or outsider and concerns the dialogue between theory and data'. When researchers 

manage to 'marry' or reconcile these different dialogues, they achieve a dialectic 

between ernie (insider) and eric (outsider) perspectives. Ethnographers are required. 

then, throughout the period of field-work, to maintain 'ego-detachment and 

instrumentality as the ... primary mode of consciousness' (Butters, 1976, p. 261). They 

may do this in two ways. First they use a number of 'practical' techniques such as self

monitoring procedures, systematic debriefmgs by colleagues or other 'outsiders', and 

regular withdrawals from the field; secondly, they consistently seek to link and to 
explain their data in terms of theory. Some writers suggest that this relationship 

between data and theory tends to be ignored or obfuscated in current ethnographic 

research; this is seen to detract, particularly, from the quality of educational research. 

The Role of Theory in Interpretive Research in Education: Methodologists are 

deeply divided on the role of ethnographic inquiry in the development of theory; while 

some argue that it is best used to test theory, others assert that it is an exemplary 

method for generating theory. One of the most persuasive advocates for the fust 

position is Martyn Hammersley ( 1990a, 1990b, 1985). He argues that methodologists' 

'overreaction to "positivism"' has led to ethnographies of schooling which are 

theoretically and educationally 'vague' .  He suggests that researchers need to re-assess 

the current trends in interpretive reseach, and attempt to test and develop existing 

theories (Hammersley, 1985, p. 244). 11tis view is criticised by proponents of the 

'theory-generation' position, particularly those who are committed to Glaser and 

Strauss' (1967) 'grounded theory'; they advocate the primacy of inductive analytic 

processes, and sometimes tend to take an extreme relativist view of the nature of 

knowledge, and of social experience. I have come to share Hammersley's ( 1 985, 

p. 245) concerns for the theoretical insubstantiality of some educational ethnographies, 

and for some researchers' tendencies to avoid 'explicit theorizing and formal 

hypothesis-testing' .  This can lead researchers in Aboriginal education to produce 'fast', 

loosely theorised, and sometimes potentially damaging accounts of why Aboriginal 

children fail in school. An example of this may be found in Folds' (1987) ethnography 

when he construes Aboriginal students' addiction to petrol-sniffing as 'resistance' to 

white schooling. Had the study been informed by a wider sense of social and 

educational theory, it may well have proposed more complex and more compelling 

explanations of failure. As will be shown, this same lack of theory was a problem in 
my own research. 
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I also share Hammersley's (1985, p. 245) disquiet with ethnographies which dismiss or 

neglect 'traditional' educational concerns, particularly outcomes. Some researchers' 

preoccupation with the affectivities and self-esteem of students who are socially, 

racially, or ethnically disadvantaged, seems to be a particularly unhelpful development 

in ethnographic research, particularly when this precludes an investigation of more 

substantive issues concerning the quality and outcomes of instruction. It has been 

shown in Chapter 3, for example, that some ethnographers adopt the highly 

'personalised' styles and perspectives of the teachers they study, such that the minority 

students' self-esteem becomes the major interest of the research (e.g. Abi-Nader, 1990; 

Dillon. 1989). There would seem to be two areas of difficulty in these kinds of 

investigations; first, researchers do not maintain the distinction between ernie and etic 

perspectives; secondly, since they do not explain their data in tenns of broad 

educational or social theories, they fail to produce alternative, and possibly more cogent 

explanations for educational inequality and failure. 

These same concerns have been raised by Erickson (1982c); he asks interpretive 

researchers to pay greater attention to curriculum and to the processes of 'taught 

cognitive learning' than is currently the case. Researchers who produce under

theorised or purely descriptive work would seem to deny a rich and valuable 

ethnographic tradition in which researchers' primary purpose has been to reveal how 

social and educational inequalites are reproduced in schools and classrooms. It would 

seem axiomatic that 'good' ethnographers create a healthy dialectic between 

educational theory and practice, and thus attempt to make contributions to both. 

In summary, when naturalistic research is done well, it contributes theoretical and 

empirical insights into the ways that pedagogic success and failure are constituted in the 

intimate structures, relationships, and interactions of classroom life; these aspects of 

pedagogy may not be of concern to, or may 'elude', other types of research. As Mehan 

(1992, p. 1)  states, qualitative methods enable researchers to explore and to 

communicate 'a more robust sense of social life ... and of processes and practices that 

respond to competing demands that often unwittingly contribute to inequality'. 1bis 
potential would seem to be valuable for research in cross-cultural classrooms where 

teachers and students are likely to hold particularly conflicting definitions of the 

situation, and where educational disadvantage is worked out in their multiple 

communicative acts (see, for example, Heath, 1983; Malcolm, 1982a, 1982b; Schultz, 

Florio and Erickson 1982). 

Overview of the Research: In this section, I will explain how my teaching 

experiences and interests led to the research. I will then give a brief description of the 
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details of the protocols I followed to gain entry to schools and classrooms, and note 

some of the limitations of the study 
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Professional interests in the research: I have been a primary school teacher for more 

than twenty-five years, and most of those years have been spent teaching in urban 

schools in the Northern Territory. During this time I have taught a number of 

Aboriginal children. and few of them, as I recall, did well in my classes. I became more 

interested in this group's failure in the four years prior to the research, when I worked in 

special education, flrst as a special education teacher, and later as an advisory teacher 

with the Behaviour Management Service of the Northern Territory Education 

Department. Aboriginal students were over-represented among the students whom 

teachers referred to me for learning and/or behavioural difficulties. Aboriginal 

students' failure in the schools where I have worked was, and continues to be, 

'reproduced' in many, if not most, Australian schools and classrooms. The factors 

implicated in this failure are still not well-understood, and there is not a great deal of 

empirical or theoretical literature which can assist teachers or researchers. I would like 

to think that my research makes some contribution in this area. 

The sites and subjects: I began the research in the early 1990s: over one year I 

observed how Aboriginal students were taught in two primary schools in Darwin. I 

have called these schools Baxter and Dalton, and these names, like all those used in this 

study, are fictitious. I decided to conduct the fleld-work in these schools because each 

had a 'special' Aboriginal class - the Bunjis (Baxter), and the Tigers (Dalton). While 

there were several other such classes in Darwin at that time, I discounted them because 

they were either situated in high schools, or because they already had researchers 'in 

residence' .  The Bunjis and the Tigers were taught, respectively, by Mrs. Banks and 

Mr. Collis. Although I had heard that they were excellent teachers who had particular 

skills in Aboriginal education, I had not known them personally prior to the research. I 

had known one of Mrs. Banks' pupils, Victor. He had been referred to me for truancy 

and extreme misbehaviour, and I had worked with him and several other pupils at the 

school. Prior to the research, then, I was acquainted with the senior staff and several of 

the teachers at Baxter school, and I was familiar with the organisation there. The staff 

had decided to create a special class for Aboriginal students such as Victor who were 

considered to be too difficult to teach in mainstream classes. The class would start at 

the beginning of the year and Mrs. Banks, who was the E.S.L. teacher, was assigned to 

teach it. In the new year, another principal came to the school; he was less sympathetic 

to special programmes for Aboriginal students than his predecessor had been. The 

Bunjis was disbanded at the end of that year. The Tigers was also a class for difficult 
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Aboriginal students, although, unlike the Bunjis, it was a well-established one. Its 

'credibility' had been developed over many years, primarily through the efforts of the 

teacher, Mr. Stacy, who had taught the first group of Tigers. Mr. Collis had replaced 

Mr. Stacy two years before my field-work. 

I decided to conduct the research in these two classes because they were rare, and 

potentially rich sources of data in urban Aboriginal education. I assumed that 

Aboriginal children's social and pedagogic interests would be more 'visible' here than 

in mainstream classes where they (i.e. children and interests) were more 'dispersed'. 

Since Mrs. Banks and Mr. Collis were reputed to be sound educators of Aboriginal 

children, I also hoped that observations in their classes would reveal some features of 

an exemplary urban Aboriginal praxis. My selection of these settings was in keeping, 

then, with what Patton (1990, p. 182) calls 'purposeful sampling'.  Since the 

Aboriginal classes were extreme or 'deviant' cases, I attempted to include more 

'typical' sites in the research. The Bunjis and the Tigers attended one of four 

mainstream classes every day for maths lessons, and here there were other Aboriginal 

students for whom these classes were home-rooms. I assumed that observations in 

these classes would yield data that were more representative of urban Aboriginal 

students' experience of school; I also assumed that this data would enable me to 

compare the social and pedagogic organisations in both types of classroom (i.e. 

Aboriginal and mainstream). Three of the four mainstream teachers agreed to take part 

in the research; the other teacher, Mrs. Holbom, who taught maths to some of the 

younger Bunjis, was reluctant to permit regular or long-term observations in her class. 

While I observed several lessons there, I visited the other three classes regularly during 

the year. They were taught by Mrs. Wedd and Mr. Goss at Baxter, and by Mr. Dane at 

Dalton. I also observed in other mainstream classes in both schools in order to assess 

the representativeness of the three mainstream teachers' practices. On the basis of 

those observations, and of others made in the two years prior to the research when I was 

an advisory teacher (see below), I considered that Mrs. Wedd's pedagogy was 

unusually austere. While her Aboriginal students' experience of the classroom could 

not be considered 'typical', I decided to continue my observations there because, like 

the Aboriginal classes, this was a 'deviant' site which might yield valuable comparative 

data. 

Entry to schools and classrooms: Once I had decided the sites for the research I 

wrote to the Education Department detailing the aims, interests, and possible value of 

the research, and requesting entry to the schools and the classrooms. I also wrote to the 

superintendents and to the principals of both schools requesting their pennission to 

commence participant observation; I included estimations of the frequency and 
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duration of my visits to their schools. Once I had received the Department's 

permission, I sent letters to the parents of all the students in the five classes in the study; 

I outlined the aims and methods of the research, and asked parents to contact me if they 

objected to my observing their children in class, or to my recording lessons on audio

and video-tapes. I also asked parents to contact me if they had any questions or 

concerns about the research. None of the parents sought further contact with me. For 

reasons beyond my control, my observations began at different times of the year in each 

of the five classrooms (see below). Once the field-work had started, the time that I 

spent in each classroom depended both on my research interests, and on 'practical' 

considerations. 

Breadth of the study: Ethnographers are required to spend long periods in the field 

and to attend to depth and detail in their data collection and analysis. This necessarily 

involves a 'trade-off between breadth and depth' (Patton, 1990, p. 165). The two 

schools I had chosen were a considerable distance from each other and from my home. 

Distance and time impose limits on what can be accomplished in one year by one 

participant observer. Thus the fmdings of this study are limited to a small population -

the teachers and their predominantly low S.E.S. Aboriginal students who worked in five 

classrooms in two schools in Darwin. These and other limitations will be discussed in 

greater detail in Chapter 13.  

Data CoUection: During the year of field-work, I used four methods to collect data: 

participant observation; semi-structured interviews; audio- and video-recordings; and 

analyses of archival material. 

Participant observation: I began observing in Mr. Collis' class in mid-February, and 

I visited this class, on average, once a week until mid-December. During the year I 

missed about ten weeks of observation because Mr. Collis was ill, or because he and the 

class were absent for other reasons. I started work in Mr. Dane's classroom in early 

March and continued to the end of the year. During this time I observed eleven of Mr. 

Dane's lessons. My observations in Mrs. Wedd's and Mr. Goss' classrooms began in 

second term and continued into the early weeks of the fourth term. I observed 

approximately twelve of Mrs. Wedd's, and 8 of Mr. Goss' teaching sessions. Although 

I usually observed maths lessons which lasted for 90 minutes in the mainstream classes, 

I also observed other lessons, including English. Since there was another researcher in 

Mrs. Banks' classroom at the start of the year, I was unable to begin field-work there 

until early March. I attended this class for a day every week in the first semester. My 

first few observations in the Bunjis were disappointing; unlike the other classes, this 

one was noisy and disorderly, and the students were fractious with each other and with 
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Mrs. Banks. The previous researcher had abandoned his observations there for these 

reasons. He had told roe 'There's not much going on in there'. At this stage it seemed 

that the Bunjis was a most unlikely site for investigating pedagogic 'community', and I 

decided to visit it less frequently than the others, and perhaps, abandon it altogether. 

Part of the problem here stemmed from what Lacey (1976, in Hammersley and 

Atkinson, 1983, p. 175) called the ethnographic 'it's all happening elsewhere 

syndrome'. I was used to a particular kind of order in my own, and in other teachers' 

practice, and had thought that since this was not obvious in the Bunjis, I would do 

better to seek it elsewhere. Much later, when I reviewed my field-notes of those flrst 

observations in the Bunjis, I saw that Mrs. Banks' practices, and her relationships with 

her students, were. and remained, consistent, and coherent. I had failed to see that the 

kind of order Mrs. Banks imposed was not instant, but developed over time. As the 

term progressed and the students became 'settled', my perspective on the value of this 

site to the research changed. In second semester, I increased my visits to the Bunjis to 

two mornings per week. These sessions lasted from the start of school to lunch time. 

In the afternoons, Mrs. Banks taught a mainstream class and her students were sent to 

other classes in the school (see Chapter 7). 

Since I spent most mornings in classrooms, I attempted to keep afternoons free for 

interviewing. transcribing tapes. analysing data, and so on. When I attended classrooms 

I sat at the back, or at the side of the room where I had a clear view of the class but was 

not obtrusive. Since I had worked as an advisory teacher in the two years prior to the 

field-work, I was experienced in the practical skills of participant observation such as 

gaining entry to classrooms, maintaining unobtrusiveness, focusing and recording 

observations. I formatted my field-notes according to anthropological conventions and 

included details and diagrams essential for a faithful reconstruction of events (see 

Dobbert, 1982, Section 6). I attempted to record verbatim speech, and to include details 

of non-verbal communications such as movements, gestures, and facial expressions. I 

made field-notes in every lesson, even when I was recording them on audio- or video

tapes. Notes proved to be invaluable on several occasions when the machines failed. 

They also provided an essential context for the transcriptions of audio-tapes; it was 

frequently difficult to identify speakers from the tapes, particularly in the early stages of 

the research when the students were not well known to me (see Walker and Adelman, 

1972, in Hammersley and Atkinson, 1983, p. 159 on the difficulties of transcribing 

audio-tapes of classroom interactions). 

During the field-work I took part in the activities of the host classroom and school. In 

classrooms I generally assisted teachers by setting out materials for activities, clearing 

tables, sharpening pencils, taking messages to the office, and listening to children read. 
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Sometimes teachers asked me to take over their lessons, or to supervise the class when 

they were called away. I found these moments disconcerting because I had, all of a 

sudden, to become 'obtrusive' and assume an authoritativeness that was at odds with 

the participant observer's role. This discomfort is no doubt common among 

ethnographers who, at best, 'intervene in an interconnected world, (where] one is 

always, to varying degrees, 'inauthentic" (Clifford, 1988, p. 1 1). I also attended 

and/or assisted in special school and class events such as concerts, assemblies and 

excursions. For example, when one of the schools had a science day, I was rostered, 

along with other staff, to conduct classes around the various activities. While in the 

first weeks some teachers and students seemed interested in the reasons for my 'work' 

in their school, I believe that staff and students at both schools carne to view me as a 

regular and largely unremarkable visitor. In the year following the field-work, I 

maintained contact with informants at both schools, and I re-visited teachers, students, 

and parents who had taken part in the study. For example, I went back to Baxter 

several times to see how the Bunjis were settling into mainstream classes and to speak 

with their teachers. I also went camping for a week with Mr. Collis and the Tigers, and 

I interviewed several more informants at Dalton. I also made several visits to Mrs. 

Banks who had transferred to a new schooL I have maintained contact with her and the 

Bunjis in the years since the completion of my field-work (see Chapter 13). 

Semi-structured interviews: In qualitative research, interviews with key and ancillary 

informants are considered to be valuable sources of primary data. Investigators shift 

reiteratively between data collected through interviews and through participant 

observations, seeking to confinn or disconfmn evidence, and attempting to home in on, 

and to refine ideas and concepts (Werner and Schoepfle, 1987, p. 79). In this study I 

used a mix of semi-structured, formal and informal interviews; in most cases I directed 

the interviews by referring to an 'interview guide' or 'prompt card' on which I had 

listed key themes and questions (see Patton, 1990, pp. 283-9; Woods, 1986, pp. 77-8; 

Taylor and Bogden, 1984, p. 77). The flexibility and relative informality of this format 

enhanced cross-age and cross-cultural communication, and it was a particularly 

appropriate form for interviewing colleagues. In brief, semi-structured interviews 

allowed an ease between myself and respondents, and this meant that I was able to 

collect data which might not have been available had I used other approaches (Borg and 

Gall, 1989, p. 452). Before I interviewed people I briefly outlined the purposes of the 

research, the reasons for the interview, and the kinds of questions that I would ask; I 

assured interviewees that I would preserve their confidentiality and anonymity, and I 

asked for their permission to record the interview on tape. All respondents gave their 

consent. 
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IIJUrviews with Staff: I interviewed Mrs. Banks and Mr. Collis several times in the 

year of, and in the year following the field-work. I also interviewed the principals and 

assistant principals of both schools, the former principal of Baxter school, and the 

principal who worked in Dalton in the years after my field-work. I conducted 

interviews with other personnel who had first-hand knowledge of the Bunjis and the 

Tigers and their teachers. Respondents in Baxter school included the English as a 

Second Language (E.S.L.) teacher; the Special Unit and Resource teachers; the 

Aboriginal artist, Ged Rouse, who worked with the Bunjis; and two Aboriginal 

Community Liaison Officers (C.L.O.s) who worked in the district. Personnel whom I 

interviewed at Dalton included the Special Assistant who worked with the Tigers; Mr. 

Stacy who had taught the 'original' Tigers; Mrs. Hayes, who shared a teaching area 

with Mr. Collis; and a relief teacher who had taught in the school for several years. I 

also interviewed the Aboriginal co-ordinators of the A.S.S.P.A. and Homework Centres 

in both schools. Some of the interviews with the staff at Baxter have been included in 

Appendices A and B. 

IIJUrviews with Pa.rents: During the year, the Bunjis became a central focus of the 

research. and I attempted to interview all of their parents. Mrs. Banks and the 

A.S.S.P.A. co-ordinator helped to arrange some meetings by contacting parents and 

explaining the purposes of the research and of the interviews to them. One parent did 

not wish to be interviewed, and several others could not be contacted. In the end, I was 

able to interview six of the Bunjis' parents, and I met three of them on several 

occasions. Transcriptions of some of these interviews may be found in Appendix B. I 

also interviewed three of the Tigers' parents. Some of the parents asked me to come to 

their homes to speak to them, and others chose to meet me at the school 

IIJUrviews with Students: I interviewed all of Mrs. Banks' and Mr. Collis' students ( 1 0  

and 14 students respectively) and three of Mr. Dane's Aboriginal students; the latter 

attended Mr. Collis' maths lessons and, unlike most of the Bunjis and the Tigers, they 

came from middle-class families. My interviews with students followed the same 

open-ended format that I had used with adults, although here, I asked the students to 

choose partners, and I interviewed them in pairs. Macpherson (1983) had used these 

'paired interviews' with students in high schools, and I found them very effective in 

primary school settings. They reduced the strain on, and the shyness of some students. 

They also tended to reduce the possibilities for monosyllabic interviewees, since one 

student frequently questioned, disputed, or elaborated on the other's responses, and thus 

stimulated discussion. I also conducted a 'group interview' (see Taylor and Bogden, 

1984, p. 1 1 1 ;  Hammersley and Atkinson, 1983, p. 121) with the Bunjis in the last 

week of the school year. Students freely contributed their ideas in this session, and I 
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was able to investigate 'gaps' that remained in the data after the more formal 'paired' 

interviews. I did not do this with the Tigers because Mr. Collis, unlike Mrs. Banks, had 

frequent discussions with his class in which he covered themes concerning the 'group' 

which were of interest to me. 

Audio- and video-tape recordings: I used audio- and video-recordings to collect 

primary and supplementary data for the research. Audio-recordings of interviews were, 

in most cases, essential. They provided verbatim accounts of what I and the infonnant 

had said; they eliminated the need to take notes during the interview; and they 

minimised the problems of post hoc recall (Best and Kahn, 1989; Werner and 

Schoepfle. 1987). I also recorded informal talk between students in the Bunjis and the 

Tigers by placing a micro-cassette recorder on students' desks. Since the recorder was 

small. and I used to leave it on the same desk for long periods, the students quickly lost 

interest in it (see Hammersley and Atkinson, 1983, p. 159). While I sometimes 

attached a highly sensitive PZM microphone to this machine to record lessons, I 

generally used the larger audio-recorders in the school for this purpose. 

I also recorded lessons on video-tapes: they provided 'maximally neutral' documentary 

evidence of life in the five classrooms (see Erickson, 1982b, p. 42) and enabled me to 

'revisit' classes in the years after the field-work. Transcriptions of lessons in the five 

classes are included in Appendix C. When I was recording, I used a standard video

recorder fitted with a wide angle lens which I set as unobtrusively as possible at the 

back of classrooms. Where possible. I set out, and packed, the equipment when 

children were not present (e.g. before school and during recess). While students 

initially showed a fascination with the camera, their interest diminished over time. This 

was particularly so in the two Aboriginal classes where I used the camera regularly and 

for long periods of time. I noted that most students rapidly lost interest in the 

technology after I showed them the first videos of their class (see Mehan et al., 1986, 

pp. 41-3 who also note this phenomenon). In these sessions, most students showed 

ennui after a few minutes of viewing; afterwards, they no longer asked me to re-play 

the videos, and few of them continued to show any special interest in the camera 

(exceptions are noted in the ethnographic chapters in Section 5). 

While teachers were undoubtedly conscious of the camera in their classrooms, it is 

difficult to say what effect, if any, it had on their teaching. Mrs. Wedd apparently 

found it disconcerting, since, after I had recorded two of her lessons, she asked that I 

not use the camera again. Her discomfort may have stemmed from the behaviour of 

some of her students when they viewed a video-tape of their class. One student 

mimicked the teacher's voice and actions on the tape, and others laughed when she 
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became angry during the lesson. Mrs. Wedd sat quietly at the back of the room with 

her students and watched the tape. While she made no comment to me or to the class 

during this time, I assume that, like me, she found this experience unsettling. Mr. Dane 

also showed some discomfort when he saw his lesson on tape; he said to me afterwards 

'If I had to do that lesson over again I'd do a lot of things differently'. Mr. Goss, on the 

other hand, seemed generally pleased with his, and his students' ,  'performances'. He 

said that he thought this particular lesson 'had turned out pretty well' .  Like Mrs. Banks 

and Mr. Collis, he indicated that the video-tapes gave a fair and favourable impression 

of the way that things were done in his classroom, and, like them, he showed no anxiety 

when I recorded other lessons. 

I attempted to transcribe and code all video- and audio-tapes as soon as possible after 

the events were recorded. Altogether, I recorded approximately 42 hours of video

tapes, and 54 hours of audio-tapes (24 hours of regular, and 30 hours of micro-cassette 

tapes). Throughout the thesis, verbatim accounts and vignettes are followed by 

parentheses which enclose the source and location of the material. Field-notes are 

indicated by 'F.N'. video-tapes by 'V', and audio-tapes by 'R' (regular size) or 'M' 

(micro-cassette). These indicators are followed by the date of the record or the time 

index which locates the reference on the tape. For example, 'F.N. 13/4/B' refers to 

field-notes recorded on the thirteenth of April during the year of field-work; 'R9(A): 

142' an audio-tape reference from a regular cassette, number 9, side A, indexed at 142 

on the recorder's monitor. 

Documentary and archival material: I attempted to gain a clearer understanding of 

the districts, schools, and subjects in the research by analysing official documents and 

written records. They gave a sense of others' perspectives on the sites and subjects and 

provided a 'framework for baseline data' (Goetz and Lecompte. 1984, p. 153). This 

kind of data collection has distinct advantages over others; it is the least obtrusive, and 

it gives access to certain kinds of data that may be unobtainable by other means 

(Denzin, 1978b, pp. 261-4). I studied the school flies of all the students in the 

Aboriginal classes. They contained information, for example, on the students' families 

and on their academic progress in the years they had been at school. The files also 

included copies of important communications between the school and parents, 

indicating, for example, concerns for the student' s learning and/or misbehaviour. 

Documents in these and other flies, gave me access to the 'agency perspective' (Denzin, 

1978b, p. 261) on the students, and, in most cases, they gave a clear sense of the 

student's personal and academic trajectories. These and other records (e.g. teachers' 

class registers, tests, notes to, and from, parents) were invaluable sources of data when I 

came to assess changes in students' academic achievements, attendances, and behaviour 



over the year (see Chapter 8). Documentary and archival materials on the districts in 

which the schools were located were also useful; they included research and public 

relations reports, feasibility studies, and local histories which I collected from local 

M.L.A.s offices, public libraries, and the Town Councils in Baxter and Dalton (see 

Chapter 7). 

125 

Data Analysis: When I began the research I had a poor grasp of social and educational 

theory. At that time, for example, I knew nothing of Durkheim 's theories, and while I 

had read some of Bernstein's work, I did not see that it was relevant to my study. In 

my original research proposal, I set out a theory of an urban Aboriginal pedagogic 

community and listed a number of substantive indicators. I also hypothesised that if 
such a 'community' could be found, it would effect 'positive' pedagogic outcomes for 

Aboriginal students in areas of learning, behaviour, and attendance. While I retained 

the hypotheses. I was forced to discard what turned out to be a radically undertheorised 

notion of pedagogic community, along with most of the substantive indicators. The 

insubstantiality of my theory did not become clear until the last stages of the field

work. For most of that year I was busy collecting data from different schools and 

classrooms, transcribing material, and attempting to analyse the data. At this stage I 

coded accumulating amounts of data from participant observation, tapes, and 

interviews, using low-inference categories which came verbatim from interaction (e.g. 

Mrs. Bank's 'manners' and 'turns'), and from the general educational literature (e.g . 

'reprimand' and 'directive'). I transferred hand-written field-notes and transcriptions 

onto a Filema.ker ll database; this had a facility for separating protocols into 

manageable 'chunks' which could then be analysed, coded or recoded, and scanned for 

frequencies. I coded the data inclusively and in multiple categories; this ensured that 

most of the material was easily retrievable when I needed to construct more 

'sophisticated' categories later in the analysis (Hammersley and Atkinson, 1983, 

p. 169). For example, an incident coded under 'teacher humour' could also be 

retrieved as 'reprimand' I 'time', and 'teacher/pupil conflict'. The elicitation and 

enumeration facility of the database enhanced possibilities for detecting patterns and 

themes in the emerging data. and assisted in the development of higher-level categories. 

During this stage, I was also attempting to organise categories into broad themes or 

'sensitising concepts ' (Blumer, 1954); these helped to focus my observations in the 

field and they provided a 'rough' framework for the analysis. 'Classroom time' was 

one of these themes. I had noted in my earliest observations, for example, that the 

rhythm and pace of life in the Aboriginal classes were more relaxed or 'easier' than 

they were in the mainstream classes. Mrs. Banks and Mr. Collis spent more time 

talking and listening to individual students, and they spent more time assisting them. 
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Initially, I focused on differences in Mrs. Banks' and Mrs. Wedd's practices, for it 

seemed that these were representative of the two groups of teachers, and they also 

showed the clearest contrasts. Mrs. Wedd was an authoritarian teacher; she spoke very 

loudly and very rapidly, and she rarely gave students enough time to answer her 

questions. Her delivery was such that she frequently made mistakes (e.g. mis-heard 

students), and slower students frequently misunderstood her insouctions. Mrs. Wedd's 

lessons were paced in such a way that less able children were unable to fmish their 

work before they had to move on to the next task; transitions between lessons were 

abrupt, and there was no 'space' for more intimate or personal communications 

between this teacher and her students. Mrs. Banks' approach was quite different in all 

these respects, and I came to characterise it as one of 'abidingness' (see Chapter 10). 

An analysis of the ways that time was apportioned to different kinds of instruction in 

these two classes. also enabled me to make tentative hypotheses concerning these 

teachers' pedagogic assumptions and interests which could then be tested by further 

observations and analysis. For example, I noted that Mrs. Wedd's teaching behaviours 

changed when she taught 'soft' subjects such as handwriting, and art. While she 

proceeded through maths lessons with great haste, and tended not to explain key 

concepts, she adopted a far more relaxed and explicitly pedagogic role when she taught 

handwriting. In these lessons she carefully instructed children in the appropriate ways 

of setting out their work. and she stressed the importance of nearness and appearance. 

Mrs. Banks, on the other hand, tended to 'stretch' the periods in which she taught core 

academic subjects. Unlike Mrs. Wedd (or the other teachers), she did not teach 

handwriting. art/craft or sport. While she created longer periods for academic 

instruction than did Mrs. Wedd, she also spent more of this time explaining, predicting, 

and summarising points of instruction, and evaluating the students' understandings of 

them. These lcinds of teaching strategies constitute 'structuring behaviours' which are 

seen as essential features of an effective pedagogy, particularly with disadvantaged 

students (Anderson and Burns, 1989, pp. 349-50; Rosenshine and Stevens, 1986, 

p. 377). By analysing the ways that time was allocated in these two classrooms, I came 

to understand that Mrs. Banks and Mrs. Wedd held quite different pedagogic 

assumptions, particularly in the relationships they construed between teaching/learning 

and control. 

Initially, then, analysis proceeded through comparison of data (for example, on the 

pacing of instruction) in these two classes, and then through investigation of the same 

phenomenon in the other three rooms. At this stage, the five pedagogies seemed to fall 

'naturally' into two main types; there were the Aboriginal classes, where teachers and 

students seemed 'easy' with each other, and there were the mainstream classes, where 
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teacher-pupil relationships were more 'strained', and where teachers' disciplinary 

regimes tended to be 'custodial'. As the field-work and analysis progressed, the broad 

sensitising concepts guiding the research gradually became 'concretised' into a 

typology of 'definitive concepts' (Hamersley and Atkinson, 1983, p. 184). During this 
phase of analysis, I attempted to defme, and refine categories, and to establish clearer 

relationships between categories and concepts. This was done by 'working up' from 

the low-inference categories derived in the early stages of the field-work, and, 

simultaneously, 'working down' from the 'big' themes such as 'classroom time'. This 

reiterative inter-play between the broadly-defined concepts and the concrete data, 

continued during the intensive analysis in the years following the field-work. 

It was during this period that the inadequacy of the theoretical underpinnings of the 

study became apparent. The notions of social and pedagogic 'community' which I had 

outlined in my research proposal could not be used to explain the patterns and motifs 

which were emerging from the qualitative and the quantitative data It had become 

clear from the data. for example. that I was exploring not two, but three types of 

pedagogy; the pedagogic practices and outcomes in the two Aboriginal classes were 

quite different from each other and from those in the mainstream classes. Thus my 

initial hypothesis that the main lines of comparative analytic interest would lie in the 

similarities between the 'Aboriginal' pedagogies, and in their differences from the 

mainstream pedagogies, could not be sustained. In order to make sense of the data, 

then, and to explain them in terms of a sound overarching framework, I had to develop 

deeper theoretical understandings of social solidarities and of pedagogy. During the 

latter stages of the field-work, and in the period which followed, I made a more 

intensive study of the theoretical literature, including the work of Durkheim and 

Bernstein. By returning to different kinds, and levels, of theory, I was able to develop a 

more coherent sense of the data, and I came, gradually, to organise the analysis, and 

eventually the text of the thesis, around three major themes. This permitted a more 

concentrated and disciplined approach to the selection and refmement of categories and 

patterns that had been elicited in the previous stage of analysis. 

The analytic process which I have described here can be represented diagrammatically 

in terms of seven stages: 
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While on one level, as the diagram suggests. I attempted to create an inter-play between 

the data and different kinds of theory, I also attempted to generate a 'dialogue' between 

different kinds or aspects of the data. This involved a reiterative, cognitive shuttling 

between different kinds, fields and levels of understanding when I tried to make sense 

of emerging concepts, categories, and patterns in the data. This process has been 

described by Geertz (1983, p. 69): 

Hopping back and fortb between the wbole conceived through the parts that aclllalize it and the 
pans conceived through the wbole tbat motivates them, we seek to tum them, by a sort of 
perperual motion, into explications of one another. 

During this process, discrepant or negative cases and potentially disconfirming 

evidence were re-examined and incorporated into the analytic framework as 'exceptions 

that prove the rule',  or as evidence of a need to expand, redefme or discard categories 

(Patton, 1990, p. 462; Sowden and Keeves, 1988, p. 525; Erickson, 1986, p. 140). 

An example of this can be shown in my analysis of data collected in the last weeks of 

the school year. In one lesson, Mrs. Banks had shown an unusual harshness with one of 

the younger Aboriginal students. When he had ignored several demands to start his 
work, she had snatched a ball out of his hand, returned him forcefully to his seat, and 

threatened to call the principal. I had noted these behaviours as atypical in my field

notes; they were due, as I saw it, to two events which had caused Mrs. Banks some 

distress. First, she had had a discussion that morning with the principal who had 
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decided the Bunjis' placements in mainstream classes in the following year; Mrs. 

Banks considered that several of these were inappropriate, and she had asked the 

principal to consider other placements. She had also asked him to 'repeat' two students 

whom she considered to have made poor academic progress during the year. The 

principal had refused both requests. Secondly, Mrs. Banks had lost her reading glasses, 

and she believed they had been stolen when she and the class had been absent earlier in 

the morning (they had been mislaid). Her belief 'made sense' in the current climate of 

suspicion in the school (see Chapter 7). It was assumed that the loss of her glasses, 

coupled with her belief that some of her students would be disadvantaged in the 

following year. were factors in her uncharacteristic behaviour that morning. In 

discrepant cases such as this one, it was critical, then, to consider the 'temporal context 

of actions' (Hammersley and Atkinson, 1983, pp. 192-3), and to attempt to make sense 

of events in terms of those that preceded, and followed, them. 

Validitity and Reliability: The limited scope of ethnographic studies, and the 

primarily qualitative/interpretive nature of the data and analysis, pose distinctive 

problems for the validity and reliability of findings (Lutz, 1986; Sharp, 1986, p. 123). 

Ethnographers are generally concerned with external and internal validity and 

reliability. 

External validity : External validity refers to a study's 'comparability' and 

'translatability' ;  this is enhanced when researchers present sufficient descriptions of the 

major components and features of the study (Goetz and LeCompte, 1984, p. 228). 

While external validity is not a major concern in ethnographic research (Marcus, 1986, 

p. 176), it has been strengthened in this study by the use of several sites, the use of 

standard definitions to describe phenomena, and by frequent references to other 

theoretical and empirical research in similar, and related fields. For example, the sites, 

and the "census' of collaborators' (Werner and Schoepfle, 1987, p. 280) including the 

researcher, have been described in detail. I have attempted to describe differences 

between the sites (e.g. material resources in classrooms), and between the subjects (e.g. 

professional backgrounds and experience) of the research, since these have implications 

for the findings of this study and others which may follow. In attempting to generalise 

aspects of the fmdings to wider contexts I have been mindful of Patton's (1990, p. 489) 

advice to limit ethnographic generalisations to 'modest speculations on the likely 

applicability of fmdings to other situations under similar, but not identical, conditions' 

(see Chapter 13). 

Internal validity: Internal validity refers to the fidelity of descriptions of phenomena 

such as social roles, rules, and etiquettes which shape the behaviour of the individuals 
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and groups who are studied. In this study, internal validity has been enhanced by my: 

long-term immersion in the field; visits to sites and participants in the years following 

the field-work; consideration of the influences of 'history' and 'maturation' which I 

have documented, and incorporated into analysis and text; respondents' validation of 

my transcriptions of observations and interviews; and my attempts to find discrepant 

and disconfirming cases. 

External reliability: Goetz and LeCompte (1984, p. 210) defme external reliability as 

the degree to which other researchers 'discover the same phenomena or generate the 

same constructs in the same or similar settings'. It is enhanced by the researcher's 

attention to five areas: 

1 .  the researcher's status, position, and roles during the field-work; 

2. the careful description of informants and of the sampling strategies used in 

their selection: 

3. the description of the social settings of the study; 

4. the provision of sufficiently clear analytic constructs and definitions; 

5. a detailed description of the methods and techniques of data collection and 

analysis (Goetz and LeCompte. 1984. pp. 214-7). 

Issues 2-5 have been dealt with in detail in this, and in other chapters of the thesis. For 

example, in Chapter 5, I have described the pedagogic model and substantive indicators 

which provided a framework for the analysis, and in Chapter 7, I have presented 

detailed descriptions of the subjects, classrooms, and schools. Issues concerning the 

researcher's status will be examined in the last section of this chapter where I indicate 

the ways in which my personal and professional interests have influenced the study. 

Internal reliability: A study's internal reliability depends on the extent to which 

multiple observers agree on the researcher's interpretations and conclusions (Wiersma, 

1986, p. 254). I have strengthened this aspect of the study by providing subjects' 

verbatim accounts throughout the ethnographic chapters of the thesis, and by including 

transcriptions of interviews and lessons in the appendices. This provides the reader 

with some of the base data from which they may draw their own inferences and 

interpretations (van Velsen, 1979, p. 140). Transcriptions have been minimally edited, 

and only when 'conversation' and other events in interviews and lessons had no bearing 

on the interests of the research. I have attempted to address the problem of 'distortion 

by selection' (Werner and Schoepfle, 1987, p. 172) in the ethnographic text, by asking 

a number of people to comment on transcriptions or recordings of lessons and 

interviews, and to review chapters of the thesis in-progress. While some of these 
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people had some connection to the study (e.g. the principal and assistant principal of 

Dalton; the principal who was in charge of Baxter in the year prior to the field-work; 

one of the Bunjis' parents), others did not (e.g. an Aboriginal teacher, an Aboriginal 

parent, several personnel in the N.T. Education Department). 

Triangulation: Researchers working in the naturalistic paradigm are advised to employ 

multiple methods and sources of observation to strengthen research design and analysis 

(Hammersley, p. 1990a; Patton, 1990; Brewer and Hunter, 1989). In this study, 

validity and reliability have been enhanced by using forms of 'data' and 

'methodological' triangulation outlined by Denzin (1978b, pp. 294-7, 1978c, 

pp. 339-42). 

Data Tiangulat:Wn: Generally I attempted to use multiple sampling strategies to 

investigate a particular problem or line of inquiry. For example, I analysed data 

collected through particpant observations and interviews when I was trying to 

understand and to define Mrs. Banks' pedagogy. I interviewed her colleagues and the 

Aboriginal parents who knew, and who had observed, or worked with her in the 

classroom. I observed her in classrooms, and in a variety of 'social' situations with 

colleagues, parents. students, friends, and her family. In the year following the field

work, I spent time observing her teaching in her 'new' school. I attempted this same 

'multiple sampling' across time, space and persons (Denzin, 1978b, p. 295) in varying 

degrees with the other four teachers. 

TrUz.ngulat:Wn: of Methods: Denzin (l978b, pp. 301-6) advises researchers to use 

'methodological' triangulation to strengthen analysis. In this study, I supplemented 

data collected through participant observation and unobtrusive methods with data 

derived from life-histories. I have given details of the fust two methods above, and will 
now give a brief description of the third. I attempted to understand the perspectives of 

key informants by a life-history approach which seeks a 'faithful rendering of the 

subject's experience and interpretation of the world he lives in ' (Becker, 1966, in 

Denzin 1978b, p. 215). I conducted several in-depth interviews with Mrs. Banks, Mr. 

Collis and three of the Bunjis' parents, Bessie Timms, Sally Thomas, and Miriam 

Dalal; I collected data on their social and educational backgrounds, their families, and 

so on. I also spent time with them in different social contexts (for example, at home 

and at school). This enabled me to view subjects' behaviour and assumptions in terms 

of wider frameworks, and it added 'texture' to the data that I had obtained in other 

ways. This approach afforded me privileged insights into people's lives. For example, 

I only came to understand Bessie Timms' anxiety over money and food when I invited 

her and her three sons to my home for lunch. Bessie supported her family on a single-
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parent's pension, and 'treats' as she called them, were rare. On the day of the lunch, 

one of Bessie's sons was ill and she had to stay at horne with him; I took the other 

boys, Duffy and Max, horne with me. They ate steadily through the afternoon until all 

that remained of the food (a chicken, bread, cheese, a cake, fruit and sweets) were a few 

sweets which they took horne. I had had little understanding of how much young 

people could eat, or of how much it might cost to feed them. The food was not 

important to someone in my situation - I was employed and did not need to feed a 

growing family every day; however, the kinds of food that I had bought were rarely 

included on Bessie's table, and the money that I had spent would have taken a 

substantial part of her fortnightly pension. In this way I came to understand (that is, 

empirically rather than cognitively) Bessie's preoccupation with food, her reasons for 

'freezing out' relatives who 'freeloaded', her inability to afford better quality brands 

when she shopped, and her sense of shame when others saw her trolley of 'cheap' food 

(see Chapter 7). 

The Researcher's Perspective - History and Assumptions: A researcher's 

perspective, no less than those of the people she studies, is informed by her personal 

and professional experiences, beliefs, and preferences. For example, while my decision 

to use an ethnographic approach stemmed primarily from the narure of the interests of 

the research, this choice was also consistent with my preference for participant 

observation over other methods. I have taught in a number of primary schools in 

different locations (urban and rural schools in Australia; an American School in 

Singapore; an inner-city school in Liverpool, U.K.). Prior to the research, I had a 

knowledge of, and was comfortable in, cross-cultural schools and classrooms. As a 

Special Education teacher and as an advisory teacher I also gained some of the 

'outsider's' perspective. Special Education teachers are outside the mainstream with 

respect to pedagogy, 'clientele', timetable, and so on, and advisory teachers attend 

many schools but do not 'belong' to any of them. 

As stated, my time as an advisory teacher was an invaluable preparation for the field

work. I was expected to observe in classrooms, to focus on areas of difficulty or 

conflict between srudents and teachers, to suggest how these might be improved, and to 

communicate suggestions sensitively to others such as principals, teachers, and parents. 

Prior to the field-work, then, I was well-aware of the 'institutional' perspectives of 

those whom I was about to study. This familiarity brings disadvantages as well as 

advantages to the research, for it means that phenomena which I thought unremarkable, 

'outsiders' may have considered worthy of investigation. 
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My teaching experience is another possible source of bias. I worked in schools in the 

1960s and 1970s when the 'new' maths and literacy were introduced. The new 

methods - silent reading, conference writing, invented spelling, experiential reading -

caused me more than some disquiet Few teachers then, including myself, understood 

them. I was disheartened not only by the incomprehensibility of the pedagogy, but also 

by the divisions that these changes caused among my colleagues. 'Traditional' quickly 

became a pejorative term in education in general, and in schools in particular. In 
schools where I worked, practitioners who taught in the 'old' ways were derogated by 

younger staff. One of them, a woman who had taught for many years, said that she felt 

'like a dinosaur' . She was then, and remains now, one of the best teachers that I had 

known. Her younger colleagues could, had they been willing, have learnt a great deal 

from her. The disquiet with 'progressive' practices which I felt as a teacher, meant that 

as a researcher I was, in a sense. 'predisposed' to Bernstein's theories. They 'made 

sense' in terms of my experience, and they enabled me to understand and to express 

that experience within a broad theoretical framework. Perhaps practitioners who 

become researchers are always susceptible to theories which 'fit' in this way, and it 

may be that I have taken a less than critical position in my reading and my application 

of Bernstein's work. Those who subscribe to different theoretical perspectives may 

derive quite different interpretations from the data which are presented in this thesis 

(see Chapter 13 ). 

Another area of potential difficulty in the thesis is my 'treatment' of teachers. I am 

well-aware of the difficulties of teaching, and of the many demands and pressures 

which influence teachers' conduct in the classroom. The social relations of schooling 

are no less exploitative and oppressive for teachers than for some groups of students. 

The appropriation. for example, of teacher's 'free' time in yard duties, camps, meetings, 

excursions, and in a host of other activities, is one of many factors which impinge on 

their physical, cognitive, and emotional well-being. While I am aware of teachers' 

difficulties, I have taken less care to present their perspectives than I have those of the 

srudents, and particularly those of the Aboriginal srudents who were the focus of the 

srudy. This discrepancy arises, in part, from the ethnographer's 'commitment to social 

criticism' (Marcus, 1986, p. 168); it has been noted by Shulman (1986, p. 22) as a 

problem for some ethnographers who, when they attempt to highlight the perspectives 

of 'the powerless', fail to consider: 

the cognitive and emotional strain of teaching, the limits of teachers' capacities to respond to 
increasing complexity or diversity, the reasons why their behaviour makes sense to them ... Tbe 
accounts are emic with respect to the pupils, but etic and even hostile in relation to the teacher. 



McLaren (1991, p. 159) acknowledged that in his own ethnography of schooling, he 

may have over-empathised with the Azoren and Italian students, such that the study 

tended to 'romanticize' them and to 'barbarize' their teachers. I have commented on 

this discrepancy in his work in Chapter 3. While I have attempted to incorporate 

teachers' perspectives in the thesis, my attempts have not been as rigorous or as 

comprehensive for this group as they were for others. 
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Ethics: I took care at all stages of the research to secure the 'informed consent' of 

participants and to preserve the confidentiality and anonymity of my subjects. From the 

earliest stages of the field-work I explained the research to participants, and I told 

teachers that I would make any findings that pertained to their classrooms available to 

them. I am satisfied that my efforts in these areas met ethical standards. This is not to 

suggest that I always satisfactorily resolved the moral dilemmas which arose from time

to-time. These usually stemmed from the conflict in balancing the responsibilities and 

the interests of the research (Ellen. 1984. p. 137). Achieving this kind of balance can 

be a difficult task. particularly when ethnography requires researchers to develop 

'close' relationships with their subjects (see, for example, Shafftr and Stebbins, 1991; 

Perry, 1989: Ditton. 1977). It was a concern to me throughout the field-work how 

much (or how little) I was able to tell participants about new ideas and lines of enquiry. 

Taylor and Bogden ( 1984. p. 25) advise researchers to be 'truthful but vague and 

imprecise' in communicating the aims, and the development of their research to 

participants. In the early stages of the research I was unable to be precise about 

directions. interpretations, or findings, since imprecision characterises much of the 

ethnographic process during this period (Riddell, 1989, p. 96; Patton, 1987, p. 18). 

However. this remained a concern during my time in the field, particularly in situations 

where the ambivalence of my role made it difficult to comment on events which I found 

personally and/or professionally unsettling (see Kelly, 1989. p. 109; Riddell, 1989, 

p. 8 1 ;  Woods, 1986, p. 59). When I observed several instances of incompetence or 

injustice I made no attempt to intervene or to comment on them. This goes against 

Noddings' (1988, p. 228) advice to leave the setting pennanently, and Woods' (1986, 

p. 30) recommendation to resume the role of teacher, and to discuss incidents with the 

teacher concerned, or to report them to senior staff. In retrospect, my inaction seems 

inappropriate. In these cases, attempting to maintain an appearance of neutrality may 

indicate tacit approval of practices and attitudes that cannot be sustained morally or 

professionally (Riddell, 1989, p. 95). 

There is no easy solution to the ethnographer's dilemma of defining and resolving the 

distinctions between overt and covert aspects of research. In the end, as van Maanen 

(1991, p. 41)  suggests, there may be no solution since '[f]ieldwork as practised at home 



in familiar institutions is almost inevitably a subversive and, to a degree, collective 

project'. My experience tends to support his conclusion, and the simple but difficult 

truth recognised by Barnes (1981) that: 

There is no immaculate praxis of fieldwork. Whatever choice we make we are unlikely to be 
happy with it... The competent fieldworker is be or she who learns to live with an uneasy 
conscience but continues to be worried by it (cited in Ellen, 1984, p. 154) 
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Chapter 7 

The Settings, Sites, and Subjects of the Research 

This chapter is divided into three sections. The first comprises an account of the Baxter 

neighbourhood and its primary school. The Aboriginal students (the Bunjis) and their 

families who are featured in this study, lived in Baxter, and it will be shown that their 

relationships to the district and to its institutions, including the school, were shaped in 

distinctive ways. The physical, institutional, and organisational features of the school 

are examined, and details of key members of the staff are presented. These include the 

two mainstream teachers, Mrs. Wedd and Mr. Goss, who taught maths to some of the . 

Bunjis. Mrs. Banks and her Aboriginal students, who are the major focus of this 

study, are described in detail. This section is concluded with an account of the Bunjis' 

parents' perspectives on life in Baxter, their relationships with the school, and their 

aspirations for their children. Secondly, the reader is introduced to some of the teachers 

and the students of Dalton primary school. Here the key subjects are Mr. Collis and his 

Aboriginal class (the Tigers), and Mr. Dane, a mainstream teacher who taught maths to 

some of the Tigers. Finally, the physical settings and the resources of each of the five 

classrooms in the research are described. 

Section A Baxter Primary School and the Bunjis 

The Neighbourhood of Baxter: Baxter was located in one of the newer districts 

of Darwin which, like many others of the time, was established to accommodate a 

rapidly growing population. Like most neighbourhoods in and around Darwin, Baxter 

was not highly urbanised. Nearby there were large tracts of bush, and beyond them 

there were tidal flats, mangrove swamps and the sea These areas had cultural and 

economic significance for the Aborigines who lived there, and who comprised 

approximately 13  per cent of the population (see below). Although there was a small 

shopping centre in Baxter, most residents preferred to do their shopping at a large 

complex which was several kilometres away. Aborigines referred to this shopping 

centre as 'Up Top', and it was a popular meeting-place for families, particularly on 
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pension days. In previous years large numbers of poor and pensioned families had 

moved to Baxter to take advantage of the relatively 'easy' and cheap housing there. In 

one survey (1987) of the district it was noted that 29per cent of residents had moved 

there because the Northern Territory Housing Commission had offered them 'quick' 

and 'affordable' accommodation*. The Aboriginal School-Community Liaison Officers 

(C.L.O.s) who worked in the district stated that these were important considerations for 

the local Aboriginal families: 

Arthur: When a lot of Aboriginal people come here to Darwin they want to get quick housing and to 
get a Housing Commission house in Darwin can sometimes take two years. It only takes about six 
months or something to get into a flat or house in Baxter so naturally they'll take the quicker housing. 
Even Aboriginal people living in Darwin, they'll come out here to flats if they've got the option 
because it's quicker, and a lot of them are not wealthy people; they're supporting parents or on the dole 
or whatever. Anyway, because of that they were all sort of lumped here, so it got a reputation. 

Lyn: They were referring to this area at one stage as the ghetto or the slum of Darwin just because 
we've got some low income people living here (MI3(A): 028). 

Even though greater numbers of middle-class home-owners had settled in the district 

('assisted' and rental housing had peaked at 62.5 per cent in 1986), the district was 

generally known for its number of pensioned, single-parent (predominantly female), 

and transient families, its petty crime, and its inadequate public services and facilities. 

In 1987 in a repon on local community services it was noted that 10 per cent of 

households were maintained by single parents and that many of these contained a higher 

than average proportion of dependent children (in comparison with figures for Australia 

and Darwin). It was also noted that the local Community Welfare Office made 

emergency cash payments and food referrals more frequently to these families. The 

Aboriginal people of Baxter were highlighted as a group with 'special needs' ;  it was 

noted that their transience, poverty, and large households put special strain on local 

services, particularly those of the Community Health Centre. Likewise, approximately 

20 per cent of the monthly caseload of the Sommerville Family Centre, which provided 

financial assistance and counselling services for families 'at risk', comprised Aboriginal 

families. There was evidence of a reasonably stable 'underclass' in the district since, in 

the year that I conducted my research, approximately 30 per cent of the families of the 

students who attended the school were supported by some form of pension. 

The local Council wanted to attract business investments and greater numbers of stable 

and more affluent residents and it tended, at least publicly, to ignore these kinds of 

• Since I wi.Jb to preserve the anonymity and ronfidentiality of the people in this study I am unable to give 
references for tbis document or others wbicb are cited in this cbapter. I bave sbown facsimiles of these to my 
supervisors. 
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social disparities and the problems they created. It was careful in its various 

promotions, advertisements, and flyers to promote the area as a 'community'; it was 

emphasised, for example, that the area was a 'clean and decent place for manied 

couples and employed groups', and a place of 'family values where families in a multi

cultural mix form a cohesive whole of diverse backgrounds, interests and aspirations'. 

Despite these claims, the Council was well-aware of the district's poor reputation and it 

was anxious to fmd solutions. It commissioned a number of researchers and public 

relations and marketing consultants to investigate the reasons for 'the poor image the 

district has in the Territory'.  In several reports it was stressed that there was a need to 

'clean up' the district, and there were specific references to an 'Aboriginal problem'. 

For example, a survey of 200 residents in 1990 indicated that they thought that the 

'worst things about living in the district' were - dogs (17.5%); lack of facilities (17%); 

crime ( 1 1  %); poor transport services ( 10%); transients/bad neighbours (8%); and 

Aboriginals (sic 7.5% ). The authors of this report concluded, among other things, that: 

'The problems of anti social behaviour by some sections of the Aboriginal community 

are a major problem which has to be addressed in rectifying the image the district has 

acquired'. 

They advised the Council to consult with Aboriginal groups and to do this quickly 

since, 'given that the new statistical figures reveal the higher fertility of Aboriginal 

groups, this problem must be seen as a major threat to the success of any Council 

plans'. 

The Council attempted to deal with this 'problem' in several ways. For example, it 

fenced off an area of wasteland near the shopping centre which was a meeting-place for 

Aborigines from a nearby town camp; it employed security guards to patrol a 

recreational area which was popular with local Aboriginal youths; and it introduced by

laws to regulate the use of public and private resources. The new regulations tended to 

'target' the more socially disadvantaged groups. For example, people who did not 

register their dogs, or who were 'owners or occupiers of overgrown and unsightly 

land' were subject to fines respectively of $200 and $500. These by-laws 

disadvantaged a number of the single, pensioned, Aboriginal mothers in this study. 

These women owned dogs because they gave them a sense of security, but they could 

not afford to register them, or to pay the fmes for failing to do this. Their limited 

resources and their general lack of interest in 'tidiness' also meant that they found it 

difficult to maintain neat yards. Their gardens and nature strips were frequently 

overgrown and littered with machinery, furniture and children's play-things which had 

been temporarily or permanently discarded. Lyn, the Aboriginal C.L.O., noted the 

'distinctiveness' of these households: 
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Last week the principal at Baxter sent us [Lyn and Arthur] to a home supposed to have a new 
Aboriginal family. We sat outside that bouse in the car like twojaffas, ay? [the O..Os drive a small 
red car and 'jaffas' are Australian chocolates thatbave a bard red sugar coating]. We said 'That don't 
look like a countryman's home. I don't think we're onto an Aboriginal family here'. Couniiylilen 
don't live in that sort of nice bouse, 'n flash bouse like that, but Arthur reckoned 'Yeb, but what 
about that car there?'. Because that mob bad a busted up car in the yard, ay? [laughs] It was a real 
bomb sort of thing. So I said to Arthur we might be barldng up the wrong tree here, so we'd better 
go back to the school and check up on this family before we go in there (M13(A): 488). 
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In this case the family was not Aboriginal. On the other hand, not all Aboriginal 

households were 'untidy'.  The Bunjis, Ada and Hazel, lived in homes which had the 

'best' gardens in the neighbourhood (see below). Hazel came from a middle-class 

family, and other Aborigines remarked that her house was 'different' from others. 

When Helen, the Aboriginal coordinator of the Baxter Homework Centre, gave me 

directions to Hazel's home she said 'They live in that big house behind the shops - it 

doesn't look like an Aboriginal house, looks like a big flash Greek house, so don't start 

thinking you're in the wrong place'.  While there were exceptions, the physical and 

domestic 'disorderliness' of many Aboriginal households in the district dismayed other 

residents and the Council. Although the Council promoted the area as 'friendly' and 

'prosperous', there were real and ideal divisions between families of different racial and 

social backgrounds. 

The lives of most of the Bunjis' families were constrained by diverse forms of 

official/bureaucratic control, and by real, or imagined, white disapproval. Bessie 

Tunms, the mother of the Bunji, Duffy, rented a Housing Commission house in which 

she supported her three sons on a single-parent's pension. She had lived in the area for 

more than five years and, although she lived over four kilometres from the main 

shopping centre, she said that she would not catch the bus there: 

bec:anse people just keep staring at you. So once a fortnight on pay-day (pension day] I just walk up 
and do my main groceries and oome back by cab. If I want just a few things during the week, I just 
walk Up Top and get a few groceries and walk back down (MI2(A): 140). 

Like other Aboriginal women in this study, Bessie felt that whites 'looked down on' 

people who were 'coloured' and/or poor. This made her anxious in public places, and 

in situations where her poverty was 'visible' to others: 

Cheapest brand [of food] you can get is the blue brand; it's not always a good brand and it's not the 
best bot you've got to buy it Can't be helped. I just have to do my shopping with that and lots of 
times when I go shopping I get embarrassed other people will look at my trolley and think 'Oh! She 
hasn't got enough money',  and others would look at you and give you dirty looks and that sort of 
puts you off. If I bad the money I would go shopping at another centre but you'd have to put aside 
$20 then for a taxi 'bac'K, and in tbe draggin' [off-pension] week I need that money for food 
(Ml2(A): 473). 



While the 'public' lives of some Aboriginal families were marked by tension, their 

'private' lives were socially and culturally 'rich'. Most women developed strong social 

networks which extended throughout the district. They comprised relatives, friends, 

and other women who worked, for example, on A.S.S.P.A. committees, in 

Homework Centres, and at the Salvation Anny Centre. These friendships meant that 

women had access to informal kinds of personal and economic support 1brough 

them, for example, the women's children had regular contact with several real or 

'performative' aunties and cousins. The C.L.O.s had been surprised at the strength and 

the extent of these networks when they first came to work in the area: 

Arthur: Yeah, one thing I've found by working here is that Aboriginal people are really close knit 
around here, ay? 
Lyu: 1bat's for sure. 
Arthur: You know like I take Marie [A.S.S.P.A. co-ordinator] around and she says 'Oh, I live around 
there'. 
Lyn: And sbe says 'Such and such lives at the back of me'. She says, 'My back fence is down and I 
just go through the back and walk over to my next door neighbors' and that's a friend of hers and just 
around the comer is another couple of families and just up the road is another family. 
Arthur: And the thing is that they all know each other, whether it's from Baxter to Morris [another 
neighba"bood). Like I didn't know they knew Therese but they did, and there's always a lot of new 
people coming in . People who live on this side of the district know the people who live on that side 
(Ml3 (A): 074). 

Some Aborigines benefited in more material ways by living in Baxter. The relatively 

low cost of land and houses meant that 'working' families had real opportunities for 

social mobility. This was the case in Hazel's family. Both her parents worked to pay 

off their home in Baxter, and later they bought another home in a 'better' district Less 

advantaged Aborigines also seemed happy to live in Baxter; although the houses they 

rented from the Housing Commission were unfurnished and small for their 'extended' 

families, people were well-pleased with them, and with the general improvement in 
services in the district (see below). 

Aborigines made good use of the natural environment around Baxter. Ged Rouse was 

an Aboriginal artist and craftsman who was a part-time teacher at Baxter school. He 

frequently took the Bunjis and other classes on trips to gather bush-tucker and 

seafoods, and to collect materials for his art lessons. In these areas, Miriam, the mother 

of the Bunji, Albei4 also caught food and collected the special woods for her carvings 

which she sold to shops in the city. Bessie Timms went down to the mud-flats and the 

sea out of economic necessity, rather than for culrure or recreation: 

Wbeo we've got no meat or any other food, the kids and I walk down to the mangroves .. We walk 
right down with water bottles to the fishing and we walk back. It takes an hour and a half to get 
there. We walk down slowly ... We get all kinds of fish and long bums [shellfish] and what we get we 
don't waste; we make sure we eat it all, even little fish like that [holds her thumb to her index 
finger]. We eat it all. They're very tasty. On the quarter moon. that's the best time to go fishing -

141 



142 

get lots of bites and if we catch fis.b we don'tjust cook it all up, we measure it out so it lasts and use 
it instead of meat if we're running out of food near pay day (M12(A): 365). 

Although life was often difficult for the poorer Aboriginal families of Baxter, there were 

also small but regular pleasures associated with pension days. On 'pay day', families 

gathered Up Top and children were given money for 'treats'. They could buy 'take 

aways' or play video games and slot machines while their parents met other Aboriginal 

families and friends. On special occasions they would catch what the Bunjis called 'the 

banana buses' (articulated buses which 'bended' around corners) into the city where 

they might go to the cinema and other entertainments, or conduct 'special' family 

business. The Bunjis' 'family business' will be examined in detail at the end of this 

section. For now, we will examine the school which they attended; in the year of my 

research this school, like the district. was the site of a 'clean-up' campaign. 

Baxter Primary School: Baxter school was one of several primary schools in the 

district The entries led past, or directly into the main office block which housed the 

sick room, secretarial areas and the offices of the principal and assistant principal. The 

staffroom, the assembly hall, the library and the classrooms faced onto a grassed 

quadrangle where students from the 'middle' grades played during recess times. Older 

children played on the oval which was next to the school, and younger ones in an area 

behind the school where there were swings, a slide and other big play equipment. The 

doors and windows of the school, including classrooms, had been covered with 

security mesh. A 'smoking' area outside the staffroom had also been secured with 

mesh, and from here the staff who were not on duty could watch and reprimand 

students in the playground, as well as those who had been sent to the 'red spot' areas 

for punishment 

In the year of the study there were 23 teaching staff and approximately 400 students 

(from transition to grade seven) in the school. Twenty per cent (20%) of the students 

were Aboriginal (the average Aboriginal enrolments in Darwin schools was 12.6%) and 

approximately five per cent (5%) were from migrant families. Thirty per cent (30%) of 

students' families were supported by some form of pension. The staff included a 

librarian, and E.S.L., Special Education, and Language Resource teachers. Three of 

the mainstream teachers were Band 2 officers who had special responsibilities in the 

upper, middle, or lower grades. The ancillary staff included three secretaries, a special 

assistant who worked with the Special Education teacher and a janitor who lived on the 

school grounds. The janitor had been in the school for several years and he was, as 

many school janitors appear to be, privy to a great deal of information concerning the 



staff, children and parents (see Waller 1932, p. 80). Here he was referring to one of 

the Bunjis' families: 

The Thomases left town in a burry. They got $1000 from Welfare to pay their bus fares over 10 
W.A. She's got family over there. That's because Welfare are glad to get rid of them. We should 
aU get money from Welfare. Probably W.A. Welfare'U pay them $1000 to come back. Welfare pay 
Ab<xlginal families to keep moving, especially between the Territory and Queensland and W.A. 

Although this seemed to be a commonly-held belief in the district, personnel at the local 

Welfare office denied that they provided these kinds of assistance to Aboriginal 

families. Some of the staffs resentment of Aborigines was undoubtedly due to the 

increased tensions and uncertainties in the Northern Territory teaching service in 

general, and in Baxter school, in particular. 

Baxter school prior to the year of research: In the two years before my field

work, the school at Baxter had been disrupted by a series of events. A long-serving 

principal had been replaced in mid-semester by another on a temporary promotion, and 

he, in turn, was replaced after two terms by Mr. Shard. Mr. Shard was appointed at 

the start of the new year and his tenure was, again, temporary. In the year of his 

principalship there was a great deal of instability and unrest among the staff and the 

students. Staff were concerned that the cuts proposed by the Estimates Review 

Committee (E.RC.) for the following year, would mean larger class sizes and a loss of 

relief and specialist teachers. A number of changes in the school increased these 

tensions. Several 'good', long-serving teachers had left and been replaced by less 

experienced ones, and a number of new students were seen as incorrigible. The 

difficulties of the staff and students were increased in second semester when Mr. Shard 

was required to re-organise a number of composite classes into 'straight' classes. 

Although it was generally accepted that this change would, in the end, benefit the staff 

and srudents, it was a major disruption for some teachers and many students in the 

middle of the year. 

Mr. Shard was sensitive to Aboriginal students' social and academic disadvantages, and 

he acknowledged that schools had some responsibility for their educational failure. He 

had read, and could cite the 'Hughes' Report (1988) which had underlined the 

structural inequities in Aboriginal education and employment, and he attempted to 

persuade some of the teachers and non-Aboriginal parents that the A.E.P. 's 

programmes were 'fair'. This was a difficult task, for some of them thought that these 

well-funded initiatives discriminated against non-Aborigines in 'hard' economic times. 

Mr. Shard argued that the programmes had brought more funds (approx. $6,500 a 

year) into the school. Some of this was used to buy Aboriginal texts for the library, 

and camping equipment, and some was used to pay for Aboriginal artists and 
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perfonners. Yet. as Mr. Shard noted, some staff and parents were not convinced that 

these 'special' Aboriginal programmes were valuable or equitable: 

Tbere were some negative aspectS that came out of this whole tbing ... and that was the reaction of 
sane white parents who said 'Wby should the black kids get all this and my kid gets nothing?'. But 
as I pointed out to them, that was over $6000 that went into the school and didn't have to come out 
of School Council funds and overall, all kids in the school benefited, not just Aboriginal kids. But 
the attitude still persisted ... and then I'd refer them to that '88 report about the disadvantage of 
Aboriginal kids and that something had to be done and this was a way of doing it (M9(A): 459). 

The background to the Bunjis: While some of the staff disagreed with Mr. Shard 

in these and other matters, all the teachers supported a proposal which he put to them at 

the end of the year. He suggested that the school should create a special class (the 

Bunjis) for a group of Aboriginal students who were causing a great deal of trouble in 

the school. The staff agreed that since this class would be a difficult one, it should be 

restricted to 16 students. While it was stressed that this class would 'cater for 

Aboriginal children's special academic and cultural needs', Mr. Shard admitted, 

unofficially, that the Bunjis had been started 'for two reasons. One was to encourage 

the Aboriginal kids into the urban education setting, and the other was to save ourselves 

from having heart attacks' (M 9(A): 346). Mr. Shard, the teachers, and the 

AS.S.P.A Committee agreed that Mrs. Banks, the E.S.L. teacher, should teach the 

new class. As the principal stated, 'We had the support of the Superintendent, some 

funding, we certainly had the clientele [students] and we had the teacher. The Bunjis 

were ready to go at the start of the next year
'
. Mr. Shard was transferred to another 

school at the end of the semester, and his replacement. Mr. Irving, inherited the 

Aboriginal class. 

144 

The principal: Many of the staff welcomed Mr. Irving's appointment to the school. 

He was known as a principal who ran a 'tight ship', and senior personnel in the 

education department. and in the school, considered that he would 'fix' the many 

problems at Baxter. He was well-aware of these expectations (see AI), and they no 

doubt added to the pressures on him to 'perfonn' well. Unlike his predecessor, Mr. 

Irving did not live in Baxter, and he tended to show less sensitivity to the problems 

which faced many of the students and their families. He described himself as a 

'technocrat', and he brought a 'no nonsense' approach to the policies and practices at 

Baxter. He was critical of 'falling standards' that were evident in society in general, 

and in schools in particular, and he had special concerns for security in the school. 

During his tenure, which lasted eighteen months, the doors and windows of classrooms 

were fixed with security screens, and teachers were required to lock their classrooms 

and their cars when they were unattended. 



Mr. Irving held school assemblies every morning instead of once a week, and students 

who came late were given 'late notices' which were recorded by their teachers. Parents 

of students who continued to come late received letters from the school, and the parents 

of habitual late-comers could, on the advice of the school, be visited by the school 

constable or Welfare officers. This system tended to highlight Aboriginal students; 

many of them had duties to attend to before they came to school, and they were often 

responsible for getting themselves and their younger siblings there on time (see below). 

1be new regime at Baxter caused conflict between some Aboriginal parents and their 

older children (see interview with Duffy's mother, Bessie Timms, B5), and, since there 

were now no 'acceptable' excuses for lateness, it was undoubtedly unfair to some. For 

example, on one morning, the Bunji, Mary, had been late to school because she had 

stayed to clean and change her baby brother. Although she tried to explain this to the 

office staff, they insisted that she take a 'late' notice to Mrs. Banks, and in the end 

Mary was rude to the staff. 'I tried to tell them that he was dirty and I have to look after 

him but they just wouldn't listen. I told them next time I'll bring him and his shitty 

nappy and they can change him' (F.N. 19/4/B *). Her misbehaviour was noted in her 

school file, and the principal sent her mother a letter (see Table 8.7). 
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Mr. Irving also tightened procedures for the surveillance and punishment of students 

during recess and lunch times. The 'red spot' punishment areas that had been 

administered in a laissez-faire fashion in Mr. Shard's time were repainted, and Mr. 

Irving issued strict guidelines for their use. Students were to stand on the spots without 

moving or speaking, and teachers were assigned extra duties in order to watch them. 

Like the late notices, this new system was, as the Bunji, Thea, noted, a 'hard' one: 

I don't think kids like that cos you got to stand out there all day and they got teaChers out there now 
wau:hin' so that you gotta stay on tbe red dots and you can't take off [run away]. Mrs. Banks don't 
do that It's not kind to do that to kids (M4(B): 049). 

Although Mrs. Banks and several other teachers did not send their students to these 

areas, others tended to over-use them. While the new system of punishment increased 

deviants' visibility, it did not seem to discourage their misbehaviour; during Mr. 

Irving's tenure, I noted that the number and the identities of the recalcitrants who 

occupied the red spots remained fairly constant 

While Mr. Irving created a new sense of order in the school, his emphasis on security 

increased tensions among the staff. One of the teachers stated that she was 'always 

nervous about locking up things and looking after keys; we always had to carry them 

• The year in which I conducted the field-work is noted throughout the thesis as year 'B'. The years prior to, 
and following that year are noted, respectively, as years 'A' and "C'. 



with us. We developed our own special paranoia' .  Mr. Irving's abruptness also 

tended to intimidate or offend Aboriginal staff and visitors. Helen, the A.S.S.P.A. co

ordinator and Arthur, the Aboriginal Community Liaison Officer, either implied or 

stated that they were reluctant to approach him on matters that concerned them in the 

school (see B2). Arthur described one meeting in which he had shown an Aboriginal 

parent's letter to the principal: 

The first thing he said was 'You can't have written many official letters. Here [points], you haven't 
spelt xx correctly'. I told him that I hadn't written the letter, that it was written by Mr. X. With 
him I always have to be on my guard, make sure that I don't make any mistakes. Like last week I 
needed a list of Aboriginal parents to contact for A.S.S.P.A. and he wrote across the top of tbe 
addresses and also told me that this information was very confidential. I don't think he'd have done 
that with a white Officer (M13(A): 251) 

Mr. Irving was opposed to any 'special' treatment for Aboriginal, or other minority 

groups. He stressed that since Aboriginal parents chose to live in the urban area and 

they chose to send their children to his school, they must abide by the school's rules 

which were the same for everyone. He believed that Aborigines in schools and 

elsewhere were treated 'equally' . and thus had 'equal' opportunities to do well: 

I oft.eo woodec if we're too. uh, lenient on Aboriginal offenders just because they're black. Now if 
that sounds racist it's not intended to be. If you treat everbody equally you don't have a lot of 
trouble. Start treating people differently and then you've got trouble (Mll(B): 179) 

His opposition to special treatment did not extend to all groups in the school, for he 

attempted to establish a wtit for 'gifted' children in the school, and he was disappointed 

when he failed to get the necessary support for this. 

Mr. Irving was, perhaps, the quintessential 'visible' pedagogue. He was careful to 

maintain strong boundaries - between himself and subordinates, between teachers and 

students. between teachers and parents, and between the school and the district In his 

perception, the lives of Aboriginal children of 'mixed descent' were extremely 

'disorderly'. He considered that this group created major problems in the school and in 

the neighbourhood: 

[I]t' s worthwhile stressing that our problems by and large are not with Aboriginal children. 
Aboriginal cb.i.ldren if they have a worry won't come and talk to us. they'll stay away. Our problem 
is with half-<:aste children. Not the full-blood Aborigines, you don't have much trouble with .. .It's 
the half-<:aste cb.ildren who are the problem. (Mil (B): 209). 

Since Mr. Irving believed that schools were essentially meritocratic institutions, he was 

'philosophically opposed' to groups such as the Bunjis: 'I don't believe in segregating 

[students] by race, colour, ethnic background or whatever. They've got to just survive 

because that's what the world's about (M l l (B): 095). 
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While he accepted that he had 'inherited' this class for his first year at the school, he 

made it clear that it would not continue past that time, particularly in view of the staff 

shortages and school re-structuring that were mooted for the following year. 

The teachers: As stated, many teachers at Baxter welcomed the consistency and 

predictability which Mr. Irving brought to the school, particularly in matters of 

discipline. By the end of the year, some had become disquietened by the severity of the 

new disciplinary regimes and their implications for less advantaged groups of students. 

Mr. Goss and Mrs. Banks were among this group. Other teachers, including Mrs. 

Wedd, believed that the new order was essential if teachers were to control the number 

of difficult students in the school. 

Mrs. Wedd taught maths to three of the Bunjis - Ada, Hazel, and Sidney. She had 

been at the school for several years, and she always taught the 'upper' grades. Her 

colleagues saw her as a strict disciplinarian and as a 'solid' teacher of 'the basics'. 

Mrs. Wedd described her approach in this way: 

Kids and parents and staff know that I have very, very high expectations and I don't drop them for 
anyone. So that's why I doo't bave any problems with kids like Sidney [the non-Aboriginal Bunji] 
because be knows that be just does it or be doesn't make it (F .N. 8/10/B). 
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Mrs. Wedd was a very organised teacher. Her classroom was strictly regimented, and 

students' activities followed a series of 'tight' routines which gave an impression of 

orderliness and 'busyness'. She spoke very quickly and she frequently shouted. Some 

Aboriginal people who listened to a recording of one of her lessons said that they found 

her 'angry voice' frightening and offensive. One of them said 'if my grand-daughter 

was in that class I'd be up to see that teacher real quick'. In fairness to Mrs. Wedd, it 

may be that she suffered from some hearing problem because she frequently mis-heard 

her students (see C3: 207-9, 242-8, 349-50, 465-7, 497-500), and she tended to shout 

even when students were close to her. Like Mr. Irving, Mrs. W edd maintained strong 

boundaries between herself and her students and parents, and between 'school' and 

other kinds of knowledge. Her routines and her teaching style did not encourage 

deviations, and the 'facts' she taught did not, ipso facto, admit ambiguities. For 

example, I observed a boy in her class 'discover' the concept of infinity. He had been 

working on a sheet of decimals and he had suddenly grasped the idea of recurring 

numbers. He was excited and tried to explain this to another student and then to Mrs. 

Wedd when his talk had disturbed her. She insisted that he continue to work 'quietly' 

on his rows of sums and, in the end, he was silent. 



While Mrs. Wedd tended to miss these genuinely pedagogic moments, she took a 

carefully didactic approach in some matters. Like Mr. Irving she was concerned at a 

decline of discipline in the school and elsewhere, and she considered that children 

needed to be trained to obey the rules of the classroom, the school. and the society. 

She was one of the two teachers in this study who displayed a list of rules in the 

classroom. There were eight rules; the flrst seven began with 'children must not', and 

the eighth said that 'children must obey the rules' (F.N. 12/1 1/B). In second semester, 

Mrs. Wedd's Social Studies programme focused on law and order. She took her class 

to the magistrates' courts and to the police station. She asked students to collect 

features and 'Letters to the Editor' in the local newspaper which dealt with adolescent 

crime and punishment, and she used these in reading, spelling and writing activities 

with the class. The students wrote letters to the editor of the newspaper and displayed 

them around the classroom. Students responded, for example, to an article which was 

titled 'Courts Urged to Get Tough'. Some wrote - 'Smith House [a juvenile detention 

centre] is a picnic for young offenders. Kids there get away with murder'; 'the girl [an 

offender] should be put away for a long time. She should be put into a home'; 'judges 

are soft, let these kids off. They need to be a lot harder and put these kids into 

delinquent homes, lock them away in a detention centre'. Two of the well-known 

recalcitrants in the school had done time in Smith House, and they were, like most of 

the juveniles there at that time, Aboriginal. 

Mrs. Wedd's perceptions of Aboriginal people did not appear to come from close 

experience. She was the only teacher in this study who had not taught in an Aboriginal 

school and although she had taught some Aboriginal children at Baxter, she seemed to 

have no intimate knowledge of them or their families. It appeared that her attitudes 

towards Aborigines derived, primarily, as did her views on crime, from the media. Her 

views were consistent, then, with an old orthodoxy which was implicitly communicated 

in the classroom: 

We were having a discussion one day about Aborigines and the kids said that they get land and money 
but they're lazy and they don't want to work and they get all these things anyway. So I just kept my 
mouth shut, because it's not my place professionally to say anything about that, but I thought to 
myself 'Well you've said it' (F N. 8110/B). 

Mrs. Wedd noted that some of the Aboriginal students in her class would not admit to 

being Aboriginal. She said that one girl in particular 'won't say she's Aboriginal. 

Every time I have to ask for some reason, she never puts her hand up, but I just mark 

her down anyway, because I can tell just by looking at her that she is' (F.N. 8/10/B). 
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Although some of the middle-class Aboriginal students such as Hazel did well in Mrs. 
Wedd's class, many of the others failed. They and their parents tended to dislike this 

teacher's discipline, and they were offended by what they saw as her tendency to 'pick 

on coloured kids' (see interview with Sally Thomas, B4). 
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Mr. Goss taught maths to five of the Bunjis - Kate, Cholly, Mary, Howard and 

Gabby. He had spent several years teaching in remote Aboriginal schools before he 

came to Baxter in the year before the research. While he had an understanding of 

Aboriginal people and he was sensitive to the problems of Aboriginal education, his 

experience had not prepared him for teaching in an urban school. His classroom was 

noted by some staff as the least disciplined in the school. Mrs. Wedd, who taught in 

the next classroom, was frequently distracted by the shouting (Mr. Goss' and his 

students') and by the recalcitrants whom Mr. Goss sent back to her room during maths 

lessons. In the year after my field-work, the trouble in Mr. Goss' room came to a 

head, and he was sent to another school where his teaching was supervised by senior 

staff. Of the five teachers in this study, he was the least assertive in the classroom, and 

in the school. Although he was disconcerted by Mr. Irving's policies, he did not 

challenge them, and he got into difficulties in the classroom when he attempted to 

impose the new rules to which he had little personal commitment (for example, in 

Chapter 12 it is shown how he tried to enforce the 'no hats' rule). Unlike Mrs. Wedd, 

Mr. Goss equivocated, and when he did this he was then forced to 'negotiate' with his 

students. Despite his best efforts to teach, his uncertainty and his willingness to 

compromise meant that he spent much of his time 'dealing' with (i.e. negotiating with 

and disciplining) a few notable miscreants. Mr. Goss was aware that his pedagogy was 

ineffective, and he tended to blame the 'problem' students such as Michael (P7 in C4) 

for this. Although Mrs. Wedd had assigned Michael to Mr. Goss' maths class, he was 

a very competent student who would have been better placed in her own more advanced 

group (see Chapter 9). While Mr. Goss was hard-pressed to cater for the range of 

academic abilities in his class, he did not challenge Mrs. Wedd's judgement, or the 

institutional arrangements through which students such as Michael had been assigned to 

him . In these and in other matters, Mr. Goss resigned himself to the status quo: 

Cbolly's [a Bunji who attended Mr. Goss' matbs class] a good student, ready to learn, but what can 
you do with someone l..i1ce Michael and tbe other kids like him in the class? In here you're sruck witb 
them and you can't get rid oftbem. Michael comes to school and be's hyped up every day. 
Everything's a drama witb him and what can you do? I wish I bad more time to teach the good ones 
(F.N. 14/10/B). 

Mr. Goss thought that his and other teachers' difficulties were exacerbated by a lack of 

educational support in the school. Although the school was highly regulated with 

respect to discipline, he believed that it failed to address the instructional needs of some 



groups of students and thus, indirectly, the needs of their teachers. In the year after the 

field-work when I went back to see him at the school, he said: 

I've got a traditional Aboriginal boy in my class now. He's very nice, no trouble. He just sits and 
can't do any of the work. Comes one day and then mightn't come for the next week ... kids like this 
boy have a lot of trouble fitting into mainstream classes. They're not appropriate to the needs of 
these kids and of course now we don't have the B�mjis that did cater for these kids ... Seems like the 
attitude of some people round here is 'Well they've just got to fit in and if they don't, too bad. . 
That's the kid's fault', and it's not (F .N. 5/3/C). 

Thus, while Mr. Goss showed a real concern for the Aboriginal students in the school, 

he seemed unable to do a great deal about the problems they faced there. 

Mrs. Banks had come to Baxter as the E.S.L. teacher in the year before the research. 

Her pedagogy was different from those of the other four teachers in the study; it had 

been shaped by a different kind of training, and by different teaching experiences. She 

had trained as an infant teacher, and in her first years of teaching she had taught 

students who had special learning difficulties. Later she had qualified as an E.S.L. 

teacher and this, along with her other training and experience had shown her the value 

of an explicit and carefully structured pedagogy. She had spent many years teaching 

Aboriginal children and adults. In the late 1960s, she had worked in a Catholic school 

in Darwin where she became known for her skills in teaching Aboriginal children. Her 

classroom was used as a demonstration class for Aboriginal adult educators and 

Aboriginal teachers-in-training. After that, she had taught in an Aboriginal teachers' 

training college where she worked with students whose first language was not English. 

During this time, she developed understandings and skills which would help to 

strengthen her relationships with the urban Aboriginal families of Baxter. For example, 

Miriam, the mother of the Bunji, Albert, had heard about Mrs. Banks from people who 

had studied at the college and considered that: 'As a person she's very close to us, to 

Aborigines'. Part of Miriam's and her son's esteem for Mrs. Banks appeared to stem 

from the teacher's knowle(ige of their language and from her 'skin name' (given to her 

by swdents at the college) which meant that she and Albert shared a particular social 

relationship: 

Miriam: [O]ne day be [Albert] told me 'Umla [mum], she's got a skin name too' [laughs and says 
Mrs. Bank's skin name]. 
Researcher: What was that? 
Miriam: I think she's like my aunty [repeats]. That is, she's like Albert's aunty. And I said to him 
'You're right X [skin name] is your aunty' ... She got that name a1 the college because some of our 
people were studying there. Comparing white lifestyle and Aboriginal lifestyle, our people put the two 
togetbez (B3). 

Although Mrs. Banks was not proficient in Albert's or in other Aboriginal languages, 

Aborigines considered that her preparedness to learn, and to use their language was a 
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mark of respect She showed courtesy in other ways. For example, when she visited 

an Aboriginal family she would park her car in the drive-way and 'just make sure 

there's lots of noise with the car in the driveway and rev it up a bit, and then I just wait 

[there] and they out'. This was considered 'respectful' behaviour for two reasons: 
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first, it gave mothers time to arrange a place for her (usually outside the house), and 

secondly, it meant that family business was conducted in 'public'.  Mrs. Banks had 

learnt the importance of this at the Aboriginal college where 'if you wanted to talk to 

someone out of the lecture business, then people will throw a blanket out on the grass 
and you just sit out there so that everyone can watch, and then everyone knows that 

you're not doing anything secret' (see A6). She had not understood that this etiquette 

was also important in urban settings until she had visited an Aboriginal parent to explain 

about a school camp: 

I said to Dougie [student] 'Can you go and get your mum so that I can talk to her?', and I waited in 
the car and be went and told her, and she came out saying to him in the loudest voice 'YOU WANT 
MONEY FOR CAMP? OH, YOU WANT MONEY FOR CAMP? ALL RIGIIT, I GET CAMP 
MONEY. YOU GET YOUR CLOTHES FOR THE CAMP. YOU GET YOUR SWAG', and she 
was saying this so loudly, and when the Aboriginal onlookers heard this they got up and went inside. 
Tbey were quite happy then because they knew what I was there for. I wasn't a truancy officer, or 
Welfare or anyooe like that. And she bad aired the whole thing, and after that we went about our 
business talking quietly (M9(A): 059). 

Mrs. Banks made regular visits to Aboriginal parents to explain the school's activities 

and to encourage them to take part She had visited Dougie 's home because she 

suspected (correctly) that his mother was unable to read the notices which gave details 

of the camp. Similarly, when her E.S.L. class was organising a picnic, she visited 

Dante's (a Bunji) mother, June, and asked her to come. This was the frrst time that 

June had attended a function at the school and she spoke of it with pleasure - 'It was 

real good; just like a family day'. 

According to the Aboriginal women at the school, Mrs. Banks played a key role in 

establishing the AE.P.'s programmes at Baxter. Helen, the A.S.S.P.A. co-ordinator, 

described her as a 'top woman' who encouraged Aboriginal people to take a greater part 

in the life of the school (see B2): 'She helped us to organise everything there - her and 

Nancy Evans [an Aboriginal teacher and parent]. She organised everything and if it 

wasn't for her, we wouldn't have it' (B2). 

Mrs. Banks 'eased' Aboriginal people into the school in different ways. For example, 

the Aboriginal women and parents stated that they found her 'easy' and 'relaxing',  and 

that she 'took time' for them and their children (see B4 and B5). Women who were 

unsure of the ways things were done in the school would discuss their difficulties with 

her because they considered that she was 'safe'. Two of the Aboriginal mothers, 



including one who had worked in Mrs. Banks' class for a short time, spoke of her in 

this way: 

I believe [Janet Banks] makes you feel safe. She's got that warm feeling. Just looking at her makes 
you feel comfortable (Bessie Timms, B5). 

I'd like to come back and worlc in the [Bunjis] because it was safe. It was good working with the 
lcids, not just my own but all the kids (Sally Thomas, B4). 

Mrs. Banks also brought Ged Rouse into the school to teach art and craft to the Bunjis. 

Later she helped the A.S.S.P.A. Committee draft a submission for funds to employ 

him to teach all the classes at Baxter. Mr. Irving and other staff considered that this 
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was a very successful programme (see AI and A5), and Ged Rouse was such an 

effective teacher that Mrs. Banks encouraged him to enrol in a teachers' training course 

(see Bl). As Mrs. Banks worked to makes 'spaces' for Aboriginal people in the school 

she came to understand the many ways in which their lives were constrained by 

structural inequalities. Over time she became 'sensitised' to the 'real' meanings of 

urban Aboriginal disadvantage. This is illustrated in the following extract from an 

interview in which she explained how the A.S.S.P.A Committee came to establish a 

cheque account for their funds at the local bank: 

The Ccmmittee members had to establish their signatures at the bank and there were these new 
procedures where you had to get a hundred points of ID to open any account So you might produce a 
birth certificate. Now bow many Aboriginal follc have them? Or maybe a driver's licence. Most of 
these wcmen couldn't afford cars and they didn't drive anyway. You might have rates notices if you 
owned a property but most of them don't own their own homes - they rent. Savings accounts? 
Well that was a joke. The list goes on and on. But we needed this so that we could open an 
account I went up myself and I bad enough trouble and I had heaps of ID - library cards and things 
like thaL So I went up to the Housing Commission and said 'You must be able to help. These 
people don't own their own homes but they are regular rent payers and they probably signed 
contracts with you people. So how about you write a letter saying that Mrs. X is in a Housing 
Canmissioo home and bas been a tenant for five years and I can verify their signarure'. 'No way', 
they said because of course it made more work for them. So I asked to speak to the manager wbo 
was a w001.3D r d been on a committee with and she had always tallced about bow wonderful their 
liaison with Aboriginal people was, so I thought 'Great. Here's a person who's got an 
understanding of Aboriginal. difficulties and she'll show these other people how to do this'. 

I said straight out to her 'Look. I won't create any more work for you or your officers. I'll just draft 
a leuer, print it out and if you're happy with it all you have to do is look in the person's me, 
compare the signarure and if it's the same, then that will be fme'. But no, she didn't want to do iL 
But I persisted and said 'Look. I'll just type it out and bring it up and let you see it', and eventually 
they did use it to credit the A.S.S.P.A. women with thirty points or so towards the hundred. The 
women managed to get the extra points in different ways. One had a licence, someone had 
something else and I think the bank allowed other things. The point is that the system didn't even 
want to give them a look in - because those women won't argue, they won't do battle with the white 
bureaucracy .. .But see, in the wider society, people would say 'Oh they mightn't have cars but 
they've got plenty of money'. and that's what they've got to battle against - people who have no 
idea of Aboriginal reality (Ml2(B): 318-340). 

Mrs. Banks, then, was one of the teachers at Baxter who attempted to implement both 

the substance and the spirit of the A.E.P. She had come to the school with experience, 



knowledge, and skills which were rare in a primary school teacher, and in her two 

years there she worked to develop links between the school and the local Aborigines. 

She understood, and attempted to alleviate the social and cultural barriers to Aborigines' 

equity in schools, and for this she earned their respect (see B l-B5). At the same time, 

her commitment to equity caused some tension among the staff (see Al, A2). As 

Helen, the A.S.S.P.A. co-ordinator, stated, Mrs. Banks, unlike others in the school, 

tended to question policies, and to argue against them if she thought they were not 

'right' - 'She's the person who'll say "No. That's not right'" (B2). While she always 

did this quietly and 'reasonably', it did not endear her to the principal who considered 

that 'she sometimes had problems in coming to grips with the total school picture' (AI). 

While the assistant principal, Mr. Chrisp, respected Mrs. Banks, he also noted as 'a 

very small criticism' that 'she maybe loses a bit of perspective'. Despite this, when I 

went back to the school after Mrs. Banks had left. Mr. Chrisp asked after her, and said 

that if she was not happy in her new school would I ask her if she would consider 

returning to Baxter 'because we'd really love to have her back'. Mrs. Banks did not 

return to the school, but in her time there she had been one of the people who had 

worked to change Aboriginal parents' and students' perspectives on the school, and 

their frequently difficult relationships with its staff. 

The Aboriginal students: Mainstream teachers nominated students who were to go 

into the special class. The criterion for placement was that students' 'cultural 

differences' had to be shown to have had a significantly negative effect on their 

academic achievements, attendances, and behaviour. Teachers would have been hard

pressed to 'prove' a link between the students' cultural orientations and their 

performances in school, and in effect, they nominated the most extreme academic 

and/or disciplinary failures. In the case of one student, cultural difference was not an 

issue at all. Sidney was a white student who could be extremely difficult Prior to his 

enrolment in the Bunjis he had been suspended three times for violence and vandalism 

in the classroom and in the school (see Table 8.7). The class was to be limited to 

' sixteen students from grades three to seven, and it began at the start of year B with 

fifteen students of whom fourteen were Aboriginal. Most of them were 'problem' 

students. Mr. Macs, who had previously taught four of the Bunjis (Duffy, Zac, Dante, 

and Chas), described them in this way: 

I bad Duffy for a year and he always bad a real chip on his shoulder and suffered from an inferiority 
complex. He got frustrated with the other kids and then he'd get really bet up and violent and then 
he'd cry - it would all get too much for him. Academically be was slow right across the board - he 
hated any sort of language work but he was happy to do maths. He took up with a group of 
Aboriginal boys in the class and they worked as a group to frustrate me ... and they used lots of 
delaying, uncooperative tactics - lots of violent things, hitting, punching - they worked as a team in 
being uncooperative .. .! remember Duffy as always fighting and violent, same as Zac, who was 
always completely out of things - he did nothing all day except run around the whole time playing 
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guns. And Dante, well it was like he'd given up on life - be rarely came to school but when be did 
be was apathetic. didn't fit in anywhere and bad no academic interest whatsoever. And Chas, be was 
just too bonible. He didn't fit anywhere at all and be was just off the planet (F .N. 2519/B ). 

While a great deal of Mr. Macs' difficulties with these students could be attributed to his 

pedagogy (see Chapter 8), the views he expressed here were common among the staff. 

Most of the Bunjis' families moved frequently. Of the 26 students who were enrolled 

in the class, only five enrolled for the whole year; two of them, Hub and Thea, were in 

the same family, and another student, Zac, 'went missing' in fourth term and did not 

return to the school. Eleven of the children who enrolled during the year spent less than 

a term in the class. In the following table I have noted the students who were enrolled 

for one or more terms, and the number of schools they had attended, including Baxter. 

TABLE 7.1 Number of schools the Bunjis attended 
Grade Terms In Bunjls No. or Schools 

Zac 5 <4 10 
Kate 6 <4 5 
Hazel 6 2 5 
Howard 7 I 5 
•Sidney 7 <2 5 
Mary 7 3 4 
Cbas 4 3 4 
Thea 6 4 3 
Hub 4 4 3 
Gerry 5 4 3 
Dante 5 4 3 
Duffy 6 4 3 
Ada 7 2 3 
Albert 7 <2 3 
Cbolly 7 <2 2 
Leon 4 <2 3 
Ellen 4 <2 3 
Mabel 3 <2 2 
• = non-Aboriginal; < = less than. 

In the following section there will be a brief introduction to each of the Aboriginal 

students who are noted here. 

Thea and Hub were the youngest of Sally Thomas' five children. Their brother, 

Victor, was enrolled for such a short time in the Bunjis (see Chapter 1 1) that he does 

not feature in this study. The Thomas family was frequently in difficulty with the 

police, the courts, and with Welfare. Victor and his older brother, who had also been a 

student at Baxter, had spent several periods in Smith House (the juvenile detention 

centre). The family's relationships with other Aborigines were frequently contentious 

and violent The children's father had died in a fight shortly after he and Mrs. Thomas 

had separated, and after that his relatives frequently came to her house and verbally 

and/or physically threatened her and her family. Mrs. Thomas was fiercely protective 

of her children and she confronted whites, particularly teachers or police, who 'picked 
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on them'. She stated that she'd had a 'few hassles over the years' with some teachers 

at Baxter: 'especially with my older kids; they're no angels, I know, but see, I'm a 

person, if someone hits my kids I don't like that, even pushing. I don't like that, and 

[teachers] have done that to my kids over the years' (B4). 

When the school constable allegedly assaulted her son, Mrs. Thomas took the 

matter to Aboriginal Legal Aid who brought charges against the constable in the 

courts. She had taught her children from their earliest yearts to 'stand up for 

themselves' and to show that 'they were not rubbish - they were brought up 

properly' (see B4). This frequently led to conflict between the Thomases and the 

staff at the school. Teachers whom they thought were unjust or racist were 'fair 

game'; on the other hand, Mrs. Thomas would also intervene when her children 

had been treated fairly and they had failed to reciprocate in kind. When, for 

example, Victor had hurt a young classmate and sworn at Mrs. Banks, Sally 

Thomas insisted that he return to the class and apologise: 'I made him [apologise] 

because she's taken so much time for my children, not just all the other children, 

and kids [appreciate] that' (B4). 
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Unlike Victor, Hub and Thea were very 'gentle' students. Hub was a creative child 

who drew beautiful pictures. He had a pronounced stutter which mean that he took a 

long time to answer questions (see C2: 19-34). Although he attended E.S.L. and 

Special Education classes, he spent most of his time in Mrs. Banks' class. Thea was a 

'full-time' Bunji. It was Thea who first showed me how closely urban Aboriginal 

families guard their privacy. I was driving Thea home after school and I was going to 

meet her mother for the frrst time. I asked Thea if her mother smoked. Most of the 

Aboriginal women I had interviewed were, like myself, smokers and I thought that I 

might need to stop on the way and buy some more cigarettes. When I asked about her 

mother Thea's face 'closed' and she said 'Nuh. Yeah. I don't know'. Mrs. Thomas 

was a heavy smoker, and although her daughter knew this, she was not going to tell 

me, even though I had been observing in her class for several months and I was not a 

'stranger'. 

Ada and Gerry were also siblings. Their Aboriginal mother had died in 1985. Their 

non-Aboriginal father spent most of his time working out bush and he entrusted the 

day-to-day responsibilites of the household to his six children. While the eldest brother 

and sister were in charge of the house, each of the younger ones also had specific duties 

in the home. Their Housing Commission home had a large well-kept garden, and it 

was one of the most attractive houses and blocks in the neighborhood. In the year 

before her enrolment in the Bunjis, Ada had been in trouble for fighting at school and 



for what she describes as 'running amok in the playground' In the Bunjis she was one 

of the older students who assumed responsibilities for 'looking after' the younger ones 

(see Chapters 10 and 1 1). Since she was well-used to caring for, and organising 

younger siblings in her home, she had a quiet authority which the younger Bunjis 

heeded. When she told a child to 'stop mucking around' they usually did. 

Gerry was several years younger than Ada, and although he was short for his age, he 

was stocky and strong. He was a skilled fisherman and bushman, and he knew where 

to flnd bush-tucker in the vacant blocks and in the bush around Baxter. He had learnt 

these things from his Aboriginal grandmother who lived in a small rural town south of 

Darwin, and it was this area that the children called their 'country'. Gerry wrote of her: 

I feel proud ofNana because she is an Aboriginal woman. Her name is Nana Whisky and she 
lives in South Town. She goes out bush for bush food and djuluga which is bush turkey. 
She cooks the tw"key out bush in a fire in the ground. She also gets billy goat plums and 
sugar bag [wild honey]. Nana likes water lillies. She boils them in a billy can with long 
bums [shellfish]. 
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Gerry had special learning difficulties, and he attended the Baxter Special Education and 

E.S.L. units. 

Mary and Zac were also siblings, and they lived with their mother and baby brother in 

a Housing Commission home. In the year of the research, their lives at home and at 

school were severely disrupted by troubles in the family. Mary was a tall, well

proportioned adolescent, and Zac was a very small, thin child who was frequently ill. 
While Mary looked after the baby before, and after, school, Zac appeared to have few 

responsibilities in the home. In the Bunjis he was one of the younger students, and his 
best friend there was Dante. 

Danu was a wiry ten-year-old who described himself as 'handsome, have brown hair, 

dark eyes and am dirty all the time'. He lived with his mother, one sister and a baby 

brother and he assumed a great responsibility for his young siblings. His mother 

frequently needed him to stay home and mind the baby, and in many ways, Dante 

played an adult role in the family. He arrived at school late one morning with his 

brother beside him in a pram. He was wearing only a pair of shorts and he gave Mrs. 

Banks $30. This was his money for the Bunjis' camp, and this was the last day that the 

money could be collected. Mrs. Banks took the money and asked Dante if he was 

going to stay at school. He held out a Visa card and said 'Nuh, Miss. I got to give this 

back to my Aunty, and then I've got to look after my brother because mum's busy 

today'. On this occasion Dante had gone to a great deal of trouble to meet his 

obligations in the home and at school. He had pushed the pram for more than three 



kilometres to the automatic bank-teller and on the way he had had to cross two double

lane highways and several busy roads (none of these had pedestrian crossings). His 

mother assumed that Dante would be able to get himself and his brother across these 

roads safely, that he would be able to use and return the Visa card, and that he would be 

able to care for the baby for the rest of the day. Dante also had a responsibility to look 

after his sister at home and at school, and while he mediated his own disputes 

peaceably, he would use his fists to defend her. The assistant principal, Mr. Chrisp. 

spoke of one incident that had occurred in the year before the research: 

Dante is a really solid kid with values and caring and just quietly getting in and looking after 
people ... in that sort of family you just get in and protect your sister and be's excellent at that. And 
there was a problem with his sister and another kid and Dante just very quickly came forward 
[fought). And be was very ready to discuss things afterwards and I said 'Look. what you've done is 
admirable and that's 0.1(. out of school, but in school I'm paid to do it [discipline students). And at 
school you don't handle those things yourself. and Dante quite accepted that (A2). 

It is likely that Dante's maturity came from his early exposure to the life of adults. His 
mother, June, said that she 'always let him sort out his own problems in and out of 

school', and she was one of the few mothers who did not intervene if there was trouble 

at school because 'he's just got to learn to handle it'. As a very young child Dante had 

gone bush with his uncle who caught and butchered feral animals for pet-meat. During 

one of the Bunjis' morning-talks he recalled riding on a feral donkey which his uncle 

had caught and penned: 

I was just riding that donkey round and round and when be was quiet my uncle came up and bit him 
ovez the bead with his axe and be just fell down dead. Then the men cut him up for his meat 
(F.N. 2214/B). 

Like many of the Bunjis, Dante was acutely aware of his environment and he was quick 

to notice changes or anomalies. In year A when Dante was attending Mrs. Banks' 

E.S.L. class, there had been several thefts of money in the classroom. The principal 

suspected that Dante and Zac were taking the money, although the boys denied it 

Dante told Mrs. Banks that she should question one of the boys in the class because he 

'wears a coat with pockets', he 'stays later than the other kids', and 'he's got eyes that 

are looking all the time'. This boy was found with the money. 

Leon lived with his mother and his younger sister. His father was a seaman who 

spent long periods away from home. Although Leon had no 'visible' signs of 

Aboriginality - he had fair hair, blue eyes and freckles - he knew the Aboriginal myths 

and stories associated with his 'country' which was an area several hundred kilometres 

south of Darwin. He was an extremely energetic ten-year-old who described himself as 

'hypo' :  'I get hypo when I eat red stuff - red cordial or red ice blocks'. In the 
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classroom he was rarely quiet or still. Unlike the other Aboriginal children he was very 

conscious of his personal space and possessions, and while he guarded these fiercely, 

he rarely considered the rights of others in these matters (see, for example, C2: 463-4, 

473-5). In brief, he could be a very difficult student. The teacher who taught him after 

Mrs. Banks said that he was 'a nightmare' and she asked for special assistance from the 

Behaviour Management Service. 

Cluls was one of the younger Bunjis, and he and Leon were committed antagonists. 

Like Leon he had fair skin, blonde hair and blue eyes. When I interviewed him and 

Albert together he said: 

Cbas: I look white but I'm half Aboriginal and half white . .. 
Albert: You're still an Aboriginal. [to researcher] His mother's a bit Aboriginal, a little bit dark 
brown. 
Cbas: My nana is fTI()re Aboriginal than that She's black (R17(B): 406). 

Chas told me that his favourite out-of-school activities were 'climbing, running, playing 

and jumping over fences'. The last had got him into trouble with Ged Rouse who lived 

in the house behind Chas: 

fnbe first time I met him was when be jumped over my fence and Ninja-Turtled all my plants. 
Came over with a stick and one of those Turtle masks and Ninja-Turtled 'em. I kicked him out of 
my yard and told him never to oome back and then I came to school and there he was in the Btmjis. 
He comes over my bouse now, but be asks before be comes over. Nobody [students] likes him 
because be teases everyone and then they belt him and tben be cries. And be does good work too 
(Bl). 

Chas' impulsiveness made him unpopular with the other students and he frequently 

teased or annoyed them until they retaliated. Sometimes they teased him about his fair 

skin and implied that he was not a 'real' Aborigine. In contrast to Chas, Duffy and 

Albert were popular students whom their classmates considered to be the 'leaders' in 

the group. 

Duffy was of Torres Strait Islander and Aboriginal descent, and his family will be 

described in detail at the end of this section. His mother, Bessie Timms, worked in the 

Baxter Homework Centre. She was very strict with Duffy and her other two sons: 

I was brought up - very strict. There's a time to play but you've got to do your chores first...and my 
kids have chores at home and rules ... wben we come home from the Homework Centre each child's 
got his own chores. My kids are usually up at five in tbe morning, even on weekends, and they've 
got their rules. They've got plenty of time to make tbeir own beds, have a shower before they make 
breakfast - they make their hmcbes too (B5). 

While the family spoke English in the home, Duffy also spoke Torres Strait Creole 

which was Bessie's mother-tongue. He and his brothers were members of an Islander 
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dance group, and Duffy was an accomplished drummer who performed for the school 

on several occasions. He was also an excellent mimic and actor whom, in the year after 

the Bunjis, Mrs. Banks enrolled in the Darwin Youth Theatre. Despite his reputation 

for misbehaviour and aggression, Duffy was capable of gentleness and concern for 

others. For example, when Ada's earring had caught in her hair, Duffy went over 

quickly and helped her. He untangled the earring and also took time to re-fasten her 

necklace. Another time he carefully pulled out a plastic cap which had gone down into 

Hazel's ear, and when Howard came to school with a large splinter in his leg, it was 

Duffy who removed it. Duffy developed close friendships with girls as well as boys. 

When I asked Ada whom she would choose as a co-interviewee, she immediately said 

'Duffy'; when I asked her why she had chosen him she said 'because he is my very, 

very, best friend'.  
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Albert came to the Bunjis mid-way through third term. He described himself as 'a 

man; a good man'. He was fourteen, and he was at least two years older than any of 

the other students. His age, among other things, meant that he had high status in the 

group. He had come to Darwin from a remote settlement where his grandmother was a 

tribal elder. Albert, his mother, Miriam, his grandmother and his white stepfather had 

lived for six months in another suburb of Darwin before they moved to Baxter. Miriam 

was a qualified teacher and a well-known artist and woodcarver. In Albert's early years 

at school be bad been instructed primarily in his own language, and be spoke a strong 

Aboriginal English. Albert's status in the Bunjis derived, in part, from his claims that 

he had been initiated, and that he knew Aboriginal law; however, his mother qualified 

these claims: 

Not yet He's not old enough yet. I don't  think so because he's still a child. In some ways he's 
smart but in other ways be's still a little bit childish ... He's already been through initiation when be 
was seveo .. .Maybe the kids [Bunjis] respect him because be was that little bit older and because be's 
been initiated before when be was seven. Wben they're a little bit older, about thirteen or maybe 
twelve, they think they're older and they think like 'I'm a man now', and they think tbey can run it 
all you know? (B3). 

Albert played the didjeridoo in an Aboriginal dancing troupe which performed two 

evenings a week for groups of tourists. The Bunjis had seen him on television, and 

this earned him considerable prestige in the class. He was a skilful hunter and 

fisherman. As his parents noted, when the family had moved to town, Albert still made 

use of these skills: 

Jack: Often be' d come home and the fridge would be full of food - we used to argue about this - and 
be' d come home, get his shanghai and go across the road in the bush, kill a couple of birds and come 
back and make a fire out there [in tbe yard] and cook them. 

Miriam: That's what we do in the bush; make up a little ftre and cook them. 



Jack: After Miriam's nephew, Manu, came to stay with us for six months - this was before we 
moved to Baxter - and one weekend he and Albert came home and we had tea ready but they didn't want 
to eat it and I walked outside and they were both out there eating and I said 'What you eating?' and 
they'd been up to the school - this was the Saturday afternoon - and they'd killed all the school's pet 
frilled-necks [lizards] and cooked and eaten them .. .It's only now after Albert's been gone for a few 
months that we're starting to get the birds coming back in the yard again (B3). 

Unlike his classmates, Albert was very serious about learning which he thought 

students 'did' by being quiet, busy, and obedient He would reprimand younger 

students who were 'mucking around' and 'not doin' it [schooling] properly'. Sadly, 

the schooling which he held in such esteem had failed him, for while he should, by age, 

have been in high school, his literacy and numeracy were barely at a grade three level. 

Mabel had also come from a remote Aboriginal settlement She had spent the ftrst 

semester in a mainstream class, and mid-way through third term, her teacher had asked 

for her to be transferred to the Bunjis. She lived with her mother in a small Housing 

Commission flat Her mother was an artist, and she had decorated their home with 

woven mats and bark-paintings. Mabel took some of these paintings to school and she 

explained their 'stories' to the Bunjis. They were very beautiful, intricate works which 

the 'town' children examined with some interest and respect (see C2: 452-9). 

Kau lived with her mother and three siblings who were all under school age. Her 

duties in the home included caring for these children and for her grandmother who lived 

nearby. In year B her grandmother became seriously ill and Kate looked after the 

young ones when her mother went to the hospital, and she stayed with her grandmother 

when she came home from hospital. This meant that she often came late to school, or 

was absent Apparently the skill and assurance that she demonstrated in the home did 

not transfer to the school setting. Teachers noted in her reports prior to year B that she 

was 'immature for her age' and lacked 'motivation',  'self discipline', and 

'responsibility'. 

Haul was the only middle-class student in the Bunjis. Both her parents were in 

permanent, full-time employment and they were buying their own house. When the 

family moved to a 'better' suburb in mid-semester, Hazel continued her education in a 

private school. While the parents expected Hazel and her brother to help in the home, 

they also stressed that their children's education was a priority in the family. In 1989, 

when Hazel was having difficulties in school, her parents had applied through 

A. T.A.S. (Aboriginal Tutorial Assistance Scheme) for a private tutor. Her mother said 

that this programme, which continued until Hazel went to high school, had substantially 

improved her literacy and numeracy. Hazel was the only Bunji who applied for this 

kind of assistance, and she was the only one who was considered to be an outstanding 
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success in mainstream maths classes. Mrs.Wedd, who was Hazel's maths teacher, said 

that she was one of the top three students in her class. Hazel was a very competitive 

student and in the Bunjis she was often loud and 'bossy'. She appears to have changed 

a great deal from her early years in school when teachers noted in their reports that her 

'quietness' concerned them. Her transition teacher had asked the school's Guidance 

Officer and Speech Pathologist to test Hazel because she was 'shy', 'unwilling to talk', 

and 'absent-minded'. 

ChoUy was a tall, well-proportioned, and garrulous adolescent who, unlike his 

classmates, wore expensive clothes with a great deal of 'style'. He came to Baxter 

from a small Western Australian rural town named Dhwna where he had lived all his 
life. His mother had sent him to live with his aunt in Darwin in order to broaden his 

social and educational experience: 

My other teacher at Dhuma., every time those other mob [pupils] made humbug in the class ... she 
took it out on me. And my mother went up to the school to see that teacher and that's why they 
wanted to send me to Perth boarding school or out to a little school on a station .. .! wanted to go to 
the station because it was good there - you can ride horses to school and muck around with the horses 
(M2(A): 142). 

Cholly spoke a rich Aboriginal vernacular, and 'humbug' was a term that he often used 

to describe other people's misbehaviour. For example, he wrote that one of his uncles 

was banished from Dhwna and 'sent out to a station because he made humbug in town 

for money'. He thought that his younger classmate, Chas, was the quintessential 

'humbug': 

See, Olas humbugs us all the time .. .Mrs. Banks tells us that if we hit him or hurt him we'll get 
points off our [team]; but be makes humbug all the time for us and then if we hit him then we'll get 
the blame for it because be makes us [angry). And that's why this kid [a oon-Bunji] out on the oval 
smashed him (M2(A): 047). 

Yet Cholly also tended to exasperate others. He frequently 'talked over' other students 

and Mrs. Banks (see C2: 128-9, 335-6, 373-6, 574-6, 583-5), and he invaded others' 

privacy. If, for example, Mrs. Banks or other teachers were discussing personal 

business with a student, Cholly was usually listening nearby. His teasing could be 

hurtful and gratuitous (C2: 135-6; F: 64-9), and his irresponsibility was a source of 

friction between him and Mrs. Banks. He instigated projects and then withdrew from 

them when others were deeply committed. He did this when he planned the Bunjis' 

item for the Christmas concert, and then did not come on the night This was one of the 

few times that Cholly's classmates showed indignation at his behaviour. Duffy 

confronted him - 'And you got us into this mess in the first place' - and the others 

teased and excluded him. 
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Elkn and Howard were siblings who joined the Bunjis in third and fourth tenns 

respectively. Although they were were born in Darwin, and they had lived there for 

most of their lives, they spoke of the land far to the west of Darwin as their 'country'. 

Their father was one of the traditional owners of this land, and the family had spent 

long periods living there in bush camps. Howard had special learning difficulties 

which meant that he attended Special Education units throughout his years of primary 

schooling. His records indicated that before he came to Baxter he had attended at least 

four schools where his attendance had been very irregular. The police and Welfare had 

had regular dealings with Howard and his family. 

Apart from these students, and the non-Aboriginal, Sidney, another eleven Aboriginal 

students enrolled for less than a tenn in Mrs. Banks' class. While, as has been 

indicated here, there were differences between students, there were also commonalities. 

All the students noted above identified themselves as Aboriginal, and they had strong 

real and ideal links with 'country' which was, in all cases, outside of the Darwin 

region. All students spoke an Aboriginal vernacular, and most of them had extensive 

responsibilities in their homes. In some cases it could be said that the well-being of 

their families largely depended on their willingness to take on duties in the home, and to 

perfonn them competently. All the students had a history of academic and/or social 
failure in school, and the majority (13 of the 18, or 70% of those noted in Table 7.1) 

had been involved in some kind of special programme. Most of their families were 

supported by single parents (predominantly mothers) who received some fonn of 

pension. In the following table the Bunjis' families are represented by the eldest child. 
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TABLE 7.2 The socio-economic status of the Bunjis' families 

Thea 
Mary 
Kate 
Dante 
Duffy 
Albert 
Cbolly 
Mabel 
Howard 
Ada 
Cbas 
Leon 
Hazel 
s.f. = stepfather 

No. of 
Child reD 

s 
3 
4 
3 
3 
I 

1 
4 
s 
2 
2 
2 

Parnt(s) 
m & s.f. m 
m 
m 
m 
m & s.f. 
aunt 
m 
m & f  
f 
m & f  
m & f  
m & f  

EmploymeDt 
pension 
pension 
pension 
pension 
pension 
pension 
pension 
pension 
pension 
skill. lab. 
retail serv. (m &f) 
skill. lab. (f) 
semi-prof. (m & f) 

The parents: Seven of the families noted in Table 7.2 did not have a car or a phone, 

so it was important to them that services (e.g. medical, transport, welfare, housing) 

were available in the district Parents said that services in Baxter had recently improved 

and that they were happy to live in the area They also said that they were well-satisfied 

with their Housing Commission homes. Women often needed to improvise, since their 

homes were only supplied with a stove. They draped old sheets for curtains, and they 

used the small built-in broom cupboards for hanging their 'good' clothes. Sometimes 

they and their children slept on swags on the floor until they could afford to buy beds. 

Most families could afford little more than 'basic', second-hand furniture, and they 

usually rented items such as televisions and refrigerators, or bought them through hire 

purchase. The Aboriginal C.L.O.s noted that many of these Aboriginal families lived in 

a cycle of permanent debt: 

Arthur: A lot of Aboriginal families around here never seem to catch up [on debt]. Just about 
everything they have is on lay-by. 
Lyn: Things lilre T.V.s, videos. washing machines - everything's on time payment because 
otherwise they'd have nothing (Ml3(A): 520). 

The lives of most families were geared to two cycles - the arrival and departure of 

friends and kin (generally seasonal), and the pension and off-pension weeks 

(fortnightly). In addition to the immediate family, households might also comprise 

close or distant relatives and friends, and 'boyfriends' with whom mothers had 

temporary and frequently turbulent relationships. Visitors who stayed for short 

periods, and those who became semi-permanent 'boarders' tended to increase the 

economic and domestic pressures on households. Roles and responsibilities tended to 

be differentiated by age and sex, and most, if not all of the domestic labour and 

childcare was done by mothers and the oldest children. An account of Bessie Timms' 

family shows something of the social, economic, and personal strains on the members 

of one of these households. 
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Bessie Timms' household: Bessie Timms supported her family on a single-parent 

pension which she supplemented with her wages from the Baxter Homework Centre 

where she worked for 6-8 hours per week. She lived in a three-bedroomed Housing 

Commission house with her three sons - Duffy, Max, and Ben (respectively 1 1 ,  10, 

and 8 years old). There were also a number of temporary and semi-permanent 

'visitors' - Bessie's elderly father, her father's cousin, and her boyfriend, Bill. Her 

brother, who had stayed with the family for several months, had recently returned to 

Queensland. Bessie's father, who was in poor health, came to stay with her every year 

for at least six months to escape the winter in the south. Bessie said that in the next few 

years he would come to stay with her permanently because 'the weather down south is 

too cold for him now that he's old'. Bill, who was unemployed, had been living with 

the family for three months. While Bessie acknowledged that he was 'a bit of a wild 

character' - he liked to drink and gamble and he had beaten her several times - she 

hoped that their relationship would last (Bill left Bessie within the year). Bill alleviated 

the loneliness which Bessie had felt since her husband had left the family several years 

before. That had been a 'hard' time for Bessie because arguments between her, her 

husband, and his relatives had resulted in her husband's departure, and also in the loss 

of the Housing Commission home which she had rented at the time. After this trouble 

Bessie had stopped her drinking, but the loss of her husband meant that she was 

prepared to 'put up' with Bill's: 

My boyfriend goes out drinking and he's all I've got, the closest person I can talk to, and so I stay 
when be goes out and clean the bouse and tidy out..J used to drink too, but drinking money was very 
hard to replace and I found that I couldn't afford it, and that's the main reason I gave up drinkiog 
(M12(A): 213). 

While the three men (Bill, Bessie's father, and her father's cousin) comprised a 

relatively permanent part of the household, and they all received some form of pension, 

they did not contribute a great deal to the financial and domestic support of the 

household. While Bessie managed the finances and most of the domestic labour of the 

home, Duffy, who was her eldest son, took responsibility for 'looking after' his two 

brothers and his grandfather. For example, he ran errands for the old man, he bought 

small items for him at the local shop, and he prepared his breakfast in the morning. He 

also made his brothers' breakfasts and school lunches, helped them to get ready for 

school, and then walked there with them. The youngest boy was a chronic asthmatic 

and diabetic who walked very slowly, and this meant that Duffy was often late to 

school. This caused some conflict between the brothers, and between Duffy and his 
mother (see B5). 
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Although Bessie acknowledged that the other adults did very little in the home, she felt 

no resentment She accepted that the responsibility for the domestic, and fmancial well

being of the family was hers: 

My father is diabetic so he can • t do much around the home. He might go back to Queensland for a 
holiday and that would be a break for me - I'd be able to put more time into the school and the 
Homeworlc Centre and [laughs] I'd also get my double bed back for a while [Bessie has given her bed 
to her father and she sleeps on the floor]. He might ask the boys for a game now and then [laughs], 
but that's about it Or if I say 'Dad, I've got a meeting at school and I' U be late·, be· ll take his own 
clothes off the line and leave ours. He's quite strong but be gets very tired (M12(A): 285). 

Bessie was sometimes hard-pressed to manage her family and her part-time work at the 

Homework Centre. She said how on one evening she had put the tea caddy on the 

stove instead of the kettle and burnt it because 'I was just dead on my feet'. On that day 

she had cleaned the house, washed for the family, spent two hours at the Homework 

Centre, and shopped Up Top. At these times, Bill might give her some assistance: 

Sometimes I get very tired, sometimes even too tired to cook. but my boyfriend can be very 
helpful. Sometimes he'll cook or take out the washing. Only trouble is when someone 
comes around and tells him 'Come on. You've got money. Let's go Up Top and go to the 
pub', that's very bard then; makes it harder for me then (M 12(A): 370). 

Bessie was always preoccupied with two things - money and food. Her pension, 

which included a family allowance of $20 per child, was $580 per fortnight. She 

stated: 

After I've paid out for everything apart from food I'm left with about $300, or a bit more, to do all the 
rest and that's not much. that leaves me right down so it's lucky that I've got this part-time job, 
casual [at the Homework Centre] (Ml2(A): 43). 

Apart from food, Bessie's other expenses were considerable, and they kept her in a 

more or less pennanent cycle of debt They included regular household expenses such 

as rent (approximately $100 per fortnight which was increased when people came to 
stay), and charges for electricity and water. The authorities at the Housing Commission 

had increased her rent while her brother was staying with her, but they had made an 

error and had not reduced it when he left. Although Bessie knew that she would be 

compensated for this, it meant that for several weeks her fmances were 'tighter' than 

usual. Some of her pension went to pay off the furniture that she had bought for the 

house - some beds, a washing machine, a refrigerator, a television and a video - and 

some went to repay old debts. In her previous Housing Commission home she had had 

a phone, and relatives who had stayed with her had left her with a bill of $800 which 

she was trying to pay off. Bessie said that after this she would never have a phone in 

the house, and she became very 'choosy' about the people she let stay. 
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The phone had been essential when her youngest son had been ill Since her only 

daughter had died in infancy some years before, Bessie was always anxious about this 

boy, and when he became ill she would send him to live with one of her sisters who 

lived in Darwin and who had a phone and a car. When this happened. Bessie paid her 

sister for his 'board' and this was another strain on her fmances. Shortly after her 

husband had left. Bessie had tried to work to pay off her debts. She worked in a 

clothing factory, and although she worked there full-time, she was paid casual rates. 

Her wages came to little more than the pension and, since she could no longer claim a 

pensioner's concessions for rent and other services, she was less well-off. Since she 

worked the full day and the factory was a long way from Baxter, it meant that she could 

not be home for her children in the afternoons, and one day she said that she 'just 

walked out of there'. Since that time she had become more-or-less resigned to debt 

Over the years she had managed to save a little money, and she had a credit card which 

she used 'for emergencies'. Her family's activities were detennined by the pension and 

off-pension or 'draggin' weeks (the latter also called the 'miler' or 'no thin' weeks by 

other Aborigines). On 'pay day' Bessie walked Up Top and bought the basic foods 

which would have to last the family for two weeks: 

I get a big bag of flour and a big bag of rice and bread and plenty of vegies and then when the vegies 
run out the rice will last until the next pay day. My boys are big eaters but I've got to balance it 
They know that if we have our dinner we have to have rice, meat or vegies with salad but they're not 
allowed to touch the bread because the bread's got to go towards the hmch. My dad's a vegetarian and 
be loves his bread and ... the boys have to have their bread next day too so we either miss out or it's 
the crust or go without Or I might cook dmnplings. scones or damper with the rice and the meat and 
that makes the meal (M12(A): 156). 

When she had bought the food and paid the essential bills, Bessie spent some of her 

money on small 'treats'.  These included 'a packet of smokes and tea bags' for herself, 

and some 'pocket-money' for her sons. While she hoped that the boys would buy food 

such as hamburgers or 'Kentucky' with their money, she did not stop them from 

spending it on the pinball machines, soft drinks or other things, for this was an 

important part of their socialisation as 'coloured kids': 
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I give them each a little bit of money to spend themselves. I like them to be able to go and buy their 
own food and things so that one day if I'm not bere they'll know what to do, because being coloured 
kids they might worry about 'What am I goona say now?', or 'What am I gonna do?' 
(Ml2(A): 396). 

Bessie wanted her children to be competent and confident in the white world, and she 

stressed the need for parents to discipline their children. She thought that her children 

were better behaved than others whom she saw at the shops. They 'put on tantrums for 

their mothers crying for chips and things ... my kids would not do that, like say "Mum, I 

want something". They cannot say that. I have to ask them'. Sometimes in the 



pension week Bessie went to the bingo nights at the school. This was her only 'social' 

activity and she enjoyed it a great deal because 'it's a cheap night and there's no 

drinking there, and the people are very friendly'. While there were small treats, then, in 

the pay-week, Bessie's thoughts were never too far from the off-pension week when 

life could become very hard: 

To manage in the draggin' week you've got to think about everything you buy. Like on pay day I'd 
love to buy a ticket in those lotteries you see on T.V. for Dundee Beach. You look at that $5 and 
you think 'In the draggin • week I could get a loaf of bread for the ldds to take to school or a little 
paste, the cheapest you can get, or some fruit'. So I just forget about that and get food instead 
(Ml2(A): 247). 

In the off-pension week, Bessie became more anxious as her money and her food 

'shortened'. During this time she might be forced to call in old debts from friends or 

relatives - a brother who had just come into town, or a cousin she met Up Top who 

'knows she owes me money and hasn't paid me'. She might also call on her younger 

sister whose pension-week alternated with Bessie's, and who might be able to repay the 

money that Bessie had lent her the week before. If these sources failed her, then Bessie 

walked down to the mangroves with her sons (see above). She would cook the small 

fish and shellfish they caught there with rice or damper for the evening meal; however, 

the last mornings of the 'draggin' week could also be anxious times for Bessie and for 

Duffy who was responsible for making the breakfast 

Towards the end of the draggin' week, just as well my kids love vegemite, because that's about the 
ooly thing we've got left to put on the bread. Like this morning, Duffy came in to me and said 
'Mum, there's only enough bread left for Grandad and breakfast and I got up and had a look and I 
woded it out that, no, there's enough. I said 'There's four for you [Duffy], two for Grandad for 
breakfast and four for Max·, and the boys are quite happy with that because they have two pieces for 
breakfast and two for their scbool lunch. Over the fortnight I have to balance things out. Like if we 
have meat fcx tea, then tomcxrow we woo't have meat, we'll have scones. Make it last. I don't want 
to, but I have to. I've got no choice (Ml2(A): 460). 

Bessie considered that poverty had made her 'mean'.  She no longer lent money to 

relatives and friends who did not 'pay back', and she no longer invited people to her 

home: 'We used to have some friends come round but I found that I didn't like it 

Friends and relatives, they'd be eating your food and that would shorten you up and it 

was very hard to replace' (M l 2(A): 210). 

She also knew that poverty made her children different from others. For example, they 

did not have holidays, birthday parties, or presents, and they wore secondhand and 

hand-me-down clothes. For these and other reasons, she was, like the other Aboriginal 

mothers, very protective of her children, and she was quick to confront those whom 

she perceived to be unkind or unjust to them. This had led to several notable 

confrontations between her and some of the staff at Baxter. In the year prior to the 
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research, Duffy was doing badly at school, and he had been placed in Mr. Macs' class 

where Bessie was told that he would get the 'special help he needed' (see B5). Duffy's 

learning and behaviour rapidly deteriorated in this class, and Bessie had gone up to the 

school and had several 'terrible arguments' with the teacher and with the principal. 

When Ms. Izard, who was Max's teacher, had pushed him and torn his shirt, Bessie 

had gone to the school immediately: 

[A}od I said 'Let's see bow she [Ms. Izard] feels, picking on a little child'. I walked over and 
grabbed her and pushed her and I said 'See bow you feel!', and she said 'Don't you dare touch me!', 
and I said 'Don't you dare touch my child, either! I'm a single parent and ifl go to Welfare they'll 
step in and do something about you'. I didn't like her. I believe that Max was one of the brightest 
kids in that class ... and I think that she just didn't appreciate it. Or maybe she bad something against 
all the coloured kids. I don't know. I never asked her (B5). 
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Like other Aboriginal parents, Bessie considered that teachers needed to be firm but 

fair, and when they disciplined a child they had to do this in a way that maintained their 

own and the child's dignity; some kinds of punishment could be perceived as injustice 

and/or racism. Bessie believed that 'good' teachers developed a 'special' relationship 

or 'bond' between themselves and their students - 'just like between a mother and her 

child'. As has been indicated, in Bessie's home this relationship involved social 

distance as well as warmth. While Duffy shared some of the responsibilities of the 

household with his mother, he was not 'equal' to her, and while he, like the other 

Bunjis noted here, enjoyed a degree of autonomy in the home, he was not 'free'. This 

was not. then, a 'permissive' relationship but a 'positional' one, and parents such as 

Bessie expected that teachers would develop the same kind of relationship with their 

children. At Baxter there were teachers who were able to do this, and among them was 

Mrs. Banks. In Bessie's description of this teacher's relationship with her students, it 

is clear that she considered that Mrs. Banks had struck the 'right' balance between 

authoritativeness and warmth: 

[Y]ou loolc at Janet and her class and tbey respect her because she's their teacher, but they respect ber 
because she's li1ce a mother or someone older than them that they respect. She even talks - you don't 
bear her talk. like screaming out - like when sbe talks to Duffy she says 'Duffy' [very gently], you 
know, not really loud. She just says 'Duffy' or 'Ada' [gently), and they listen and they've always got 
respect. You see other kids in a class if a teacher says 'Nathan?', they'll say 'Yeah?', but in [Janet's] 
class she'll call their names and they always say 'Yeb, Miss' or 'Yes, Miss?' - they've always got 
that respect for her .. .l've taught my kids to call people older than them 'Mister' or 'Missus' with 
respect, even out of the school grounds (B5). 



Section B Dalton Primary School and the Tigers 

Although Dalton was a much older suburb than Baxter, and the population there less 

transient, it also had a 'poor' reputation. Among the residents there was a significant 

number of 'settled' but poor Aboriginal and ethnic families whose children posed 

particular difficulties for the school. 
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Dalton Primary School: Like Baxter, Dalton primary school had been classified in 

its early years as a disadvantaged school due to the diverse social and cultural 

backgrounds, and the high mobility of many of its students. In recent years there had 

been substantial demographic changes in the area which had resulted in a marked 

decline in the number of students at the school. At the time of my research, there were 

approximately 200 students at the school (cf. 400 at Baxter); thirty per cent (30%) of 

them were Aboriginal (cf. 20% at Baxter and 12.6% the norm), and sixteen percent 

(16%) were ethnic minority (cf. 5% at Baxter). While this school was smaller, then, 

than the one at Baxter, it had higher percentages of Aboriginal and other minority group 

students, and also a slightly higher proportion of its students' families drew Social 

Security benefits (31% at Dalton and 30% at Baxter). In addition to this, 26 per cent of 

the students at Dalton required some form of special education and/or medical 

intervention (no figures were available for Baxter). 

During the time of my field-work, the Education Deparonent proposed to close Dalton 

and several other small schools, and to enrol the students in other schools in the area 

The staff, parents, and the students had strongly resisted. Over the years Dalton had 

developed a solid reputation in the district, and this was reflected in the support that 

parents showed for the school and its programmes. A core of long-serving staff had 

shown commitment to their students' education and pastoral care. Mary Blake was an 

Aboriginal Teaching Assistant who had worked in the school for over ten years and she 

said that 'All my kids have been educated in this school. It's a stable school - a real 

good school - and teachers here care about the kids and their problems.' (F.N. 1 119/B). 

Mr. Stacy, who had worked in the school for many years was one of these teachers. 

The background to the Tigers: In the early 1980s the principal had 'streamed' the 

students in the school into a number of 'regular' and remedial classes. While this 

tended to concentrate the recalcitrants in a few classes, it had also tended to exacerbate 

their misbehaviour. Mr. Stacy was one of a number of teachers who showed concern 

for students who truanted, or who spent their time sitting outside of classrooms or the 
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principal's office, and he proposed to teach the more difficult children in one class. The 

staff supported his proposal: 

People were happy to get rid of what they classed as trouble-makers. They didn't want to spend time 
with these lcids, especially if a teacher had a really nice class of kids and there was this one kid who 
didn't fit in there .. .and there were all the really bad guys there [figers] (M9(B): 454). 

He called the class the 'Tigers', and in his first group, which he taught with another 

teacher, there were 38 srudents, of whom 20 were Aboriginal. For several years Mr. 

Stacy used Schools Commission funding to buy teaching materials and classroom 

equipment Much of the Tigers' 'affluence' (see below) was due to his efforts during 

this time. Mr. Stacy said that his aims for the class were to: 'provide children with 

coping or survival skills', 'create a warm, secure, learning environment', and to 'get rid 

of the stigma of bottom or 'dumb' class'. He introduced a behaviour modification and 

self-esteem programme for all the students, and a number of extra-curricular activities 

which included excursions and camps. He also started a letter-writing programme in 

which students corresponded with well-known Australian sportsmen, politicians, media 

personalities, and so on. This was meant to motivate children to read and to write, and 

it was an important, although not a central part of the Tigers' English programme. Mr. 
Stacy was a dedicated and charismatic teacher, and his success with this class was well

known to the people of Dalton and to personnel in the Education Department When 

Mr. Stacy left the school and was replaced by Roger Collis, the Tigers was an 

'institution' in the school and in the district 

The teachers: The field-work was conducted in two classrooms in this school; one 

of these was the Tigers, and the other was an upper grade that was taught by Mr. Dane. 

Mr. Collis had taught in a remote Aboriginal school for a number of years before he 

came to Dalton. He stayed at Dalton for several years and taught different groups of 

Tigers during that time. Among the staff and parents he was noted for his personal 

qualities and for his interest in Aboriginal education and culture. Teachers, students, 

and parents said that he was 'easy to talk to', 'has a good sense of humour', 'talked 

straight out', and that he 'cared about Aboriginal kids and their parents'. Like the 

teacher he had replaced, Mr. Collis was a charismatic and forceful member of the staff, 

and he showed a real concern for the disadvantages which faced Aboriginal students 

and their families. He believed that Aboriginal children behaved and learned in 

distinctive ways, and that their failure in school was mainly due to 'traditional' 

instructional and disciplinary regimes which took no account of their culture and their 

identity. He conducted several in-services at the school in which he outlined the 

features of a pedagogy which he suggested was appropriate to this group's cultural 
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needs and interests. When Mr. Collis came to the Tigers he had two distinct, and in 

some ways, conflicting pedagogic goals. The first was concerned with the maintenance 

of the Tigers' 'traditions', and the second involved the establishment of a 'child

centred' pedagogy which was not 'traditional'. 

Mr. Collis saw the Tigers as an 'inheritance'; it had a distinct 'reputation' which he 

worked hard to maintain: 

Collis: My job is to keep the group myth going and not re-inventing the wheel every year. I want 
to see that the myth about the group is carried on and that's evident in the way newcomers are 
incorporated into the group. It's important too that kids fulfil their potential and this could be in the 
areas of spcxt, academics and culture. 

Researcher: What do you mean by 'myth'? 

Collis: Well our reputation as the Tigers. Just like a football team's mythology about their 
winners, the myth of the Tigers is very positive - that kids will do well, it's good to be here, the 
group has a good spirit and the kids look after each other. This is like an inheritance. I inherited it 
wbeo I took over the Tigers and the kids were very keen to see that I fitted in with them 
(Interview, 13n!B). 

Mr. Collis maintained, and in some cases, centralised the activities from Mr. Stacy's 

time. For example, he stressed the importance of the Tigers' 'code of honour' which 

was a set of rules - always try to help others who need it; always be kind to others; be 

polite when spoken to; think before you speak; be cooperative - which Mr. Stacy had 

written on a 'shield of honour'. lbis was used in the induction ceremony in which new 

students 'became' Tigers. After a period of probation in which their behaviour and 

attitudes were evaluated by their classmates, these students were 'voted in', as Mr. 

Collis indicated here: 

Jeremy bad to earn the right to a place in the Tigers. He sat in the circle while the other kids said 
what they thought was important about the Tigers so that Jeremy got the impression that he would 
need to lift his behaviour. At the eod of his probation period, the kids talked about Jeremy's 
improvements and they voted him in. The other kids made him a shield of honour (R 18(A): 076). 

Other interests and activities which had been important 'additions' to Mr. Stacy's 

programme, became features of Mr. Collis' curriculum. For example, he 'expanded' 

letter-writing so that all students wrote three letters a week. This became the main focus 

of the Tigers' literacy. Mr. Collis also continued with the self-esteem programme, and 

this tended to pervade many aspects of life in the classroom. There was a greater 

emphasis on sport Like many of the male Tigers, Mr. Collis was an enthusiastic 

supporter of local football teams and he considered that his students' self-esteem and 

motivation could be improved through football and other games which built 'character', 

'determination', and 'team-spirit'. Like Mr. Stacy he emphasised the value of 



excursions and in his time the Tigers became known for their annual camp which was 

held in a remote Aboriginal settlement which could only be reached by plane. 
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In these and other ways, Mr. Collis sought to extend the Tigers' 'traditions'. Some of 

the staff were concerned by his preoccupation with these matters. Mrs. Hayes had been 

in the school for a number of years and she shared a teaching area with Mr. Collis and 

team-taught some subjects with him. She considered that he did not adapt his pedagogy 

to meet changing circumstances, or to cater for the different needs of new groups of 

students. She was concerned, for example, that Mr. Collis' students did not 'aspire to 

the old behaviour code', and that they were 'not a cohesive group - they pull against 

each other and against other teachers' (M3(B): 220). While Mrs. Hayes liked and 

admired Mr. Collis, she also noted that he could be 'forceful and sometimes 

intimidating' if she attempted to raise these concerns with him. She said that 'I'd like to 

talk about that but I don't know whether he feels threatened by it or he just doesn't want 

to see that point of view. I just don't feel comfortable talking about it' (M3(B): 240). 

Although Mr. Collis was concerned to maintain the status quo in some of the group's 

activities, he had decided to make substantial changes in the instructional and 

disciplinary regimes of the classroom. Mr. Stacy's pedagogy had been, on the whole, 

a didactic and academically-centred one. He had attempted, in a number of ways (e.g. 

through behaviour-modification programmes), to adapt his students to the school, and 

he had shown little interest in their cultural backgrounds. Mr. Collis, on the other 

hand. was anxious to establish a 'child-centred' and explicitly 'Aboriginalised' 

programme. This was intended to 'give children power' in the classroom and to 

strengthen their Aboriginal identities. Thus Mr. Collis' students enjoyed an unusual 

autonomy in matters of learning and discipline, and this was seen to be consonant with 

the social and cultural interests of urban Aboriginal homes. Mr. Collis introduced, for 

example, a spelling-in-pairs programme in which the students were able to choose the 

number and the kinds of words they would learn, and the ways in which they would 

learn them (see Chapter 9). He also dispensed with Mr. Stacy's behaviour

modification programme, for he wanted children to be 'free' to express their 

Aboriginality, even if this meant that they rejected the school altogether: 

Wbeo I first came, the programme was aimed at behaviour modification to change kids but now we're 
oot trying to make Aboriginal kids into white kids. We're saying 'What you are is fine but in certain 
circumstances you'll need these skills and we'll teach them to you. If you want to use them, that's 
fine. If you say 'Get stuffed!' that's fme ... An important goal is that these kids cope with their lives, 
have hope and see a future for their lives through that increased self-esteem - feeling good about 
tbemselves and thinking 'O.K., things are crook now but I can worlc hard and get out of it'. The 
biggest killer for these kids is a lack of hope. If you've got no hope you've got nothing 
(lntecview, 13ntB). 
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Since Mr. Collis thought that urban Aboriginal students' failure stemmed, in large part. 

from their low self-esteem, he introduced an Aboriginal Studies programme with the 

help of the Aboriginal Teaching Assistant. Mary Blake. He emphasised that this was 

'not about art and craft or material things but about real Aboriginal identity that comes 

through in the Aboriginal guest speakers, films and videos, and our yearly camp' 

(R18(A): 026). For these, and for other reasons, students and staff in the school 

considered that Mr. Collis was a teacher who understood and empathlsed with the 

cultural and pedagogic needs of urban Aboriginal students. Mr. Fraser was a Special 

Teaching Assistant who worked in the class with Mr. Collis for two years and he 

described his approach to teaching in this way: 

Unlilce a lot of other teachers I've worked with his [Mr. Collis'] expectations academically, those 
expectations aren't very high and therefore be doesn't transfer his expectatioos and give the kids unreal 
expectations of what they can achieve academically. Basically be's a great teacher for teaching k:ids 
common sense and the ability to get through life. His expectations aren't above what the k:ids 
realistically can achieve (Interview, 19/9/B). 

While the Aboriginal students liked Mr. Collis and rarely misbehaved for him. they 

tended to be difficult for other teachers who took less personalised and less empathetic 

approaches. Mr. Dane who taught maths to some of the Tigers was one of these 

teachers. 

Mr. Dane was one of the longest-serving teachers on the staff and, like Mr. Collis, he 

had taught for several years in a remote Aboriginal school before he transferred to 

Dalton. His experience of living and teaching in an Aboriginal settlement had generally 

been a 'positive' one. He understood the difficulties which 'traditional' Aboriginal 

students had with Western pedagogies, and he strongly supported the current policy of 

'Aboriginalisation' in remote schools. He also acknowledged that he had found it 

difficult to 'hand over' his classes to Aboriginal teachers and 'to stand back and let the 

Aboriginal teachers have a go. They taught in a completely different way to me but 

their way was really appropriate for them' (F.N. 18/4/B). He said that he had 

difficulties in establishing relationships with his Aboriginal students because they 

tended to misunderstand his sense of humour, when he teased or joked with them 

'they'd get angry and sulk'. Although he could be affectionate with his students, he 

also tended to use wry humour and sarcasm to discipline them. 

Mr. Dane likened teaching to a 'performance' in which the teacher was always at the 

centre of the stage: 'some mornings I might feel bad, but the lights go on, the curtain 
goes up and you're on'. He permitted his students little autonomy, and he maintained 

strongly hierarchical relationships between himself and them. Students who attempted 

to 'cross the line' or who were slow to obey, were quickly, and sometimes sharply 
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reminded of their 'place'. While Mr. Dane insisted on students' obedience in his 

classroom, he also insisted that they obey and respect other adults in the school. 

Students who misbehaved, for example, with relief teachers or religious instructors 

could expect to be punished. He considered that Mr. Collis' 'laid back style' was 

appropriate in the Tigers but not in mainstream classes, and he was aware that his own 

strictness made him less popular with the students. He was a dedicated and very 

capable teacher, and he attempted to develop students' competence and interest in 

diverse areas of the curriculum. For example, he introduced his students to a variety of 

poetry and literature which included the work of Shakespeare, and he expected them to 

discuss and to write about this work. He introduced his students to some of the 'big' 

ideas in history and philosophy, and he took time during his lunch hours to teach his 

students to play chess. He was quick to tease out the genuinely pedagogic moments 

which occur from time to time in classrooms. It is unlikely that he would have 

dismissed a student's discovery of 'infinity' as easily as Mrs. Wedd had done (see p. 

147). In year B, Mr. Dane taught four of the Tigers. Jeremy was enrolled in his class 

for the first three weeks of the year before he was transferred to the Tigers for 

misbehaviour, and Scott, John, and Doug attended his classes for maths. 

The students: Mr. Collis stated that students were enrolled in the Tigers because of 

their 'bad behaviour', 'poor academics', and 'low self-esteem'. Students' self-esteem 

was evaluated according to teachers' 'commonsense' understandings rather than 

through 'objective' psychological tests. The nwnber of students in the class was 

limited to seventeen. The Tigers tended to come from more 'settled' and more socially 

advantaged families than the Bunjis. 1bis can be shown when the data on the Bunjis 

from Table 7.1 is compared with data from the Tigers which are noted in Table 7 .3. 

TABLE 7.3 The socio-economic suuus o[ the Tigers· [amilies 
Terms In No. or 

Tigers S i b l i ngs Parent�s� Em�loiment 
C l h e  2 r/u m pension 
D o t  2 r/u m & f  pension 
George <3 r/u m pension 
I J o h n  4 5 m pension 
Sparky 4 4 grandmth. pension 
D oug 4 5 m pension 
•tMarg 4 5 f trades. 
•I Marty 4 2 m & f  professnl.(f) 
I Amos 4 2 m & f  manager 
I Mike 4 2 m & f  semi-prof (m & 0 
I Jamie 4 4 m & f  skill. lab.(O 
I Scott 4 2 m & f  trades.(f) 
tShaon 4 5 m manager 
Jeremy 4 2 f skill. lab. 
•Grace 4 I m &  s.f. lab.(f) 
•Ly n 3 2 m & f  skill. lab. (0 
Lou 2 r/u aunt/uncle skill.lab. �a & u2 
• = non-Aboriginal; II = also enrolled in Tigers in the previous year; r/u - records unavailable. 
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In the Tigers, six of the students' families (35%) were supported by pensions 

compared with twelve of the Bunjis' families (66% ), and more of the Tigers' parents 

were employed in professional/managerial positions (five in the Tigers and one in the 

Bunjis). The Tigers' families also tended to be less transient This can be indicated in 

two ways. First, compared with twelve Tigers, only five of the Bunjis were enrolled in 

their class for the full year. Secondly, while there were seven students who attended 

the Tigers for less than a term, there were eleven of these students in the Bunjis (these 

children are not noted in Table 7.1 or in Table 7.3). The Tigers also had less 

responsibility for childcare in their homes because most of them were the youngest in 
their families (eleven of the fourteen students noted here). There were other differences 

between the two classes which tended to make the Bunjis a more diverse, and possibly 

a more difficult group to teach. For example, while the Bunjis was a new class at the 

start of year B, almost half of the Tigers ( 47%) had been in Mr. Collis' class in the 

previous year. Mrs. Banks was also required to teach a wider range of ages and 

grades; in the Bunjis there were five grades (three to seven), and in the Tigers there 

were three (five to seven). While there were substantial differences between the two 

groups, then, there were also some similarities. Like the Bunjis, a significant number 

of Tigers (76% of those noted in Table 7 .3) required some form of special academic or 

behavioural intevention, and some of the students were related to others in the class. 

As mentioned, John and Doug were brothers and seven of the students were frrst or 

distant cousins. 
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Section C Space and Other Resources in the Five Classrooms 

There were considerable differences in the physical environments of the five 

classrooms; the rooms varied in size and in their facilities, and in the ways that teachers 

arranged their own and their students' 'spaces'.  Since these differences had 

significance for teaching and learning, they will be examined in detail here. 

Classroom Space and Resources: Mrs. Wedd's and Mr. Goss' classrooms were 

larger than those of the other three teachers. Their rooms were partially carpeted and 

they contained teachers' storerooms and sinks, 'wet' areas, and large bench tables for 

students' art activities. Mrs. Banks' classroom was the smallest of the five classrooms. 

It was approximately 40 square metres in area (5m x 8m) and it had previously been 

used as a storeroom for the library to which it was 'attached'. There was a sink, an 

area of carpet where the class could sit together, and three large tables which the 

children used for desks. There were two small cupboards under the sink and some 

metal shelves where the students stored their belongings. They kept their lunches in a 

refrigerator which was in a comer of the room. There were two doors in the 

classroom. One led outside to the main quadrangle, and the other led directly into the 

school library. Unlike the other classrooms, this one did not have its own 

airconditioner, it was cooled by the library's airconditioning system and this meant that 

the small room tended to become very cold. When students complained that the room 

was 'freezing' (see C2: 140-52), Mrs. Banks would open the door to the library until 

her room warmed to the same temperature. She also used to take one or two children 

into the library through this door to borrow books during class time, and sometimes 

she let the older students go on their own when they wanted to find material for their 

projects. In third term the principal instructed the janitor to lock the door on the library 

side with a bolt and padlock. He did not explain his reasons for doing this. 

Mr. Dane's room was one of the oldest classrooms in Dalton. In this room there was 

only a row of low cupboards. Mr. Dane had a large class (30-34 students) which 

tended to be crowded in his small room. In some cases, students had to get out of their 

seats to let others pass. There was no room for the class to sit informally together and 

when Mr. Dane needed more open space he would take the class to an empty classroom 

which was down the corridor. 

Mr. Collis' room was in a newer section of the school. His classroom was 

approximately one and a half times the size of Mrs. Banks' room. Although it was 

smaller than most mainstream classrooms, it opened out onto a large area which the 
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Tigers shared with Mrs. Hayes and her class. Mr. Collis used this area for maths and 

for other lessons. Part of this area was carpeted and fitted out with sinks, and there 

were 'wet' and kitchen areas. There was also a 'lounge' area with shelves of books 

and several armchairs. Students could read their books here or in the school library 

which also opened onto this area Next to the Tigers' classroom there was a teachers' 

office, a storeroom, and a computer room which Mr. Collis shared with Mrs. Hayes. 

The two classes also shared a verandah and a toilet block which were at the back of the 

classrooms and separate from the rest of the school. 

Seating Arrangements: As indicated in Figure 7 . 1 ,  the teachers organised their 

classrooms in distinctive ways. 
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A =  teacher's desk; B = 'bot' seats; C = blackboard. 

Figure 7.1 Seating arrangements in the five classrooms 

The mainstream teachers arranged their students' desks in rows which faced the 

blackboard. Their own desks were set apart from, and in front of those of the students. 

Teachers in each of these classrooms had 'hot' seats (B) for their troublesome students. 

Students who sat in these places were close to the teacher but separated from the rest of 
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the class. Teachers also sent miscreants to sit outside where they were liable to be seen 

by the principal during his 'rounds'. 

Unlike the mainstream teachers, Mr. Collis tended not to differentiate between his or 

his students' seating or space. Mr. Collis arranged his and Mr. Fraser's (the Special 

Teaching Assistant) desks, and those of his students side-by-side around a central 

space. In class discussions he and his students sat together on the carpet in this space. 

There were no 'hot' seats in the Tigers. Students who misbehaved were sent to sit 

outside on the Tigers' verandah where they were not visible to others in the school. 

Mrs. Banks' desk was set apart from those of her students. She rarely sat there and 

when she did, it usually meant that she was doing 'official' business such as marking 

the class register, responding to notices, and so on. Her desk was smaller than the 

tables in the room and it was frequently cluttered, so when she worked with individuals 

or groups of students she sat at one of the big tables which was 'spare'. The students 

sat at the other two tables, and the one which was near to Mrs. Banks' desk was tacitly 

'reserved' by the older boys. The girls and the young boys sat around the table that 

was nearer the blackboard. Although Mrs. Banks did not have a 'hot' seat, she would 

move older boys to this table if they were disruptive. This was considered to be a 

'shame job'. There was a table outside the classroom which could be seen through the 

glass door. Although Mrs. Banks sometimes threatened to send miscreants there to 

work, she did not, to my knowledge, ever do this. When the room became very cold 

she would allow some of the older children to work there (see Chapter 10 and C2: 

140-52, 325-6). 

Teachers' Aides and Organisational Constraints: Unlike the mainstream 

teachers, Mrs. Banks and Mr. Collis had some extra assistance in their classrooms. 

Mrs. Banks taught maths to a group which included the younger Bunjis, some children 

from mainstream classes, and six children from the Special Education Unit In fourth 

term, the Special Education teacher sent the Special Teaching Assistant to work with 

Mrs. Banks in the maths period (see AS). While Mrs. Banks was more advantaged in 

this respect than the mainstream teachers, she and her students were uniquely 

disadvantaged in another way. At the start of second semester Mr. Irving assigned 

Mrs. Banks to teach a grade six class in the afternoons in order to release the teacher 

there for other duties, and the Bunjis were sent to several mainstream classes. This 

meant that for half of the year Mrs. Banks was responsible for teaching two quite 

separate classes, and that pedagogic and other interests in the Bunjis were substantially 

disrupted. 
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In comparison with the Bunjis, the students in the mainstream classes and in the Tigers 

worked in 'settled' environments; the Tigers were further advantaged over srudents in 

the other four classes because they had, in effect, two teachers. Mr. Fraser was a 

Special Teaching Assistant who worked in the Tigers for most of the day. The srudents 

thought of him and Mr. Collis as their 'teachers'. Like Mr. Collis, Mr. Fraser took the 

class on excursions to his home and he attended the Tigers' camps. He was also a keen 

follower of local football teams and he went with Mr. Collis and some of the Tigers 

when they went south to play in competitions. He played a key role in the classroom; 

he tutored students, resolved conflicts between them, and helped students who had 

personal difficulties. He also helped Mr. Collis with the daily organisation of the 

classroom; for example, he collected and helped to correct students' homework and 

maths tests, and he supervised the class when Mr. Collis was called away. In these and 

other ways, Mr. Fraser was a considerable pedagogic 'subsidy' for Mr. Collis and the 

Tigers. 

Summary: In this chapter the reader has been introduced to the key sites and subjects 

in the research. There has been a detailed account of the disnict of Baxter and its 

school, and of the Aboriginal families, their children, and the teachers who lived and/or 

worked there. The account was less detailed for Dalton since this was a less important 

site for the research. The social and cultural interests of some Aboriginal families have 

been highlighted; it has been shown how poverty and Aboriginal perceptions of an 

ubiquitous racism shaped peoples' lives and their relationships with non-Aborigines. 

The ethnographic account indicated that in urban Aboriginal homes, relationships 

between family members were 'positional', and that roles and statuses were ascribed by 

age and sex. Children, particularly the older ones, were highly 'disciplined' ; it was 

expected that from an early age they would perform a number of duties in the home, 

and that they would do this willingly and competently. While these children seemed to 

enjoy a great deal of freedom, their autonomy was constrained by relatively inflexible 

social obligations and responsibilities. To summarise, it is suggested that these 

Aboriginal children were orientated to: 

• 'positional' relationships; 

• a distinctive disciplinary structure; and 

• diverse social competencies. 

Each of these comprises the 'theme' of one of the three ethnographies which will be 

presented in Chapters 9- 1 1 .  In these chapters it will be shown how the pedagogies of 

the five teachers in this study 'recontextualised' each of these orientations in their 

classrooms. However, before them, the reader will be presented with some 'hard' 



evidence of the pedagogic outcomes in the two Aooriginal classes. It has been noted 

here that Mrs. Banks' and Mr. Collis' pedagogies were experiments in urban 

Aboriginal education; they were 'alternative' educational approaches for students who 

were considered to be failures in mainstream schooling. While it has been shown that 

both these classes were difficult ones, it has also been suggested that the Bunjis who 

faced greater disadvantages in their homes and in their classroom, presented. 

pedagogically speaking, a greater challenge. On the face of it, it would seem that the 

Tigers were more predisposed than the Bunjis were to 'success' in school. 
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Chapter 8 

Pedagogic Outcomes in the Aboriginal Classes 

Most of the students in the Bunjis and the Tigers were placed in these special classes 

because they posed particular organisational, instructional, and disciplinary problems 

for mainstream teachers. Most were poor attenders, low academic achievers, and 

'behaviour problems'. Prior to the field-work, it was hypothesised that an exemplary 

urban Aboriginal pedagogy would effect 'positive' changes in these three areas (see 

Chapter 1). In this chapter, evidence of change in the Bunjis' and in the Tigers' 

attendances, academic achievements, and conduct will be presented. There will be little 

attempt to explain these changes here, for that will be the task of the ethnographic data 

and analysis which are presented in the three chapters which follow this one. 

Pupils' Attendances: Where possible, I noted the absences of the Bunjis and the 

Tigers in the year preceding (A), and in the year following (C) the year of field-work 

(B), and thus attempted to fmd patterns in attendances and to account for change where 

it was evident Students' absences were taken from class registers and, when these 

were not available (e.g. when students had come from another state), absences were 

taken from students' flles. When students' ftles were incomplete or, as was the case 

with the Buoji, Leon, had been lost, I was unable to compare absences. In the 

following table I have noted the absences for year A and year B of the students who 

attended the Bunjis and the Tigers for at least one full term. When students were 

enrolled for one to three terms, I have noted their absences in the previous year for the 

corresponding periods. At the end of the table I have included pupils who spent at least 

a term in the class, but whose records of absences for the previous year were not 

available for comparison. 
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TABLE 8.1 Buniis' and Tig,ers' absences in "f_ear A and "f_ear B 
Terms Yr B Terms YrB 

Abs. Abs. l.n Attatd. Abs. Abs. l.n Attead. 
BUDjls YrA YrB Bunjls (±_ days) Tigers YrA Yr B Tigers (±_ days) 

Thea 68 8 4 -Hi() Spany 24 1 4 +23 
Dante 80 53.5 4 +26.5 Doug 30 15 4 +15 
Mary 74 51 3 +23 NA.mos 24.5 15 4 +9.5 
Zac 107 88 4 +19 Jeremy 1 1  8 4 +3 

Haul 17.5 5 2 +U.S NMike 28 27 4 +1 
GaTy 13 3 4 +10 *Lyn 0 0 3 0 

Howard 27 19 1 +8 #Jamie 19 19.5 4 -.5 
Albert 18 12 1 +6 Clive 6.5 9 2 -2.5 

Ada 1 0 2 +1 Lou 3.5 10 2 �5 
Ellen 40 39 2 +1 *#Marg 31 40.5 4 -9.5 
Cbas 1 0 3 +1 #John 10 20.5 4 -10.5 
Hub 34 36.5 4 -2.5 #Scon 33.5 45.5 4 -12.5 

Duffy 5 10 4 -5 *#Marty 1 1 .5 31 4 -19.5 
*Sidney 2 7 1 -5 *Grace 4 28 2 -24 

Kate 40 53 3 -13 #Sbaun 36.5 80.5 4 -44 
Mabel r/u 6 1 George r/u 15 2 
Leon r/u 10 2 Kay r/u 30 2 

Dot r/u 63.5 4 
A +9 .5 da s Av . 

• = Non-Aboriginal; # = also enrolled in Tigers in year A; r/u = records unavailable 

In year A and in year B, many of the children in both classes missed a great deal of 

school. In year B ,  six Bunjis and seven Tigers (Grace's total absences for the year was 

41 days) missed more than a month of school. At the same time, the Bunjis, on 

average, increased their attendances by nine and a half days, while the Tigers, on 

average, decreased their attendances by five days. That is, on average, the Bunjis 

attended school for fourteen and a half days (almost three 'school' weeks) more than 

did the Tigers. There are many reasons why children fail to attend school regularly, and 

for Aboriginal children, the reasons seem to be especially complex. I will examine four 

factors - liking for school, illness, 'family business', and organisational disruption -

which may explain changes in some children's attendances in year B. 

Liking for school: Several Aboriginal children in both classes were free to decide 

whether they would come to school or not While, for example, Duffy's and Hazel's 

parents were strict on attendance, Dante's, Zac's, Thea's and Shaun's were not They 

and other Aboriginal parents did not insist that their children attend school if they were 

unhappy there, or if they felt that teachers were unjust and 'picked on coloured kids'. 

This had significance for children's attendance in year A rather than in year B, for all 

the Bunjis and the Tigers, and the parents that I interviewed (six Bunjis' parents and 

three Tigers' parents) stated that they liked Mrs. Banks and Mr. Collis. In year A, 

however, there was disaffection and conflict between some of the Aboriginal students 

and their mainstream teachers and this meant that some children stayed away from 

school for significant periods. Sparky's increased attendance (23 days) may have been 

due, for example to his dislike of his previous teacher and his close rapport with Mr. 

Collis (see Chapter 10), although 5 of his consecutive absences in year A were noted in 
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the class register as due to illness. The case seems clearer for three of the Bunjis. In 
year A, Zac and Dante were in Ms. Izard's class. This teacher was well-known for 

physically punishing students, and had been disciplined for this on several occasions. 

Aboriginal parents and children disliked her, and Bessie Timms had once confronted 

her when she had tom her son's shirt (see B5). In her class register Ms. Izard had noted 

that Zac had stayed away from the class for 40 consecutive school days, a period that 

was not explained in the teacher's notes. When I asked Ms. Izard if Zac had been ill 
during this period she stated that he had not been sick but had 'just stayed away'. In 

that year Zac missed more than half a year of school. Dante was also in Ms. Izard's 

class, and his mother stated to me that he had found life in that classroom 'hard': 

Lite, the other teacher Dante had before Mrs. Banks was really hard on Dante, but I didn't interfere 
because I think you've got to take the good with the bad, and they've got to learo 1.0 handle it But 
Dante didn't like going 1.0 scbool then (Interview, 15/6/B}. 

Yet as Dante admitted, he tended to 'handle' unpleasantness at school by avoiding it 

altogether: 'I always used to go bush then cos I dunno .. .I didn't like it [in Ms. Izard's 

class]. She used to hit you, kick you if you don't do your work and send you to the 

comer .. .I took off home then and I wouldn't come back' (M2(A): 176). 

In year A, Dante missed over one and a half terms of school. Thea's notable increase in 

attendance in Mrs. Bank's class (60 days) also appeared to be due to her 'liking' for her 

teacher and for her class. In year A, Thea was in Mrs. W edd' s class and she missed 68 

days, or more than one and one third terms of school. It may be that Thea's conflict 

with Mrs. Wedd (see interview with Sally Thomas, B4) played some part in Thea's 

poor attendance. Aboriginal children's 'liking' for school appears to be a complex 

variable in students' absenteeism. It would seem to include factors such as personal 

rapport with the teacher, possibilities for esteem and prestige, and a sense of 

competence and satisfaction in the instructional programme. 

Pupils' illnesses: illness (which I have counted as three or more consecutive days 

recorded as 'illness' or 'sickness' in class registers) mitigated some of the Tigers' and 

the Bunjis' absences in year B, although it seemed to be a more significant factor for 

Aboriginal students in the Bunjis. In the Tigers, the non-Aboriginal students, Grace and 

Marg, were ill respectively, for ten and nine days. The following Aboriginal students 

also had bona fide illnesses: 

Tigers - Scott (8 days); Dot (4 days); 

Bunjis - Hub (14 days); Zac (14 days); Albert (5.5 days); Duffy (5 days). 
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Three of these students - Zac (gastro-enteritis), Duffy (cut foot), and Albert (dislocated 

ann) required hospital treatment during these periods. 

Aboriginal family business: Family business also seemed to be a more important 

factor in the Bunjis than in the Tigers, and this may be attributed largely to the 

differences in the social backgrounds of students in the two groups. It was noted in 

Chapter 7 that the Bunjis' families were generally less economically and domestically 

advantaged than the Tigers (see Table 7.2 and Table 7.3). They also tended to be more 

transient and more vulnerable to domestic upheaval. More of the Bunjis' families were 

supported by single, pensioned parents, and they comprised a greater proportion of 

infants and older people who needed care. To my knowledge, none of the Tigers were 

responsible, as some of the Bunjis were, for the care of the very old or of the very 

young, nor were their families subject to the same domestic troubles. In the Bunjis, 

Dante's, Kate's, Mary's and Zac's absences were mitigated by these kinds of family 

business. Dante's mother admitted that she often needed him to stay home on pension 

day to mind the baby while she shopped, or alternatively, to accompany her 'Up Top' 

and help her to carry the shopping. She also stated that in the year following the Bunjis 

when Dante had returned to a mainstream class, he was more willing to stay home: 

See Mrs. Banks had something interesting every day for the kids there and they really wanted to go to 
scbool Dante talked a lot about school then and be never wanted to come shopping with me because 
be was doing something at scbool and be was really excited about it It was the same when I used to 
ask him to stay home and look after the baby. He did it but be never wanted to. But now be wants to 
stay home and look after the baby and be's glad to do it because he'd rather do that than go to school 
(Interview, 15/6/C). 

Kate was the only Aboriginal student in Mrs. Banks' class whose attendance 

significantly decreased in year B (less 13  days) and this may be attributed to the illness 

of her grandmother whom Kate went to live with and care for. In the last three weeks 

of the school year, Kate's mother informed Mrs. Banks that the family was taking the 

grandmother back to her home town which was over 70 kilometres from Darwin. This 

meant that Kate was unable to return to the school. Two years later, Kate withdrew 

from high school for the whole year to take care of her grandmother who died at the end 

of that year (see Chapter 13). In year B, Mary's and Zac's family was also severely 

disrupted by disputes between mother and father. Mary left Baxter and went to live 

with her father in third term, and Zac, who was frequently in conflict with his mother, 

was sent to live with his father for short periods, and for the last five weeks of fourth 

term. While family business seems to have been an important factor in some of the 

Bunjis' absenteeism, the school's organisational imperatives may have also influenced 

their attendances. 
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Organisational disruption in the Bunjis: In second semester, when Mrs. Banks 

taught a mainstream class in the afternoons, the Bunjis were sent to several mainstream 
classes. The Aboriginal children and their parents disliked these arrangements and 

indicated that they found them unsettling (see interviews B4 and B5). For example. 

Sally Thomas stated that the afternoon classes made her children 'weary' because 

'everything's different' - 'it all mucks up with their work going from one class to 

another' (B4). Her daughter, Thea, was sent to Mrs. Wedd's class in the afternoons 

where it seems that the 'old' conflicts between teacher and pupil had not been resolved. 

While it is impossible to say with any certainty that these organisational changes 

directly affected students' willingness to attend school, there was a pattern in the 

absences noted in first semester when children were 'settled' in the one class, and those 

in second semester when they were not. The absences of four of the five Bunjis who 

attended the class for the whole year (I have excluded Kate and Zac who were absent 

respectively for the last three and five weeks of fourth term) increased in second 

semester: 

Gerry - his total of 3 absences (100%) were in second semester, 

Thea - 7 of her total 8 absences (87 .5%) were in second semester, 

Hub - 30 of his total 36.5 absences (82%) were in second semester; 

Dante - 36 of his total 53.5 absences (67%) were in second semester. 

Absences in the Tigers: Like students in the mainstream classes, the Tigers spent 

most, if not all of the day with their own teacher and classmates. The only period of 
disruption in this class occurred in first term when Mr. Collis was absent for several 

weeks. During this time, the Tigers' absences did not significantly increase or decrease. 

Their absences could not be explained either, by the students' unfamiliarity with. or 

dislike for, Mr. Collis' instructional and disciplinary regimes. Six of the eight Tigers 

who were in Mr. Collis' class in the previous year decreased, and in most cases, 

substantially decreased their attendances in year B (the other two Tigers, Amos and 

Mike, improved their attendances by 1 and 9.5 days respectively). While the generally 

increased absenteeism in the Tigers cannot be readily explained, then, by dislike for the 

teacher, illness, family business, or organisational disruption, the students themselves 

seemed unable to give reasons for it The case of Shaun, who was in Mr. Collis' class 

in years A and B, highlights this conundrum. His mother was in secure employment 

(managerial) and he was the only young person in the home. Like some of the other 

Aboriginal students, he seems to have had freedom to decide whether or not he would 

attend school. He was a keen and gifted sportsman, and a competent student He 

enjoyed a close rapport with Mr. Collis who taught him for all subjects, and he was 

'best friends' with Sparky who was the most popular student in the class. On the face 



of it. the Tigers' programme would seem to be especially attractive to such a student; 

yet he was a self-acknowledged truant who missed more than one and a half terms of 

school in year B, absences which more than doubled those of the previous year (from 

36.5 to 80.5). Shaun indicated that he liked the teacher, his classmates and the 

'easiness' of life in the Tigers where the teacher 'doesn't think he's the boss' (M3(B): 

1 15) but he was unable to explain why he stayed away from school: 
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Shauo: I'm still doing it [wagging] a little bit but since I came back from South [for a football 
cc:mpetition] I've been coming to school every day ... .I've missed the most days out of the whole school. 
Researcher: Is this because you're big into sport. or doing other things you like? 
Shauo: Nub. School. Just don't like school. (M3(B): 155). 

Like the majority of 'old hands' in the class, Shaun's absences increased over his two 

years in the Tigers. Tilis was also the case for the three Tigers who remained in Mr. 

Collis' class in the year after my field-work. Sparky, Doug and Jeremy had more 

absences in that year than in the previous one (respectively increases of 1 ,  1 1 .5, and 

14.5 days, the last two figures including 6 and 5.5 days of suspension from the school). 

Another pattern in the Tigers was the high absenteeism among the girls; all but one of 

them, including Kay who was in the Tigers for two terms, missed between 30-60.5 days 

of school (Grace had a total of 41 absences for the year). While illness accounted for 

some of Grace's and Marg's absences (see above), the others were unexplained. They 

may have been due, in part, to the predominance of male interests, and the consequent 

'invisibility' of the girls for whom there were few sources of status (see Chapter 1 1). It 

was noted, for example, that the girls were less enthusiastic than the boys for the 

Tiger's sporting programmes, and Marg' s father frequently wrote to Mr. Collis to ask 

that she be excused from them. On the other hand, if this explanation has merit, it fails 

to explain why the boys' attendances did not substantially increase. 

In the absence of mediating 'external' factors, the decline in the Tigers' attendances 

would seem to indicate that a programme that was 'customized' to the needs and 

interests of students, and particularly Aboriginal students, was not as compelling as had 

been hoped. 

Absences in the Bunjis: When the factors which impinged on the Bunjis' attendances 

are considered, it would appear that most. if not all of the Aboriginal students in this 

class did reasonably well by coming to school as frequently as they did. Most children 

increased their attendances in year B, and the increased absences of Hub, Duffy, and 

Kate (less 2.5-13 days) were explained by illness or family business. In Mrs. Banks' 

class, then, patterns of attendance indicated an hiatus in Aboriginal children's 
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absenteeism. Support for this was also indicated in a general increase in absenteeism in 

the following year (C) when students returned to mainstream classes. 

TABLE8.2 

Ellen 
Ada 

Mabel 
Gerry Dante 
Leon 

Duffy 
Kate 

Bunjis' absences in year B and  year C 
Yr B YrC 

Bunjls Mainstream 
39 75 
0 23 
6 19 
3 15.5 

53.5 64 
10 15 
10 9 
53 39 

Enrolment Period Yr C Attend. 
(lD terms) (± -days) 

2 ·36 
2 ·23 
1 -13 
4 -12.5 
4 -10.5 
2 -5 
4 +1 
3 +14 

Although Albert's records were not available for comparison, his attendances also 

substantially decreased when he left the Bunjis. In year C, when he went to high 

school, Albert began truanting with a group of boys who were well-known to the police 

in Baxter. When his mother discovered this she sent Albert back to their home 

community and he did not return to Darwin. 

The factors which contribute to urban Aboriginal children's absenteeism would seem to 

be many and complex. Since numbers are small, the patterns of absences in the Bunjis 

and in the Tigers that have been noted here may tell us a great deal or nothing at all 

about why urban Aboriginal students are poor attenders. What the raw figures do show 

unequivocally, is that, whatever the reasons for these students' absences, they tended to 

miss a great deal of school. If the reasons for these high rates of urban Aboriginal 

absenteeism cannot be easily or quickly resolved, then it would seem that the limited 

time that these children do spend in school must be seen as a critical time for learning. 

It will be shown in the following chapters that Mrs. Banks was a careful teacher who 

devoted a great deal of time to core academic subjects. It might be expected, then, that 

the Bunjis would make significant progress in their academic achievements, and it to 

this area that we now turn. 

Pupils' Academic Achievements: I was interested primarily in students' gains in 

literacy rather than in numeracy for two reasons. First, literacy poses particular 

difficulties for Aboriginal students and it is essential to their success in school. 

Secondly, I wanted to see what, if any, changes in students' academic progress could be 

attributed to Mrs. Banks' and to Mr. Collis' teaching programmes, and a number of 

students in both groups attended other classes for maths. 

The Bunjis' achievements in reading: In early February, the E.S.L. teacher 

administered the Waddington Diagnostic Reading test to Aboriginal and other students 
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in Baxter. The Bunjis were among these students. I gave the same test to all the Bunjis 

in December. In the following table I have noted changes in the reading ages of the five 

students who attended the class for the whole year (Kate and Zac were absent in the 

latter half of fourth tenn and are not included). I have calculated the average gains in 

reading ages for each student to February of year B by subtracting five from their 

reading ages at that time (in this test. children are considered to start school with a 

reading age of five which equates with a raw score of zero), and dividing this by the 

number of years the child had spent in school. 

TABLE 8.3 Bun.jis' reading ages on Waddington Diagnostic Reading Test (SEm = ±. 1. 7mths. ) 

Hub 
Thea 
Dante 
Duffy 
Gerry 

Ages Reading Ages Years in School A v. Galo Reading Ages Galo 
Dec.Yr 8 Feb. Yr 8 to Yr 8 per year Dec. Yr 8 

10:06 7:00 3 8 mth. 8:06 
11:06 8:00 5 9 mth. 9:10 
10:11 8:01 4 9mth. 9:02 
1 1 : 1 1  8:02 5 8 mth. 9:02 
11:04 6:10 4 5 mth. 7:04 

Avg. 7.8 

18 mth. 
14 mtb. 
13 mth. 
12 mth. 
6 mtb. 

Avg. U.6 

A comparison of students' 'real' and their reading ages at the end of year B indicates 

that all of them were still well below the standard reading ages for their grades (from 

Gerry who was reading four years below his age, to Thea who was reading one year and 

eight months below her age); however, in their year in Mrs. Banks' class, four of the 

five students substantially closed this gap. On this test the students average increase of 

12.6 months in year B represented a marked improvement in the average 7.8 months for 

each of their previous years in school. Gerry's slower progress may be attributed to 

specific learning difficulties for which he received special assistance from the Special 

Education teacher. Hub's significant gains may be attributed, in part. to his part-time 

attendance in the Baxter Special Education Unit at the end of first term where he 

received extra help with reading and writing. Hub was the only Bunji who received any 

extra/additional academic assistance in year B (see below). He made similar gains in 

maths which was taught by Mrs. Banks. In first term he scored zero on Stage 4 of the 

Western Australian Unit Progress in Maths test; at the end of second term (June) he 

scored 68.8 per cent on the same test, and in fourth term he was working in Stage 5. 

I also used the standard reading evaluation scheme which was used by teachers at 

Baxter to assess srudents' progress in oral reading. This scheme (see Appendix G) was 

devised by the Baxter Language Subject Area Committee in consultation with 

curriculum advisers and teachers in other schools in Darwin. On this measure, 

children's progress in reading is measured as the difference in the kinds of books they 

can competently read at the beginning, and at the end, of the teaching 'intervention'. 

Mrs. Banks' and my own assessments of changes in the students' reading levels are 
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shown in the following table where I have listed srudents who spent a minimum of two 

full terms in the class, and noted their periods of attendance in the class rather than their 

enrolment periods. 

TABLE 8.4 Bun[ is'  reading, achievements on the Baxter Reading, Evaluation Scheme 
Attendauce in Starting Final Reading Gaim in Grade 

Grades in Yr 8 B�ls �terms) Reading uvels Levels Levels 
Gerty 5 4 late transition late 2 2 

Hub 4 4 early I mid 2  1.5 
Duffy 6 4 late 4 late 5 1 
Dante 5 3 early 4 early 5 1 
Tbea 6 4 late 5 late 6 1 
Cbas 4 3 early 2 late 2 0.5-1 
Haul 6 2 early 5 late 5 0.5-1 
Kate 6 2 early 6 late 6 0.5-1 
Mary 7 2 early 6 late 6 0.5-1 
Ada 7 2 early 5 late 5 0.5-1 
Zac 5 2 late 1 mid 2 0.5 

On this measure, all the students were still reading at levels below what was considered 

'average' for their grades at the end of the year; however, all children made gains in 

reading that were commensurate with their periods of attendance in Mrs. Banks' class, 

and their achievements increased substantially when they attended the class for the 

whole year. Four of the five students who attended for two terms made greater progress 

than might be expected for this period (0.5-1 grade), and the four children who attended 

regularly showed greater progress in year B than in their previous years in school. 

What cannot be indicated here were the changes in most students' enjoyment of, and 

confidence in, reading. For example, Thea and Duffy became 'independent' readers; 

this meant that they had mastered the 'mechanics' of reading and were able to read a 

greater variety of texts, and that they no longer needed the teacher's guidance in their 

choice of reading material. Most srudents showed a greater independence in reading, 

and by the end of the year they were able to seek out texts for science and other projects 

in the school library. 

The Bunjis' achievements
' 
in writing: Mrs. Banks taught a variety of writing 'genres' 

to her students - letter and report writing, narrative, poetry and procedural and 

explanatory texts - as was recommended in the Northern Territory New English 

Curriculum. In her 'mammals' lesson, for example, she taught srudents how to write 

reports by modelling the format, constructing a report with the class, and then asking 

students to write their own reports (a transcript of one of these lessons is presented in 

C2). This 'genre pedagogy' has been noted as particularly effective with urban 

Aboriginal students (Veel, 1991a, 1991b). During the year I collected samples of 

different kinds of writing from each student (approximately 10-12 pieces of writing per 

child) and submitted them to two senior personnel in the Primary Assessment Branch of 
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the Northern Territory Education Department They were writing moderators who were 

responsible for evaluating the standards of primary school students' writing in the 

Northern Territory. The following table shows the gains in writing achievements which 

the moderators noted for each student, and the comments they made on the children's 

work. 

TABLE 8.5 Bun[ is' achievements in writin& 
Grades Atteadance Starting writing Filial wrttl.og Gains In Moderators' 

�terms2 �e !!!ge �des comments 
Gerry 5 4 transition!! 3 2 a very independent 

voice comes through 
Cbas 4 3 2 moving to 5 2 gives a lot of info. in 

an organised way 
Kate 6 2 2 moving to 5 2 gives lots of 

interesting detail 

Duffy 6 4 2 4 2 is moving beyood 4 
with more complex 
language 

Thea 6 4 2 3 
Hub 4 4 beginning 1 moving to 2 bas become an 

independent writer 
Dante 5 3 transition! I 2 not enough info. or 

detail yet 
Mary 7 2 2 3 
Zac 5 2 transition!} 2 bas become an 

independent writer 
Ada 7 2 3 moving to 5 

Haul 6 2 3 movin& to 5 

When the moderators stated that Zac and Hub had become 'independent' writers, they 

meant that the boys had made a critical transition in their writing stage - they no longer 

needed to copy texts scribed by the teacher but were able to write their own stories 

without assistance. The moderators said that the variety and quality of the children's 

writing were 'excellent'. One said that 'it's obvious that the teacher has put an 

outstanding effort into these srudents' writing programme, and her rapport with her 

students comes through strongly in all the children's writing'. On this measure, all the 

Bunjis did well. Four of the students increased their competencies in writing by two 

grade levels, and the less regular attenders improved by at least one grade (samples of 

Gerry's and Chas' writing are presented in Appendix H). 

Except for Hub who attended the Special Education Unit for several hours a week in the 

last three terms, there were no additional interventions in the Bunjis' academic 

programmes in year B which could account for change in the students' literacy. 

Children such as Gerry (Special Unit) and Hazel (home rutoring programme) who had 

been assisted in special programmes in that year, had been enrolled in the same 

programmes in the previous year and earlier. At the same time, special programmes for 

some of the Bunjis had ceased at the start of year B. For example, in year B, Thea, 



Duffy and Kate ceased attending E.S.L. classes. The Bunjis' achievements in reading 

and writing, then, may be attributed in large part to Mrs. Banks' teaching. 
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The Tigers' academic achievements: There was less 'hard' evidence of academic 

progress in the Tigers, partly because I was unable to collect valid data In the ftrst 

week of school, Mr. Collis tested his students on the Daniels and Diack Reading 

Experience Age Test and the Waddington Diagnostic Spelling Test and it was agreed 

that I should re-test the students at the end of the year. Mr. Collis was away on the day 

nominated for the post-tests and, since it seemed that he might be absent for the last 

week of the school year, I decided to administer the tests in his absence. The reading 

test, as recommended, was given as a group-test to the class; however, this proved 

unworkable since the students were fractious and unsettled even though Mr. Fraser, the 

special assistant, was present Most students were unwilling or unable to work at the 

test without Mr. Fraser's or other students' assistance, and some called out answers to 

others. In brief, the reading test was invalid. I later tested the students on the 

Waddington spelling test in small groups or individually. Their results are shown in the 

following table. 

TABLE 8.6 Tigers' resulls on Waddington Diagnostic Spelling Test (SEm=± 1.9 mJhs.) 

Doug 
Jamie 
Amos 
Marg 
John 

Sparlcy 
Marty 
Mike 

Ages Dec. YrB 
11:10 

13 
13:1 
13:7 

13:11 
11:8 
13:9 
12:4 

Spelling ages Spelling ages 
J�.YrB Dec.YrB 

8.6 9.0 
8.2 8.4 
7.3 7.4 
8.6 8.7 
8.8 8.9 
8.6 8.7 
8.5 8.3 
9:11 9.7 

Gains 
+6 mths. 
+2 mths. 
+1 mtb. 
+1 mtb. 
+1 mtb. 
+1 mtb. 
-2 mths. 
-4 mths. 

These results indicate substantial problems with the spelling programme in the Tigers. 

On this test, Doug was the only student whose spelling improved significantly; four 

students made minimal imp,ovements, and two students were not as proficient at the 

end of the year as they were at the beginning. These results would seem to support the 

ethnographic evidence to be presented in Chapter 9 which underlined the problems 

inherent in the Tigers' unstructured and 'self-regulated' spelling-in-pairs programme. It 

would seem that the ad hoc nature of this programme (e.g with respect to criteria. 

pacing, evaluation), and the lack of deliberate instruction, made for slow progress in 

this area 

There was limited evidence that this was also the case with the Tigers' letter-writing 

which was the major component of Mr. Collis' writing programme. It has been noted 

elsewhere that the Tigers wrote two or three letters a week, and that Mr. Collis 
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considered that this had led to marked improvements in his students' writing. He was 

particularly pleased with Amos and Jamie whom he considered to have made the 

greatest progress in writing over the year. In terms of quality and quantity, these boys' 

letters were a great deal better than those of other students. I collected samples of their 

writing (18 letters from Amos and 32 letters from Jamie) and submitted them to the 

same moderators who had assessed the Bunjis' work. The moderators stated that at the 

start of the year Amos was 'moving into Stage 3' and that at the end of the year he was 

'still moving into Stage 3'. They considered that Amos had made no progress in his 

writing during the year. They also stated that at the start of the year Jamie was 'moving 

into Stage 5' and that at the end of the year in terms of 'structure, interest, content and 

spelling he is not improving or even maintaining his initial level'. The moderators 

considered that at the end of the year, Jamie's writing was typical of a student who was 

'moving into Stage 3' .  Amos was a Special Education student who, like Hub and Gerry 

received several hours of special instruction per week from the Special Education 

teacher, and it may be that his lack of progress in writing was due to some specific 

learning difficulties. On the other hand, Jamie was a very capable student whom one 

would expect to make average or better academic gains in a year. The moderators made 

some general comments on the boys' work. They said that while both students had 

shown potential in their early letters, this 'has not been developed' and that there was 

'no evidence of the teacher's input in the students' writing during the year'. They also 

said that the letters indicated that the boys showed an increasing 'boredom with 

writing',  particularly when many of the letters were written to the same person; they 

noted that the students' interest and competencies could have been 'extended by 

teaching, and by a focus on other kinds of writing'.  The moderators' assessments 

provide limited but compelling evidence that Mr. Collis was not fully aware of his 

students' competencies or progress in writing, and that the letter-writing programme 

was not as effective for some Aboriginal students as had been hoped and promoted. 

Pupils' Conduct: It is a difficult task to 'measure' changes in students' conduct from 

data in school flies, and even when changes seem evident, one may only in rare cases 

attribute them directly to particular pedagogic 'treatments'. Criteria for misbehaviour 

and policies for reporting it vary between schools and between classrooms. Teachers 

differ in their assessments of 'bad' behaviour and in their willingness to report it to the 

principal. For example, while Mr. Dane considered that Jeremy's behaviour warranted 

his removal to the Tigers (see Chapter 10), Mr. Collis did not consider his or some of 

the other Tigers' behaviour serious enough to merit the principal's intervention. 

According to the librarian, several of the relief teachers who worked in the Tigers were 

also reluctant to report indiscipline: 'I told the reliefs to call straight to the principal at 
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the start of trouble but most of them wanted the work, and they saw calling the principal 

as a sign that they couldn't control the class, so most of them didn't'. 

School files must also be seen as partial or incomplete sources of data because what is 

recorded tends, misleadingly in some cases, to indicate deviant personalities or 

pathologies. For example, it was noted in Duffy's school file that he had committed 

several serious breaches of discipline in year A when he was in Mr. Macs' mainstream 

class (see Table 12.7). In that year, the principal, Mr. Shard, who was concerned for the 

increasing misconduct in this class had asked me, as an advisory teacher, to observe and 

to assist there. Mr. Macs was a poor teacher who had very little control in the 

classroom, and the lessons which I observed were chaotic. Duffy, along with several 

other students, became a 'big' behaviour problem in the class and in the school. In this 

case, as I. the assistant principal, and Duffy's mother saw it, Duffy's misconduct was 

clearly linked to Mr. Macs' ineffective teaching (see interviews with Mr. Chrisp, A2, 
and Bessie Timms, B5). While the school well-understood the source of Duffy's and 

other students' problems, this was not recorded in the students' flies as a mediating 

factor in their misconduct There is always a background, then, to what does or does 

not appear in the school's  records, and they will rarely, if ever, on their own, present a 

satisfying account of the pupil and his or her context 

Even when data from school flles are 'contextualised' and indicate changes in students' 

behaviour, the links between these and pedagogies must, in most cases, be regarded as 

tenuous at best While some students do behave differently in different classrooms (e.g. 

Michael (P7 in C5) behaved for Mrs. Wedd but not for Mr. Goss), there are factors in 

misbehaviour - for example, the size and composition of the class, the student's age and 

peer group, troubles in families - which are beyond the teacher's control. These and 

other factors which may have affected students' conduct in year B will be noted when 

appropriate. 
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The Bunjis' conduct: The following table indicates the Bunjis' misconduct which was 

noted in the school's files for years A, B and C. 

TABLE 8.7 Bunjis' misconduct noted in the school's records 
Yr A mal.astream Yr B Bunjls 

Hub -report home for fighting 

Ada •principal's intervention for fighting 

Y r C mainstream 

Mary -reported as leader of a girls' gang -report home rlu 

Zac 

-request parent interview to discuss 
continuing discipline problems 
-running away from class 
•oonsistent disruption in class 

Kate •incident with teacher, ran home 

Chas •needs constant one-to-{)ne supervision 
•teacher requests placement in Bunjis 
for misbehaviour 

Duffy •suspension-swearing at teacher 
•in-school detention for violence 
-report on graffiti and swearing 
•swearing at teacher 
•hitting a girl 

Albert 
Leon •Behaviour Management intervention 

Sidney •suspension for graffiti and violence 
•in-school detention for violence and 
vandalism 
•suspension for aggression to teacher 
-disruptive behaviour in classroom 

r/u = records unavailable 

for swearing 

r/u 

r/u 

•truancy 
•truancy 
•Behaviour Management intervention 
•Behaviour Management intervention 

The Bunjis' serious misconduct markedly declined in year B and, in some cases, was 

resumed in year C. Disruption in students' homes may have have been a factor in some 

misbehaviours in year A and in year C, yet, as has been noted above, there were also 

troubles in some families in year B. In second semester of year A, the school was 

subject to a major re-organisation which affected most classes (see Chapter 7). 

Although this may have exacerbated students' indiscipline, the disruption to the Bunjis 

in second semester of year B did not increase their recalcitrance. While the Bunjis went 

to a varietY of other classes for maths, afternoon activities, religious instruction and 

library lessons, they did not misbehave for teachers there, or for the two relief teachers 

who taught the class for three days during the year. The teachers at Baxter considered 

that the Bunjis' behaviour was unremarkable in their classrooms and in the the school 

(see interviews with staff, A l-A5). 

It would seem that Mrs. Banks' pedagogy did have a 'senling' effect on students. This 

may have been due, in part, to their awareness of, and satisfaction with their improved 

academic and social competencies, and in part to the composition of the class. While, 

as will be shown, the children's Aboriginality did not, of itself, guarantee friendship and 
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hannony, it did limit possibilities for social and cultural misunderstandings between 

children. For example, they could tell their stories to other Aboriginal children, even 

those whom they disliked, and not be thought to be 'gammon' (see Chapter 10). It is 

also likely that differences in the children's ages reduced tensions, and that the social 

responsibilities and status that were ascribed to older children had a 'gentling' effect on 

these children's behaviour in the classroom and elsewhere (see Macpherson, 1983, p. 

23). 

The Tigers' conduct: If, as has been suggested, shared Aboriginality and age

heterogeneity had a 'positive' influence on the Bunjis' conduct, they did not appear to 

mitigate the Tigers' misbehaviours. In year B, three students were suspended from 

school (Marty was suspended on three occasions), and another was punished by in

house detention while Mr. Collis was absent Thus in the Tigers there was a total of six 

breaches of school discipline which were considered serious enough to warrant 

students' removal from the classroom and/or the school. In addition to this, the 

principal sent Marty's parents three notices to advise them of his extreme misbehaviour 

in other classes or in the playground. In year C, two of the three Tigers who remained 

in Mr. Collis' class were also suspended. They were Jeremy and Doug (Sparky was the 

exception). The principal and Mary Blake were particularly concerned for Doug whose 

attitudes and behaviour had changed markedly since year B. These changes could not 

be attributed to factors outside the school. Unlike Jeremy, Doug had been a quiet, hard

working student; he was, for example, the only student who made reasonable gains in 

spelling (see Table 8.6), and he was one of the Tigers who expressed disquiet at some 

of his classmates' misbehaviour. Yet in his second year in the Tigers when he was one 

of the oldest students in the group, he was also becoming a troublesome student 

Summary: In this chapter I have presented some 'hard' evidence of change in the 

Bunjis' and in the Tigers' patterns of attendance, academic achievement and conduct. I 

have also noted the difficulties of attempting to establish direct links between 

pedagogies and change in each of these areas. Notwithstanding the limitations noted 

here, the data indicates that in year B most Bunjis came to school more frequently than 

in the previous or in the following years, and that the few students who did not, had 

bona fide reasons (illness, family business) for not doing so. In the Tigers, more 

students attended less frequently than in the previous year, and in the main, their 

absences could not be explained. The Bunjis also appeared to have made substantial 

gains in literacy when they were in Mrs. Banks' class, while the limited data on Mr. 

Collis' students suggests that they did not. Records in the schools' and students' flles 

also show that in year B, the Bunjis' misconduct markedly decreased, while that of 

some of the Tigers escalated. 
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The outcomes in Mrs. Banks' class indicated that her pedagogy differed not only from 

that of Mr. Collis, but also, by implication, from those of mainstream teachers. The 

task now is to understand these outcomes in terms of qualitative differences in the 

pedagogic approaches of the five teachers in this study. Each of the ethnographies of 

the classrooms which are presented in Chapters, 9, 10, and 1 1, highlight one of the 

dimensions of the pedagogic model outined in Chapter 5. In Chapter 9, the five 

pedagogies are differentiated in terms of their 'visiblity' and 'invisibility' ; here it will 

be shown how pedagogies created different kinds of 'pupil' and 'teacher' identities. In 
Chapter 10, pedagogies are classified as 'transcendent' or 'immanent' according to 

teachers' assumptions on Aboriginality, and the ways that their practices shaped 

students' Aboriginal identities. In Chapter 1 1 ,  analysis is focused on the ways that 

'incorporative' and 'segregative' pedagogies created different 'social' identities in the 

five classrooms. 



Chapter 9 

Visible and Invisible Pedagogies: 
Classifications, Frames, and 

Instructional/Regulative Discourses in the Five 
Classrooms 
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Chapter 9 

Visible and Invisible Pedagogies: Classifications, 
Frames, and InstructionaVRegulative Discourses in 

the Five Classrooms 

In this chapter, the five pedagogies will be distinguished on the first dimension of the 

pedagogic model outlined in Chapter 5; that is, each will be shown to tend towards 

Bernstein's (1975) visible or invisible ideal types, and thus to create respectively, explicit 

or ambiguous 'pupil' and 'teacher' identities. Analysis is focused on two areas of 

pedagogy, namely, the power that teachers exercise with respect to the academic 

curriculum (classification), and the nature of the control through which they transmit 

educational knowledge (framing). It will be remembered that within a visible pedagogy, 

classification and framing are strong, such that in the first instance, teachers tend to 

transmit, unaltered to the child, a 'received knowledge', and, in the second, pupils have 

little influence on the pedagogy. Alternatively, within the weak classifications and frames 

of an invisible pedagogy, teachers exercise a great deal of autonomy with respect to the 

academic curriculum, and pupils seem to have a great deal of freedom in the classroom 

(Bernstein, 1990, Ch. 2; 1975, p. 6; 1971, p. 51). 

The chapter is divided into three sections. First, the strength of pedagogic classifications 

will be examined in an analysis of: teachers' timetables; the ways that teachers construed 

the curriculum as a set of compulsory or optional units; and the ways that they 

differentiated academic and other subjects. Secondly, the strength of pedagogic frames 

will be examined through an analysis of teachers' and students' roles, and of the 

relationships between them. Thirdly, it will be shown how pedagogic visibility and 

invisibility were evident in some key aspects of instruction, namely, the teachers' 

instructional configurations, and the sequencing and criteria! rules which underpinned 

their practices. The three mainstream teachers' and Mrs. Banks' pedagogies will be 

shown to be visible typeS, and Mr. Collis' an invisible type. Mrs. Wedd's praxis will 

also be shown to tend towards a 'wholly regulative' pedagogic form. Throughout the 

discussion, I will refer to lessons that were video-taped in each of the five classrooms, 
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and which I considered to be generally representative of those observed during the field

work. Transcriptions of these lessons are presented in Appendices Cl-C5. Each is line

numbered to facilitate references to particular events. Thus 'Cl :  27' indicates line 27 in 

the transcription of Mr. Dane's lesson. 

Classifications 

Teachers varied in their assumptions on the flexibility of the academic curriculum. 

Differences may be seen in their weekly timetables, and in the hierarchies they established 

between the various subjects comprising the curriculum. 

Timetabling: The three mainstream teachers and Mr. Collis timetabled the school week 

into generally orthodox 'slots'. From the start of the school day to lunch time, activities 

centred around 'core' subjects of maths (streamed), and various 'language' activities, 

which included reading, writing, and spelling. Students in these classes started the day 

with 1 5-20 minutes of physical exercise, and spent 20-30 minutes per day in 'silent 

reading'. Afternoons were generally reserved for the non-academic subjects such as 

sport, music, art and craft. and electives. In Dalton, Indonesian was part of the school's 

curriculum; it was included in Mr. Dane's timetable, athough not in Mr. Collis'. The 

mainstream teachers programmed for one hour of science and one hour of S.A.C.E. 

(Social and Cultural Education) per week; Mr. Collis alternated science with music every 

fortnight, and be substituted Aboriginal Studies for the S.A.C.E. curriculum. He also 

timetabled for a 'self-esteem' programme, and he reserved 15 minutes per day for 'taking 

the roll and administration' .  

Mrs. Banks' timetable was devoted to maths, English (reading, writing, spelling), 

science, and S.AC.E.. She did not include silent reading or sport in her programme. 

Ged Rouse taught art and craft to the Bunjis in second term, and took some of them for 

sport after school In first semester when the class was together for the whole day, work 

that was not completed in the morning would be resumed in the afternoon. This meant 

that, on average, the Bunjis spent at least three and a half hours per week more on 

academic subjects than did students in other classes. This increases by an hour and forty 

minutes per week (the time that other classes spent on silent reading), if, as has been 

argued in Chapter 4, one considers that the links between silent reading and 'academic' 

work are tenuous. Mrs. Bank's heavy investment of time in academic subjects was one 

way in which she communicated their importance to her students. 

Strong Classifications - The Non-Negotiable Curriculum: Mrs. Banks and 

the mainstream teachers viewed the curriculum as a set of differentiated, externally

legitimated. knowledge and skills which they had to teach, and which students had to 
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master. They indicated in various ways, that they were the 'media' through which 

knowledge of the various subjects comprising the curriculum was passed down to pupils. 

Each assumed that it was his or her responsibility to transmit subject orthodoxies, and to 

socialise children into 'uncommonsense' fonns of knowledge (Bernstein, 1971, p. 58). 

It was also assumed that students would acquire this knowledge regardless of their 

personal liking (for the subject, or for the teacher), abilities, or predilections. Thus in 

first tenn, when the Bunjis complained about writing, Mrs . Banks insisted, and 

persisted. She stressed that this was pupils' 'work', and she disregarded their claims of 

'shame job' or 'I can't' (see below). Mrs. Wedd also demanded that students participate 

in all subjects. For example, when a number of students in her class brought notes from 

home requesting that they be excused from the morning run around the school, she said 

to the class: 

Wedd: Rigbt! I think I received about eight or nine notes this morning, so I don't know bow we're 
going to manage. I remmd you that the run is part of your Physical Education and I'll get to the point 
where rm not going to accept notes either! JACOB! WHY ARE YOU SCREWING UP YOUR FACE! 
Jacob: rm tired. 
Wedd: Well you shouldn't be. (V4,00:58:00). 

Subject differentiation: While teachers insisted that students participate in the 

subjects they taught, they nevertheless construed different relationships between academic 

and other subjects. Mrs. Wedd's and Mrs. Banks' practices were quite different in this 

respect Mrs. Wedd's authoritarianism in all subjects and in all activities tended to 

obscure the differences between 'sacred' and other kinds of knowledge. For example, 

she showed the same anger and frustration with students who 'opted out' of their 

morning run as she did with those who failed in maths. At the same time, her more 

careful pedagogic approach to some of the 'soft' subjects such as art and handwriting, 

conveyed a sense that they were more important than some of the academic ones. Mrs. 

Wedd taught handwriting after her maths lessons; students quietly and assiduously 

copied letters from the blackboard. While, in maths, the teacher rarely helped slower 

students or gave them time to finish their work (see below), in handwriting, she took time 

to advise students on correct 'setting out', and directed them to 'take your time and do it 

carefully'. Mrs. Wedd also emphasised presentation, 'that important word that starts 

with "p"', in other lessons. In English, she tended to praise or reprimand students for the 

quality of their illustrations, colouring-in, and neatness, rather than for their 

understanding of concepts or content: 

Present your work. please ... Set it out neatly. Have your work written correctly, neatly set out If you 
want you can do what Anna [an Aboriginal student) bas done with a decoration at the bonom. Or put 
it into a box with borders or things around it Don't just write it out on a piece of paper. SET IT 
OliT (M7(A): 345). 
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Mrs. Banks made clearer distinctions between 'valuable' and 'less valuable· school work. 

and, as indicated above, the time she spent on particular subjects was one way in which 

she did this. Another was the way in which she tried to instil the notion that the Bunjis 

were 'workers'. When, in first term, students kept asking for 'free time· and stencil

work, she said that there would be none of this in her class because she thought this was 

'gammon [pretend] work'. She stated that in the first difficult weeks with the Bunjis. her 

demands for 'hard work' received support from an unexpected quarter; the 

superintendent of the region was making his rounds of the school: 

He sblck his head inside the door and said 'Oh, so this is the Bunjis?' and Thea piped up with 'Yes. and 
we're the worlcers', and he said 'I can see that by the look in your eye·, and he saJd this very seriously 
looking straight at ber, and there was dead silence in the class .. .I felt that something happened witb 
them in that moment because they knew that he was the principal's boss.. they knew that mucb ahout 
his role, and that idea of the group as workers was laid down in that moment 
(12(B): 014). 

Mrs. Banks also orientated her students to academic work by stressing that learning was 
difficult; it required their concentration and effort Thus she frequently referred to 
students' brains as 'computers' - it took effort to 'store' information. and to 'retrieve· it 

'just put that in your computer brains for a minute and store it'; 'I want your brains 

switched back on'; 'Quick! Do it now while your brain's running hot!' (see also C2: 

240-2, 261-2, 303-4, 338-9, 536-7). 

Subject specialisation in the Bunjis: Since teachers in primary schools are usually 

responsible for teaching all subjects to their students, there are few opportunites for 

subject specialisation; however, Mrs. Banks attempted this in the areas of literacy and 

Aboriginal 'business'. In first semester, she requested a curriculum advisor in 

T.E.S.O.L. (Teaching English as a Second Language) to oversee her English programme 

in the classroom. The advisor attended the class for several weeks, and worked with the 

children; it is assumed that her presence reinforced for students the seriousness with 

which Mrs. Banks viewed �eir literacy. Mrs. Banks also communicated that Aboriginal 

knowledge was distinct from other kinds of knowledge and, again, that this was the 

province of 'experts'. Ged Rouse, enjoyed a unique autonomy and status in Mrs. Banks' 

classroom (see interview B l ); there were clear divisions between his role as a teacher of 

Aboriginal knowledge (art, craft, music, dance and bush-tucker). and Mrs. Banks' role 

as a teacher of school knowledge. While Mrs. Banks helped Ged Rouse to organise the 

school's activities for N.ALD.O.C. week, he planned and co-ordinated the various 

programmes, including the school's bush-tucker feast On the weekend before the feast. 

he took the Bunjis to the bush and the tidal flats around Baxter where they collected the 

plants, fish and shellfish which were to be cooked and eaten at the school As stated. he 

also coached some of the Bunjis and other students in football and basketball after school. 
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separation between the two teachers in the classroom. 
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When Ged Rouse took the class he was responsible for instruction and discipline. and. 

like Mrs. Banks, he acquainted students with experts outside the school. For example. 

he took students to an Aboriginal college to learn print-making, and prior to their visit he 

set clear guidelines for behaviour: 

Rouse: And when we get there, there's no mucking around and no swearing. 
Banks: Yes, because we'd feel shamed. 
Gerry: Y eab. cos we go there and people might shame us and say 'Look at those blackfellas', and we· d 
feel shamed 
Rouse: No. They're Aboriginal people there and they're Christians (F .N. 29/5/B). 

Mrs. Bank's ensured that her students were mindful of Ged Rouse's status in the 

classroom, and that they showed him the same respect as was due to other teachers in the 

school. When Zac and Dante reported that they had seen him 'Up Top' and had called 

out 'Hi, Ged', Mrs. Banks explained that since he had asked to be addressed as 'Mister' 

in the school, to do otherwise might be construed as disrespect, and that they were 

always to address him as 'Mr. Rouse' in, and out, of the school (R3(1): 045). Like Ged 

Rouse, Albert was seen as an expert in special Aboriginal business, and Mrs. Banks 

deferred to him in matters of 'remote' Aboriginal culture and custom. Albert and Ged 

Rouse organised the Bunjis' end-of-year concert item, and they were responsible for 

teaching students the Aboriginal music, dance, and art that were used in the perfonnance. 

When Mrs. Banks was concerned that the mix of dancing and painting styles might 

offend some Aboriginal parents, she consulted with Albert and then accepted his decision: 

Banks: What we're saying, Albert, is it O.K. to mix up Yirrkala way and Tiwi way and Walpiri way? 
All that? 
Albert: Yeah. That's all right 
Cholly: What Miss tryin' to say is that we might break the law; we might break the law from you 
mob there? 
Albert: Nub! Cos I know all the law! I know which one's my family's and which one we can do, and 
what we can put with what one. 
Banks: You'll have to be careful because when your family comes we don't want to upset anyone. 
Cholly: And your mother might wallop you, ay? [pupils laugh] And then they might beat us. 

(V7. 00:54:52). 

Weak Classifications - 'Negotiating' the Curriculum: Mr. Collis took a more 

particularistic and innovatory approach to the curriculum than did the other teachers. He 

introduced Aboriginal Studies and self-esteem programmes because he thought that they 

were appropriate to the needs of his students. While Mary Blake, the school's Aboriginal 

Teaching Assistant, helped to plan the Aboriginal Studies programme which consisted of 

Aboriginal guest speakers, videos on Aboriginal culture and 'personalities', and a week's 

camp in a remote settlement, some of the important decisions in these areas, including the 
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site of the camp, were made by Mr. Collis. The Tigers' Aboriginal Studies was a 'local' 

production which was dependent in no small way on Mr. Collis' understandings of 

Aboriginal culture, and on his continuing support. Without the curricular foundation. and 

the social-psychological support of an established 'epistemic community' (Esland. 197 1 .  

p. 97), the programme was vulnerable to non-Aboriginal, and idiosyncratic selections 

and representations of urban Aborigines' social and cultural interests. Its vulnerability 

was evident in year C when Mary Blake withdrew her involvement and her support. It 

was highlighted again when Mr. Collis left the school and the programme was 

discontinued. 

The only other class that participated in Aboriginal Studies was Mrs. Hayes' class who 

joined in the camp and some of the activities in second term; since the programme was 

seen as special to the Tigers, it tended to separate them from others in the school. On the 

other hand, Indonesian, which was a part of the curriculum in Dalton, and which was 

accredited in the high schools which the Tigers would attend, might have given students a 

sense of a shared and extended educational experience; however, it had been removed 

from the curriculum for a previous group of Tigers, and it was not offered to later 

groups. Mr. Collis gave his reasons for this during a class discussion in which he had 

asked students to contribute ideas for activities in the following year: 

We have to look at things now that we don't like or weren't a success. You might think 'Ob I really 
hate doing this!'. You might think 'Why tbe bell are we doing this?' Like two years ago we did 
Indonesian and every week we had lndonesian ... and then we had a talk like this and I said to everyone 
then just like I'm saying to you 'What don 't we want to do?' and everybody said 'Indonesian· . So I 
saw [the principal) and siad 'We all think we don't want to do Indonesian', and be said 'Right I can 
live with that' ... So are there things that have happened this year that you don't like? (V 11 ,  00:34:00). 

Other activities were also viewed as optional, depending on students' 'enjoyment' of 

them. 1bis can be shown in the way that the Tigers were motivated to take part in a 

project sponsored by Telecom. This was a Territory-wide programme in which students 

were asked to decorate and look after their local phone booths. Classes in Baxter 

submitted designs to Telecom; the Bunjis' were awarded first prize, and the phone booth 

outside the school was named 'The Bunjis Palace'. The students painted it according to 

their design, and they accepted the responsibility for reporting any vandalism. It was 

noted in Chapter 7, that public phones were particularly important for Aboriginal and 

other disadvantaged families in the district, and Mrs. Banks had explained the project to 

students as a fonn of community service. When Mr. Collis told his students about the 

activity, some complained that it was 'boring' and said that they didn't want to do it Mr. 

Collis tried to persuade them in this way: 
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There was someone tben wbo said lbey didn't want to do it (paint the pbooe boolb ]. I mean. like otber 
things I won't make you do it People who have done it before, it's very enjoyable though. ay7 
(M6(B): 075). 

Subject differentiation: While some subjects and some activities were seen as 

negotiable, core academic subjects were also vulnerable to 'takeovers'.  particular! y by 

discussions and sport, which, like Aboriginal Studies, were seen to enhance individual" s 
self-esteem and the group's solidarity. Discussions were instigated according to 'need' ; 

they might be used to examine recalcitrance, to revivify group sentiments (in a talk lasting 

over two hours the group discussed 'What's good about the Tigers?'), and to consider 

past and future activities. Mr. Collis stated that while these talks could take 'several 

hours' they were: 'very important to the group and they're not timetabled into the 

programme. When the need arises we have discussions, and if there's a problem we 

have discussions. I see this as training for life' (Interview, 13n/B). 

Sport was also liable to intrude on lessons over and above the two hours per week that 

was allotted to it on the timetable. The Tigers' programme was likely to be disrupted. for 
example, when Mr. Collis, Mr. Fraser, and some of the Tigers went away for a week's 

football competition, and when sportsmen, such as the footballer referred to in C5. came 
to speak to the group. For example, when a football coach visited the class, his talk took 

one and a half hours out of the Tigers' English period. On another morning this period 

was spent playing games with an Aboriginal class that was visiting the school; this meant 

that the Tigers' spelling tests were held over to the following week (R7(A): 012). As 
Ted Fraser noted, sport, or discussions on sport, also tended to displace academic work 

when students became fractious: 

One of his [Mr. Collis] better qualities is his ability to know wben ldds aren't going to gain anything 
academically ... He gets into building their self-esteem and confidence in sucb a way that academic 
achievements are forgotten in these sessions ... Otber teachers feel that if they've got two hours to spend 
in the classroom, their kids will spend two boors trying to achieve some academic result.. wbicb is fme. 
but a lot of kids can't handle tbat and Roger's got that ability to know wben kids are getting on a bit of 
a downer, he'll break up, have a bit of a game, a general discussion on the foot.ball or whatever. and 
then back into tbe academic stuff later (Interview, 19/9/B) 

Mr. Collis was aware that he devoted more time to sport than did other teachers. In a 

discussion at the end of the year he asked the Tigers how they would expect a new 

teacher to 'behave': 

Pupils: More sport! Give us more sport. 
Collis: More sport than other classes, or even more sport tban I let you have? 
Pupils: Even more than you [Collis laughs and writes 'more sport' on the blackboard] (V2, 1 :58:00). 

Subject specialisation: In the Tigers, sport, in the ways noted above, was implicitly 

construed as one of the most important subjects in the curriculum. It was regarded as a 
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serious business in that it was the province of experts, such as well-known players and 

coaches, and it required special skills, dedication, and application over time. For some 

students, it was implied that hard work in this area might lead to a fulfllrnent of their 

'dreams', namely their inclusion in a southern team. The importance of this in the Tigers 

may be noted in the composition lesson when Mr. Collis stated: 

Jack Penis [Aboriginal] played V .F.L. footy ... when he was sixteen. And Frank (Aboriginal) got his 
dream - be played Melbomne in the senior game. He got his dream. His next dream is t.ha1 by the time 
he's twenty-five be must have a very good education (C5: 198-201). 

As noted above, and as will be underlined below, there was less seriousness or sense of 

'specialness' with respect to students' literacy. At the same time, Mr. Collis' 

considerable presence in the Aboriginal Studies programme tended to weaken the 

boundaries between Western educational, and Aboriginal 'business',  and to represent the 

latter as a 'subject' in which specialisation was not essential; that is, Aboriginal 

knowledge was construed, to some extent, as amenable to 'whitefellas'' selections and 

appropriations. 

In swnmary, Mrs. Banks' and the mainstream teachers' pedagogies were strongly 

classified. Teachers tended to create explicit boundaries and hierarchies between 

subjects, and they 'represented' teachers as transmitters of educational knowledge. In 
Mrs. Banks' pedagogy, which has been the major focus here, the subjects comprising the 

English syllabus were assigned the highest status in the curriculum. Aboriginal 

knowledge was located in a distinct and autonomous space outside Western pedagogy; 

like literacy, it was invested with a 'sense of the sacred' (Bernstein, 197 1, p. 56). 

According to Bernstein (1975, p. 21), the strength of these classifications is the 'crucial 

component' of a visible pedagogy, for it is this 'which creates what counts as valued 

property, and also in so doing, regulates mental structures'. Mr. Collis' pedagogy was 

weakly classified; the curriculum was construed as a flexible set of 'options', and the 

teacher as 'transformer' or 'creator' of educational knowledge. 

Frames 

In this section, the nature of the pedagogic frames in each of the five classrooms will be 

examined in tum Analysis is focused in the ways that control was realised through inter

positional, or inter-personal, teacher-pupil relationships. 

Strong Frames: The mainstream teachers and Mrs. Banks made clear distinctions 

between their roles and those of their students. In all but one classroom, students 

acknowledged their teacher's authority to control and to teach, and thus their own 



subordinate status as 'pupils'. While these teachers took 'traditional' approaches to 

classroom order and instruction, there were considerable differences between them. 
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Mr. Dane's and Mrs. Wedd's Authoritarianism: Mr. Dane and Mrs. Wedd 

maintained quiet, orderly classes, and they prohibited all but the most essential talk and 

movement. Both were noted as strong disciplinarians by their colleagues, and both 

commented disparagingly on other teachers who were less strict than themselves. The 

notion of teaching as a 'performance' in which the teacher always held centre stage. 

underscored both teachers' relationships with their students. Mr. Dane frequently made 

this clear to his class: 'When I'm on stage and I've got the spotlight I move along quickly 

so I want you to listen to me and not get into even quiet talking' (F.N. 22/10/B). Mr. 

Dane insisted that students who wished to speak were to request permission by putting up 

their hands. Children who interjected were immediately, and sometimes harshly, 

reprimanded. Mrs. Wedd tended to ignore her students' 'bidding'; she usually selected 

respondents. It was expected that students would respond immediately to their teachers' 

questions and demands, and that they would accept their chastisements. While it was 

'unthinkable' that students in either of these classes would be overtly disobedient, their 

compliance was effected through quite different strategies. 

Mr. Dane's control: Mr. Dane was an assiduous disciplinarian and instructor. He 

assumed that a quiet, orderly environment was essential to effective teaching and 

learning. Unlike Mr. Goss and Mrs. Wedd he did not shout or exclude students from the 

classroom. His control resided in his real or potential use of 'spotlighting' in which 

students were subjected to brief but intense shaming. Students might be made to stand 

and 'revolve' on the spot, to recite a nursery rhyme, or to put their hands up and 

'volunteer' answers (Cl: 130-3, 322-4). Although Mr. Dane shared moments of 'fun' 

with his students, he frequently used acerbic humour to underscore his power. Thus to a 

student who was slow to join the line-up outside he stated: 'You want to join us, bub 

[baby], or sit there sucking on your straw?' (F.N. 9/9/B). His harshest humour was 

reserved for students who attempted to usurp the teacher's role. In the following example 

he spoke to a student who had interrupted him: 

Well done, Liz. Can I take that over and develop that point? [the girl quietens immediately]. You 
should get a lolly for being a good teacher, except teachers don't get lollies. Would you like to take the 
class tomorrow, Liz? [the girl blushes and puts her face down] (F.N. 22/10/B). 

In another lesson, Liam, whose difficult relationship with Mr. Dane will be discussed in 

Chapter 10, interjected during Mr. Dane's talk: 

Dane: Mr. Smith will give the bouse points ... 
Liam: Mr. Smith won't be bere. 



Dane: [immediately faces him] Are you sure Mr. Smith won't be here? 
Llam: [tentatively] He probably won't be here. 
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Dane: [very quickly] Are you sure that be probably, are you sure that be won't be here or are you sure 
that be probably won't be here? 
Llam: [quietly] He probably won't be. 
Dane: Are you sure of that? 
Llam: [very quietly] No. 
Dane: So you're not. [decisively] We'll call for them anyway [students giggle and Liam puts his face 
down] (V2, 00:56:00). 

Mr. Dane's ability to shame recalcitrants in these ways was undoubtedly an indication of 

his students' recognition of his authority (shaming did not 'work', for example, in Mr. 

Goss' class). While Mr. Dane was rigorous in his demands for 'appropriate' conduct, he 

was, as will be shown below, no less rigorous in the demands he made on himself as 

instructor, and on students as learners. He introduced students to diverse, abstract kinds 

of knowledge, and he rarely permitted his own, or his students' personal interests to 

intrude on lessons. There was a rare example of this in his 'summarising' lesson (C l : 

102-25) when he attempted to motivate students by talking about his weekend and asking 

two Aboriginal students about theirs. This was no doubt prompted by Mr. Dane's 

awareness of the video camera that was recording the lesson, and his perception that it 

was making students 'tense' (Cl : 207-9). The exceptionality of his attempt to lessen the 

social distance between himself and his students was indicated in the grudgingness of the 

students' responses, and in their, and their peers' discomfort. While some students 

disliked Mr. Dane's teaching style, which was demanding on all, and offensive tq some, 

few could argue that his instructional programme was not challenging. 

Mrs. Wedd's control: Mrs. Wedd's maintained the tightest frames of any teacher in this 

study. During my observations, Mrs. Wedd never offered any information about herself 

or her family, and she strictly proscribed the kinds of information that she would accept 

from students. In the following example, Mrs. Wedd was reading a note from a parent 

which explained why the student had not completed his homework: 

Wedd: What's this, Simon? 
Simon: [comes over to the teacher's table] My dad's written that be bad to take me to Stuart's birthday 
party aod 
Wedd: [interjects] What's that got to do with me? I don't care what you and your 
father think you have to do! [the boy sits down on the mat] (F.N. 1819/B). 

Students who attempted to develop rapport with Mrs. Wedd, for example, by telling her 

funny stories or offering her assistance, were quickly frozen out (C3: 159-61). The 

social distance between her and her students was also maintained by the social 

organisation of this classroom. In Mrs. Wedd's pedagogy, an austere instructional 

discourse tended to be overshadowed by an extreme regulative discourse which was 

transmitted, primarily through ubiquitous routines. Routines tended to replace face-to-
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face instruction; students who were not socialised into them early in the year, or who did 

not have the requisite knowledge and skills before coming to the class, faced considerable 

academic and social difficulties. Mrs. Wedd rarely explained content, or the routines 

through which it was transmitted. The routines were meant to be self-explanatory 

content, methodology, and the requirements for conduct were embedded in them, such 

that they constituted an instructional and disciplinary buffer zone between the teacher and 

her students. In effect, the routines prescribed and proscribed what was possible in this 

classroom. Once they were established, they substituted for the teacher; to reach her, the 

student first had to breach the routine. It may be noted that Mrs. Wedd only tended to 

intervene when children failed to abide by the tacit 'code' of the routine which prescribed 

quietness, immobility, and speed (C3: 146-9, 179-80, 186-7, 194-5, 266-7, 273-6). 

Mrs. Wedd's maths lessons followed an invariant format students worked on rows of 

sums that were written on the blackboard and on work-sheets, and Mrs. Wedd alternated 

a series of work tasks with brief periods of correction. Her lesson in C3 followed this 

'work-correction-work-correction ... ' sequence. In the following table I have noted the 

times for each of the seven maths activities and their corresponding correction periods 

which comprised the lesson: 

TABLE 9.1 Allalr.sis o(rime in Mrs. Wedd's lesson 
MeDtal Spud 'Times' Total 
Tables Tables Set A Set B Set C Set D Set E �m los. )  

Wort 1 2  5 1 2  4 2 2 4 4 1  
Correct 8 4 2 4 4 8 30 

The rhythm of these alternating 'work-correction-work' periods was rarely interrupted by 

the teacher's instruction. Students who did not know their tables, or know how to 

calculate time in various ways, were in great trouble, for they were given little help with 

their work. and little time in which to complete it (C3: 20-6, 33, 35-8, 107- 1 1,  222-34). 

Mrs. Wedd's rapid question and answer routines, and the abbreviated nature of the 

students' tasks, created an environment in which students were 'too busy to think' (Holt, 

1964, in Esland, 1971, p. 92). While this kind of organisation may be detrimental to 

learning, it would seem to be highly effective with respect to control. In the lesson noted 

above, the routines left little time for inattentiveness (and thus misbehaviour) since they 

took all but four minutes of the total period (one minute at the start of the lesson, two 

minutes as the teacher gave out the speed tables sheets, and one minute when the students 

pasted sheets into their books ). This kind of organisation ensured that before the 

attention of the fast and the slow students had waned, the class would be busy with a 

different activity. It also allowed Mrs. Wedd a substantial amount of 'free' time (41 per 
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cent of the period of this lesson) in which she corrected homework, organised more work 

sheets, and watched the class from her desk. 

Mrs. Wedd's preoccupation with control was also evident when she read stories to the 

class. She did this every morning, and she chose stories which could be completed in the 

ten minutes before maths lessons. She often read from a book of mystery stories, and 

students were to guess the identity of a criminal from the clues given in the story. They 

had to sit quietly in front of the teacher, and listen. In the following example, Mrs. Wedd 

sanctioned a student who was whispering to his friend: 

RONALD, GET OUT! AND HOPEFULLY THE PRINCIPAL WILL COME PAST AND SEE YOU 
TIIERE [the boy goes outside and tbe teacher continues with the story] (Ml(A): 075). 

At the end of the story Mrs. Wedd closed the book and looked up at the class. Several 

children silently put their hands up. There was none of the noise or restlessness which 

usually mark transitions or accompany 'bidding' in classrooms. Mrs. Wedd quickly 

called on a series of students who gave one-word answers, until she turned to the back of 

the book and read out the solution. It is assumed that this intense stillness had been 

achieved by an extreme form of pedagogic socialisation. 

Mrs. Banks' Authoritativeness: Mrs. Banks gradually imposed order in the Bunjis 

by directing students' attention to two areas; the flrst of these was learning which Mrs. 

Banks referred to as students' 'work'; the second might be called self-discipline, and this 

concerned students' responsibilities to others in the group. In both these areas Mrs. 

Banks clearly differentiated the obligations of teacher and students. With respect to 

learning, Mrs. Banks' pedagogy tended to individualise - each student had to acquire 

certain competencies through his or her own efforts. It was not acceptable, for example, 

that students copy from books, or ask their peers, or, in some cases, ask the teacher for 

help. In matters of discipline, pedagogy tended to collectivise - individuals were located 

within a social group and made to see that their actions had significance for others. Both 

of these areas will be examined in tum 

Mrs. Banks ' Instruction: Like Mrs. Wedd and Mr. Dane, Mrs. Banks was a didactic 

teacher. Most of her lessons followed the format of the 'mammals' lesson; she taught or 

revised content with the whole class, and then worked with individuals and/or small 

groups. She insisted on students' attention and participation during lessons; while she 

permitted students greater freedom to move and talk than did Mr. Dane or Mrs. Wedd, 

she would intervene if this interferred with teaching or learning. There are several 

examples of this in the lesson in C2. When Duffy and Kate came in late from another 

classroom and took too long to flnd paper and pencils, Mrs. Banks stopped the lesson 
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and told them to join the class (C2: 258-62, 303-5). She also reprimanded Leon when 

he moved his chair and distracted Duffy - 'Don't disturb a person who's working' (C2: 

426-7), and she called Cholly up from the big boys' table with his work 'because I can 

see that there's a little bit of mucking up going on over there' (C2: 405-6; see also F: 

53-4, 64-9, 88-92, 150). She also sanctioned those whose inteijections were 'silly' or 

gratuitous (C2: 53-6, 244-6, 539-40, 547, 575-6, 590-1) 

While Mrs. Banks insisted that students take part in lessons, she also gave them greater 

opportunities to do this than did the mainstream teachers. For example, she created more 

diverse communicative structures by interspersing the direct-questioning routines that 

were used almost exclusively in mainstream classes (C2: 5, 1 1 ,  29, 45, 53), with whole 

group questioning (C2: 13, 22, 32, 35, 72, 86), and with 'turns' (C2: 46-7, 199-200, 

206-8, 223, 230. 262-3). 'Turns' referred to the way that Mrs. Banks organised a series 

of interlocutors. This made questioning times predictable, and gave the slower children, 

whose turns usually came towards the end, some time to consider their answers (the 

pedagogic value of this fonn of questioning has been noted by Rosenshine and Stevens, 

1986, p. 384). After Mrs. Banks had nominated the series of speakers, students who 

transgressed another's turn would be reprimanded. When Howard interrupted his sister, 

Mrs. Banks said 'Excuse me! We're up to Ellen 's tum' (R(lO): 070). Mrs. Banks 

would also use this to sanction students who interrupted her. When the class was 

discussing the Christmas concert, and students inteijected when she had the 'floor', she 

said 'Excuse me! Do you remember I said this is my turn' (M4(A): 164). Once children 

had been nominated. they were pennitted to change, but not to relinquish, their places. 

When students had been asked to read their stories to the class, Thea had refused to go 

'first'. Mrs. Banks waited until others had had their turns and then she came back to 

lbea who then read her story (F.N. 17/9/B). Thus 'turns' were not arbitrary; they 

constituted a participatory framework for all students: 

Banks: [to Leon] You're the only one who didn't have a tum. 
Leon: I didn't know what to write. 
Banks: Well listen to me. 'I don't lrnow' is an unacceptable answer in this room because you do know. 
We've been having this story for a long time and you know all lbe characters and the story and you've had 
the same chance as everyone else. I'm not going to let your brain get slack! No excuses! Everyone 
must have a turn (M8(A): 417). 

Aboriginal students took their 'turns' seriously, and they would remind Mrs. Banks if 
she forgot them. When Cholly, who had been nominated 'fourth',  had waited quietly for 

his turn to go out to Mrs. Banks with his work, but she had called the fifth child, he 

called out to her: 

CboUy: What about number four? 



Banks: Right! Come in, number four! Let's see you, number four [Cholly takes his story to Mrs. 
Bariks] (F.N. 12/10/B). 

210 

While, as noted above, Mrs. Banks used 'turns' as well as group- and direct questioning 

throughout the lesson in C2 it may be noted that she tended to use the direct form with the 

quieter and/or less able students such as Ellen, Hub, and Gerry (C2: 26-35, 53, 90-2). 

Mrs. Banks also encouraged students' participation by imposing two rules- 'you never 

say 'shame job', and you don't say 'I can't'. Aboriginal students referred to contexts in 

which the real, or potential, risks of public exposure were high as 'shame job', and they 

used it to justify their withdrawal from certain activities. Ada complained that Mrs. 

Wedd's class was 'a shame job' because her, and other students' failures were 

highlighted there (see C3: 20-6, 51-72, 486-90). Mrs. Banks dismissed these kinds of 

complaints, and she could be severe with those who sought, by claiming 'shame job', to 

avoid wider social and educational experiences, or to evade their responsibilities (see 

Chapters 10 and 11). She also disapproved of students who used 'I can't' as an excuse 

for failing to try work, for copying from books or other students, or for asking for help 

from older students. She did not accept this, even when the circumstances might be 

considered exceptional. For example, during a lesson with compasses, Albert, whose 

writing ann was in a plaster cast, told Mrs. Banks 'I can't do this, Miss'. She said to 

him 'I've never heard you say "I can't do something" before, Albert, so how can I 

believe you?', and she walked away. Duffy and Jon helped Albert to draw his circles by 

slowly turning his paper while he held down the point of the compass with his 'good' 

hand (R9(1): 561). 

Mrs. Banks' prohibition on 'I can't' was reinforced (unwittingly) by Ged Rouse. When 

he was drawing on the blackboard, Kate called out 'I wish I could draw but I can't: 

Rouse: You can do anything you want, you've just got to want it enough. 
Banks: (to Rouse) We should tell you about our swear words [prohibitions]- they're 'shame job', 
'stupid', and 'I can't' (F .N. 29/5/B). 

Mrs. Banks also prohibited peer-tutoring since, as she told the class, this encouraged 

laziness and reliance on others. While she refused to help 'lazy' students- 'No, I'm not 

telling you that- you figure it out for yourself'; 'You sound it out- it's easy'- she also 

told students that they were not to assist others with their work- 'Don't tell Albert; he 

knows that'; 'Ellen, don't let them see your book. Let them get their own ideas'; 'Don't 

tell him - go and fmd it in that dictionary'. Children were forbidden to help others with 

spelling; while they knew that this was a class rule, they could also explain the reasons 

for it, as Kate and Thea did in their interview with me. This contrasted with the regime in 
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Mrs. Wedd's class where the prohibition was implicit, but where there was widespread. 

surreptitious, peer-teaching (C3: 48-9, 188, 191, 196-7, 316, 349, 393-4, 414). Mrs. 
Banks also prohibited copying since this meant that students were not learning. In the 

'mammals' lesson she made five references to copying (C2: 239-40, 319-20, 321-2. 

332-43, 496-7), and in one instance, where Cholly has been suspected of it, she put the 
case against this practice very clearly: 

Banks: [A)bout people who copy writing straight out of books. Copying straight out of books does 
two things 
ChoUy: [interjects] You don't know what it says? 
Banks: That's the first thing - that copying doesn't teach you much. People who do tbat often don't 
understand what they're copying and the information is not going into your own bead so that means that 
you're not processing information in your computer brain. That's why it's important that you read the 
information, jot a few things down to help you remember it and then make up your own writing. When 
you've done that then you've learnt it 
ChoUy: I did copy tba1 writing out of the book onto scrap paper but I'm not going xx. 
Banks: I know. You're going to think about that and change it into your own writing. 

In his lesson, Mr. Dane also alluded to students' copying, although he was far less 

explicit than Mrs. Banks, and his irony could be interpreted as a tacit acknowledgement, 

and a resigned acceptance of the practice (Cl: 24-5). 

Mrs. Banks expected that students would show a certain stoicism in their work and in 

fulfilling their social responsibilities, and her harshest sanctions were reserved for those 

who blamed other students, or unfavourable circumstances, for their failure. Mrs. Banks 

called this 'wimpy' (C2: 401), and her students, 'sooky', behaviour (F: 3-10), and it 

implied cognitive as well as social inadequacies. There was evidence that the Bunjis came 

to connect a failure to work, with a failure of character and maturity, as several of them 

indicated in their interviews with me. For example, Dante stated 'And you can't be slack 

in the Bunjis or else you're acting like a kid. Like Zac, he's really slack and he doesn't 

work and he acts like a real baby' (M2(A): 195). Conversely, Thea and Kate nominated 

Duffy as a 'leader' in the �lass because he was 'the best worker' (M4(B): 261). 

Mrs. Banks' Discipline: Mrs. Banks also laid down clear guidelines for conduct. She 

explained to children that there were 'proper' ways of behaving and speaking, and she 

observed these proprieties in her own behaviour. She insisted that children show 

'manners' to their teachers and peers. For example, students who entered or left the 

classroom were to acknowledge Mrs. Banks (C2: 126-7, F: 64-5, 92-4), and she 

challenged those who failed to do this. When two maths students ran out of the class 

when the bell rang, she called them back: 'Matthew and David, you don't go belting out 

of the room without saying goodbye. That's not good manners' (V6, 2:12: 10). This 

contrasted with the way things were done in Mrs. Wedd' s class where students and 



212 

teacher rarely acknowledged each other during transitions (C3: 12, 32, 51 1-13, 516-7, 

519-21). 

Mrs. Banks also denounced behavious and attitudes that indicated disrespect or lack of 

care for others. When some of the Bunjis laughed when Kate fell off her chair, Mrs. 

Banks said to them angrily: 

Banks: Don't you ever let me hear you laugh when someone falls off a chair. 
Dante: Cos they could hurt 
Gerry: [interjects] Why, Miss? 
Banks: Because it's really ugly to laugh when someone falls or hurts themselves. (R(lO): 1 12). 

It was expected that children who were rude, or who disturbed others, would formally 

apologise. When Zac frightened Hazel into screaming by putting a frog on her desk, 

Mrs. Banks insisted that both children say 'sorry' to the class, because both of them had 

'stopped us [the class] doing our work' (F.N. 1/5/B). In another lesson, when Zac had 

interrupted the teacher, she accepted his 'Pardon me, Miss Banks; 'scuse me', and 

indicated her approval: 'That's very good manners, Zac' (V3, 1:53:46). She attempted 

to introduce children to universalistic forms of speech, as well as conduct For example, 

in a lesson on the digestive system, Duffy volunteered this answer: 

Duffy: Guts! 
Banks: 'Guts' is one way of saying it 'Guts' ia a bit rough talk. We usually say 'stomach' [students 
call out alternatives]. We say 'tummy' for little kids, and 'stomach' for big kids. 
Duffy: 'Guts' is a bit sick, ay Miss? (VlO. 1:51:39). 

And when Cholly informed Mrs. Banks that he had made a mistake with his compass: 

CboUy: Now I've buggered it up, Miss! 
Banks: 'Buggered up' is rough tallc [srudents are quiet and Banks pauses]. Do you know that Cholly? 
[Cbolly is silent]. 
Albert: It is (R9(1): 093). 

Aboriginal parents noted, with approval, Mrs. Banks' attempts to broaden their children's 

social competencies. They liked the way, for example, that children called their teacher 

'Miss', and the ways that her students addressed other adults as 'Mister' or 'Miss us', for 

this indicated respect and mannerliness that they considered essential in adult-child 

relationships (see B4, B5). In the classroom, Mrs. Banks' insistence on universalistic 

'manners', also avoided some of the conflicts that arose in other classrooms where 

miscreance tended to be construed as personally offensive to the teacher. There was a 

clear sense of this, for example, in Mr. Dane's chastisement of the Aboriginal student, 

AB1, who had shrugged his shoulders at the teacher: 'Don't do that to me, AB l !  I'm 

not terribly impressed with that sort of behaviour' (C1: 31-2). 
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While Mrs. Banks tended to bracket off personal knowledge (her own and her students) 

during lessons, she did this less rigorously than did the mainstream teachers. When she 

did volunteer personal information, it usually took the form of a homily in which she 

attempted to explain, and to underline norms. For example when Dante and Zac stated 

during morning talks that they had collected mangoes from a yard without asking for 

them, Mrs. Banks told the class of her parents who had had fruit trees and who 'liked to 

give it away to people but they always liked people to ask before they took it' (F.N. 

5/1 1/B). Similarly she introduced the 'no hats' rule in the classroom by telling the Bunjis 

about the men in her youth who always wore hats, but who 'tipped' them to women, and 

always took them off inside houses and churches (R4(B): 285). 

The strong boundaries between teachers' and students' roles in Mrs. Banks', Mr. Dane's 

and Mrs. Wedd's classrooms gave some sense of surety to pedagogic activities and 

relationships. If the experience of being a student in these classes was sometimes hard 

and hurtful, it was, nonetheless, unambiguous. Teachers and students had their own 

distinct areas of responsibility, and relations between the two were ordered unequivocally 

in terms of superordination and subordination. Teachers' expectations of students' 

behaviour were clear, as were the consequences of misbehaviour. There was far less 

certainty in these matters in Mr. Goss' classroom. 

Mr. Goss and the problem of control: Mr. Goss stressed the importance of 

academic learning, and he tried to instil a sense of subject discipline in his students. He 

had particular interests and skills in science, and in these, and in other lessons he showed 

a more intuitive grasp of young children's cognition than did any of the other teachers. 

For example, in a maths lesson when some pupils were having trouble with the concept 

of 'eighths', he got eight children (four boys and four girls) to line up at the front of the 

room. Then he asked: 'What fraction of the group is the girls?', 'What fraction is 

wearing football shorts?', and so on (F.N. 4/6/B). He also took great care in choosing 

the novels that he read to the class; their language and content might have been expected 

to capture most children's interest. One of the stories was about a whale that had died on 

a beach; a young man in the nearby town was hired to get rid of the carcass. Mr. Goss 

had been reading for several minutes: 

"The whale started to go bad. It started to stink. Soon the whole town was covered in the smell. The 
smell seeped into every crevice". That' a nice sentence, isn't it? [he repeatS the sentence slowly and 
softly]. "It was just revolting, and there was no escape. It was just like living with a bucket of sick" 
{V5, 00:08:19). 

It might be expected that students would be interested and attentive during this reading, 

and in the fractions segment, yet they were not. In both cases, Mr. Goss had to shout to 
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get students' attention, and to be heard above the noise of the class. Long before he had 

finished reading, students were noisily packing their books, and looking towards the 

door. When Mr. Goss said 'Right. It's maths time', many students were leaving as he 

was speaking, and they left the room, as I noted at the time, 'like rockets', and without 

acknowledging their teacher. 

Much of the trouble in Mr. Goss' room stemmed from his difficulties in establishing 

order, what Bernstein (1990, p. 66) called the 'prerequisite of any enduring pedagogic 

relation' .  Part of the problem was Mr. Goss' poor organisation. For example, while 

Michael (P7 in C4) was one of the chief troublemakers in the maths class, he was also 

one of the most competent students. He knew most of the material, and was rarely 

challenged by the work that Mr. Goss set It may be noted that Michael's claim that he 

knew all his tables (C4: 109-10) was probably true. When he was first on the 'hot 

stool', he got a perfect score for his eight times tables (C4: 121-2). Yet, like the slower 

pupils, he was required to sit for considerable periods, and to 'learn' his times tables (C4: 

97-120). I observed another example of this in an English lesson when Mr. Goss asked 

students to complete five sentences which included 'I get angry when ... ' ;  'Better than 

anything I like ... '. This was an easy task for grade five students, and within a few 

minutes, many of the pupils were lined up at the teacher's desk. The line became 

disorderly almost immediately - some students yelled insults to each other, others had 

ruler and paper fights, some wrote on the blackboard behind the teacher, and others 

derided the sentences which other students read aloud. One student read out to the class 

'I get angry when Mr. Goss says the same thing over and over again', and another, 

'Better than anything I'd like to pass grade five and leave Mr. Goss'. The lesson ended 

with Mr. Goss angrily banging on his desk for attention, and pulling a girl away from the 

blackboard; she responded by pulling faces at him. Here, as in other lessons, Mr. Goss' 

relationship with his students, and his lesson, became irretrieveable 

Mr. Goss also had difficulties in catering for the academic needs of his less capable 

students. Those who attempted to follow his instructions and settle to work were often 

the less powerful, and less competent students, among them the Bunjis - Cholly, 

Howard, Gabby, Kate and Mary; they needed the individual help which Mr. Goss, 

whose attention and energies were usually directed elsewhere, was unable to give. 

Students in this group frequently indicated the frustration shown by the Aboriginal 

student, AG4, who, despite the distractions of the classroom, attempted to follow the 

teacher's directions but made many mistakes. She went several times to Mr. Goss' desk 

to borrow his eraser, and she indicated that she was having difficulties by slamming her 

book several times on her desk. Mr. Goss ignored her because he was watching several 

miscreants 'winding themselves up' (C4: 352-7). When he did fmally assist the girl, he 
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class. 
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This happened again in Mr. Goss' interaction with the Aboriginal student. Isaac (C4: 

2 1 1-26). He was a new student who had a poor grasp of English and of maths. It is 

likely that he did not understand a great deal of the lesson, and that he found the general 

noise and disorder unsettling. He had not done any of the work; instead, he had drawn 

an elaborate 'hot rod' on his book. When Mr. Goss asked him 'do we know anything 

about the two sides [of a triangle]?', Isaac suggested 'They make the top'. While this 

was a 'reasonable' answer from this student. the teacher thought that it was another in a 

series of 'smart' answers, and he sent the boy to sit outside the class for almost the entire 

lesson (51 minutes). 

Mr. Goss' difficulties in meeting the academic needs of his students created opportunities 

for boredom, misbehaviour, and disaffection; his tendency to equivocate, and to punish 

the lesser recalcitrants, opened the way for claims of injustice (C4: 88-91, 123-9, 145-

9). All of this provided spaces for the personal agendas of the more powerful and 

charismatic students. Once the instructional focus of the lesson had been lost, and this 

tended to occur early, these few students directed their considerable energies to 

'takeovers', while the others drifted into group and/or individual entertainments -

drawing, fighting, chatting, and looking out of the window. Mr. Goss wavered, 

bargained. withdrew, and in the end, attempted to coerce students by shouting, moving 

them to 'hot seats', to other parts of the room, or outside the classroom altogether. Yet 

all these strategies only seemed to exacerbate his students' disobedience and disrespect. 

Weak Frames: Mr. Collis' pedagogy was based on quite different teacher-pupil 

relationships to those of the other teachers. He considered that Aboriginal students' 

problems in the school lay in their low self-esteem which was exacerbated by teachers' 

inability or unwillingness to accommodate their cultural differences. He attempted to 

alleviate their sense of 'disempowerment' by allowing them greater freedom in the 

classroom: 'Teachers think by being an authority figure you take control in the 

classroom. This is their biggest mistake. By giving kids more power you get more 

respect and get more done' (R18(A): 125). 

Mr. Collis ' Instruction: Mr. Collis considered that a 'student-centred' pedagogy was the 

most effective way of teaching Aboriginal children. He based his literacy programme on 

self- or peer-teaching, and on co-operative learning, since they were thought to be 

consonant with Aborigines' predilections: 
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Our ethos in the Tigers fits into that [Aboriginal co-operation], but we take it out of the family context 
and bring it to school, and that's the easiest way of orgainising the classroom because in reality, instead 
of having one teacber and sixteen kids, you end up having a teacher and sixteen aides or seventeen 
teachers. When you look at it that way, it's crazy to do it any other way (Interview, 13ntB). 

In interviews and in group discussions, the Tigers stated that 'we can teach ourselves' 

was one of the 'positive' features of their classroom. The notion of 'student as teacher' 

underpinned the spelling-in-pairs and letter-writing programmes. In spelling lessons, 

students chose partners and worked on sheets of spellings (300 words) that were graded 

in difficulty; they selected the number, and the kinds of words they would learn, and 

they had some say in when they would be tested by Mr. Fraser or Mr. Collis. While this 

'contract' spelling seemed to work well for the competent spellers such as Shaun, 

Sparky, and Jeremy, it had some inherent difficulties, even for them. For example, in the 

lesson in C5, Sparky and Jeremy who were partners, spent less time learning their 

spelling, than they did discussing the number of tests they had completed, and comparing 

the levels of difficulty (C5: 26-37). Sparky's claim that he was 'choosing words from 

'all over the place' (C5: 35), was a concern, for it meant that he was learning randomly, 

rather than by common phonetic patterns or structures. Some of the more competent 

spellers also tended to choose too many words, and/or words that were too difficult for 

them. This was noted in a lesson where Mr. Fraser tested Marg, who was a grade seven, 

non-Aboriginal student Although Marg believed that she has learnt her words, she made 

five errors. Mr. Fraser advised her: 'You'll have to work on them, but they're really 

hard words. Maybe you'd better not pick such hard words next time' (V9, 0:25:00). 

The programme presented greater difficulties for the less competent students who, like the 

good spellers, also tended to pair off together. For example, Amos and George were 

regular partners, and they were among the least competent students in the class. Amos 

was a Special Education student, and both he and George, who came from a remote 

Aboriginal community, spoke strong vernaculars. In one lesson, Mr. Collis asked Amos 

to 'get George's book and help him with those words because you've been doing them all 
week'. While Amos helped George, Mr. Collis spent time with Sparky and Shaun who, 

as stated, were among the best spellers in the class (F.N. 4/1 1/B). In this, and in other 

spelling lessons, Amos and George rarely settled to work. In the lesson in C5, they 

spent much of their time play-fighting; like other 'distracted' students, they were not 

reprimanded by Mr. Collis who 'partnered' Grace for the whole period. In taking the 

role of 'partner', Mr. Collis indicated that the teacher was, in a sense, the 'same as' the 

student, and that their roles were interchangeable. 

This same ambiguity was evident in two other areas of the language programme where 

the teacher adopted the role of 'modeller' . In the four 'silent reading' periods per week, 
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Mr. Collis, like his students, sat at a desk and quietly read a book. Tigers who were 

poor, or non-readers, had difficulties in maintaining interest in their books, and so they 

tended, as they did in spelling sessions, to become distracted. This same pedagogic 

format - students' 'choice', instructional autonomy, and teacher's 'modelling' - guided 

the Tigers' thrice weekly letter-writing sessions. Children usually chose their 

respondents from a narrow field of consociates. In C5, for example, some wrote to 

friends or relatives, and others wrote to a football coach who had visited the class. 

During these sessions, Mr. Collis sat at his desk and wrote a letter, and he delegated 

students to help those who were having difficulties - 'John, please explain to George 

about the writing'; 'can you ask someone near you for help?'; 'I'm writing mine [letter] 

so that's for you to figure out'; 'could you ask someone else instead of me?'. When he 

completed his letter, he would read it to the class, commenting on his phrasing, spelling, 

and structure - 'that's not written well either'; 'I'll fix that up later'; 'I'll just fix that up 

because it doesn't make sense' (V2, 00:22:49-0I:20:00). In these, and in the silent 

reading sessions, Mr. Collis withdrew from his students; this was not because he did not 

care about what they were learning, but because he asswned that his behaviour (that is, 

preoccupation with reading or writing) would, of itself, communicate the importance of 

the activity to students. That is, his behaviour conformed to the 'rules' for silent reading 

and writing (see Sloan and Latham, 1981). While 'modelling' may have been helpful for 

some of the competent writers in the Tigers, it is difficult to see how it assisted those who 

had little grasp of the basic components, structures, or purposes of different kinds of 

writing. 'Modelling' also tended to blur distinctions between the teacher and his 

students, since it signified that the teacher, no less than the student, was a 'learner' in the 

classroom, and that time and other resources of the classroom could be spent on the 

teacher's, as well as the student's 'work'. 

These ambiguities were compounded when students 'taught' the class. In one maths 

lesson, Sparky was in charge of the class for I7 minutes, when he organised, and 

supervised, a tables competition (VI I, 02:07:00), and in C5, Jamie was asked to recount 

the procedures of the spelling activity for the class. Whether students taught the class or 

individuals, they, and their less able peers were liable to be disadvantaged. For example, 

Jamie had trouble explaining the spelling tasks to the class which included a new student, 

Ann (C5: 8-I8). Similarly, when Mr. Collis asked Mike to help George in the 'Telecom' 

activity, Mike spent so much time with his classmate that he he was unable to do his own 

work.. In the end, he copied the work from a sheet taken from the teacher's table (C5: 

I47-5I). 

Mr. Collis' Inter-Personal Control: Mr. Collis' concern for his pupils' 'equality' in the 

classroom, led to highly personalised relationships between him and his students, and 
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particularly with the older male students who could be difficult, and whose sporting 

interests he shared. He encouraged students to call him, and other adults, by their ftrst 

names. When Jamie wrote 'Mr. Collis' in one of his ft.rst letters, his teacher crossed this 

out and wrote 'Roger' above it In his subsequent letters, Jamie referred to his teacher as 

'Roger', as did the other students. There was a similar imperative for students to disclose 

personal information, and formal and informal structures were provided to facilitate this. 

There were, for example, frequent 'discussions' which were the core of the Tigers' 'self

esteem' activities. In these sessions, students were encouraged to express their thoughts 

and feelings and Mr. Collis stressed the need for 'truth' and 'trust': 

Collis: O.K., everyone remember our two rules - eye contact and confidentiality. That means that what 
we say here stays here. Why do we insist on that? 
Jeremy: Cos if other people tell what you say you might shut up (V2, 1:56:00). 

In the discussions, Mr. Collis might contribute personal information about himself, or the 

'official' business of the school staff, including decisions made at staff meetings. He 

considered that his students had a right to this information, and that by sharing it, he was 

'empowering' them and treating them like adults. This tended not only to bind Mr. Collis 

and his students in a network of secrecy, but also to separate the Tigers from those (e.g. 

students and parents) who were not privy to the same information: 

Collis: [to class) Not last staff meeting but the one before the principal [decided on staffmg for next 

yea-). 
Pupils: You teaching the Tigers? 
Collis: !bat's a big secret but you can keep secrets. 
Pupils: Yeah. 
Col lis: I will be teaching the Tigers again next year. All. right? So. Don't tell the others [pupils] 
though because parents aren't supposed to know and people keep secrets well in this room .. .And Veronica 
(Mrs. Hayes who worlred in the same area) won't be in that area next year. She'll be in the lower 
primary. But don't tell the other kids. O.K.? (Vll,  0:06:30). 

Mr. Collis' disclosures were not restricted to the 'therapeutic circles'. In other lessons he 

told students about his youth, his schooling, and his family; he stressed his own 

personal and professional failings. He emphasised, for example, that if students did not 

know something, or failed in a test. that this was his 'fault' as a teacher (V9, 00:37:19-

00:58:44). At the same time, when students were having difficulties with other teachers, 

he explained that this was a 'personality thing' between the student and that teacher. In a 

discussion when the Tigers were suggesting activities for the following year, Mary Blake 

asked if Mr. Collis would take all the Tigers in his maths group, since some were 

truanting from their mainstream maths classes. Mr. Collis then stressed the need for 

'character',  and 'no excuses', and he gave an example of this from his own school days 

when he had attended a boarding school and had not liked a teacher there: 
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I used to think 'Stuff him!' I don't like him. But then I thought to pass year eleven I needed to pass 
English .. .My dad told me I had to work it out. .and so at tbe end of the year that guy was still crazy but 
I finished .. J did well and worked real hard just to spite him ... So you always come across [people] you 
don't lilce .. .and [people] I really admire are the people with character who stick at it (VI I, 00:43:00). 

In Mr. Collis' personalised regime, students' misbehaviour was implicitly, and 

sometimes explicitly, construed as a failure to reciprocate the teacher's trust, loyalty, and 

friendship. Thus Mr. Collis' reprimands were frequently couched in terms of 

'disappointing me/others',  or 'letting me/us down'. In a maths lesson he said very 

quietly to an inattentive girl 'Remember our agreement?' (F.N. 9/5/B). He would also 

indicate his disapproval by quietly taking students to one side for a talk, and perhaps 

sending them to do time on the Tigers' verandah. When the class was inattentive, he 

indicated his personal offence by halting in mid-sentence, standing silently, and looking 

away from his students (C5: 202-3). In some cases, he merely 'eyed' recalcitrants, who 

then went to 'do time' outside; he did this when Marty and Jeremy were giggling during 

a maths lesson (F.N. 9/5/B). He also ptmished his students by denying them his 

presence. On one occasion, when students were talking over him, he walked out of the 

room and returned when the students were quiet and sitting up waiting for him (V 4, 

00: 17:39). 

On some occasions, Mr. Collis' control was communicated more explicitly. On camp, 

for example, students were forbidden to talk after 'lights out'; those who disobeyed were 

removed from their tents and taken to stand for a while by themselves. When the Tigers 

were discussing a forthcoming camp, Mr. Collis shared a joke with the boys who, on 

camp the year before, had disobeyed him: 

Collis: All these guys talking in their tents were marched off into the dark for a while by themselves 
and they were all saying 'Ob, this is O.K., this is no problem'. After they'd been there for about ten 
minutes I came bade to get them and they were saying [whispers) 'Let's go back! Let's go back!'. 
Marty: NO I WASN'T! 
CoOls: [laughing) You WERE, you WERE SO. 
Sparky: Jamie said he wasn't. 
Collis: Yeah. Jamie says be wasn't, but be was real glad to come back to bed too (V2, 00:09:20). 

While the Tigers were seen to have a great deal more freedom than other students, it may 

be seen that, even in this class, only some attitudes, relationships, and behaviours were 

permissible, although here, the 'permissible' was less clearly defined than it was in other 

classes. The unclear boundaries, and the emphasis on 'freedom' and 'enjoyment' in the 

Tigers may partly explain an incident that happened towards the end of the year. Ann 
was a very bright Aboriginal student who was in Mrs. Hayes' mainstream class, and who 

attended Mr. Collis' class for maths. She had a special fondness for Mr. Collis. On a 

class excursion, she told me that he was 'the greatest teacher' she'd ever had, and that she 

wanted to be in his class 'all the time' (F.N. 5/9/B). Her behaviour worsened in Mrs. 
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Hayes' class, and she was transferred to the Tigers in fourth term. After three weeks. 

she brought drugs to the classroom and was immediately suspended. She did not return 

to the school. 

Visibility and Invisibility in Key Aspects of Instruction 

It has been indicated that the mainstream teachers' and Mrs. Banks' pedagogies. in 

contrast to that of Mr. Collis, created strong classifications and frames. This respective 

visibility and invisibility, will now be highlighted in a comparative analysis of aspects of 

the instructional discourses in each of the five classes. Teachers' typical instructional 

configurations, and the sequencing and criteria! rules which underpinned their practices. 

will be examined. 

Instructional Configurations: Findings presented in Table 9.1  show how each of 

the teachers divided their time between whole-class and individual/small group 

instruction. 

TABLE 9.2 Time teachers spent in class- and individual-instruction 

Dane 
Banks 
Wedd 
G oss 
C o l l i s  

Period (m Ins.) 
5 1  
9 1  
75 
75 
97 

Whole-Group Indlv/Small Group 
Instruction Instruction 

45 (88%) 4 (8%) 
53 (58%) 36 (40%) 
36 (48%) 8 (11%) 
44 (58%) 8 (11%) 
19 (19%) 56 (58%) 

Mrs. Banks spent the longest time (91 m.ins.) of any of the five teachers on one lesson; 

Mr. Collis accomplished four lessons in approximately the same period (97 mins.); these 

were: spelling ( 1 1  mins.), letter-writing (49 mins.), reading comprehension ( 16  mins.), 

and composition (21 mins.). The largest part of the Tigers' language period (50.5%) was 

devoted to letter-writing, an activity which afforded students the greatest autonomy, and 

the teacher the least 'visibility'. Mr. Collis also spent the least time in whole-class 

instruction (19% ), and Mr. Dane the most (88% ). Much of the nineteen minutes which 

Mr. Collis spent in front of his class, was taken up with organisation rather than 

instruction. During this time, for example, he outlined the series of activities, and revised 

the procedures for self-instruction (C5: 7-23, 45-75, 1 13- 124). In contrast to the other 

teachers, Mr. Collis reserved his face-to-face instruction (58 per cent of the period) for 

individuals, and for a group of three students , who, for the most pa.f4 had asked for his 

help. That is, Mr. Collis tended not to oversight, or to interfere in students' work-in

progress as the other teachers, and particularly Mr. Dane and Mrs. Banks did. Mr. Goss 

spent much of his instructional time attempting to maintain, or to regain control (for 

example, he expelled three students from the class, and moved another to a place of 'in-
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example, he tried to talk over disruptive students in C4: 1 29-3 1. 152-4, 244-7). 
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Sequencing rules: Differences in the sequencing rules of visible and invisible 

pedagogies create different kinds of awareness in pupils of their academic competencies 

and identities (Bernstein, 1990, p. 74). In this section, it is intended to show how 

pedagogies developed this awareness in pupils in two ways. First, it will be shown how 

pupils were made aware of their places in a grade-sequence, by teachers references. for 

example, to the commensurability of their skills and knowledge with those of other same

age cohorts. Secondly, it will be shown how teachers made students aware of pedagogic 

content as having a place in a sequence of educational knowledge; that is, it will be 

shown how teachers fostered students' awareness of what they had learnt, and what 

remained to be learnt 

Grade ldenti/Us: During their lessons, the mainstream teachers and Mrs. Banks 

referred, explicitly or otherwise, to their students as members of specific grades (C 1 :  

39-40; C2: 393-9, 578-9, 603-4; C3: 95-6, 109- 1 1 ,  142-6; C4: 163-6, 167-8). 

Although in this lesson, Mr. Dane made only a brief reference to an astute grade five 

student going 'up to year six', in others he made sure that his students were aware of the 

academic standards of their grade, and of their abilities to meet those standards. For 

example, he spent one lesson analysing samples of moderated writing from other grade 

five students across the Northern Territory (V13, 00:51 :00-01 :41:00). This gave his 

students opportunities to evaluate other students' writing, and to compare their own with 

the moderated samples. During the lesson, Mr. Dane asked the class to comment on the 

writing: 

Dane: What sort of standard do you see this piece, Tara? 
Tara: Satisfactory? 
Dane: What does that mean? O.K., good, average; and whal age is this student? 
Pupils: Year five. 
Dane: Yes, he's round about your age, and you're grade five, so what we're loolcing at is the lc.ind of 
work we should be aiming at, at least. What we'D be reading in the next two samples, is the sort of 
work that you should be able to come up with yourself (V13, 1:25:00). 

Mr. Goss and Mrs. Wedd also made it clear to their students that their competencies were 
being evaluated according to grade norms. For example, on two occasions Mrs. W edd 

reminded the boy who was repeating grade six of his inadequacies in fulfilling grade 

requirements (C3: 109-11, 142-6), and another's competency was compared 

unfavourably with that of much younger children: 'There are year threes who could tell 

me this' (C3: 96). Similarly Mr. Goss admonished a grade seven student for wasting 

time by reminding him 'and you'll be off to high school soon ' (C4: 167-8). Mrs. Banks 

also imparted a sense of grade-status to her students. Like Mr. Dane she 'elevated' a 
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hard-working grade seven student 'go straight to grade eight class' (C2: 604). and she 

dismissed inadequate work as 'baby stuff (C2: 578-9). Here she was spealcing to Leon 

who had not started his work: 

Banks: How many weeks to the end of the year? 
Leon: I don't know. 
Banks: Well have a look at our term chart and count [Leon counts off the weeks remaining]. Right 
There's only four more weeks to the end of the year and then you're in grade five. So bow is it for a boy 
who's almost in year five to be sitting there on the fle« saying 'This is too hard. I can't do it' wben you 
can do it You're ready for it oow. 
Leon: Well I'm not there yet (C2: 394-400). 

The tenn chart that Mrs. Banks referred to was a time-line which she drew on the 

blackboard at the start of every tenn. She marked off the school weeks every Friday. and 

she drew children's attention to the number of weeks remaining, and reminded them of 

any work that was outstanding. She frequently referred to it at the end of second term. 

when she was anxious that students should take exemplars of their work to their 

afternoon classes which would start in third term. She explained her reasons for this to 

the Bunjis: 

See I need that work so that I can put it into folders and give it to the teachers wbo you're going to be 
going to in the afternoons. So then I can say to those teachers 'Don't you let that person be slack 
[lazy)' and 'don't think that this person can't do super writing because they can. And if some people go 
into the classroom and they feel shy and they don't speak up much, or they're frightened because the 
work's too hard or they think it's too hard. then the teacher might think 'Oh well, this child doe so· t 
know much; this child can't do much. Might as well let him just sit there a while'; because they 
don't know you like I do, and therefore when Hazel brings up her work, then the teacher might think 
'Oh poor thing! This is only grade three work' [Hazel is a competent grade six student). Because the 
teacher doesn't know like we know about Hazel's little tricks. So that' s what we need to do. We need 
lots of unfinished business to be finished up (V3, 2:55:58). 

These kinds of explicitness with respect to students' grade-identities were less evident in 

the Tigers where standards for academic work and conduct tended to be self-referential, 

and were guided by the individual's, by the group's, or by Mr. Collis' tacitly 

communicated notions of what constituted competence and 'progress'. In the lessons in 
C5, there were no references, explicit or otherwise, to students' grade levels, or to their 

competencies with respect to those levels. Instead the Tigers' efforts were generally 

acknowledged by 'good, mate' (G5: 81); 'great letter' (89); 'excellent' (101,  106); 

'good one' (106); 'good on you' (143). Mr. Collis usually praised students' work in 
these ways, and he rarely drew their attention to inadequate knowledge, skills, or effort. 

While this 'positive' approach may have been due to concerns for students' self-esteem. it 
gave them little sense of their real academic standing. For example, be would tell Amos, 

who was in grade seven and whose writing was at a Stage 3 level (see Chapter 8). that he 

was 'the best letter-writer in here' (V8, 0:30:00). This kind of discrepancy may also be 

shown in the way that Mr. Collis evaluated Kay's writing. 
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Kay's letter consisted of two sentences: 'Grace is my friend and I always go with her. I 

always go to her house and I always play with her' (C5: 88-9). She had taken a great 

deal of time in this lesson, and in a previous one, to write these sentences. Grace had 

helped her, and Mr. Collis had made substantial corrections to her work. Kay was in 

grade five, and, according to the writing standards set by the N.T. Education Department 

(1993), this piece of writing was far below Stage 3, which is the beginning stage for 

moderation. That is, her letter was at least two stages/years below her grade level. Mr. 

Collis told her that it was a 'great letter', and he wrote this on her paper. Despite this. he 

knew that Kay's writing was well below standard. In Kay's half-yearly report, Mr. 

Collis marked her writing and reading as 'needs to improve'; this was the lowest 

category of achievement, and two levels below 'good' on the report form. He wrote that 

Kay 'needs to continue working hard to improve her written expression'. Kay's maths 

was also marked as the lowest on the achievement scale where it was noted that she 

'enjoys the fun aspects of maths but needs close supervision as she is easily distracted' .  

Structuring Cognitive Tasks: While pedagogies created different states of students' 

awareness of their places in a grade sequence, they also created various understandings in 

students of the sequential nature of school knowledge. That is, pedagogies differentially 

structured students' relations to knowledge by sequencing that knowledge in particular 

ways. Teachers' 'structuring behaviours' which include, among other things, 

previewing, outlining, summarising, and reviewing, are positively correlated with 

srudents' academic outcomes, and they are noted as particularly important when teaching 

less able children (Anderson and Burns, 1989, p. 349; Rosenshine and Stevens, 1986. 

p. 377). While each of the five teachers used these techniques to some extent, Mr. 

Dane's and Mrs . Banks' practices were exemplary. Both their lessons in Cl and C2, 

were parts of extended projects for which students knew they would have to hand in 

complete reports. In his lesson, Mr. Dane taught students how to summarise; this is an 

essential skill in writing a research project He told students what was to be achieved in 

the lesson, and how it would proceed (Cl :  25-9); he also drew students' attention to the 

key points of instruction as the lesson unfolded (Cl: 62-3, 67-8, 78-80, 89-95. 140-1 ). 

Mr. Dane's teaching had a reiterative, and a predictive power. It contextualised new 

material retrospectively by linking it to previous learning - 'what sort of text is this?' 

(distant past), and 'someone give me a summary of what we've just discussed.' 

(immediate past). It also orientated the child's thinking prospectively - 'What would your 

aim be in this summary? What would you be trying to do?'. 

This attempt to link children's learning to a cognitive past and future, was also a hallmark 

of Mrs. Banks' teaching. Mrs. Banks' lesson - how to write a description - was the 

second in a series of lessons on how to write a research report At the end of the term. 
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students were to submit their reports to Mrs. Banks for her formal assessment (Gerry·s 

and Chas' reports are presented in Appendix H). Mrs. Banks had summarised the work 

that had been done in the previous week's lesson into five headings. and written them on 

the blackboard. This list provided the class with an overall framework for their project, 

and it located this particular lesson as the frrst in a series of five. This lesson also had a 

strong internal organisation. It proceeded through a series of overlapping strucrures. 

such that students were reminded of how smaller parts fitted into a larger whole. 

Instruction proceeded gradually and reiteratively, giving pupils a sense of what had gone 

before, and what was unfolding. For example, Mrs. Banks began the lesson by reading 

Albert's homework on marsupials, and then leading a class discussion on the topic. She 

then revised the five categories essential to the fmal report before returning to a detailed 

discussion of the first category (description); she did this by referring back to Albert's 

writing, and asking children to raise their hands when it was descriptive (C2: 1 14-20). 
Next, she briefly summarised this segment of the lesson - descriptive writing helped ·us 

make a picture in our head',  it was 'like drawing a picture with words' - and she foUowed 

this by an extended period of revision (written) with the whole class - 'Let's wri te a 

description of a mammal all together. Let's have a little practice all together so you kno�· 

how to do it' (C2: 143-4). During this part of the lesson, students contributed 

vocabulary, sentences, and concepts, which the teacher considered, and then accepted or 

rejected; a description was then recorded on the blackboard. This was followed by 

students writing their own descriptions, and during this period, their work was monitored 

and guided by the teacher. Thus long before the Bunjis sat down to write. they had had 

many opportunities for cognitively exploring and ordering the task, and they were well 

aware of what the finished work should contain, and what it should look like. This 
explicit ordering of instruction and content was characteristic of Mrs. Banks· pedagogy 

(see other examples in the 'Buzz' Game in Appendix E, and in the introductory and 

closing sections of Mrs. Banks' story-telling in Appendix G which are devoted. 

respectively, to children's recall, and prediction of material). 

The cognitive templates which assisted students in Mr. Dane's. Mrs. Banks' classes. and 

to some extent in Mr. Goss' class, were less evident in the other two classrooms. To 

some extent, Mr. Collis, like Mrs. Wedd, relied on routines for the transmission of 

knowledge. In terms of behavioural procedures, the Tigers knew what was expected of 

them - to work on their own, or with a partner, to follow the procedures for spelling. or 

to write a letter, and so on; however, students were less aware of the cognitive 

organisation of their tasks. For example, Mr. Collis' direction, 'All right, let· s do letter 

writing' (C5: 67), was not preceded by instruction on how to do it His introduction to 
the spelling activity was equally sparse - 'look, write, cover, check and quickly have a go 

at learning your words - which ever way you like to do it' (C5: 15-6. emphasis added). 
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Jamie quickly recited the work that students had to have completed by the end of the 
week, including 'syllables'; this term was not explained to students, and there were no 

teacher-directed activities to ensure that students had cognitively, and practically, 

mastered 'syllables'. While Mr. Collis corrected students' spelling errors when they 

brought their letters to him (C5 : 84-7), there was little opportunity then for him to draw 

their attention to larger patterns in spelling, or to identify and to correct their repeated 

errors. It is assumed that this unstructured approach to the teaching and learning of 

spelling was a significant factor in the Tigers' poor results at the end of the year (see 

Chapter 8, Table 8.6). 

A similarly ad hoc and 'personalised' approach to writing may have delayed students' 

progress in this area In the Tigers, writing was primarily construed as a medium for 

self-expression, and for communicating 'feelings' to an intimate, non-critical audience. 

Their compositions in C5 were guided by Mr. Collis' 'I would like to know very much 

what your dreams are' (209-10), and, as noted above, the thrice weekly letters were 

generally addressed to people who had some intimate connection with the group; they 

included Mr. Collis' and students' relatives, sporting personalities, and Mr. Grogan. who 

had a been a 'patron' of the Tigers since its inception. This contrasted with the diverse 

literacy experiences of Mr. Dane's and Mrs. Banks' students. For example, the Bunjis 

wrote letters to: Mrs. Banks' cousin who lived in New Guinea asking him to arrange 

'pen friends' with the local children; their parents to inform them of the arrangements for 

the Christmas concert; a National Parks ranger to ask for his assistance during their 

school camp; and to the principal of the school where they would be staying. These 

letters may be described as 'functional' rather than 'recreational' forms, for they had 

specific and 'real' purposes, and they required specific responses from those who 

received them. Like Mr. Dane's children, the Bunjis were also taught to write poetry. 

descriptions, narratives, and reports as advised in the New English curriculum. Teachers 

attempted to develop students' experience of writing from the known and the concrete, to 

more impersonal, abstract forms and audiences. Mrs. Banks indicated this imperative to 

move her students towards the unfamiliar when she listed the resources her students were 

to use in researching their project: 'You're only working on the first section at the 

moment and a lot of that section you get out of your head because you already know it, 

but we've got to start. . .looking in books, looking at things on T.V. and talking to people' 

(C2: 545-8, emphasis added; see also C2: 314-7). 

While the Tigers were not exposed to this broad, 'impersonal' experience of literacy, Mr. 

Collis believed that his students were making sound academic progress, and he was 

always ready to assist those who were having difficulties. In Mrs. Wedd's class there 

was far less assistance for slower children. This teacher rarely used 'structuring 
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behaviours' since, as noted above, the 'how' and the 'why' of instruction were encoded 

in routines; srudents who did not already have the requisite skills and understandings. or 

who were unable to gain them elsewhere, were disadvantaged. It may be seen, for 

example, that in the 'mentals' lesson, many students were having difficulties. While Ada 

did not understand how to add fractions, and PlO did not understand factors, there was 

little time taken to explain these concepts to them (C3: 20-6, 104- 1 1  ). Although their 

poor scores (most of Ada's answers were incorrect (51-72), and PlO scored 5 out of 20) 

indicated that they had little grasp of most of the problems, they were not assisted. This 

may be contrasted with the times that Mr. Goss stopped to explain 'mental' maths 

problems to his students (C4: 20, 22, 26-7, 29-31, 41-4). Mrs. Wedd acknowledged 

that she was not prepared to teach these children, because they did not have what she 

considered to be 'basic' understandings: 

It's very important that these kids know their tables. If they don't they sink in this room. They've 
just got to know them. It's very obvious that some teachers don't emphasise tables, and when those 
kids come into my group they get into real trouble when they get in here (F .N. 18/9/B). 

Criteria) Rules: 

Explicit Transmissions: In Mrs. Banks' and in the mainstream teachers' classes, the 

criteria for 'appropriate' learning and conduct were clear. No matter that some children 

did not like the criteria, thought them unjust, or were unable to meet them, there could be 

little misunderstanding of their teachers' expectations, or of the requirements for meeting 

them. Teachers were very clear on what constituted adequacy and incompetence, and 

their evaluations were relayed, usually immediately, to the child. Thus Mr. Goss stated 

to a student who has failed to follow directions 'Well you failed that, Harry' ...  and you're 

not even trying!' (C4: 337), and to another who had correctly drawn their triangle 'Now 

you've got it' (C4: 375). Similarly, Mr. Dane (Cl: 23-4, 61-2, 73-4, 84-5, 89-92), 

Mrs. Banks (C2: 70-5, 84-94, 102-8, 1 15-21, 202-6, 2 1 5-7, 219-21), and Mrs. Wedd 

(C3: 17-8, 27, 54-6, 63-9, 109- 1 1 ,  1 37-8, 256-7) repudiated or endorsed their students' 

understandings and efforts. In these, and in other ways, teachers stressed the importance 

of students' cognitive and concrete 'products' - how to summarise; a written description; 

a set of equilateral triangles; configurations of time. Mr. Dane and Mrs. Banks, for 

example, outlined the aims of their lessons, the understandings they expected children to 

gain, and the finite (immediate and long-term) nature of the students' tasks. Mrs. Banks 

spent the last eleven minutes of her lesson evaluating the children's attitudes to work, and 

their behaviour during the lesson, and she explained the criteria (presentation, content, 

standard of writing) by which she would assess and mark their fmal reports (C2: 528-

610). In conclusion, she emphasised 'At the end, what I want to see is how much did 

you learn. That's what you'll want to show me. That's what I'll be marking for. How 
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much did you learn'. It may be noted that she underscored the 'sacredness' of this 
learning by directing students, who were often careless with their possessions. to keep 

their writing 'safe': [to Duffy] 'No, it won't be safe there. Put it in your folder' ( 1 48-9): 

[to Albert] 'Go staple those two pieces of writing together so you don't lose them· (49 1 -

2); [to Chas] 'Now put that away somewhere very, very safe' (494); [to the class] 

'Papers away on your shelves where you're not going to lose them' (505-6). 

Implicit Transmissions: Mr. Collis was far less explicit in his criteria for students· 

learning and conduct than were the other teachers. Since there was little whole-class 

instruction, students had few directions or parameters to guide their work. While in 

letter-writing, the older students were told that they had to write 'two pages - minimum·. 

they were given few other guidelines (V2, 2:35:00). For example, in the spelling. letter

writing, and Telecom activities, they were able to choose: the content to be learnt - T d 

like people to choose any three they like ... pick out the ones you want to do' (C5: 1 20-2): 

the method of learning - 'which ever way you like to do it' (C5: 16); 'you can write 

about it or you can draw a picture. If you want to draw a picture that's fine' (C5: 2 10-l  ) :  

and the time of its evaluation (C5: 16-23, 78-9). In the Tigers, there was little sense that 
the pupil's work was a culmination of special effort or learning. For example, when 

George took his completed letter to the teacher, it was suggested that he immediate! y 

'Write another letter!'  (C5: 92-4). There were few evaluations in which the teacher 

pointed out cognitive shortfalls and errors to individuals, or to the class; at the end of the 

four activities which comprised the language session, there was no real feedback on 

students' efforts, or their work (C5: 41-3, 106-8, 158, 273-6). Thus when Sparky 

called out that he had fmished the three Telecom activities, he was told 'Good. Put it on 
my table' (C5: 147). Mr. Collis also tended not to sanction students' laziness, or their 

inattention to their work.. During letter-writing, Kay had left her desk 1 1  times to go and 
play in various parts of the room. On the last occasion, when she was jumping on the 

mat in front of Mr. Collis' desk, he said ' O.K., my little jumping bean, you've got a 

letter to finish'. Similarly, when George was slow to join the class on the mat. it was 

Sparky, not Mr. Collis, who reprimanded him for keeping the class waiting (C5: 163-8). 

Summary: The pedagogies in the mainstream classes and in the Bunjis were constituted 

in strong classifications and frames. Teachers transmitted an 'intentioned' knowledge 

didactically, and they permitted students little choice in matters of learning and con dueL 

In these classes, children were socialised into unequivocal notions of what it meant tO be 

a teacher and a pupil. Mrs. Wedd's pedagogy located students within tightly controlled, 

but instructionally neutral spaces. For this reason, it is classified as tending towards a 

'wholly regulative', visible type positioned between 'a' and 'b' on the flrst dimension of 

the pedagogic model shown in Figure 8.1 .  Mr. Collis' pedagogy was constituted in 
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weak classifications and frames, and realised through an invisible, and personalised 

control The Tigers were socialised into ambiguous notions of the roles of teachers and 

pupils, and of the relationship between them. 

I visible 

Dane/B anksiGo 

a 

Wedd 

b 

Collis -

invisible 

Figure 9.1 Visible and invisible pedagogies 
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Chapter 10 

Aboriginality-as-Transcendence, Aboriginality-as
Immanence: Representing Aboriginal Social Interests 

in Classroom Space and Time 

In the previous chapter it was shown how the five pedagogies created different 

understandings of what it meant to be a 'pupil' and a 'teacher'. In this chapter it is 

intended to show how pedagogies 'recontextualised' urban Aboriginal social and 

cultural interests, and thus created different understandings of what it meant to be an 

Aborigine. In Chapter 5, it was proposed that teachers' approaches to Aboriginality in 

the classroom may be characterised as 'immanent' or 'transcendent'. 'Immanent' 

pedagogies arise when teachers consider that Aboriginal identities are 'retarded' by 

'traditional' praxis. Teachers make clear attempts to 'Aboriginalise' their programmes, 

and to foster 'interactional' meanings of space and time in their pedagogic relationships, 

practices and activities. It will be shown that Mr. Collis' pedagogy tended towards this 

type. On the other hand, when pedagogies are 'transcendent', teachers attempt to 

socialise Aboriginal children into the orthodoxies of the school; it was argued that there 

were at least two ways in which they might do this. Teachers may take an 'equality of 

treatment' approach and socialise Aboriginal children 'abruptly' into their instructional 

and disciplinary regimes. It will be shown that the pedagogies of the three mainstream 
teachers tended towards this type. The socialisation will be 'gentler' in a 'mediated' 

pedagogy where teachers attempt to reconcile Aboriginal students' 'interactional',  and 

the school's 'transactional', perspectives on space and time. This reconciliation is 

achieved through a pedagogic 'abidingness',  which means, among other things, that 

teachers attempt to guide students' conduct by appealing to broad precepts, rather than 

by imposing a system of rules. It will be shown that Mrs. Banks' pedagogy was of this 

type. 

In the following analysis, teachers' differing assumptions on Aboriginality will be 

linked to the various ways that they used, and permitted their students to use, space and 

time. It will be shown that teachers varied in the ways they distinguished between 
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teachers' and students' spaces, and in the constraints they imposed on students' 

movement. seating and posture. There were also marked differences in the ways that 

teachers paced their lessons, and questioned students, and in the emphases they placed 

on competition. Analysis of these aspects of space and time in the five classes will be 

followed by an examination of teachers' relationships with their 'special' students. It 

will be argued that these students' 'favoured' status, derived from their abilities to use 

space and time in particular ways. 

Aboriginally-as-Immanence 

Mr. Collis' Assumptions on Aboriginality: While Mr. Collis had spent several years 

teaching in a remote Aboriginal settlement before he came to Dalton, he had had little 

experience of urban Aboriginal people. He spoke with great fondness and respect of 

'remote' people, and, by all accounts, was well-liked and respected by them. He said 

that his beliefs about Aborigines and his 'philosophy' of Aboriginal education had been 

formed by his experiences on the settlement According to Mr. Collis, the people there 

had a strong culture and had remained relatively impervious to Western influences. 

They continued the traditional practices and ceremonies, and their lives were ordered by 

a strong kinship system. He was particularly impressed by the co-operative and 

affili.ative ethos among the people, and the importance to them of 'family'.  He said, for 

example, that the Aboriginal aide in his class wouldn't speak to him until he began 

asking about her family and bringing photos to show her of his own relatives. He was 

also struck by the nurturance that the students showed to others. He recalled that at 

recess times, a number of girls always looked after an intellectually disabled and 

troublesome student 'because she was family'. He also noted that Aboriginal children 

were more 'responsible' and more practically competent that others he had taught, and 

he said that what he had learnt on the settlement was 'not to be seen as an authority 

figure, because Aboriginal people see you as a facilitator who creates opportunities for 

them, not as someone who goes around dictating terms' (Interview, 6/4/B). 

Mr. Collis believed that, in comparison with children on the settlement, urban 

Aboriginal children faced many disadvantages. For example, some of them had 

'horrendous home and social lives', and felt they 'could not cope' in school and 

elsewhere - 'the biggest killer is a lack of hope; if you've got no hope you've got 

nothing' (Interview, 13n/B). He considered that students' feelings of hopelessness and 

alienation were exacerbated in urban schools where teachers were 'authority figures' 

who ignored or denigrated children's Aboriginality. He believed that, even in 

favourable circumstances, these children's culture and their sense of identity were more 

ambiguous that those of children in remote areas. He was concerned that white culture 
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had a debilitating effect on Aboriginal students, and he assumed that they were 

psychologically vulnerable when they were caught between 'two worlds'. In the letters 

that were sent to the Tigers' Aboriginal guest speakers, it was stated that 'a number of 

the children are unsure about their aboriginality (sic). They are not traditional 

community children and seem to feel stuck between this and mainstream Australian 

European culture'. In the letter it was also stated: 'We [the Tigers] need people like 

you to help us learn about Aboriginal culture'. Mr. Collis stressed that the Tigers' 

Aboriginal Studies was 'more correctly an Aboriginal identity programme', and he 

introduced it, and the self-esteem programme, to 'make the kids feel good about 

themselves, and to give them hope' (Interview, 1317/B). 

While Aboriginal Studies was meant to strengthen children's identities by exposing 

them to 'positive' representations of Aboriginality, it tended, particularly in the camp 

and in the videos shown to the class, to focus on non-urban rather than local cultures. 

When the non-Aboriginal students, Marg and Lyn, said they had learnt a lot from being 

in a class with Aboriginal students I asked them what they had learnt: 

Lyn: Well it's good because they can help us learn their tradition and tbat and their culture ... We've 
learned bow they go bunting and tbal We haven't actually seen them. but we've seen fllms about it in 
Aboriginal Srudies (R13(A): 202). 

The Tigers' camp was held every year in a remote Aboriginal settlement. even though 

few students (two students in year B, and one in year C) had connections with the 

people there. While a great deal of Mr. Collis' and the school's resources were invested 

in the camps (see below), it is difficult to say what, if any, effect it had on students' 

sense of Aboriginality. While the camp was held in an 'exotic' location, the activities 

were, in some respects, the same as those of other school camps. For example, the 

Tigers visited local beauty spots where they swam and fished; they played sport every 

day with children from the school; they made spears, and they built bush shelters; they 

collected and tasted the local bush-tucker, and on the last evening, they had a barbecue 

with the people, and they danced. When they got back to school, the group, which 

included Mrs. Hayes' class, discussed what they had liked and disliked about the camp. 

Many students said that it was 'fun', and that they had liked the swimming, the sport, 

and the walk in the mangroves. When Mr. Collis asked if the camp had changed white 

students' ideas about Aborigines, most said that their attitudes had 'improved' because 

the Aboriginal people they had met were 'nice', 'friendly', and 'good at sport' . Two 

students said that they were not like the 'drunken' Aborigines they saw around Darwin. 

When Mr. Collis asked the Aboriginal students if the camp had changed the way they 

felt about being Aboriginal, two students said that they felt 'proud to be Aboriginal', 
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and another said 'I'm not full [a 'full-blood' Aborigine], but I felt that I was because the 

Aboriginal kids were always around us and playing with us' (V3, 0:00:00-1:51 :43). 

Although most of the Tigers made 'positive' responses in this discussion, some of them 

seemed to have lost interest in the camp by the end of the year. When, in the last weeks 

of school, Mr. Collis was discussing the camp for the following year, four of the ftfteen 

students said they didn't want to go to the same place every year because it was 

'boring'. Mr. Collis then asked students to put their hands up if they thought the class 

should go back to the settlement for their next camp. Two students in the front slowly 

raised their hands while looking back to see who else was responding. When Mr. Collis 

said 'Put your hands up if you thought the camp was a really benefiting experience, and 

if you really enjoyed it and learned something from it', two more students slowly raised 

their hands (V1 1 ,  0:12:00-0:14:00). It is assumed that the Tigers' responses 

disappointed Mr. Collis for he put a great deal of time and effort into organising the 

camp, and, in addition to this, the camp cost the school a substantial amount of money. 

While the Tigers raised some of the costs themselves, the principal stated that most of it 

was taken from the school's A.S.S.P.A. funds which were meant to be distributed 

among all the Aboriginal students in the school. After the Tigers' camp in year C, the 

principal said that there was a shortfall of about $2,100, and he 'didn't know how the 

school was going to pay for it, but we'll have to have a major re-think about it for next 

year, and come up with something a lot more equitable' (Interview, 22/5/C). 

It is also difficult to say what, if any, effect, the Aboriginal Studies programme had on 

students' sense of Aboriginal identity. In the same discussion noted above, the Tigers 

said that they had enjoyed listening to the Aboriginal guest speakers, but only three of 

them were able to state what they had learned from them; this was 'self-respect', 'get 

an education' ,  and 'stand up for your rights' (V 1 1 ,  0:20:00). While they said they had 

enjoyed the videos on Aboriginal people less than they had the guest speakers, one of 

the popular videos was not about Australian Aborigines, but about the Inuit (V 1 1 ,  

0:23:00). Mr. Collis' intention to increase students' 'hope' and self-esteem, and to 

reduce 'negative' self-images seems not to have been realised in some cases. For 

example, in the composition lesson in C5, after the teacher had presented some 

'positive' visions of the students' futures and then asked them to write about their 

'dreams', Mike called out to Marty: 'When I'm ftfteen I'll be in Smith House [a 

juvenile detention centre] and at thirty I'll be in Berrimah prison, and by the time I'm 

fJ..fty I'll probably be dead (C5: 229-30). 

There was little evidence that Aboriginal Studies had enhanced some of the Tigers' 

understandings of Aborigines who came from more disadvantaged backgrounds than 

their own, or that it had strengthened their connections to 'remote' people. Sparky and 
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Shaun sometimes disparaged those who lived in remote or urban Aboriginal camps; 

they thought, for example, that their football teams were less prestigious than those in 

Darwin or in the south, and they derided some of the people's customs. During a maths 

lesson, Sparky and Shaun were sitting with Mike and a Greek boy, John; Jeremy [an 

Aboriginal Tiger] was in a group nearby. Shaun had called out to Jeremy: 'You stink, 

and your woman stinks like you'. He had teased Mike and John that they were only 

good enough to 'play for that Murunga [remote Aboriginal] team: 

Sparky: [to John] We blackfellas, ay? We step on fu-e coals. 
Shaun: [to John] You know where I'm from? I'm from Jackson Reserve [an Aboriginal camp in 
Darwin]. It's an Aboriginal community [Shaun and Sparky giggle]. I saw Jeremy there in the back of 
Bluey's van with all the junlc and all those women. All those dogs in with Bluey's women; be saved bis 
pension for that (M6B: 140-200). 

Here Shaun was implying that Jeremy 'went' with black women from a local camp, and 

that these women could be bought with white (e.g. 'Bluey') and Aboriginal men's 

pension money. 

While Mr. Collis attempted to 'Aboriginalise' the curriculum in the ways noted above, 

he also attempted to 'Aboriginalise' his practice by re-structuring the regulative 

discourse of the classroom. He assumed that tight, inequitable, disciplinary regimes 

'disempowered' Aboriginal children because they did not allow students to demonstrate 

their practical competencies, or to follow their predilections for independent and co

operative behaviours. To accommodate these predispositions, Mr. Collis permitted the 

Tigers an unusual freedom in the ways they used space and time in the classroom. 

Classroom Space: In the Tigers there was little differentiation between the teacher's 

and the students' areas. For example, Mr. Collis set his desk alongside those of his 
students, (see Chapter 7, Section C), and he frequently sat on the floor with them; they 

in turn, were able to use all areas of the classroom, including Mr. Collis' teaching and 

work areas, and the office that he shared with Mrs. Hayes. For example, students could 

choose to work. as they did in the letter-writing lesson, in the computer room and in 

other areas which were out of sight of the teacher. Students, particularly the older boys, 

seemed to do little work in these areas. For example, in one letter-writing session, the 

class was disturbed by Marty and Jamie who were fighting in the computer room and 

Mr. Collis was obliged to go and separate them (V8, 0:21:43). The students' 

movements around the classroom during work times were rarely questioned by the 

teacher. During the 97 minutes of the lessons transcribed in C5, students moved 

'independently' of the teacher 67 times. This was the minimum number of movements, 

since some children were out of the range of the video for most of the letter-writing 

period. Twenty-eight (28) of these movements (42%) were not related to the students' 
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work tasks. Kay, whose letter was noted by Mr. Collis as a 'great letter',  was one of the 

most notable 'wanderers'. She walked around the classroom on eleven occasions; 

many of these walks were protracted, and most occurred during the letter-writing period 

when she was unsupervised. In one, for example, she played on the mat and then 

looked at some posters before returning to her seat. In another, she walked slowly 

around the room, played with some toys in the comer and studied the murals which 

hung from the ceiling. During her tenth 'wander' when she was jumping on the mat, 

Mr. Collis directed her back to her seat. 

In second semester, the freedom that the Tigers enjoyed inside the classroom was 

extended to outside areas. Mr. Collis told students that they no longer needed to ask his 

permission to go to the toilet because 'adults don't have to ask me', and 'if you don't 

have to ask you won't disturb me or anyone else' (VI I ,  00:23:00). It was asswned that 

students would respond 'positively' to the trust which had been placed in them. Shortly 

after the rescindment of the toilet rule, and while letter-writing was in progress, Jeremy 

signalled to Sparky to follow him outside. Several minutes later the boys' shouting and 

laughter disturbed Mr. Fraser who went out and brought them back to the classroom: 

Jamie: What happened out there? 
Fraser: Jeremy wee-ed on $parley's leg. 
Jeremy: [grinning) No I didn't! 
Fraser: Well you were making enough noise out there (V l l ,  01:49:00). 

The Tigers' freedom of movement was articulated as one of the 'positive' 

distinguishing features of the group. Another feature noted in class discussions was the 

way in which students' deportment was not constrained as it was in other classes. In 

one discussion, in which students had been asked to nominate the 'things that other 

classes do but we don't do', students had suggested 'Aboriginal Studies', 'camps and 

excursions', 'sport' and 'fitness activities' .  Mr. Collis said: 

These things on the btackboard are what we teach ... [Wbat about] how we do things? Like sometimes we 
do things a little bit differently to other grades ... now think about the way we teach. The things you like. 
Like Marg [a non-Aboriginal Tiger] said to me the other day 'You know what I really like in here? I'm 
allowed to help people; I'm allowed to walk around if I want to'. That's not something we teach but 
something we're allowed to do. 

When the students had difficulty in suggesting differences in 'the way we teach', Mr. 

Collis indicated several boys who were stretched out on the mat in front of him: 

Collis: [holding out his arms] Oh, now look at this. 
Pupib: Laying down! Sitting up! 
Collis: Now why aren't I saying 'SIT UP! Fold yom arms!'? Wby am I letting you do this? 
Sparky: Cos we're still looking at you? 
Collis: Ah ba! So if I look round and I see that you've all got eye contact, does it matter if you're not 
sitting up? 



Sparky: Nub. 
Collis: But what if you go 10 another class? Do you have 10 sit up there? 
Jamie: Nub. 
Doug: But sometimes you don't have to. 
Jamie: Hey those sports. 
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Collis: You know last year when we organised [an inter-school sport competitioo] but other scbools 
weren' t  interested - too busy - so that was their loss. O.K. I'll just put 'allowed to lie down' [adds this 10 
a list on the blackboard] (VII, 00:29:00). 

On this occasion, the children were unable to give the response which the teacher was 

seeking, namely that the Tigers were pennitted to 'lie down' on the floor, while 

students in other classes were not The 'eye contact' rule which was alluded to here, 

was imposed at the start of the year; it meant that as long as students were looking at 

Mr. Collis when he was talking, they were pennitted to sit wherever, and however, they 

chose. During this discussion, for example, many students lay on the floor for most of 

the period. Amos lay down on his stomach and put his face into the carpet; later he 

played with a toy car. Several children lay on their backs and looked at the ceiling. Jan 

and Lou did this for most of the discussion. Although these students were not looking 

at Mr. Collis, and some were inattentive, Mr. Collis did not reprimand them. 

While Mr. Collis did not expect the Tigers to behave in ways that were considered 

'appropriate' in other classes, he was careful to train them in one thing. He believed 

that Aboriginal etiquette and/or shyness predisposed children to avoid direct eye contact 

with adults, and particularly teachers. Since he thought that this caused difficulties 

between students and teachers he taught the Tigers to look at the shoulders of 

interlocutors, a strategy which was seen to satisfy Aborigines' and teachers' social 

etiquettes. Yet there were few Tigers who seemed unable, or unwilling, to look directly 

at their teachers or other adults, and, as will be shown, few of the Tigers seemed to lack 

confidence in their interactions with non-Aborigines in the school. 

Classroom Time: In the previous chapter, it was indicated that Mr. Collis' lessons 

were generally relaxed and unhurried. Students were rarely admonished for wasting 

time as they were in other classes, and Mr. Collis tended to ignore all but the most 

disruptive talk and movement during work periods. After the teacher had set the task, 

the students were responsible for how they spent their time. During the 'Telecom' 

segment, for example, Mike spent most of the period helping George to read the three 

sheets and to write his answers. When Mr. Collis called 'time', Mike had not started his 

own work. Similarly, it has been noted that Kay spent much of the letter-writing period 

'wandering'. Generally, neither the teacher nor his students showed the anxiety of 

those in other classes to complete work since it was understood that unfinished work 

would just 'pile up' over time. Shaun and Mike explained the Tigers' 'system' in an 

interview: 



Mike: He (Mr. Collis) let's the children decide; lets them make decisions. 
Researcher: Can you give me an example? ... 
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Mike: Like the programmes you're doing in spelling and that; and in writing we have to do two letters a 
week and some spelling. In the letters we have to make sure there's two a week but we make our own 
decisions and if we don't do them we don't get into trouble. It just adds up to the end of the year .. . 
Researcher: ... So what happens if it gets to Friday and the [letters] aren't done? 
Shaun: Then we've gotta do three the week: after. 
Mike: Like [that's] if we've only done one this week. Or say we've dooe none this week l.ben it'll add 
up to four (M3(B): 125). 

While the Tigers said that they liked the unhurriedness of classroom life, and the lack of 

pressure, the looseness of these arrangements meant that the teacher and the students 

tended to lose track of incomplete work. There were two examples of this in the 

spelling and letter-writing lessons; in the first, the teacher was unsure of whose spelling 

he had tested (C5: 19-23), and in the second, George could not recall the letter he had 

started to write some days previously (C5: 69-73). Thus, while the Tigers had 

considerable autonomy in their use of space and time, this was not explicitly linked to 

their need to learn and to show 'hard' evidence of their learning. Although the 

pedagogy was meant to create self-regulated pupils, only some of the Tigers were 

willing and able to manage their space and time in ways which contributed to their own 

learning and that of their classmates. Sparky was one of these students. 

The 'Special' Student: Sparky was one of the few Tigers who was able to use the 

freedom of the classroom in ways which affirmed his teacher's ass urn ptions on 

pedagogy and Aboriginality. His social and academic competencies enabled him to fit 

with ease into the 'child-centred' regime. His perspicacity may be noted, for example, 

when he went to Mr. Collis' desk and looked on his programme so that he could win the 

'two thousand house points' (C5: 58-63). Mr. Collis valued this kind of astuteness, and 

he called on Sparky more frequently than he did other students to take teaching and 

'managerial' roles in the classroom. In an example of this, Sparky was put in charge of 

a maths game in which he was also a participant He used a blackboard ruler to 'gun' 

down students who were incorrect or tardy, and in the end he was declared the winner. 

Mr. Collis drew attention to Sparky's skill: 

Collis: O.K. let's give Sparky a mark out of ten, and I'm sure most people would give him ten out of ten. 
[to Sparky] And you know who's most wonied. mate? 
Sparky: Who? 
Collis: Ted [the teaching assistant]. because you did that so well that be's scared you'll do him out of a 
job (VI I, 2:07:00). 

Mr. Collis admired Sparky's competitiveness in the classroom and on the sports field: 

Sparky's skill level [football] is not so good but determinaJion - very, very determined. If you put up a 
brick wall and said to him 'In this exercise I want you to pull l.be wall down,' he'd keep going till 
be ... we bad an 800 metre nm at school and be won by 60 mettes. He doesn't pull up. When be stops 



be looks lilce he's going to throw up, he's just so singleminded and he's got an unbelievable temper 
[laughs]. Sometimes it's justifiable too (Interview, 13n/B). 
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Despite the opinions of other staff, Mr. Collis considered that Sparky's behaviour was 

'always on the ball'. Although he admitted that Sparky was 'a major player' 

(recalcitrant) in library and other lessons, he believed that the boy's 'big reputation' in 

the school came from teachers who were 'out to squash kids like Sparky, kids with 

character ... a bit of backbone' (Interview, 12/7/B). He insisted that Sparky was 'a very 

nice kid and a very loyal kid. I always get the feeling that he'd stand up for you and 

defend you - he's very loyal' (Interview, 1 2/7/B). As will be shown in Chapter 1 1 ,  Mr. 
Collis reciprocated in kind by defending Sparky and other Tigers from staff who were 

critical of their attitudes and behaviour. 

While Sparky rarely showed the shyness, co-operation, or nurturance which Mr. Collis 

believed were 'narural' for Aboriginal children, his behaviour seemed to indicate that 

when these children were given 'power' and 'freedom' in the classroom, they would 

prove to be self-regulated individuals. Yet Mr. Collis' regime was not likely to test the 

'endurance' and 'determination' which were so valued in Sparky and in some of the 

other boys; there was evidence, examined in detail in the next chapter, that it merely 

exacerbated the self-interest which had brought them into conflict with other teachers. 

For example, Sparky stated that he used to swear at his previous teacher because she 

tended to send him outside 'more than the girls', and because she was 'not that much 

fun for playing sport'. Mr. Collis, on the other hand, was 'good. He lets me get away 

with some things and sometimes he doesn't' (M3(B): 097). 

It is uncertain to what extent the Tigers' freedom in the classroom, enhanced their sense 

of Aboriginality. Since their 'autonomy' in the classroom was not constrained by the 

deeper loyalties or social responsibilities which have been noted as cogent in urban 

Aboriginal homes (see Chapter 4), it might be assumed that it did little to strengthen 

their social, cultural, or pedagogic interests. Mr. Collis' permissiveness may have been 

as strange to some of the Tigers such as Kay, Jeremy, and Mike, who were unable to be 

self-regulated, as the authoritarianism of other teachers was to children like Sparky. 

A boriginality -as-Transcendence 

The mainstream teachers and Mrs. Banks held different assumptions from Mr. Collis on 

the nature of Aboriginal differences and of their significance for praxis. They expected 

that Aboriginal and other children would adjust to theirs and other teachers' 

instructional and disciplinary requirements; however, there were marked differences in 
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the ways that the mainstream teachers and Mrs. Banks attempted to socialise children 

into the ways of the classroom and school. 

Mainstream Teachers and the 'Equality of Treatment' Approach 

Teachers' assumptions on Aboriginality: Mr. Goss was the only mainstream teacher 

who stated that Aboriginal children's social and cultural differences had significance for 
teaching and learning. Despite his awareness of these students' difficulties in the 

school, his own problems in the classroom meant that he was unable to offer them any 

special assistance. It is doubtful that, given more favourable circumstances, Mr. Goss 

would have accommodated Aboriginal students' differences in his pedagogy, since he 

implied that they were the province of specialist, rather than mainstream teachers. In 

his practice he made few, if any, distinctions between Aboriginal and other children, 

and he tended to ascribe their failure to a lack of institutional resources and support. He 

spoke of the disbandment of the Bunjis at the end of year B as one instance of the 

school's failure to support mainstream teachers by providing special programmes for 

Aboriginal students (see Chapter 7). 

Mr. Dane and Mrs. Wedd did not acknowledge that Aboriginal children were 

'different', at least with respect to pedagogy, although both conceded that Aboriginal 

culture had a place in the school They participated in the N.A.I.D.O.C. week 

celebrations, and their students took part in various Aboriginal programmes. For 

example, Mrs. Wedd's class was taught art and craft by Ged Rouse, and her students, 

like Mr. Dane's, attended the after-school homework programme. Mr. Dane viewed the 

new AE.P. programmes as important and 'positive' initiatives in Aboriginal education, 

and he showed interest in Mr. Collis' staff-development sessions on better ways to 

teach Aboriginal children. Yet there was little evidence that Mr. Dane, any more than 

Mrs. Wedd, considered that Aboriginal differences were important in their classrooms. 

While both teachers were willing to celebrate Aboriginal culture on special occasions, 

and while they supported the special programmes which catered for 'problem' 

Aboriginal children in their schools, they believed that in mainstream classes all 

children should be treated 'equally'.  

In practice, their pedagogies were not 'equitable'; social class appeared to shape their 

expectations of, and relationships with, their pupils. While Mr. Dane stated that he did 

not know how many Aboriginal children there were in his class 'because I haven't 

asked' (F.N. 19/3/B), he tended to give more 'positive' attention to his middle-class, 

academically competent, Aboriginal students, than to those who were less socially 

advantaged and less successful. He spoke most fondly of, and showed the greatest 
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patience with, students such as Maureen (AG1 in C1) whom he described as 'a very 

good student. She comes from a middle-class family where there's lots of books around 

the home. Her homework's always done, and her parents are interested in her 

academics and have high aspirations for her' (F.N. 27/1 1/B). His relationships were far 

less hannonious with Aboriginal students such as AB2, AG2, and the Tigers, Doug, 

John, and Jeremy, who did not share Maureen's (or his own) social background. It was 

not these children's academic potential or abilities, but their behaviour, which seemed 

to irritate Mr. Dane. He admitted that Jeremy, for example, who had been enrolled in 

his class for the flrst two weeks of the year, was a 'very bright, intelligent boy'; 

however, unlike other Aboriginal students in this class, Jeremy was not quiet or 

obedient Mr. Dane believed that Jeremy was 'not suited to this classroom', and he 

requested, in writing, that he be transferred to Mr. Collis' class. The reasons he gave 

for the boy's transfer were: 'a steady increase in his antisocial behaviour'; his 

'inability to finish work and to work independently'; his 'persistence in calling out and 

wandering around the room'; and his 'generally uncooperative behaviour'. Mr. Dane 

concluded that, 'it would benefit this student to be in a class designed specifically for 

children with his behaviour problems [the Tigers]'. While Jeremy was seen to require 

'remedial' treatment. other Aboriginal students who sat quietly and who were obedient. 

were not. 

The clearest evidence that social class informed Mr. Dane's pedagogy came from his 

relationship with a non-Aboriginal student. Liam (P5 in Cl). Liam was a 'latchkey' 

child whose family was supported by a single-parent pension. He was undoubtedly the 

most academically gifted student in the class. When I remarked on his abilities Mr. 

Dane stated 'Yes, I suspect he's gifted but I don't want to get him tested because then 

I'll have to do something about it' (F.N. 18/4/B). Mr. Dane seemed to find this boy's 

behaviour deeply offensive. In a difficult reading comprehension test, for example, in 

which Liam was the only child to get a perfect score, Mr. Dane said 'You'd do really 

well if you kept your mouth closed and paid attention' (F.N. 2113/B). While Liam 

usually had his hand up to answer questions, he was not often called upon. This meant 

that he sometimes called out answers, or 'gave' them to other students; on these 

occasions he would be immediately punished (see one example in the previous chapter 

where Liam called out 'Mr. Smith won't be here'). In one lesson, after Liam's many 

attempts at 'bidding' had been ignored, he whispered the answer to another student. 

Mr. Dane quickly turned to him and demanded 'You could also put your hand up' (F.N. 

10/10/B). Mr. Dane' s  hostility was evident in the way that he snatched the chalk out of 

Liarn's hand (Cl: 221-3), and when he acknowledged his correct tendering of 'factual' 

with a 'handshake' that was intended to cause pain (C1: 73-5). Liarn frequently sat in 

the 'hot seat' next to the teacher's desk. Like some of the Aboriginal students in the 



class, his inability to establish a more cordial relationship with Mr. Dane seemed to 

reside in a social background which the teacher did not share or understand. 
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In Mrs. Wedd's classroom, socially disadvantaged Aboriginal pupils were also 

vulnerable to differential treatment This teacher spoke more fondly of Hazel, the 

middle-class Bunji, than she did of any other Aboriginal student She said that Hazel 

was a 'lovely girl', and that she did well in all areas of mathematics; her success 

indicated the effectiveness of Mrs. Wedd's teaching, and of the progress that Aboriginal 

children could make when they 'wanted to learn'. Yet, as has been shown in Chapter 7, 

without several years of private tuition, it is possible that Hazel would have failed in 

Mrs. Wedd's classroom as many of the less advantaged students did. Mrs. Wedd was 

particularly hard with these students, among whom were Steven (AB 1 in C3), and 

Donald. For example, while Steven was standing by her desk, Mrs. Wedd asked me 

how she might 'paint' her students for their item in the school's concert. I told her that 

foam rubber was good for this: 

Wedd: Huh? 
Steven: Yeah, Miss. You just get an old mattress and chop it up and then paint us with that 
Wedd: Oh yes, and I bet you've got an old mattress at home. 
Steven: Yep! I'll cut it up and bring some tomorrow (F.N. 12/11/B). 

When Donald enrolled in the class in fourth tenn, Mrs. Wedd immediately considered 

him to be a 'problem'.  Donald's mother and the principal brought him to the classroom 

during a maths lesson, and Mrs. Wedd directed him to a seat at the back of the room. 

She did not introduce him to the class or tell him what to do. Mrs. Wedd spoke to him 

on two occasions during the lesson . The flrst time she looked at his attempts to 

complete the problems listed on the blackboard, and she gave a brief explanation of 

them. The second time he called out to Mrs. Wedd as was walking past him 'These are 

too hard for me'. She said 'I know. Just struggle along with them and I'll change you 

to another rnaths group (Mrs. Banks') tomorrow'.  Although another boy tried to help 

him, in the end Donald put his head down on the desk and cried. During the lesson 

Mrs. W edd came over and told me that he was an asthmatic who had missed a lot of 

school and she added that 'he can't do anything. He's going to be a real handful'(F.N. 

21/10/B). 

After recess Mrs. Wedd asked her students to change the rows of desks into clusters and 

Donald stood at the front of the class by himself When the class was seated in groups 

he remained standing by the teacher's desk. After Mrs. Wedd had started the lesson she 

directed Donald to sit at the second 'hot seat' by her desk; this was his place for the 

remaining eight weeks of the school year. Eight days later when I enquired after him, 
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Mrs. Wedd told me and other teachers in the staffroom that he 'was hopeless. He was 

talking to us [the class] and all this stuff came out about him in trouble with the law and 

welfare in Queensland, and the big fights in the family, and the trouble he's been in in 

school' (F.N. 29/10/B). While Mrs. Wedd took little interest in her students' personal 

lives, she elicited information from Donald which seemed to support her assumptions 

on poor Aboriginal families. For example, later in the year when I was speaking to 

Donald, Mrs. Wedd leant back in her seat and addressed him 'encouragingly' while 

raising her eyebrows to me: 'Yes, and he's got an eighteen year old sister and an 

eighteenth month old baby in his family, haven't you, Donald?' (F.N. 12/1 1/B). Like 

other Aboriginal children in this class, Donald gradually withdrew from any but the 

most essential communication with his teacher. When Mrs. Wedd's class practised for 

the Christmas concert Donald always sat out with three or four other Aboriginal 

students. When I asked Mrs. Wedd about this she said 'He said he didn't want to do it 

because it was 'stupid', so he can just sit out' (F.N. 1311 1/B). On the night of the 

concert, Donald and the other Aboriginal children did not not perform with their class. 

The three mainstream teachers assumed, then, that Aboriginal children did not merit any 

special treatment. Teachers thought that they, like other children, would be catered for 

in their 'regular' instructional programmes and that they would submit to the teacher's 

discipline. Those who did not submit, and those who posed real or potential 

instructional or organisational problems, were likely to placed in special programmes 

when they were available. We will now examine how these teachers attempted to 

socialise Aboriginal children into the 'business' of schooling. 

Classroom space 

Teachers' and Students' Spaces: In each of the three classes, teachers' and students' 

spaces were sharply differentiated. The areas at, and near, the teachers' desks, the front 

area including the blackboard, and the store areas were marked out, implicitly and 

otherwise, as 'teachers" space. They were generally off-limits to students who had to 

have very good reasons for being there, and for approaching their teachers when they 

were there. In Mrs. Wedd's class, even those students who seemed to have good 

reasons were liable to be dismissed. In the following example, Mrs. Wedd was writing 

rows of mixed fractions on the blackboard when the 'hot seat' boy (P.O.), went out to 

her: 

P.O.: Ub, Miss, do you put the number ... 
Wedd: Go away! 
P.O.: But do you put.. 
Wedd: [shouts] GO A WAY. [P.O. returns to his seat] (F.N. 18/9/B). 
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Children were also discouraged from calling out to teachers from their desks. Those 

who required assistance were to put their hands up to attract the teacher's attention. 

Generally in these classes, and with exceptions which will be noted below, children 

were reluctant to intrude on their teacher's space or time by moving or by calling out to 

them. 1b.is may be seen in the small numbers of children who did either of these during 

the lessons in C 1, C3 and C4. 

TABLE 10.1 Children seeking teacher's assistance in mainstream classes 
Call out to teacher 

A N-A 
Wedd 0 1 
DMe 0 0 
Goss 1 1 

A =  Aboriginal; N-A = non-Aboriginal 

Move to teacher 
A N-A 
0 2 
0 0 
1 1 

None of Mr. Dane's students called, or went out to him for assistance, and only one of 

Mrs. Wedd's students called out for help, and he did this on four occasions (C3: 270-2, 

278-9, 391-2). This student was Sam (P2 in C3), who was one of the best maths 

students and also, as will be shown below, the teacher's 'favourite' student. The two 

students who went to seek Mrs. Wedd's help were also among the most able maths 

students, and their interactions at her table were approximately five seconds each. 

Since, as indicated here, students were tacitly prohibited from intruding on their 

teacher's space, most of them waited until their teachers 'signalled' their availability by 

entering the students' space. 1bis arrangement had considerable instructional 

significance for the less able students. 

In whole-class instruction, all three teachers stood at the front of the class and taught 

from the blackboard. While they frequently paced between their desks and the 

blackboard, they rarely went into the students' area, and when they did, their time there 

was usually brief. When teachers' movements were traced from the videos, they all 

conformed to this pattern: 
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Figure 10.1 Mainstream teachers' movements 

During their lessons, teachers frequently and often rapidly, paced the area between their 

desks and the blackboard. Mrs. Wedd did this approximately sixteen times, Mr. Dane 

twelve, and Mr. Goss seven times. During the students' work period they made two to 

three 'rounds' of the students' area, when they gave out stencils, checked work, and 

assisted children who indicated that they needed help. The total amount of time each 

teacher spent in this area is shown here: 

TABLE 10.2 Time mainstream teachers spent in the students ' area 
Time (min.) % or Lesson 

Wedd 4.5 6% 
Dane 5.5 11% 
Goss 8.5 11% 

The three teachers were close to their students for only brief periods. This had 

significance for children's learning, since, as indicated above, this was the only time 

that most students sought face-to-face help from the teacher. It was during this time 

that the Bunjis, Ada and Hazel, asked Mrs. Wedd for assistance, and they were the only 

Aboriginal students to do so. It will be later shown that this limited time was not spent, 

in all cases, on those who most needed the teacher's guidance. 

Students' Movement: In the mainstream classes it was not only teachers' areas that 

were 'off-limits' to students. Teachers prohibited, or in Mr. Goss' case, attempted to 

prohibit, all but the most essential movement in the classroom. These prohibitions were 

generally powerful as may be seen in the way that Mr. Dane's Aboriginal student, AB 1 ,  

adopted a commando crawl when he went to borrow a highlighter from another pupil 

(Cl :  135-6). In these classes, most students moved furtively when they contravened 

the 'no movement' rule. Even in Mr. Goss' room where children were more likely to 
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get away with moving around, students tended to do as PlO did; while she roamed for 

most of the lesson, she played 'cat and mouse' with the teacher by monitoring his 
movements and keeping out of his way. I have counted the number of 'autonomous' 

movements children made during these lessons and classified them as one of two types. 

The flrst, which I have tenned 'task-related' ,  refers to movement which may be tied in 

some way to the student's work. When the Bunji, Kate, went to borrow a pencil from 

another student in Mr. Goss' class, she made such a move. The second, I have termed 

'wandering'; teachers understand this as movement which is not even tenuously related 

to the task in hand. Mrs. Wedd's Sam 'wandered' when he walked to the front of the 

class, tweaked the nose of the 'hot seat' boy, P.O., and then walked over to say 'Hi' into 

the video camera before he returned to his seat. 

TABLE 10.3 Mainstream students' autonomous movements during the lessons 

Dane 
Wedd 
Goss 

Total moves 

2 

12 
21 

No. or students 

2 
4 
7 

Type or movement 

Task-related 

1 
5 
7 

Wander 

1 
7 
14 

In these lessons, Mr. Dane maintained the tightest control of students' movement, and 

Mr. Goss the least Mr. Goss' students moved around the classroom more frequently, 

and in greater numbers than did those in the other two classes. His students also tended 

to wander more, although, as has been stated, they did much of this surreptitiously 

while the teacher was busy helping, or disciplining, other students. Sam was the most 

notable 'mover' in Mrs. Wedd's class; although he wandered four times, he was not 

reprimanded by the teacher. This student did something else in the lesson which was 

not checked by the teacher, but which other students in each of the mainstream classes 

were forbidden to do. He changed seats so that he could sit next to his friend, AB 1. 

Students' Seating and Posture: The mainstream teachers closely monitored and 

controlled where, and with whom, their students sat Students who moved places to sit 

with friends, or to avoid foes, were noticed and usually moved back. 

Wedd: Stuart. why have you moved? 
Stuart: Cos I didn't want to sit next to Jeremy. 
Wedd: Well I don't care about that. He doesn't want to sit next to you either. In this life, Stuart, we've 
all got to do things we don't want Move back (F.N. 1819/B). 

When Mr. Dane demanded that his children sit in particular places, he also created 

tension and resentment, particularly when these 'placings' seemed to be arbitrary. On 

one occasion he took his class to an unused room for story-reading. When three 
Aboriginal girls sat on some big cushions close to the front, Mr. Dane spoke to them 
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immediately: 'Come on. Off the cushions and sit on the floor. They're only to be used 

at the right time' (F.N. 2113/B). Although the girls were made to join other students 

on the floor, four boys who were sitting on office chairs at the back of the room were 

not asked to move. Although one of these boys, Edmund, who will be noted later as 

Mr. Dane's 'favourite' student, made noises with his chair throughout the readings. this 

was not sanctioned by Mr. Dane. 

Like other teachers, Mr. Dane made no allowances for the special relationships between 

Aboriginal children of different ages, in which older children derived status, and 

younger children, comfort and support. When teachers separated these children 

arbitrarily, it caused long-term resentment. This may be noted in Mr. Dane's lesson 

when he demanded that Tommy (AB2) move away from Nathan (AB 1 )  because he had 

not responded quickly enough to a question: 'Tommy's too close to Nathan and that's 
where his attention is going. You're not thinking about the work, or looking at me or 

the blackboard. All he's doing is looking at Nathan' (Cl :  298-300). It is unlikely that 
Tommy meant any disrespect to the teacher. The two boys had a strong relationship, 

and in this, and in other lessons, the older boy explained tasks to the younger one and 

checked his work. When Tommy was suddenly confronted by the teacher, he turned 

flrst to the older boy. The two boys reacted to Mr. Dane's intervention by effectively 

withdrawing from any further interaction with him (Cl :  302-4, 364-5, 392-4). 

Mr. Goss also frequently moved students back to other seats, or to places of exclusion 

in, and out, of the classroom. These students tended not to be the main troublemakers. 

but the quieter children who got caught up in the general disorder. Isaac, who was sent 

outside for almost the entire lesson, was one of these students (C4: 224-6). In another 

lesson when some students were shouting, others were having paper fights, and one girl 

was balanced on the top of her chair, an Aboriginal girl who was doing her work. 

walked to the front of the class to use the pencil sharpener. While Mr. Goss ignored the 

general misbehaviour, he took this girl by the arm and escorted her back to her seat 

saying 'You're the very one who should be paying attention now' (V 5, 2:32:54). Mr. 

Goss may have thought that by rebuking the lesser 'deviants' he would shore up his 

authority, and put the 'wilder' ones on notice; if so, it was a strategy that not only 

generated hostility in those who were punished, but it also failed to gain the attention of 

those who were not. 

While the three teachers tightly controlled students' seating, they also closely monitored 

their deportment, and they frequently demanded that students 'sit up', 'stand up'. 'sit 

down', 'sit up straight', and so on: 
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Wedd: All right! Would you boys mind sitting up. I know school's a bit of a bore but you don't come 
here to sleep. Get up, Donald (M7(A): 113). 

�: [to two boys sitting on the mat) Sit up you two. You can't put your hands up if you've got your 
face m your hands and your elbows on the ground like that (Cl :  320-1). 

Goss: [moving a student to another seat] Sit there Jeffrey! Should have a back like a ramrod. [shouts 
and gestures to boy] SIT UP! Don't sit back there like it's an easy chair. Show a bit of life! Sit up and 
move in your chair. What's in your mouth? (V5. 2:12:39). 

Goss: Attention here everybody [be turns a boy around in his seat]. And take your knees off the desk. 
You're not on holidays yeL (V5, 2:31:17). 

In Mr. Goss' class, these kinds of demands usually signalled the commencement, or the 

rapid escalation, of hostilities, and in all classes, teachers' concerns for orthopaedics 

generated hidden, if not overt, resentment and resistance. Mr. Dane, for example, 

sometimes insisted that his students march like a 'platoon' to other places in the school 

while he called out 'hup, two, three, four'. His Aboriginal students stated that since 

theirs was the only class that had to do this, and it was done in sight of other classes, it 

was a 'shame job'. Mr. Dane's practices inside the classroom also tended to expose 

individuals to ridicule. For example, he often demanded that students stand to answer 

questions, to be reprimanded, or to 'perfonn' as punishment (Cl: 130-3, 212). His 

preoccupation with 'hands up' (see, for example, C1:  17, 108-9, 249, 320-2, 342-6) 

created frustration in him, and resentment in his students. On some occasions it led him 

to demand that unwilling students put their hands up (C 1 :  322), or to walk over to those 

whom he knew to have the correct answer, hold their anns up in the air, and then 

demand that they respond. These forms of coercion did not make students more willing 

to comply, and they possibly made 'shamed' Aboriginal students less willing. When 

Mr. Dane insisted, for example, that AB3 put his hand up and answer the question, the 

boy made no reponse, even though he was a very capable student who probably did 

know the answer (Cl: 322-4). Very few of Mr. Dane's Aboriginal students, even those 

who were highly competent, ever 'bid' to give answers, or to volunteer for a task. The 

rarity of this was indicated in Mr. Dane's surprise when AG 1 put her hand up (C 1 :  

294-5). Aboriginal students' reluctance seemed to stem more from discomfort with this 
kind of public exposure than from their failure to follow or to understand the lesson, as 

may be noted in Mr. Dane's interaction with AG2 (C1: 343-7). This girl did not tender 

any answers in this or other lessons that I observed. When Mr. Dane asked her to bring 

her work out to him because she did not respond to his question, he found that her 

written answer was the correct one: 'Now why don't you put your hand up and say 

that?'. His gentleness with her and other students on these occasions indicated that he 

genuinely misunderstood the reasons for their unassertiveness. 
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Classroom time: In the mainstream classrooms, pedagogic relationships. interactions. 

and activities were tightly constrained in terms of time as well as space. Teachers 

communicated a great urgency to children in their frequent admonitions to 'hurry up·. 

'catch up', 'keep up'. While students who wasted their own. or their teacher's time 

were liable to be punished, those who were consistently slow were liable to be seen by 

their teachers and peers as cognitive and social failures. Note, for example. PlO's 

desperation to give Mrs. Wedd the right answer while his classmates were calling out 

the answer to him :  'Don't tell me. I know' (C3: 357-9). 

Pacing of Lessons: In Mr. Dane's class the pace of lessons was generally adjusted to 

the fmishing times of the 'average' students, which meant that most, but not all students 

completed their work. For example, in C l ,  he told students that he would give them 

'sixty seconds' to read a substantial portion of text, yet thirty seconds later he began 

questioning the class (Cl: 245-8). In the other two classes, teachers were likely to 

signal the end of an activity when the most able students had fmished, and this meant 

that a number of children were never able to fmish. Mrs. W edd in particular. made no 

allowances for slower children; they were usually unable to complete one activity 

before starting the next. I observed, for example, that Ada never completed her work in 

the time that was given. In the daily speed tables exercise she was one of the same 

group of students who never called out a completion time, as Hazel and the faster 

students did. These slower children were not permitted to keep on working until they 

had finished and thus could, like other children, call out their times (C3: 149-159). 

Slower children were disadvantaged in other ways in the three classrooms. For 

example, in mental maths, teachers had a rule that they would not repeat questions for 

children who did not hear, or who needed more time to think of the answer. While Mrs. 

Wedd strictly adhered to this: 'I only say things twice, not three times' (V l ,  00:34:27). 

Mr. Goss would sometimes relent: 

Goss: [very quickly] two times three times four. 
Pupils: Whaaat? 
Goss: I'm not repeating it again [be repeats tbe sum very quickly and students complain). Well you 
can't take five minutes for each sum- we'd be here all day. The name of tbe game is to make you 
sharper 0/5, 00: 13: 10). 

There was little evidence that teachers' insistence on speed made Aboriginal, or other 

children 'sharper', or more willing to participate in the activities of the classroom and 

teachers' organisation of their own time made these children's participation even more 

unlikely. 
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It has been shown that the mainstream teachers spent little time helping individual 

students during work periods. Analysis of their lessons in Cl ,  C3, and C4 indicates the 

brevity of their interactions with pupils: 

TABLE 10.4 Time mainstream teachers spent helping students 

Daoe 
Wedd 
Goss 

No. of 
Interactions 

7 
10 
13 

No. or Pupils 
7 
7 
13 

Total Time 
1m. 30s. 
3m. 30s. 
Sm. 30s. 

Time per 
l.oteractlon 

13s 
21s 
25s 

While Mr. Goss assisted far more students than did Mrs. Wedd or Mr. Dane, his 

average time with students was limited to 25 seconds. Mrs. Wedd' s and Mr. Dane's 

interactions were even briefer. In Mrs. Wedd's class where many children were having 

difficulties, the teacher did not take time to help all the less able students. For example, 

she spent seventeen seconds with Ada, who was the poorest maths student in the class, 

and 47 seconds of the total three and a half minutes helping Pl,  who was the most 

capable. 

Speed of Questioning: Teachers expected students to give immediate, brief, and 

correct answers to their questions, and they showed impatience with those who were 

unable to respond in this way. Aboriginal children seemed to fmd teachers' ubiquitous 

use of fast, direct, questioning disconcerting, even when, infrequently, they were given 

another chance to respond. In the following example, Mr. Dane was speaking to an 

Aboriginal student whose fust response had been inadequate: 

O.K., Matt, you're not off the hook yet Go on and say a bit more about that [Matt pauses and the 
teacher intetjects very quickly). O.K., Matt, you're off the book because we haven't got all day [he 
asks another pupil) (F.N. 10/10/B). 

Mrs. Wedd was the most extreme practitioner in this area. She gave very few children 

enough time to think about, or to state their answers. During my observations, the 

longest response she permitted any student occurred as the class was beginning a 

writing lesson. This student was Sam: 

Wedd: What are the facts you have to keep in mind? Sam. 
Sam: (very quickly and without taking breath] She's got four children doesn't wanna move house 
anymore gettin' old and she wants a house that's cool in summer, warm in winter (M7(A): 1 12). 

In this class, children who were unable to respond in a one-word or shorthand format 

were generally cut off before they could answer; there were many examples of this in 

the maths lesson (see, for example, C3: 24-6, 91-2, 132-3, 218, 223-5). This meant that 

the less able students such as AB 1 and Ada, showed extreme anxiety in their 
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interactions with Mrs. Wedd (C3: 20-6, 51-3, 91-6, 486-90), and frequently even the 

more competent students, such as Hazel, were unable to answer in the time (C3: 476-8 1 .  

490-2). The speed of Mrs. Wedd's questioning disadvantaged students in another way. 

since it meant that the teacher herself made many mistakes during lessons (C3: 30. 92. 

207-9, 242-8, 257, 261-4, 341-4, 349-50, 465-7). Once the question-answer routines 

were underway, the teacher tended not to listen to and to evaluate the students' answers. 

but to 'mis-hear' incorrect ones. For example, in a lesson on decimals, Michael's 

answer indicated that he did not understand the relationship between denominators and 

the decimal: 

Wedd: Four hundredths as a decimal, Michael. 
Micbael: Umm. 00.4? [pupils intexject]. 
Wedd: Slffi! I can't hear you, Michael! 
Micbael: 00.4? 
Wedd: [intexjects before be is finished) 00.04, is that what you're saying? [writing this on the 
blackboard). 
Micbael: No, I said '00.4'. 
Wedd: [very quickly] Well 00.4 [not the correct answer)]; you can have as many zeros before the 
decimal point as you like (Ml(B): 158). 

Although Mrs. Wedd went on to stress the unimportance of zeros before the decimal 

point she did not revise the importance of those which come immediately after it 

Competition: While many Aboriginal children showed discomfort with their teacher's 

direct questioning which frequently exposed them to negative evaluations in front of 

their classmates, many also showed antipathy for public contests in which individuals 

were required to race, intellectually speaking, against others. In the mainstream classes. 

competition was pervasive; while teachers may have seen it as a teaching method, it 

was also a means of ensuring control, for it created 'spectacles' which were as 

compelling for the audience as they were for the protagonists themselves. For example, 

there were rare moments of quiet in Mr. Goss' classroom when students recited their 

tables on the 'hot stool'; the class was quiet and attentive as long as the competitors 

were able to recite rapidly and without error (C4: 121-37). Instead of making the less 

able students more competent. these kinds of activities tended to highlight their 

slowness in comparison with others. They seemed to cause real distress in some 

Aboriginal students, and in all three classes some refused to participate at all. Ada, for 

example, would just say 'No' to Mrs. Wedd, and in the following interaction, Mr. Goss' 

Aboriginal student. Jane, had to be asked several times before she came out to the 'hot 

stool': 

Goss: O.K. Jane, 7's (she stumbles over the third one). 
Pupi�: [loudly indicate she is wrong] UH! 
Goss: Start again. [Jane hesitates again during ber recitation and a Sllldent quiclcly shouts 'NUH'') .  
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Goss: 0.1(., keep going! [By now the girl is crouched low on the stool so that her face is abnost dov•n in 
her hands. She completes the recitation]. 0.1(. 10 out of 25 [Jane goes quickly bade to her seat] (V5. 
2:09:37). 

The Tigers, John and Doug, who attended Mr. Dane's maths class. showed a similar 

dislike for this kind of competition. In the following example. Mr. Dane asked students 

to come to the front and say their tables while he timed them with a stopwatch: 

Dane: Come on, John, out you come. 
John: No. 
Dane: All right. we'll have Doug [he goes to the front and recites). That was good but it took you 17.4 
seconds and that's outside the time so you don't get the house points (F.N. 18111/B). 

Doug and John truanted the maths class for several days in fourth term. They would 

wait in a park near the school until they heard the bell which marked the end of the 

maths period and then they would go straight to the Tigers' room. Their dislike for 

maths may have stemmed from these kinds of activities which Aboriginal children in 

this and in other classes called 'shame job'. 

The mainstream teachers' preoccupation with winning, and with beating others and/or 

the clock, seemed incomprehensible to some Aboriginal students. The gulf between 

them and their teachers in this matter may be seen in Mr. Dane's discussion of AB2's 

weekend football match (C l :  1 16-25). The teacher's eagerness to find out if Tommy 

(AB2) had won the game - 'How did you go? Did you win?' - contrasted with the 

boy's apparent indifference to winning or losing. He also showed no agreement with 

Mr. Dane's conclusion that 'that's the important thing, isn't it? That you win'. It will 

be shown that for many of these children, participating in particular ways was more 

socially compelling than winning, and, as has been indicated here, there were 

considerable barriers to some students' participation. This was evident during reading 

lessons when teachers tended to impose the tightest constraints on children's space and 

time. 

Reading stories - transactions of space and time: During silent reading periods 

which took place four times a week, children were to sit at their desks and read quietly 

for twenty to twenty-five minutes. Teachers' demands for silence and immobility fell 

heavily on poor or non-readers who tended to become restless and seek other ways to 

amuse themselves and their peers. If they were discovered they would be reprimanded. 

and in some cases, sent from the room. When teachers read stories to their classes. they 

again communicated to Aboriginal children that obedience to the rules for sitting up. 

sitting still and being quiet, was the most important thing about reading and about texts. 

While Mr. Dane and Mr. Goss read stories skilfully, they provided few opportunities for 
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children to participate. Their usual interactions with children during reading were to 

demand that they 'pay attention', 'sit up' ,  'tum around'. 'settle down·. and so on. Like 

Mr. Goss, Mrs. Wedd read stories to her class in the eight to ten minutes before maths 

lessons, athough, unlike him, she chose stories which could be completed in the time . 

During the reading, her class sat on the mat in front of her chair. Mrs. Wedd had 

marked out the boundaries of this space with tape, and students who attempted to sit 

outside it were immediately brought back in. When the whole cl� was present 

students were so tightly packed into this space that the bigger children had to sit with 
their knees under their chins. Mrs. Wedd read quickly, and she did not pause to explain 
difficult words. During a detective story, for example. she did not explain 'landluhber'. 

'cryptographer', 'buoy', or 'amateur' ;  some of the children would not have understood 

these or other words in the story. During this reading she sent a boy outside for talking. 

and at the end of the story, she closed the book; several students put their hands up 
silently to indicate that they knew the identity of the kidnapper: 

Wedd: James. 
James: The xx [unintelligible]. 
Wedd: [very quickly] WHY? 
James: Cos he didn't. 
Wedd: [intetjects] Mark. [he begins to speak and is cut off]. Same reasoo as James? 
Mark: Yes. 
Wedd: Jodie? [after a few more calls on srudents, Mrs. Wedd opens the book and reads out tbe name of 
the kidnapper]. 'Case closed'. 
David: Another one, Mrs. Wedd? 
Wedd: No. We haven't got time. Off you go for malhs [children leave the room} (M I( A): 179). 

Here Mrs. Wedd limited students, as she did in maths lessons, to one-word responses. 

and she interjected when children were either too slow or tried to elaborate. 

While Mr. Dane and Mrs. Wedd believed that they treated all children the same. and 

that all children were subject to the same rules and the same discipline. they permitted 

some students much greater freedom of space and time than they did their peers. 

The 'special' students: Since Mr. Goss did not appear to have developed a special 

rapport with any one of his students he is not included in the discussion here. The 

'special' students in Mrs. Wedd's and in Mr. Dane's classes were respectively, Sam (P2 
in C3), and Edmund (absent in Cl). The teachers spoke fondly of these boys in private. 

and they usually showed warmth when they addressed them in the classroom. The boys 

were from white, middle- to upper middle-class families, and they were both very 

competent, confident, and competitive students. Sam was the class tables champion. 

and he usually tendered the brief and accurate responses which Mrs. Wedd preferred. 

He was called on to answer questions more often than were other students. particularly 

when questions were difficult (C3: 101-2, 1 1 1-3, 122-4. 309- 1 1 ,  360-3. 409- 13) .  Like 



252 

his teacher, Sam showed impatience with slow pupils and with those who made 

mistakes (C3: 227-9, 326-31 360- 1 , 428-9, 444); however, when he was unsure and 

faltered, Mrs. Wedd showed unusual patience, and directly or tacitly assisted him (C3: 

391-2, 431-8). Compare, for example, Mrs. Wedd' s  quite different responses to Sam's. 

and to P.O.'s requests for assistance (C3: 387-92). Edmund was also treated ·gently" 

by Mr. Dane. He shared his teacher's love of literature and, more than other students. 

he understood and appreciated his acerbic wit. He frequently responded to Mr. Dane· s 

jokes with a high-pitched, exaggerated giggle, which was disconcerting. but which Mr. 

Dane treated amiably. In this example, Mr. Dane was preparing his class to present the 

school assembly: 

Dane: O.K., the principal's address to the school. Now bow does that happen'> Does he just appear? 
Big cloud of purple and yellow smoke, and then there's the principal? 
Edmund: HEE HEE HEE HEE HEE [other pupils are silent]. 
Dane: O.K., the principal has his grumbles and groans and then do you go 'BOO. BOO� Get orr·? 
Jack: Yes! 
Edmund: HEE HEE HEE HEE HEE ... 
Dane: [to researcher] Does Sandi know that Edmund will be leaving for seven weeks holiday in 
Europe? His manic cackle will be gone for seven weeks. 
Edmund: [louder and higher] HEE HEE HEE HEE HEE 
Dane: [smiling] We're not sure if we're going to miss him or not (V2: 00:52:50). 

Mr. Dane referred to Edmund as a cohort - 'Yes, 'perimeter' is a big maths name that 

Edmund or Mr. Dane might use' (F.N. 22/10/B) - and he frequently called on him to 

play the teacher's 'apprentice'.  In one maths lesson, for example, Edmund was asked to 

come to the front and demonstrate a maths concept with string: 'See, Edmund will 

show you that he hasn't got anything hidden up his sleeve. No tricks. The whole lot's 

still there' (F.N. 22/11/B). It has been noted above that Edmund and Sam were able to 

call out, and to move around the classroom more freely than other students; they also 

took 'liberties' which would have been unthinkable for their classmates. On one 

occasion Edmund called out for the teacher to 'Shut up!'. While the other pupils were 

shocked by this and quickly looked to see how Mr. Dane would respond, he seemed not 

to mind (F.N. 10/10/B). Sam also showed disrespect to Mrs. Wedd by mimicking her. 

and/or commenting loudly on her discomposure (C3: 254-5, 451-2). When I played 

back a video to the class, Sam called out 'This is gonna be great. Let's see her [Mrs. 

Wedd] chuckin' a wobbly [getting angry]' (F.N. 12/1 1/B). While Mrs. Wedd showed 

some discomfort at this, she said nothing to Sam. 

These two boys knew what their teachers expected of 'good' pupils, and they were able 

to comply with their expectations and demands. Unlike their classmates, they were 

aware of the ironies and contradictions of classroom life, and they had the skills and 

confidence to exploit them. In this they entertained their teachers, and no doubt 

assuaged what Jackson (1983) has called the 'daily grind' of teaching. Their favoured 
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status highlighted the essential irony of the 'equality' approach. It inclicat.ed that 

students who best understood, and were able to comply with their teacher's rules on 

space and time, were least likely to be subjected to their constraints; those who least 

understood them (and among them were the Aboriginal students) were not socialised 

into better understandings, and remained subject to tight and pervasive controls. 

Mrs. Banks' 'Mediated' Pedagogy: Like the mainstream teachers, Mrs. Banks 

believed that Aboriginal children needed to learn orthodox academic and social 

competencies to enable them to interact confidently in the classroom and in the school; 

however, she differed from other teachers in her understandings of Aboriginal social 

and cultural differences, and in the ways that she accounted for these in her practice. 

Mrs. Banks' assumptions on Aboriginality: Mrs. Banks assumed that urban 

Aboriginal children had distinctive social and cultural interests. She believed that urban 

Aboriginal culture shared some features with 'remote' fonns. She saw this, for 

example, in urban people's love of 'country',  their knowledge of local flora and fauna, 

and in their clistinctive social relationships, etiquettes, and ways of conducting family 

and other 'business' (see interview A6). Mrs. Banks considered that these 'continuities' 

enriched urban Aboriginal lives and were intrinsic to children's sense of Aboriginality. 

She assumed that her students had strong Aboriginal identities and that, while these 

might be developed in programmes such as Ged Rouse's, they were outside her power, 

or her interest as a teacher, to change. At the same time she was well aware of the 

structural factors which shaped and constrained the daily lives of her students and their 

families, and she understood how continuing failure in school would disadvantage them 

(see Chapter 7). She assumed that the Bunjis' difficulties arose, not in a failure of 

Aboriginality, but in a failure to learn the academic and social skills essential to success 

in school and beyond. Like the mainstream teachers, then, she intended to socialise 

Aboriginal children into mainstream schooling, but unlike them, she indicated a 

preparedness to mediate Aboriginal and school notions of space and time. 

Classroom space: The Bunjis were far less restricted in their use of classroom space 

than were students in mainstream classes, although, as will be shown, they were far less 

'free' than the Tigers. Children were permitted, for example, to go to the teacher's table 

to search for materials, and to her big bag in which she kept spare pencils. Kate and 

Duffy did this during the writing lesson (C2: 227-8). As Aboriginal parents noted with 

approval, Mrs. Banks was different from other teachers in that she let children 'touch 

things without growling'; this indicated to them that Mrs. Banks considered their 

children were 'trustworthy' (see interview, Bessie Timms, B5). Mrs. Banks also 

permitted children to come out to her when she was teaching or working at her table. 
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During the 'mammals' lesson, Hub and Leon came out to her while she was teaching at 

the blackboard. Hub went to her twice; the first time he demonstrated with his finger 

the curl in the leopard's tail, and in the second he 'showed' her the animal's claws with 

his hands. Similarly, Leon, who could have shown her the illustration of the leopard 

from his seat, ran out and showed it to her. In this, and in other lessons, I noted that the 

Bunjis' preferred to conduct their business 'up close' with the teacher; they rarely called 

out to her, but they would readily go and speak to her if they needed help. 

Children were permitted to bring their work to show Mrs. Banks and/or to sit at the 

'spare' table and work with her. In the second half of the 'mammals' lesson when Mrs. 

Banks was sitting there, she called several children over to check their work, and others 

came without being asked. These children sought her help and/or sat and worked near 

her for various periods. Leon and Duffy sat there for the whole work period and Kate 

sat there for the second half. The Bunjis 'independent' movements recorded on 87 

minutes of video-tape of this lesson are indicated here: 

TABLE 10.5 Bunjis' movements during the lesson 

Total mons No. or clilldra1 

41 1 1  

Ime or movement 
I ask -related 

34 

Wander 
7 

In this lesson, the Bunjis moved more than the mainstream students (2-21 moves) and 

less than the Tigers (67 moves). They made as many 'wanders' as Mrs. Wedd's 

students, but less than Mr. Goss' (14) and Mr. Collis' srudents (28). Most of these in 

the Bunjis were brief. For example, Cholly spent several seconds looking at papers by 

the sink. and Albert took a football from the shelf, went back to his seat and put the ball 

underneath his chair. When Leon, Duffy and Kate wandered for longer periods, they 

were reprimanded and directed to reh.lm to their work. 

This was not one of Mrs. Banks' 'better' lessons. Indeed, she had considered it a 'bit of 

a disaster' because Leon, Kate and Duffy were 'off (sulking), Cholly was 'silly', and 

there had been several interruptions (e.g. Duffy, Kate and Mabel had come in late). In 

addition to this, the room was cold on that day and srudents were uncomfortable and 

restless (see C2: 140-52). Nevertheless, although Mrs. Banks thought that her srudents 

were difficult and non-attentive during the lesson, most were making good use of their 

time, and they were doing this without her intervention. This may be seen in the 

significant number of task-related moves which comprises 83 per cent of the total 

number, and the highest percentage in all the five classrooms. It may also be seen in the 

behaviour of Kate, Leon and Duffy who had started the day badly. These three students 

were fractious and inattentive in the early stages of the lesson and when the work period 
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commenced they might have chosen to sit on their own, or with the other students, and 

do very little. Instead, they came to sit at Mrs. Banks' table, even though she did not 

ask them to do this, and she did not pay them a great deal of attention during the work 

period. They did work there (C2: 413, 421-2, 439-40, 459-60, 473-6), and their choice 

to sit in this particular place indicates a self-discipline that was rarely shown by students 

in the other classes. 

It will be argued that Mrs. Banks established this kind of order over time by insisting 

that children abide by the two broad, but pervasive principles which have been noted in 

the previous chapter - her students had to 'work' (i.e. learn), and they had to show 

respect and concern for others. When children's behaviour indicated that they were 

taking both these matters seriously, Mrs. Banks did not intervene in their movements in 

the classroom, or in their choice of seats. 

Students' Seating: Although the Bunjis were able to choose where and with whom 

they sat. they tended to sit at the same tables, and in the same places at those tables. 

The older boys always sat together at the table closest to the teacher's desk. While girls 

never sat there, Leon and Dante, who were the oldest of the group of younger pupils, 

might sit or stand and work there for a time. The girls and the younger boys usually sat 

together at another table; children who were sulking or who wanted to work quietly by 

themselves used the third 'spare' table. Mrs. Banks allowed quiet talking during work 

periods. My recordings of children's talk show that while children frequently discussed 

their families, peer relationships, and the latest videos and music, they also talked about 

their work. Mrs. Banks did not replace the big tables with individual desks, even 

though this might have reduced students' talk and movement. While Mrs. Banks was 

more relaxed in these matters than were the mainstream teachers, this did not mean that 

she was unmindful of where her students were, or what they were doing. She would 

reprimand, and sometimes move students who were not working, or who were 

disturbing others, athough she usually gave them time to correct their misconduct 

before she did this. Her punishments, unlike those of the mainstream teachers, were not 

immediate, and she always made it clear to the child why they were being punished. 

For example, when Rody had interrupted her story-reading several times she told him 

'Rody, just go over by the door. You're disturbing everybody. Sorry everyone. I'll 

just read that last bit again.' (F.N. 17 /9/B). At the start of a science lesson, Chas kept 

knocking on his table until Mrs. Banks said: 

If you can't settle down, Chas, then I'm going to have to remove you because everyone here is going 
to learn something, and you will too, but only if you can senle down. So if you can't, then I'm going 
to have to take you to another table because we don't want anyone to stop learning taking place here 
today (VlO, 1:33:00). 
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At the end of the 'mammals' lesson, Leon ignored Mrs. Banks' warnings about 

whistling (C2: 539-42, 547, 590) until he was told 'Once more, Leon, and I'm going to 

ask you to go outside for a while' (V7, 00:48:40). While older children had a special 

status in this class, they were not immune from sanction. For example, when Zac was 

talking to the class and the big boys were talking over him, Mrs. Banks quietened them 

with: 'Boys, can you just wait one minute? I let you sit around the table so you can be 

on your own, and that's fme, but you're not a separate group to everybody. So you 

have to show manners to Zac' (M4(A): 136). 

Mrs. Banks rarely separated children from the group, and although she threatened to 

send some children out of the room during the year, to my knowledge, she never did 

this. The table outside the door came to be seen not as as a place of punishment, but as 

a place of privilege where the 'serious workers' were sometimes allowed to work (see 

C2: 140- 1 ,  324-6). This may have been why, in second semester, when Zac was 

having difficulties in the mainstream classroom where he went in the afternoons, he 

would work at a table outside (see interview with Mr. Chrisp, A2). Zac was also one of 

the students who, without Mrs. Banks' direction, would move to places in the room 

where they could work and not be disturbed by the other children's talk. 

Student's Posture: Mrs. Banks rarely commented on students' deportment. Instead of 

demanding that students 'sit up', 'sit straight', she expected that children would show 

what she called 'good listening behaviour'; this meant that students were to look at the 

teacher when she was speaking, and to show 'manners', and this 'was what all teachers 

like because it shows that you're really listening' (F.N. 4/6/B). As long as students did 

this, Mrs. Banks made no comment when, for example, they stood instead of sat at their 

tables, as Kate, Duffy, and Mabel did for several minutes in the 'mammals' lesson , or 

when young children lay on the floor to listen to a story, as several did during the 

'Indian' story (Appendix F). This meant that in the Bunjis there were far fewer 

conflicts over students' posture than there were in other classes. 

Students' Privacy: While Mrs. Banks tended not to intrude on students' personal 

space, she also discouraged students' intrusions into other people's 'business'.  She 

would dismiss children who 'told' on others as 'busy bodies' ,  'policeman' or 'dabbers' 

(tell tales). Leon, who jealously guarded his own space, was the one who most 

frequently invaded the privacy of others (see C2: 426-7, 463-4): 

Leon: Ay, Miss, Thea's not doin' what she's supposed to. 
Banks: [to Leon] Today you're just the biggestdobber. Just do your own worlc and don't worry about 
anyone else (F.N. 14/10/B). 
Leon: Dante's goin' away, Miss. 
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Banks: I wouldn't worry about Dante. I'd just worry about myself. I'm not blind and I know wbat goes 
on in the room (VlO, 0:34:12). 

There was an exception to this in C2 when Albert reported on Cholly for copying (C2: 

496-7). Since Mrs. Banks considered this a serious matter which affected learning, and 

Cholly knew well that it was forbidden, she did not let this incident pass. Mrs. Banks 

respected children's privacy in other ways, in and out of the classroom. If she was 

concerned about a child she would not seek personal information from the student but 

would go directly to his or her parents (see interviews with Janet Banks, A6, and Bessie 

Timms, B5). If a student had missed school and was unwilling to explain, Mrs. Banks 

did not insist, and she noted the absence as 'family business' in the class register. On 

the other hand, if she suspected that the child had been 'wagging' (truanting), as she did 

with two children during the year, she would confront them and check their 'stories' 

with their parents. Importantly, while Mrs. Banks knew the social and economic 

circumstances of most of her students, and was thus privy to a great deal of information 

which could have been damaging, she did not, to my knowledge, discuss her students' 

family business with other teachers in or out of the staffroom. 

Classroom time: Mrs. Banks' unhurriedness in the classroom and elsewhere was noted 

with approval by Aboriginal students and parents who used terms such as 'calm', 

'relaxing' and 'safe' to describe their relationships with her (see interviews B3-B5). 

Although she worked efficiently in the classroom, she rarely showed the anxiety of the 

mainstream teachers, and unlike them she tended to be 'stable' for long periods when 

she was working at the blackboard, and when she was working with individuals. This 

may be seen in the way that she moved during the lesson in C2. 'X' to 'X2' shows her 

movements in the teaching session prior to recess, and 'X3' to 'X4', her movements 

after recess when the Bunjis were writing at their desks: 

blackboard 

X (39 min.) 

D '--------�' teacher's desk 

Figure 10.2 Mrs. Banks' movements during the lesson 
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In contrast to the mainstream teachers who paced between their desks and the 

blackboard, Mrs. Banks settled for long periods in front of the blackboard when she was 

teaching (X), at the spare table when she was helping individual students (X3), and in 

front of the children when they were seated on the mat for the closing discussion (X4). 

Mrs. Bank's steady pace meant that her 'progress' through the classroom was highly 

predictable for students. They were likely to know where she was at any time, and 

where she was likely to be in the near future. This organisation of class time and space 

also meant that she was far more available than were the mainstream teachers to help 

her students. In this lesson, for example, she spent 36 minutes (40% of the lesson) 

helping individuals, while the mainstream teachers spent 4.5-8.5 minutes (6%- 1 1 %  of 

the total time). During this time she assisted nine students in twenty interactions; the 

average duration of these was 1 min. 48 sees. (cf. mainstream teachers' interactions of 

13-25 sees.), and she spent the longest time helping Albert whose English and literacy 

were the poorest in the class. 

In this and in other lessons, Mrs. Banks extended the time of lessons to accommodate 

the pace of her students so that most were able to fmish a piece of work, and have it 

evaluated by her. This meant that students were able to work without the frequently 

disabling urgency noted in mainstream classrooms to 'hurry up', 'keep up' and 'catch 

up'. It created congenial and predictable rhytluns for Aboriginal students, as Duffy 

indicated to his mother: 

'Sbe [Mrs. Banks] doesn't make us rush, you know, do things in a rush. We do things in our own 
time'. be said. '1ba1 makes us do things faster, whatever sbe gives us. We know what we have to do 
next. but we do things in our own time and we get faster to go oo to the next thing we know we have to 
do' (Interview, Bessie Timms, B5). 

This unhurriedness seemed to be an important factor in the Bunjis' participation in, and 

enthusiasm for, work. For example, I noted that while theirs was often the slowest 

group of students to start work, they were also the only students who were reluctant to 

leave it once they had started. Thus, unlike students in other classes who tended to rush 

outside when the bell sounded for recess, the Bunjis frequently continued with their 

work for several minutes after the bell, and on several occasions they complained of the 

intrusion of recess into their work time (F.N. 1/5/B; 20/5/B; 4/6/B; 17/9/B; 14/10/B). 

Speed of Questioning: In the previous chapter it was shown that Mrs. Banks 

interspersed direct questions with 'broadcast' questions to the whole class, and with 

'turns'. In all of these she gave children time to consider their answers, and she allowed 

the slower children to take extra time. In this way the less able children, such as Gerry, 

Ellen, Mabel, and Hub, were always able to take part in the 'business' of the classroom. 



In this interaction, Mrs. Banks was asking children what they might cook for a class 

party and she had arranged a series of 'turns': 

Banks: What else shall we have? 
Dante: Fried rice? 
Banks: Gerry? 
Gerry: No, umm ... 
Jon: Go on, say it 
Albert: I' II be secood. Miss. 
Banks: [to Alben] O.K., you tell me. 
Albert: Cupcakes, Miss {the older boys moan]. 
Gerry: I think about it, Miss? 
Banks: Yes, you think about it. Mabel's turn. (R8(1): 180). 
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Mter several more turns, Gerry said that he was 'ready'. His suggestion of 'hot 'n spicy 

chicken' was taken up by the class who talked for several minutes about the costs and 

the preparation of this dish. It has been indicated that in the mainstream classes, 

children like Gerry might have been dismissed for their tardiness, or perhaps not asked 

in the first place. 

Classroom time and Aboriginal relationships: In the previous chapter it was noted 

that Mrs. Banks placed a high value on 'manners'. In her practice she indicated that, 

no matter how important the task, she and her students would always take time to be 

polite. For example, students who entered or left the room were always to acknowledge 

Mrs. Banks who acknowledged them in tum (see C2: 126-7, 431-8 and F: 64-5, 92-4). 

She also took time to introduce new children to the class. On one occasion, five 

children from the Special Unit were included in her class for the morning. She 

introduced and identified each of the Bunjis to these children - 'There's Stephen; he's 

our new boy, and Cholly's there [points]. He's the one who's always talking back 

there. And Leon in the white shirt, and Albert there ... '. When one of the children said 

she did not remember all the names, Mrs. Banks again identified each one (V7, 

1:30:41). When new children enrolled in the Bunjis, Mrs. Banks took time to introduce 

them to the class, and to establish their 'place' in the local Aboriginal community and 

beyond. Children were asked about their 'country' and identified by it - 'Oh, you're a 

Yirrkala girl'; 'So you're a Daly River boy?'. On Albert's first day he discovered that 

Mrs. Banks knew people from his community and that she had a 'skin name' which 

ascribed her the role of performative 'aunty' (see interview with Albert's parents, B3). 

She also established children's connections with Aboriginal families in the district and 

in the school. For example, when Donald, from Mrs. Wedd's class came to the Bunjis' 

maths group, he was introduced as the cousin of the new Bunji, Stephen, and both boys 

named their siblings and cousins who were enrolled in other classes in the school. 
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While the Bunjis did not stop working when the principal or other staff came to the 

class, they did when Aboriginal visitors came. They were usually mothers who handed 

their babies over to Mrs. Banks while they talked to her. When Dante's aunt came with 

her infant, Dante went immediately to the video camera in the corner and 'presented' 

the 'news': 'This is Channel 7 news and this [pointing behind him to the woman] is 

my aunty. And this (pointing to the infant held by Mrs. Banks] is my cousin' [he makes 

a 'thumbs up' sign and grins into the camera] (V3, 3:01 :00). In this instance, the visitor 

was known to all the children, but when they were not, Mrs. Banks took care to 

introduce them and to establish their place in the school. For example, in fourth term 

when there were several new children in the class, she introduced an Aboriginal visitor 

in this way: 'For those children who don't know Mrs. Dawes, she was the Homework 

Centre lady here last year. So she was sort of like Aunty Helen [the current Homework 

Centre Co-ordinator] only Last year' (VlO, 00:05:00). In these ways Mrs. Banks 

showed her respect for Aboriginal 'business' by indicating that the social relationships 

which were important to Aboriginal people were also important to her. 

There were other ways in which Mrs. Banks communicated that Aboriginal social 

relationships, particularly those of the family, were important in the classroom. This 

can be shown when she was discussing the year seven sex education class with some of 

the boys; Howard, and some of the other students were reluctant to attend this 

programme (see Appendix D). During the discussion which took place in the change 

over between lessons, Mrs. Banks' language and behaviour indicated distinct shifts in 

role - from 'teacher': 'Did you bring your note?'; to 'aunt': 'the biggest thrill of all ... ' ;  

and back to 'teacher': 'O.K., let's get into this work'. When Mrs. Banks did this she 

indicated that the 'hard facts' of sex education (i.e. the 'transactional'), were implicated 

in wider, 'interactional' meanings of fathering and fatherhood; it also indicated that the 

teacher's role and her relationships with students could similarly accommodate more 

'interactional' perspectives. This discussion also generated some of the Aboriginal 

students' richly imaginative and expressive language. For example, Dante compared 

the sperm with a 'tadpole, how it goes all the way up', and he likened the young foetus 

'when it's bent over' to a 'little alien', while Duffy softly made the sound of its heart 

beat 'Boop, boop'. 

On this and other occasions, the Bunjis had opportunities to tell 'stories'; many of these 

came directly from the children's local groups, or were 'imported' from their 'country'. 

These stories usually featured male monsters - the 'Maggot Man', the 'Dwarf Man', the 

'Razor Man', the 'Pig Man' and the 'Mud Man'. In some of these, children borrowed 

heavily from family scaring/teasing stories, videos, and local events. For example, the 

story of the 'Razor Man' could be traced to an incident which had occurred several 
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years before when a razor blade had been glued to a slide in the local pool; its main 

character had similarities to 'Edward Scissorhands', a popular film character; and its 

message - 'be careful in public places' - was one that parents stressed to their children. 

In other stories, such as the Kadaicha or Feather Man, children recounted well-known 

traditional Aboriginal myths. Students told these stories during morning talks and when 

they were working at their tables. They recounted and listened to them with great 

seriousness; for these children, they provided compelling explanations for the human 

and natural world. In some stories, a particular house, storm drain, or mud flat were 

marked out as places to be approached with caution, or even avoided altogether. 

Sometimes they enriched formal lessons, and provided Aboriginal explanations for 

natural phenomena. This occurred in a science lesson when Mrs. Banks was attempting 

to explain the principles of flotation. Children were floating blocks in various solutions 

of salt water and in 'quicksand' which they had made by mixing sand, dirt and water. 

Students began talking about the 'Mud Man' who lived at a local swimming hole where 

several dogs had disappeared: 

Leon: And there's a Mud Man comes out of a bole and it's full of mud and there's people swimming in 
the water, and then when they come down they see the Mud Man come out of the mud and it took that 

dog. 
Pupils: Yeah. we know him (M5(A): 137). 

In mainstream classrooms it is unlikely that, even had time been made for these stories, 

children would have told them since they thought that non-Aborigines would not 

believe them. Thea and Kate indicated this in interview when they said they would 

'never' tell their stories in other classes: 

Thea: Because I don't think white kids believe us if we told them one of those stories. They'd just say 
'You'rejustjolci.ng. You're lying'. 
Kate: Yeah. They'd think we were gammon (pretending] (M4(B): 179). 

Competition: Mrs. Ba..Qks used competition as a way for children to demonstrate what 

they had already learnt, rather than as a pedagogic method. In her class, competition 

was qualitatively different from the intense and socially divisive activities observed in 

other classes. This can be seen in the 'Buzz Game' in which Mrs. Banks revised tables 

with her maths group which included the younger Bunjis, the children from the Special 

Unit, and others (see Appendix E). The game was structured in the same way as Mrs. 

Banks' other activities. There was a slow introduction in which Mrs. Banks reminded 

students of the rules and gave them time to practise. During the game she gave children 

time to think about their answers - 'Say it in your head first' - and some had several 

chances before they went out - 'That was just a practise start Now let's start again' .  

While the series of games ended with what Mrs. Banks called ' a  two-man battle to the 
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death',  all the students had had opportunities to participate, and all of them were willing 

to join in every game and to keep trying. 

This same 'gentle' approach was evident when there were marked differences in 

students' abilities; this can be shown in the maths lesson when the Special Unit 

children joined with all the Bunjis. Mrs. Banks asked children to estimate the weight of 

all the people in the class and to write them down without telling anyone else. Their 

estimations were then compared with the real weights which were measured on a set of 

bathroom scales. Mrs. Banks assisted the less able children by making clear 

comparisions. For example, when Albert, whom she had introduced to the new students 

as 'a top Aboriginal dancer', came out to be weighed, she pointed to his legs and said: 

'Remember that I told you about his dancing? That means he has very powerful legs 

and his muscles may be very heavy. So if I'm 65 kilos, and Cholly's 54, where do you 

think Albert would be?' (V7, 2:04:09). 

During the lesson she gave students chances to think about, and to revise their original 

estimates. For example, when Kate estimated Howard's weight as '65 kilos', Mrs. 

Banks asked her 'Do you think he's as heavy as me?'. When Kate said 'No. I've made 

a mistake',  Mrs. Banks told her 'Quick, then, change it' (V7, 2:10:30). In this way Mrs. 

Banks helped children to see and to correct their mistakes. Her judicious use of 

competition meant that children were not so uncomfortable or 'shamed' that they would 

not participate in the activities. 

Reading a story - space, time, and the meaning of texts: Most of the Bunjis were 

poor readers; instead of silent reading, Mrs. Banks read stories to her class. She chose 

novels and read several chapters from them once or twice a week. Her social 
organisation of space and time during the reading was quite different from that of the 

mainstream teachers, and it created different relationships between Aboriginal children 

and texts. When children were listening to the story, Mrs. Banks permitted them to lie 

on the mat, to move close to her, or to come out and stand by her and to look at the 

words and the pictures. Some of the younger children did these things when she read 

the 'Indian' novel (Appendix F). The transcript indicates Mrs. Banks' characteristic 

approach to story-reading, and some of the ways in which children were able to 

participate in the reading. Mrs. Banks took time to revise the previous chapter and to 

highlight the main points of the narrative (F: 1-24 ). Towards the end of the period she 

took time to get the class to think, and to talk about what might happen in forthcoming 

chapters - 'If you were Omri what would you do now?' (F: 212-5). While she was 

reading, children made sound effects (e.g. the sound of the guns and the Indian's cry), 

they mimed actions, and interjected questions and interpretations (F: 26-8, 40-2, 50- 1 ,  
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52-3, 61-4; I 06-11, 173-4, 181-8). She took care to explain difficult words and 

concepts such as 'wring hands', 'bunted', 'lynching', 'bandanna', and she checked 

children's understandings by asking them to use mime and gesture - 'Show me how his 

fmgers became hooks'; 'Could you show me thirty centimetres?'. 

She also incorporated Aboriginal lingo - "'You all" means "you mob"' - and she 

encouraged children to explore the social relationships between the characters in the 

text (F: 162-88). While the Bunjis were able to move and to talk, those who distracted 

others, or who were innattentive or unkind, were reprimanded (F: 52-6, 65-77, 88-92). 

On this and other occasions Mrs. Banks permitted children to participate in the story, 

and to assimilate its ideas in different ways, and on different levels. In this way she 

communicated to Aboriginal students that texts were intellectual 'properties' in which 

they had a 'stake'.  It was another illustration of her attempts to show children that ideas 

and learning were a matter of cognitive engagement with the material, rather than of 

obedience to the teacher's constraints on space and time. As she stated in the 

'mammals' lesson to Cholly when he had complained that the set of classroom 

encyclopedias might 'fall over' if children used them, '[but} we don't care whether 

books lean this way or that We only care about the information in them' (C2: 548-58). 

The 'special' students: Aboriginal parents, who were highly sensitive to teachers' 

'favouritism' and quick to point out biases against 'coloured kids', stated that Mrs. 

Banks had no 'picks' or 'specialities' (Sally Thomas), and that 'all kids were the same 

in there [the Bunjis] - no one higher than the other' (Dante's mother, June Mack). In 
one sense this appeared to be so; there was no individual who could be said to have a 

unique rapport with Mrs. Banks, or who received special treatment or privileges. While 

in private, Mrs. Banks expressed a particular tenderness for Dante, whom she thought to 

be an unusually creative and sensitive child, this did not show in her relationship with 

him in the classroom where his laziness brought them into frequent conflict. Nor was 

she especially hard on children such as Chas and Leon who were the most disruptive 

students in the class. While she would occasionally threaten to send them outside or up 

to the principal, in practice, she did not exclude them from the class, and when she did 

reprimand them, she was not punitive (C2: 53-6, 376-7, 393-401, 426-7, 539-42, and F: 

53-7). Mrs. Banks did not appear to favour middle-class children such as Hazel, nor did 

she show offence at the attitudes, behaviour, and material poverty of the other Bunjis. 

For example, she kept a store of pencils in her bag, and children who had none were 

free to go and get one. When these ran out, she lent her own pens to children. She kept 

bread and fillings in the classroom refrigerator and made sandwiches for children on 

days when parents had no money or food (see interview with Sally Thomas, B4). 
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Children or parents always brought fifty cents on the next pension day to reimburse the 

class' 'lunch fund'; in this way, parents were able to 'pay back', and maintain 'face'.  

Mrs. Banks showed sensitivity to the children's family circumstances in other ways. 

For example when the class was going on camp, and some children said they had no 

bathers and would ask their mothers to buy some, Mrs. Banks told them 'we don't need 

them because we can swim in our shorts and dry off in the sun like we usually do' (V3, 

2:37:28). She also showed sensitivity when there was trouble in students' families. For 

example, in second term when Zac's home life was disrupted, he often came to school 

tired, poorly clothed, and dirty; Mrs. Banks would let him sleep on a cushion in the 

comer of the room until he was able to join in the lesson, and she would give him her 

jumper to warm and comfort him. During a writing lesson, for example, when he was 

working well, Mrs. Banks said to him: 

Quick. Get the book: and find t.be information while your brain's  running bot [Zac comes over to ber) 
You look cold. Go and get my cardigan. That'll warm you up and then you can think [Zac wraps himself 
in the cardigan] (F .N. 1 116/B). 

While Mrs. Banks showed no particular favour or disfavour to any individuals in her 

class, this did not mean, as Dante's mother had said, that 'kids were all the same in 

there', for Mrs. Banks treated her group of older students quite differently from others. 

She indicated this group's special status when she was dividing the class into work 

groups: 

Chas: We [his group] should pick tbe smarter ones. 
Banks: You mean the older ones because D(H)ne in bere is smarter than anyone else (F .N. 20/5/B). 

The older students were afforded special privileges. For example, they could sit at their 

own table, and they were the only ones who were allowed to go outside to work (see 

C2: 324-6). Older children were also permitted to sanction young pupils' 

misbehaviour. In one lesson when Zac was bothering the older boys instead of 

working, Albert directed him 'You sit down and do your work. Now read'. When Zac 

whined, Albert cut him off: 'Yes. That's why you come to school. You don't come to 

school to muck around. You not doin' it  properly' (R6(2): 1 10). Older students 

sanctioned younger ones in various ways; for example, they directed them - 'sit down 

there and do your work'; 'shush'; 'be quiet'; 'stop givin' humbug'; they used humour 

with them - 'you'll be dead';  'Ay, you mob, you deaf?'; 'that book gonna bite you'; 

and they teased them (this will be examined in detail in the next chapter). They 

sometimes used physical restraint, as Duffy did when he lifted a 'wandering' Leon up in 

a bear hug and took him back to his seat (VlO, 2:37:00). 
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At other times older students showed support for Mrs. Banks' discipline by reinforcing 

her reprimands (see F: 52-7). In this example Chas had continued to play with a tape 

recorder after Mrs. Banks had told him not to: 

Banks: Put it away please. That shows no manners. 
Albert: [to Chas] You're a rude man. 
Chas: But Leon was 
ChoUy: [interjects] If someone asked you to jump off a cliff would you do that too? (M8(A): 074). 

While older students acknowledged Mrs. Banks' authority in the classroom. she 

ackowledged their authority over younger children. For example, during a writing 

lesson when Leon had ignored Albert's demand that he 'sit up and be quiet'. Mrs. 

Banks said to him 'Didn't you hear what Albert just said?' (R17(A): 1 30). On the 
night of the school concert, Albert was in charge of painting the children, and he had 
told Chas to 'stop racing around and sit quiet'. Mrs. Banks then said to Chas 'When a 

big boy tells you to do something, you listen to them and you do it' (F.N. 15/1 1/B). 

Mrs. Banks expected that older children would take caretaking and monitoring roles in. 

and out, of the classroom, and she sometimes assigned young recalcitrants to their care. 

For example, when Zac had refused to work, Mrs. Banks directed him to sit at Ada's 

table: 'Make up your mind because you're not going to do nothing. Your choice is to 

work with Ada or to do your sheet on your own somewhere. Ada, if he's not working 

just ignore him' (F.N. 20/5/B). 

These children were also expected to be leaders and supervisors in special activities in 

the school, and when there was trouble in the playground Mrs. Banks relied on their 

accounts of it For example, when Gerry had hurt Chas during recess and blamed 

someone else, Mrs. Banks asked the older boys what had happened. and then she spoke 

to Gerry: 

Now I find out by talking with Cholly and Duffy that you're trying to push the blame off onto other 
people. Look at me! If yoti do something wrong you wear tbe blame yourself. Don't you go fibbing oo 
other people. Only wimps do that (Rl0(2): 320). 

Since older students had a greater prestige in the class, they were also more vulnerable 

to 'shaming' when they made mistakes. When this happened, Mrs. Banks was careful 

in the way that she corrected them. In one example of this, Mrs. Banks had asked the 

class 'How many semesters in the year?'. Duffy, who was standing by her. quickly 

called out 'four' which the other pupils repeated. Mrs. Banks looked at Duffy and 
smiled, and then she said to the class 'Look at how easily Duffy's tricked you. Now tell 

them the right answer, Duffy'. Duffy grinned and said 'Two' (F.N. 23/9/B). While the 

older students enjoyed certain privileges they were not free to do as they liked; indeed. 
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they were expected to take on special responsibilities, and in this they were less free 

than were the other students. Mrs. Banks expected them to model good working 

behaviour, to show commitment to learning, and to demonstrate mannerliness at all 
times; she also expected them to demonstrate a greater stoicism in work, and in other 

matters. They were not, in Mrs. Banks' words, to be 'wimps'. Thus she expected that 

Albert, like other children, would complete his work with the compass even though his 

ann was in plaster. When older children failed to do these things they were 

reprimanded more readily then others, and when they shirked their responsibilities they 

could expect Mrs. Banks' anger. The most notable example of this occurred when the 

Bunjis were involved in the school's fund-raising for the grade seven students' 

Christmas dinner. Mrs. Banks had divided the class into groups and assigned one or 

two older students to supervise the various activities during recess time. She had put 

Cholly in charge of a sweet stall with Dante, Gerry and Mabel, and when he had shown 

reluctance, she had told him fmnly: 'Now listen up, Cholly. We all made the ice cups, 

so I think that you can help the younger kids to sell them' (M8(A): 440). Yet ChoU y 

had left the stall early and the young ones had given away most of the sweets. Back in 

the classroom Mrs. Banks made Cholly's failure clear to him and to the class: 

Banks: [to Cbolly) Wby sbould you go out to dinner on the work of Gerry and Dante? 
Thea: Cholly left 'em [the younger ones) cos he reckoned it was a shame job. 
Banks: It was your responsibility to sort that out, Cholly, because you were the boss. If it's a shame job 
to sell ice cups, then it's a shame job to go out to dinner. 
Dante: I'll look: out for the kids who didn't pay (M8(A): 625). 

On most days, this monitorial disciplinary system worked well. Older children took 
I 

their responsibilities seriously, and younger children responded positively to their 

guardianship. These hierarchical pupil-pupil relationships were a source of prestige for 

the older Bunjis and they were doubtless part of the reason for the decline in students' 

misbehaviour during the year (see Chapter 8). It may be noted that they also replicated 

the age relations of the children's homes, and of their affmal peer groups. 

In interviews, most of the Bunjis expressed a sense of 'belonging' to this class - 'It's 

like your family' (Thea and Kate, M4(B): 153); 'it's like having your own little tribe' 

(Dante, M2(A): 203); 'it's good because it makes you feel like home. I feel good at 

home because I got Aboriginal people in my house and every time I come to school to 

my class I always feel at home. Like I'm home, you know' (Albert, R17(B): 406). 

Summary: In the Tigers, the pedagogy was premissed on an 'immanent' perspective of 

Aboriginality. Mr. Collis asumed that the urban Aboriginal child's identity comprised 

an essential and fragile core whose expression was 'impeded' by mainstream praxis. 

He sought to ameliorate his students' disadvantage and lack of 'power' through a 
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disciplinary regime which minimally regulated students' conduct, and through an 

'Aboriginalisation' programme which attempted to shape students' identities in 

particular ways. The other teachers' pedagogies were underpinned by a 'transcendent' 

view of Aboriginality; teachers believed that Aboriginal children could, and would 

come to accept the orthodoxies of the school without loss of culture or identity. The 

mainstream teachers adopted an 'equality' approach and made few, if any, concessions 

to their Aboriginal students' social or cultural interests. They maintained a tight control 

over children's space and time by imposing multiple rules, and by administering 

immediate punishments to rule-breakers. It has been shown that these disciplinary 

regimes tended to disadvantage Aboriginal students in various ways, and they generated 

misunderstanding and conflict between them and their teachers. 

Mrs. Banks took a 'mediated' approach with her Aboriginal students. Her practice 

indicated an 'abidingness' in which children's use of space and time was governed by 

principles, rather than by rules. In this classroom, students' behaviour was explicitly 

tied to, and evaluated in terms of, its appropriateness with respect to learning/work and 

social responsibility (e.g. manners, respect, privacy, guardianship). In this way, Mrs. 

Banks' discipline was consonant with that of her students' homes. Here, Aboriginality 

was implicitly realised in the everyday pedagogic relationships, interactions, and 

activities of the classroom. It was substantiated, for example, in the ways that 

Aboriginal visitors were welcomed into the classroom; in Mrs. Banks' care to maintain 

Aboriginal privacy and respect; in the relationships between the older students and the 

young ones; and in the ways that the teacher and students spoke to, and behaved 

towards each other. On this second dimension of the pedagogic model, the five 

pedagogies may be represented in this way: 

Aboriginality-as-transceodence 

Aboriginality-as-immanence 

Figure 10.3 'Transcendent' and 'immanent' pedagogies 
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Chapter 1 1  

Incorporative and Segregative Pedagogies: Intra- and 
Inter-Group Solidarities in the Five Classrooms 

In the previous two chapters it was shown how pedagogies created different 

understandings of what it meant to be a pupil and an Aborigine. In this chapter it will 
be shown how they created distinctive 'social' identities by relating individual students 

in particular ways to their teachers and their peers in the classroom and in the school. It 

was argued in Chapter 5 that 'segregative' pedagogies tend to focus almost exclusively 

on one of three aspects of students' affective experience, namely achievement, 

spontaneity, or social welfare; in these regimes, children tend to be alienated from their 

own and/or others' social interests. It will be argued that the mainstream teachers' and 

Mr. Collis' pedagogies were dominated respectively, by achievement and spontaneity; 

the first created spaces of dislocation for students in the classroom, and the second, in 

the school. It was also proposed in Chapter 5 that 'incorporative' pedagogies seek 

rapprochement between the three affective dimensions, such that the child's experience 

of the classroom and the school is one of equilibrium. It will be shown that Mrs. 

Banks' pedagogy tended towards this type. 

In this chapter, three features of each of these pedagogic types will be discussed. First, 

the relationships that pedagogies constructed between the dimensions of achievement, 

spontaneity and social welfare will be examined. Then an analysis of teacher-pupil and 

pupil-pupil relationships will be used to indicate the kinds of intra-group solidarity that 

were generated in each of the five classes. Finally, it will be shown how pedagogies 

created different kinds of inter-group solidarity by making various 'alignments' 

between the instructional/disciplinary regimes of the classroom and of the school. 

Segregative Pedagogies: The mainstream teachers and Mr. Collis were 

preoccupied respectively, with achievement and spontaneity. They tended to neglect 

the ways in which students might develop commitments to others in and beyond their 

face-to-face social group. While pedagogies in the mainstream classes and in the 
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Tigers were constituted in very different social and pedagogic relations, and they had 

quite dissimilar surface features, both types created grounds for egoism on the one 

hand, and apathy on the other. 

Achievement and Spontaneity in the Mainstream Classes 

Achievement: In the mainstream classes, children's relationships with their teachers 

and frequently with their peers, were dependent on their abilities both to assimilate 

facts, and to 'replay' them in particular ways. It has been shown, for example, how 

students' knowledge of tables, and their preparedness to show this knowledge in the 

'right' way, conferred cognitive and social 'legitimacy'. In Mr. Dane's class, Liam was 

not 'legitimate'; while he had the knowledge, he did not abide by the rules prescribing 

the ways in which knowledge was to be demonstrated - bidding by 'hands up', waiting 

to be asked and quickly tendering the right answer. On the other hand, PO, in Mrs. 

Wedd's class had grasped the format but not the facts; he sought authenticity by 

continually putting his hand up, but on the few occasions he was asked, he did not have 

the answers (C3: 1 19-22). P3, who was one of Mr. Goss' poorer maths students, had 

opted out of the system altogether. When the teacher pressed her to come out to the 

'hot stool' and recite her tables, she refused several times, and in the end she hid her 

face behind her book (C4: 139-41). In these classes then, 'achievement' was 

communicated as correcmess of fact and format, and students who had not mastered 

both were made aware of their failure in many ways. 

Failure was implicit, for example, in the ways that teachers either neglected to ask some 

children questions, or showed impatience with these children's responses. For 

example, in a reading lesson, Mr. Dane asked Tommy (AB2) to read a paragraph. A 

few of the words were difficult, and Nathan (AB 1 )  who was sitting next to him, helped 

with them. Nathan read well, but more slowly than the previous readers, and Mr. Dane 

cut in and read out the last sentence (V13, 1 : 1 2:00). Students' failure was also implict 

in the ways that their classmates showed frustration with their slowness, or disdain for 

their efforts. In the following examples, Jeff, Shana and PO were among the least 

academically competent students in their classes: 

Dane: Jeff, could you write as well as that? [other students snigger and Jeff does not answer]. I think 
you could (Vl3. 1:30:00). 

Goss: Right, Shana. Out you come [students laugh as she comes out to the hot stool and when she 
makes mi.stakes in her tables]. Don't lnugh. She keeps trying. Right, Sbana, I'll give you eight (out of 
25. Students laugh as she goes back to her seat] (V5, 2:09:00). 

PO: [calls out an answer to a matbs problem] 25! 
Pupils: [deridingly] Ohhhh! (pupils laugh and call out to PO]. 
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Wedd: [laughing to class] Oh come on! Be kind! (F .N. 1819/B). 

Teachers underlined some students' failure when they referred to them, sometimes 

affectionately, as 'dopes', 'doozies', 'goose brains', 'bozos', 'clowns', 'droobs', and 

'hopeless' , and when they ridiculed their work. For example, when Mr. Dane read out 

students' work he sometimes emphasised their poor spelling - 'that came from an old 

LEGG - end [legend]';  'that was part of the MIF -TH [myth]' (F.N. 9/9/B). While the 

good spellers laughed at this, the poorer ones rarely did. Mrs. Wedd tended to dismiss 

slower children altogether. For example, in mental arithmetic she usually only asked 

those who had scored twelve or more out of twenty to put their hands up. In one lesson 

when a student attempted to explain his poor score she cut him off: 'I don't want to 

know about it' (F.N. 13/6/B; see also C3: 147-8). These students' 'invisibility' was 

reinforced in other ways. Slower children were not permitted to finish, or to call out 

their times in speed tables, and they were disadvantaged by the noise and movement of 

the faster students who went to get glue and scissors while they were still working (C3: 

149-59). Mrs. Wedd highlighted the incompetence of individuals such as AB1, PO and 

Ada (C3: 51-72, 88-96, 1 19-23, 130-2), and she was particularly hard on P10 who was 

repeating a grade - 'working to the mLlXimum of your capacity' (C3: 142-6). 

In the mainstream classes, the 'high-achievers' were frequently as anxious as their less 

able peers, for they had to be 'right' all the time. The following interaction was 

recorded in Mr. Goss' class; one of the best maths students had called out a wrong 

answer: 

Bruce: It's four. 
Pupik: Wrong, wrong! Yah, yah! 
Goss: Ob., Bruce. You're supposed tO be the best a1 malhs (pupils mock]. 
Bruce: [looks down a1 his book) Ob yeah, I did get it right (F.N. 14/10/B). 

In the mainstream classes, students were 'sorted', usually through various kinds of 

competition, into relatively permanent groups of 'achievers' and 'non-achievers'; these 

categories ascribed, respectively high and low 'intelligences', success and failure, 

prestige and shame. In the following example, Mrs. Wedd has asked AB1 and Sam to 

come to the front and multiply 20 numbers by 1 1 .  

Wedd: GO! [Sam recites quiclcly and loudly over the top of AB 1 ;  he finishes well before AB 1 who 
continues with his recitation. Mrs. Wedd inteijects) Right! Everyone go through this row and AB 1 ,  
listen. You mighl learn something [the class recites while ABl stands at the blackboard] (F.N. 8/5/B). 

In these classes, the good students, such as Hazel, Sam, and Edmund were 'winners'; 

they came to school predisposed to the attitudes and skills which were essential to 

achievement On the other hand, children who needed to learn these in the classroom 
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were often identified, explicitly and otherwise, as 'struggling' and 'hopeless'. Thus 

school achievement tended to be 'ascribed'; those who already had a 'feel for the 

game' succeeded, and those who did not, failed (Bourdieu, 1991, Ch. 4). While 

'losers' such as Liam refused to quit the game and some resorted to copying or 

cheating, others such as Mr. Goss' P3 withdrew from the business of the classroom 

altogether. Some students such as Ada, Sidney, and Isaac did this 'quietly' - they just 

did not participate in the discourse; others, such as PIO in Mrs. Wedd's class, and Mr. 

Goss' AG4 who threw her book down on the desk, showed extreme frustration. Duffy 

once expressed the anger of Aboriginal, and other students whose identities were 

defmed exclusively by their achievements, or more accurately, by their non

achievements. When Howard, who was a special education student, was reluctant to 

take part in the P.A.P. (Primary Assessment Programme) testing, Duffy said to him 

'Don't go then. Just don't go. They only want to find out how stupid we are' (F.N. 

111 1/B). Since Mrs. Banks insisted, Howard did go; however, at the end of the literacy 

test, the supervisor named the children who had the highest and lowest scores. Howard 

had the lowest score, and he stayed away from school until the testing was over. 

Spontaneity: The mainstream teachers tightly controlled their students'. and indeed 

their own, expressions of humour, playfulness, and fun. Mrs. Wedd was the least likely 

to relax control in these matters; she showed the greatest discomfort, for example, 

when disruptions to her routines increased the possibilities for students' 'freedom'. 

When I was due to show a video to her class in the library, I sent a message to say that I 

had been delayed and would be along in five minutes; Mrs. Wedd brought her students 

back to the class immediately. Similarly, when Ged Rouse had to change his timetable 

for a day, Mrs. Wedd was the only teacher who did not send her class to him because 

she said 'it just mucks up the whole day'. She tended not to use humour in the 

classroom, but when she did, it usually indicated her displeasure. For example when 

students were having difficulties understanding improper fractions, Mrs. Wedd set more 

problems and said 'and look out if everyone's hands aren't up. I'll swing over on those 

lights and jump on you' (F.N. 13/6/B). 

Mr. Goss, who was usually harried, showed little playfulness with his students. When 

he did use humour, it tended to be sarcastic or ironic (C4: 70-4, 236-9). When Michael 

(P7) asked Mr. Goss if he had the 'right sheet', the teacher replied: 

No, Michael! No, no, this is definitely not the rigbt sheet [it was). You're a bard child to teacb. If 
there's not any improvement in tbirty seconds there's gonna be fueworlcs. O.K.? Did you get what 
you want? All the attention you need? I'm the star! ME! ME! You'll get the attention all rigbt 
(V5, 2: 15:00). 
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On the other hand, Mr. Goss' attempts to share a joke with his students often failed. 

For example, there was no response from the students when he joked about 'a cute 

angle' and 'Mr. Isosceles' (C4: 175-8, 253-5). Although Mr. Dane shared moments of 

fun with his class, they were usually instigated by him, and they were strictly controlled 

(Cl :  1-5, 9-10, 13.J,5). While he could be very gentle with students, he frequently used 

humour to underscore his power and then it could be unpredictable and hurtful. There 

were examples of this when he rang the bell and referred to his students as 'Pavlov's 

dogs', and when he 'shook' Liam's hand (Cl: 7-8, 74-5). 

While the mainstream teachers were not given to frequent expressions of spontaneity, 

they also attempted to control those of their students. While Mr. Goss' poor standing 

among his colleagues derived from his failure to do this, Mrs. Wedd's and Mr. Dane's 

strong reputations derived from their effectiveness in this area. In the three classrooms, 

the rules, explicit and otherwise, were not always, and sometimes only tenuously, 

related to instruction; those which, for example, sought to constrain students' 

movement, posture and the length and speed of their answers, tended to proscribe 

spontaneity, rather than to enhance cognition. Teachers did not attempt to explain 

these, or other rules to children; their effectiveness rested on fragile agreements 

between the protagonists and on the teacher's power to enforce them. However, it is in 

the nature of rules that while they prohibit one behaviour, they generate new 

possibilities for deviance. As Waller (1932, p. 196) noted, what rules secure 'is not 

conformity but a different type of non-conformity' .  The mainstream teachers' 

powerlessness in this matter may be shown in the ways that their students infringed the 

'no hats' rule. 

In Baxter and Dalton, many students, particularly boys, wore baseball caps which were 

decorated with logos or studs. Aboriginal boys, who were often careless with their own 

or others' possessions, did not lend or misplace them, for they conferred a kind of 

distinction and status. While teachers forbade students to wear caps in class, many 

found ways to disobey them. Students would frequently 'forget' to take their caps off; 

they waited until the teacher noticed and reprimanded them, or until other students 

'told' on them. Some took them off and replaced them later in the lesson. In Mr. Goss' 

room, students used the 'no hats' rule to make fun, and to 'wind the teacher up'. In the 

following example, students had pointed to a capped student and called for the teacher's 

intervention: 

Goss: Jane, why do you insist on wearing a hat when no one else does? [girl removes her hat but 
students name and point to another student who is wearing one) OH, Shane too! [teacher throws arms 
out in gesture of futility). Look, I don't care if we ALL bave our hats on just so long as we have them all 
ON or all OFF! 
Pupib: [sing) All on, all off. 



Goss: Here we're not supposed to wear bats so just keep them off. SHANE TAKE IT OfF! 
Shane: Why? 
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Goss: I don't know WHY, there's no reason WHY. It's a school rule that's why. lbere's lots of reasons 
why. I don't know all the answers. Ours is not to reason why, all right? There's just no hats in class. 
(V5, 1 :58:00). 

While Mr. Dane enforced the rule with most students, he waived it for those who could 

be troublesome. In the following example, students had pointed to two boys who were 

wearing caps; Mr. Dane tried, unsuccessfully, to shame them into compliance: 

Dane: I think Dave bas a problem because be's always wearing his hat, and I suspect that be bas a big 
bald patch because he never takes his bat off and I think that's the problem. There must be something 
there. 
Mary: And what about Jimmy? 
Dane: No, the problem with Jimmy is that he's got a great big cabbage where his brain sbould be. 
haven't you, Jimmy? (V13, 0:56:00). 

In the mainstream classes, then, spontaneity was the province of the 'special' students. 

They were the 'good' pupils such as Edmund or Sam, or alternatively, the 'bad' pupils 

such as Mr. Dane's Dave and Jimmy, and Mr. Goss' P7, and P9. Among the latter may 

be included the few students such as Liam who induced fatigue rather than fear in their 

teachers; they consistently 'bounced' back after punishment and frequently tested the 

boundaries of the permissible without actually transgressing them. Mrs. Wedd's Greek 

student, Nick, was another of these. For example, he often tried to initiate 'personal' 

conversations with Mrs. Wedd, even though she had a distaste for them (C3: 160-1), 

and he also frequently wandered in the class, although here too, his behaviour was 

ostensibly 'legitimate'.  For example, in one of his two wanders in the maths lesson, he 

came out to Mrs. Wedd's desk for a tissue and even though he did not have a cold he 

made a great show of blowing his nose there and then moved and repeated this over the 

microphone which was taping the lesson. Mrs. Wedd ignored his behaviour in this and 

other lessons, perhaps because what he did was still within the rules, but more possibly 

because he was irrepressible. In the mainstream classes, then, students who had a 

special rapport with their teachers, or who were impervious to their punishments (or 

were at least willing to endure them), were the most likely to 'get away with' moments 

of spontaneity. Since these were forbidden the 'ordinary' students, they tended to 

express their playfulness in furtive ways. 

In a sense, the 'tight' disciplinary regimes in the mainstream classes created many 

opportunities for deviance. While most of Mrs. Wedd's and Mr. Dane's students 

obeyed their teachers' instructions and rules, most also understood and exploited the 

limits and weaknesses of their surveillance systems. For example, while Mrs. W edd · s 

routines ordered classroom life, they also created spaces of relative freedom and safety 

for the children who appeared to be quiet, still, and busy, and who made no 
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instructional or organisational demands on the teacher (see C3: 188, 196-7, 254-5, 259-

60, 268-9, 273, 312-3, 393-4, 414, 446-7, 451-2). The speed and predictability of Mrs. 

Wedd's routines also afforded miscreants a degree of 'invisibility'.  For example, Mrs. 

Wedd began the day by calling for children who had not handed in their homework. 

Their names were written on the blackboard and they had to spend recess time on the 

red spots outside the staffroom. Children who did not fmish work during lessons were 

also sent there. While some admitted they had not done their homework, others did not, 

even though they ran the risk of being 'named' by their classmates. Similarly, while 

many students did not complete their work in the class, none owned up to this during 

my observations. Since Mrs. Wedd rarely checked work, and since the slower children 

freely copied from others, it was unlikely that these students would be discovered. 

Although Mr. Dane was a rigorous and careful practitioner, his students also had 

opportunities for laziness, cheating, and disrespect On rare occasions they mocked him 

when he made mistakes, or they made faces behind his back. The quick students 

sometimes stood on or moved seats while they were out of his view (Cl: 347-8). Mr. 

Dane's preoccupation with the 'hands up' rule also encouraged students' creativity. I 

observed students raising two hands, or their elbows, and giggling; putting their hands 

up and then refusing to answer (Cl: 322-4); and refusing to put their hands up at all 

(Cl :  342-4). There were similar deviations when Mr. Dane asked children to 'stand 

up' (Cl :  21 1-3). 

While this underlife was muted in Mr. Dane's and Mrs. Wedd's classes, it sometimes 

rose to the surface and overwhelmed Mr. Goss. Here the spontaneity of some students 

displaced other interests, particularly pedagogic ones. These students understood too 

well the limits to their teacher's authority and the insubstantiality of his punishments. 

Some recalcitrance might merit the teacher's rebuke, but when the student enjoyed a 

high informal status, or when his or her misbehaviour was entertaining enough, it was 

likely to be supported by other students, and then the teacher would have to parry a 

chorus of disapproval, or retreat altogether. This happened during the 'angles' lesson: 

Goss: Donald, I don't want to hear from you after your performance this morning. And you're in grade 
six too. 
Pupils: [laughing] Yeah! He is too. 
Goss: You should be shalned [pupils yell out 'shamed' and Donald continues to 'backcbat' tbe teacher]. 
Yes and that's three times and you'll be off to high school soon and you don't seem to have much 
interest here (V5, 00:44:00). 

Mr. Goss' apparent arbitrariness, and his tendency to reprimand the low-status students, 

meant that those who were responsible for the disorder were reasonably safe from 

punishment Even removal from the class did little to quell misbehaviour since this did 
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not mean a loss of play time, but an extension of it. For some, time outside the 

classroom was a release from a noisy and troubled environment; for others it meant 

possibilities for different kinds of spontaneity. For example, Michael (P7), was brought 

back to Mr. Goss for wandering around the school and poking faces through other 

teachers' windows. 

Achievement and Spontaneity in the Tigers 

Achievement: Mr. Collis seemed more concerned for students 'character' and their 

abilities to manipulate their social environments, than for their academic performances. 

Students' formal status tended not to derive from their cognitive-intellectual abilities, or 

from their readiness to accumulate and to 'replay' facts. Their orientations to sport in 

particular, seemed to merit more of the teacher's and their classmates' approbation, 

than did their academic achievements. It was possibly due to his concern for the 

Tigers' self-esteem that Mr. Collis rarely compared individual student's work with that 

of others in the class or elsewhere; when he did refer to students' work, his comments 

tended to be non-specific and 'positive' - 'well done', 'great effort', 'good one'. Thus, 

although Kay spent much of the letter-writing period playing and her letter was, as Mr. 

Collis knew, far below the standard for her grade, he praised her efforts - 'great letter'. 

While Mr. Collis rarely pointed out students' deficiencies, he readily admitted to his 

own; he stated on several occasions that when students did fail, it was his fault, not 

theirs. For example, he said to his maths students 'In the year tests [P.A.P.] we did, 

kids were having problems in that special area for the simple reason that I hadn't taught 

it' (V9, 0:37:00). Later he told pupils about one of his previous classes that had done 

badly in a test: 

Collis: Because I didn't go overboard on teaching them about reading the instructions. The kids got the 
problem around the wrong way [laughs]. Whose fault? 
Pupils: Yours! (V9, 0:58:44). 

The lack of pressure to be an 'achiever' in the Tigers was one of the major differences 

between this and the mainstream classes; another was the emphasis that Mr. Collis 

placed on spontaneity. 

Spontaneity: Mr. Collis' 'child-centred' praxis gave children the freedom to follow 

their personal interests and predilections. In the Tigers, 'fun' was seen as essential to 

students' motivation and it was frequently seen as a critical indicator of the value of 

activities. Aboriginal Studies, self-esteem and sports programmes, personalised 

teacher-pupil relationships, and inducements to be self-regulated, provided students 

with many opportunities for self-expression. Mr. Collis stressed that he would not 
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make students do things they did not like or did not want to do - 'If we really don't 

want to do something we can work on it. see if we can do something about it and 

change it' (V2, 1 :58:00). Children's 'enjoyment' and 'happiness' were frequently seen 

as the important criteria in academic activities and outcomes (see C5: 46-52, 274-5). 

For example, Mr. Collis might ask students who had misbehaved or been lazy 'Are you 

happy with this?'. The Tigers wore hats in the classroom if they wished, and the few 

rules that Mr. Collis did impose (e.g. the 'eye-contact' rule) were not rigorously 

enforced. Students were encouraged to be astute and 'autonomous' even if this meant 

inconveniencing others. For example, when George made the teacher and his 

classmates wait for him to join them on the mat. Mr. Collis did not sanction him, but he 

did sanction Sparky who said that George would get a detention (C5: 163-8). 

Mr. Collis and his students were frequently playful and humorous (C5: 6-7, 58-63, 

15 1-6, 165-6, 234-5, 237-8). For example, when Sparky said to the teacher 'Lyn hasn't 

brought you a lolly', this initiated a humorous routine which occurred most mornings 

when Lyn came into the class. Other joking relationships and routines centred on 

favourite football teams and some of the boys' 'girlfriends' . They were frequently 

instigated when students were misbehaving, and/or when they had to be motivated. For 

example, in a letter-writing period, Mike and Jamie were not working, and Mike 

complained to the teacher that he 'had nothing to write about': 

Collis: Have you told xx [the respondent] that half the girls in the upper primary are in love with you? 
1bat every time you walk past they go 'Oooh, gee'? 
Mike: Nub. I saw them yesterday and ... 
Collis: Want me to stan naming names? [as he whispers girls' names to Mike other students call out 
more names] (V2, 2:35:00). 

After this, Jamie quickly wrote several sentences and then went out to the teacher: 

Jamie: I wrote that Sherie, Pam, Carla and Chris love Mike, 'n lots more. 
Collis: Yeah. Lots and lots more. And did you write that you were jealous? 
Jamie: I'm not jealous (V2, 2:40:00). 

In these ways fun, humour, and a personalised approach were used to stimulate children 

and gain their compliance. The general permissiveness of Mr. Collis' pedagogy and his 

efforts to empathise with his students meant that there were few grounds for conflict or 

resistance in the Tigers and there was little evidence of the underlife which was a 

feature of the mainstream classes. 

Social Welfare and Intra-Group Solidarities: While the pedagogies in the 

mainstream classes and in the Tigers tended respectively, to over-privilege achievement 

and spontaneity, they did little to instil a sense of social responsibility or empathy in 
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students. Although the social controls in the mainstream classes were quite different 

from those in the Tigers, both regimes required students to be highly individualistic; 

this imperative tended to subsume notions of a 'common good'. Since teachers 

appeared to be the critical 'reality-defmers' in their classrooms, it is assumed that this 

imbalance derived primarily from their values, interests, and practices; it was evident 

in their relationships with their students and in the relationships between students 

themselves. 

Teacher-pupil relationships in the mainstream classes: In the mainstream classes 

the relationships between teachers and their students may be characterised as the 

'morality of a fighting group' (Waller, 1932, p. 1 10). Moments of shared 

understanding and humour were rare and truces temporary. Teachers rarely, if ever, 

used the collective 'we', 'us' and 'our', and there was little sense of them and their 

students taking part in a collective enterprise. The most notable moments of consensus 

occurred when teachers and students anticipated their separation from each other. Mr. 

Goss' students cheered when he mentioned the holidays (C4: 380-1), and when Mrs. 

Wedd told her class that she would be away for several days one of the students said 

'Oh good. That means we won't have you on Friday. Who [relief teacher] will you get 

for us?' (F. N. 18/9/B). Mrs. Wedd believed that time in her class was a kind of 

punishment for students. She once threatened a misbehaving student that she would 

'pull all the strings humanly possible to have you in my class next year' (M7(A): 200). 

Mrs. W edd was also the most derisory towards her group of students. She would refer 

to them as 'real doozies' (F.N. 8/5/B), and 'rubbish' (F.N. 12/1 1/B); once she srud to 

me in front of her class 'this class is too stupid to do this sort of thing. Any other class 

you could do it but this one's too stupid' (F.N. 29/10/B). Students also denigrated Mrs. 

Wedd, although they tended to do this surreptitiously. When Mrs. Wedd shouted at 

Sidney (the non-Aboriginal Bunji), he muttered 'fucking bitch' loudly enough to be 

heard by several students. 

While Mrs. Wedd's and Mr. Dane's students expressed their disaffection in furtive 

ways - for example, by 'go slow' tactics, pulling faces, being disobedient when the 

teacher was not looking - Mr. Goss' students did this publicly (C4: 1 1 -4, 86-90, 96, 

102-3, 1 1 2-7, 139-41, 144-9, 163-8, 182-4, 185-93, 203-10, 317, 342-4, 350-6, 358-9. 

363-6, 369-72, 375-7, 378-9, 382-3). At times, students openly or furtively mocked 

their teachers who, in tum, derided individuals or the class. 

Pupil-pupil relationships in the mainstream classes: Although the mainstream 

teachers were quick to reprimand students who showed them disrespect, they were less 

fastidious about the ways that students behaved towards each other. In their highly 
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competitive regimes there was frequent rivalry and disharmony between students, and 

particularly between those who sought to develop or to maintain a close relationship 

with their teachers. Sam's (P2 in C3) behaviour in particular, indicated how 'favourite' 

students were constantly required to 're-invent' themselves by distancing themselves 

from their peers, and showing hostility to those who might prove to be more astute, 

personable, or amusing. Although Sam was gentle, even altruistic, with those such as 

AB 1 and the Greek boy who posed no threat to his status, he was aggressive with Pl  

who was a better maths student He rarely missed an opportunity to deride this boy 

(C3: 326-3 1,  442-4), and Pl  reciprocated in kind when Sam was having difficulties 

(C3: 432-4). Sam also played a key role in the regular degradation of PIO, the boy 

who was repeating a grade. When he publicly derided PIO's slowness and uncertainty, 

he showed the same antagonism that Mrs. Wedd showed towards this student and for 

the same reasons (C3: 225-32, 355-62). In the three classes, students ridiculed their 

slower or less able classmates, and sometimes those whose behaviour offended their 

teachers. There was an example of this in Mr. Dane's class when Nathan (ABl in C l )  

punched and hurt Liam for calling out The teacher responded in this way: 

Dane: Thanks, Nathan. I'm too far away to reach him [Liam]. Would you like a job as my bit man? 
Nathan: Yeah. 
Dane: It doesn't carry a very big salary but you'll have lots of ftm and guaranteed job satisfaction [Liam 
puts his face down into his hands] (V2, 1:04:45). 

In Mr. Goss' class, a clique led by the most powerful recalcitrants indiscriminately 

chastised students and the teacher. It could direct a chorus of put-downs against the 

teacher in order to defend ABI 's and AG2's rights to higher scores (C4: 123-30, 143-

50), and the boys' rights to a greater share of the activities (C4: 86-91, 123-4); as has 

been shown in previous examples, it could also mock the efforts of shy or slow 

students. Students such as P7 and P9 could frequently enlist the support of less 

powerful students to defeat and displace the teacher. While they provided moments of 

spectacle, they were also resented by a core of students who seemed to have become 

inured to 'shocking' behaviour, and who wanted to listen to the teacher and learn. In 

the mainstream classes, the students who were unable or unwilling to carve out roles as 

the teacher's 'favourite', the class clown, or 'super deviant', showed an indifference to 

the life of their classrooms. These children tended not to be 'noticeable' at all; they 

were rarely asked for, or volunteered, answers, and they were rarely praised or 

reprimanded by their teachers or their peers. 'Invisiblity' brought them a kind of 

freedom which was not possible for those who sought high formal or informal statuses 

and who had to be constantly in the public gaze. Children in this group, which 

comprised many Aboriginal students, cheated answers, made fraudulent claims (e.g. to 



have correct answers or high scores), and they sometimes did not complete. or even 

attempt work. 
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Teacher-pupil relationships in the Tigers: Mr. Collis' humour, praise. and attempts 

to empathise with his students, created a relaxed bonhomie which contrasted with the 

custodial ethos of the mainstream classes. His personal commitment and loyalty were 

generally reciprocated by students. The loss, real or implied, of this charismatic 

teacher's regard, seemed to be a more powerful inhibitor of disobedience than were the 

more 'impersonal' sanctions of shouting, shaming or sending to the principal. When it 

was not sufficient to effect compliance, Mr. Collis' punishments - giving the 'eye·. 

averting his gaze, leaving the room, or, in more extreme cases, taking children outside 

for 'a talk' or sending them to do time on the Tigers' verandah - were still 'gentle'. 

Most of these sanctions were intended for the members of a powerful male clique 

which comprised Sparky, Shaun, Jeremy, Jamie, Mike and Marty. These boys were 

aggressive and competitive, and their interests, particularly in sport, tended to dominate 

the instructional and disciplinary interests of the class. They were also, in Mr. Collis' 

words, the 'major players' in other classes where their misbehaviour tended to reflect 

badly on the Tigers. While this group attracted a great deal of Mr. Collis' esteem and 

attention, the girls and the less assertive boys, particularly those who carne from remote 

settlements, tended to be forgotten. In a spelling activity, for example, Mr. Collis spent 

time with Jeremy, Sparky, Shaun and Mike who were good spellers, but he did not 

oversee Jack, George, Kay, and Amos whose English and spelling were poor (V8: 

00:00:00-00:21 :43). In another spelling lesson when Jack asked the teacher for help, 

Mr. Collis directed Amos to 'tell him about those words', yet he spent some time 

helping Sparky who was far more competent than either Jack or Amos (M6(B): 052). 

There were also inequities in Mr. Collis' relationships with the girls even though they 

were the most co-operative members of the class. In the discussion that was held after 

the Tigers had returned from camp, Mr. Collis recalled three highlights: Marty had 

caught a shark - 'and I don't know who was more excited, Marty or me'; Steve and 

Darren [Mrs. Hayes' students] had done 'great dancing'; 'and those two wallowing 

pigs [laughs and points to Marg and Grace] were face down in the mud [at a swimming 

hole] and rolling over and over like that [demonstrates]' (V3, 0:30:00). Both girls were 

'big' grade seven students, and Marg, in particular, was worried about her weight; Mr. 

Collis' remarks seemed to be at odds with his usual concerns for students' self-esteem. 

The same disparity may be noted in the 'Dreams' lesson when Mr. Collis talked about 

the footballer' s 'dreams' and then speculated on the future careers of some students. 

While Mike's, Jeremy's, and Jamie's prospects were 'bright' - 'Jamie's dream . . .  by the 

time he's forty to be head of the Conservation Commission, head fella of the whole of 
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the N.T. - the girls' 'dreams' were, in comparison, 'domestic' - 'Maybe you are a mum 

at home with three kids' (C5: 212-3). The girls noticed these kinds of discrepancies 

(see C5: 213), and Marg in particular, was aware of, and resented the male culrure 

which shaped the Tigers' social and pedagogic interests, relationships and activities. In 

interview she spoke of Mrs. Hayes who team-taught some subjects with Mr. Collis: 

Lyn: Some of those kids [Tigers] in mainstream they muck around and they won't listen to Veronica 
[Mrs. Hayes]. 
Marg: Some of those kids, Roger's [Collis] the only teacher they'll listeo to. 
Researcher: Why is that? 
Lyn: He's got more control over them ... They respect him. .. 
M.arg: [strongly] And they respect Veronica [Mrs. Hayes] too. 
Lyn: But they think 'Why should we listen to her?' And they think she's too kind and that. 
Marg: But sbe'sfemale and they're male. like male sexist and that ... But with a male that'd be too bard. 
If you muck around he'll start yelling at us (R13(A): 244). 

The sense of inequity that Marg expressed here may have been a factor in the girls' 

high rates of absenteeism (see Chapter 8). Since most of the boys' personal interests 

and attitudes were rarely challenged, they made few claims of disaffection or injustice. 

Pupil-pupil relationships in the Tigers: The Tigers' rules - 'always try to help others 

who need it'; 'always be kind to others'; 'be co-operative'; 'be polite when spoken 

to'; 'think before you speak', were written on the 'shield of honour'. These rules were 

far less precise, than, say, Mrs. Wedd's written rules ('children must not talk'; 
'children must not wear hats in the classroom'; 'children must listen to adults' ;  

'children must obey the rules'), and they indicated concerns with children's attitudes 

and affectivities, rather than with their behaviour. Although the shield was displayed 

and the rules re-iterated when new children were accepted into the group (see Chapter 

7), the rules tended to be forgotten in the Tigers' everyday relationships and behaviours, 

particularly by the more powerful boys. Some of them fought with each other and with 

their less esteemed peers. Jeremy was constantly feuding with Marty and with Shaun. 

Sometimes their problems led to physical conflict in the classroom, and other times, the 

boys settled to hurtful teasing. For example, Shaun would accuse Jeremy of 'stinking', 

and of having 'women [girlfriends] who stink'. He sometimes hid his books and then, 

when Jeremy confronted him, he would accuse Jeremy of having a 'screw loose'; on 

one of these occasions, Shaun told the other boys to 'keep that Jeremy kid away' 

(M6(B): 028). 

These conflicts unsettled the 'quieter' students, who were also likely to be the recipients 

of these boys' scorn. Doug and George indicated this in two separate interviews: 



Doug: Marty always teases us ... 
George: He say 'George, you smell really bad', so I say 'You smell really bad too so why don't you 
GIT!'. 
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Doug: And then be makes that ['fmger' sign] to George and tells him that he smells really bad and that... 
George: And then he just swear to me, ay? (R13(A): 443). 

George: S<me kids aren't good. Two I don't like [Jeremy and Marty]. They're mean ... Sometimes they 
fight with each other and sometimes with us. 
Doug: I doo't take any notice. I bate them. 
Researcher: Do you tell the teacher? 
George: S001eti.mes he just sits down in his seat and don't listen to me (Interview, 23n!B). 

These boys' and the girls' lack of status in the classroom highlighted the discrepancy 

between rhetoric and practice in the Tigers, for it was the low-status students, and 

particularly Marg and Grace, who were not Aboriginal, who most often helped the less 

able students (C5: 233); the Aboriginal male 'stars' rarely, if ever, did this. In 

practice, 'most of the Tigers were no more helpful or affiliative than students in the 

mainstream classes; most often Mr. Collis directed students to help others (C5: 81-3, 

1 0 1 ,  132-4, 147-8), and those who were helpful, usually drew the teacher's attention to 

their acts, as Ann and Mike did in the 'Telecom' lesson (C5: 1 38-43). Their 

'instrumental altruism' may be compared with the surreptitious assistance which some 

of the mainsteam students offered their less able classmates which could have merited 

them the teacher's disapproval (Cl: 1 7 1 ,  297-301; C3: 196-7, 361-2, 414, 446-51). 

At the same time, while the Tigers were encouraged to be co-operative and to teach 

their peers, there was little movement between children of different ages, sex and 

academic abilities unless Mr. Collis specifically asked for it (e.g. C5: 132-4, 147-9). In 
spelling and other activities, 'partners' tended to be friends who had similar status and 

'visibility'. Thus, while much was said about the Tigers' 'groupness', they showed 

little more social cohesiveness than did students in the mainstream classes. The 

encouragement to be self-regulated and to 'stand up for your rights' was perhaps a thin 

gruel from which to develop strong social commitments and solidarity. 

Inter-Group Solidarities in the Mainstream Classes: The mainstream teachers 

attempted to integrate their students into the academic and disciplinary structures of the 

school, and to instil in them a sense of wider allegiance, or at least, obedience. These 

teachers saw the principal as the ultimate authority in the school, and they consulted 

with him on matters of instruction and discipline. They taught a 'regular' curriculum 

and thus prepared students, albeit differentially, to take their 'places' in higher grades. 

Mrs. Wedd's and Mr. Goss' instruction appeared to make little change in some 

students' academic standing or status in the class. Mrs. Wedd stated that Ada was 'still 

struggling' at the end of the year, and that Sidney continued to fail at maths 'because he 

has a poor attitude' (F.N. 21/10/B). In Mr. Goss' class, Cholly gave up trying to get 
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help with his maths and copied work from other students. The more capable Aboriginal 

students such as Hazel, Kate, and Duffy's brother (AB 1 in C4), who knew their tables 

and could give quick and correct answers, did well. 

Mr. Dane provided a rigorous academic programme for all his students, and while some 

of them may not have liked his teaching style, most were well-prepared to succeed in 

higher grades of the primary school. I suspect that in later years Mr. Dane's students 

would come to reflect on his strong commitment to teaching and learning as his 

'legacy' to them. He was not unlike the black American teacher described by Delpit 

( 1988, pp. 290- 1) who, despite her 'meanness', 'pushed' and 'made students learn', 

and thus earned the respect and gratitude of her former pupils. Mr. Dane was noted by 

his peers and two principals as an 'excellent' teacher, and this indicated, among other 

things, that his students had few difficulties in fitting in with the academic requirements 

of other classes. 

The mainstream teachers also attempted to maintain the status quo with respect to 

discipline. While Mr. Goss had the greatest difficulties in this area, he tried to impose 

rules such as listening to the teacher, and sitting quietly, which were consistent with 

those of other teachers, and, as has been shown, he tried to enforce the rules of the 

school. Mrs . Wedd and Mr. Dane were far more successful in this regard; Mrs. 

Wedd's regime was particularly supportive of the the tight disciplinary policies which 

had been introduced by Mr. Irving (see Chapter 7). The mainstream teachers also 

insisted that their students behave for other teachers, and they punished those who did 

not Mr. Dane frequently impressed this on his students, since he considered that 'it's 

most important to get the kids to behave for all adults, and that includes people like the 

religious instruction and relief teachers. I get real mad if they don't' (F.N. 4/4/B). 

When Mrs. Wedd heard her students misbehaving in Mr. Goss' class (the rooms were 

adjoining), she would send them to the principal or deny them play time. On one 

occasion when Michael (P7 in C4) came in after maths she told him 'There won't be 

any play for you today, Michael. Certainly not after the outburst I heard from you 

during maths. We heard you screaming out in here' (V4: 2:23:00). 

Inter-Group Solidarity in the Tigers: Mr. Collis' pedagogy tended to distance 

students from the instructional and disciplinary orthodoxies of other classes and of the 

school. The Tigers' 'specialness' and 'difference' were underscored in both rhetoric 

and practice, and this tended to encourage competitiveness and defensiveness in the 

group's relations with others. In one discussion, for example when Jeremy asked if the 

Tigers 'could do xx [unintelligible] because every other class does it', Mr. Collis said 

'But Jeremy, we're not like every other class. We're the Tigers and we're speciaf' 
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(Vl l ,  00:59:00). In another talk, Mr. Collis pressed students to say 'what sort of things 

teachers do differently in here? What do teachers in the Tigers do that's different to 

other teachers?' (V2. 1 :52:00). The Tigers' distinctiveness was promulgated in various 

ways. First. the class' resources were seen to be 'special' .  For example, Mr. Collis 

related approvingly that when Jamie was teased by another student for 'being in the 

dummy's class', he said 'I'm in a class of ftfteen with two teachers, and you're in a 

class of thirty with one teacher, so who's the dummy?' (R18(A): 058). The Tigers' 

curriculum was also promoted as 'different' because the group could moderate and 

change it according to its needs and interests. Aboriginal Studies, sport. and special 

guests and activities made the Tigers' programme exciting and different When, for 

example, Mr. Collis arranged a visit from some well-known sportsmen, he emphasised 

that 'we're the only class in the whole of the Territory getting all this glory' (V 1 1 ,  

00:10:39). Another feature that was promoted was what Mr. Collis termed 'our ways of 

teaching'; thls referred to the freedom that the Tigers enjoyed in comparison with other 

students in the school. It was expected that teachers who came to the Tigers would be 

able to adapt to these 'ways'. For example, when Mr. Collis asked the class what a new 

teacher would have to do and Sparky said 'co-operate with us', Mr. Collis stressed 'Yes 

- co-operate; not tell you what to do. One of the things that makes us different is that 

you get a say in here' (V2, 1 :55:00). According to the students, a new teacher would 

also need to 'listen to us more', 'follow our routines'. 'follow the code of honour' and 

'give us more sports'. 

Since students were not led to see that some teachers might be unable or unwilling to 

make these kinds of adjustments, there was a great deal of conflict between them and 

some of the staff. Mr. Collis explained this as differences in individual Tiger's and 

certain teachers' 'personalities', and advised students to 'put up with them' because 

'that's life' (Vl l, 00:49:00). Yet there was little in Mr. Collis' pedagogy which 

necessitated or fostered this kind of self-discipline and forbearance in students. Instead, 

some of the Tigers considered that teachers were the cause of their problems; this was 

sometimes tacitly supported by Mr. Collis. For example, when he told the class that 

Mr. Dane would be away the next day, students cheered and booed and Mr. Collis 

hissed (V2, 2:01 :00). His interventions on behalf of students also seemed to deepen the 

gulf between them and some of the staff. For example, while some Tigers regularly 

disrupted library lessons, Mike and Shaun considered that it was not them, but the 

librarian who 'runs amok': 

Sbaun: Like that librarian, she's a real troublemaker. 
Mike: Yeah. Like sbe grabbed Marty and squeezed him. 
Sbaun: And Roger [Mr. Collis) went and told ber off. 
Mike: Not really told her off but went and bad a talk with her because s.be can be a bit of a troublemaker 
sometimes (M3(B): 096). 
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Mr. Collis defended his students in other ways. For example, he told students that he 

would not send them to the principal 'because you won't do any work outside his 

office'; instead he sent them to spend time 'thinking about their behaviour' on the 

Tigers' verandah where they did not work, but where they were hidden from others in 

the school and particularly from the principal. The principal's interventions in the 

Tigers appeared to be particularly unwelcome, as Mr. Collis indicated in an interview: 

Tbe principal wa.ted me to change his [Sparky's) report, and five of the other kids· too. He didn · t see 
how I could put 'positive, courteous, cooperative, well-mannered' and I said 'Because be is. And the 
principal said 'Well .be's not to me', and I said 'I'm oot writing this report for you. If you want to write 
that on his report, that's O.K. I write it how I see iL They're my reportS and if you don't  sign them. too 
bad. I'll send them home unsigned (Interview, Bn/B). 

In these and in other ways, the Tigers were removed from a wider discipline and from 

the evaluations of staff who took less personal and more critical views of their 

behaviour. Yet their disruptiveness in other classes was a concern to the principal, 

assistant principal, and others; some regularly gave trouble in, and were ejected from 

library and religious instruction classes, and in their own class when there were relief 

teachers. Even very experienced teachers noted that the Tigers was a difficult class. 

Mrs. Smythe who was the regular relief teacher for Dalton said: 

That was an elitist philosophy that was responsible for those kids behaviour. They were told so often that 
they were different and special...of course they responded well to Mr. Collis but certainly not to anyone 
else and that included the principal. No, they were an elite group who thought they didn't have to stick 
by the rules - the rules just didn't apply to them. In the end their rudeness just got to me. I refused to go 
in there again. 

They also misbehaved for teachers such as Mrs. Hayes and the librarian, who were not 

'outsiders'.  The librarian who took the class once a week said: 

It was the only class I dreaded taking out of the whole school - not the girls, but a group of boys who 
didn't want to learn anything or do anything. Out of tbe whole year I remember two, maybe three lessons 
that you would regard as good lessons where the children were interested and behaved. It was an 
inaedible class - if you said anything to a student about the way they were behaving then the whole lot 
would come down on you - most of them thought they bad the right to chip in and attack you. They were 
very big on their 'rights' ... but none of them seemed to think that you had any rights as a teacher or a 

person. 

In the Tigers, preoccupations with spontaneity , emotional commitment, and 

'groupness', created dislocations for individuals and for the group within the school. 

The promotion of the Tigers as a self-regulating group that operated within, but was 

separate from, the school, moved the Tigers towards the 'sociality' of the neo-tribe. 

Here students' subjective experience was the converse of that in the mainstream classes 

where there was little sense of belonging to the face-to-face group, but where the 

instructional and disciplinary programmes were institutionally integrative. 
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An Incorporative Pedagogy: Mrs. Banks' pedagogy attempted a far greater 

reconciliation between the dimensions of achievement, spontaneity and social welfare 

than did those of the other teachers; in this it tended to structure the child's subjective 

experience as one of harmony in the classroom and in the school. 

Achievement: It has been shown in previous chapters how Mrs. Banks stressed the 

importance of learning; she construed this as 'work' which was the serious business of 

individuals and of the group. Mrs. Banks' prescribed the ways children were to attend 

to learning with a few unequivocal rules - children were forbidden to copy, or to help 

each other with work, and they were not to use 'I can't' or 'shame job' as excuses for 

failure. While these rules were part of the class' rhetoric, they were also substantiated 

in practice. Mrs. Bank's stressed the prohibition on copying, for example, in the 

'mammals' lesson (C2: 239-42,319-23, 332-46). At the same time, Mrs. Banks 

structured her teaching in such a way that there were few reasons for children to copy 

or to say 'I can't'. It has been shown, for example, how her explicit and reiterative 

teaching style, her 'structuring behaviours', her pacing of lessons, her use of time to 

help individual students, and so on, meant that students understood the material and 

what they were required to do. When children did not succeed at a task, this was 

usually due to their lack of application and effort, rather than to misunderstanding; thus 

Mrs. Banks construed academic failure not as a failure of intelligence but as laziness -

an unwillingness to 'switch on their brains' (C2: 239-42, 261-2, 303-4, 536-9). 

It has been shown in Chapter 8 that the Bunjis made substantial gains in literacy over 

the year. The students were aware of their achievements, and considered them a source 

of esteem, as they indicated in an interview I conducted with the class at the end of the 

year: 

Albert: Mrs. Banks picked us so she could teach us so that we could go into the next grade. 
Chas: Y eab. Yes. 
Duffy: Like Gerry couldn't read or write but now he can so be can go into the next grade. 
Cbas: And I didn't know how to read and I can read now so I can go into the next grade. I can read 
good now. 
Gerry: And at the start of the year I was doing baby reading like the Monsters' Books but I'm not doing 
that now (Mll(A): 240). 

Aboriginal parents were also aware of their children's achievements (see interviews B3-

5). 

Spontaneity: While students' effort and achievement were priorities in the Bunjis, 

there were also times for fun and playfulness; in contrast to the other classes, these 

moments of spontaneity were most often initiated by the students. For example, in one 
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lesson Duffy put on a bright pink shower cap when he took his work out to Mrs. Banks; 

another time, when Leon came in from recess he had wet his hair and shaped it so that it 

stood up in spikes all over his head. Mrs. Banks and the students enjoyed these and 

other such moments. There were several instances of shared fun in the writing lesson, 

in the story-reading, Buzz game, and the discussion on sex education. Mrs. Banks 

showed pleasure at children's cleverness with words when, for example, Howard and 

Jon made word-plays, respectively, on 'carnivore' (C2: 366-9), and on 'Justin' (F: 

13 1-2) and when Dante substituted 'hot dogs' for 'buzz' in the tables game. 

There were also times when children collectively expressed playfulness, and the most 

notable of these were when they tried 'tricking' the teacher. The class showed delight, 

for example, when Mrs. Banks was reading a story and Leon tied her shoelaces together 

(F.N. 17/9/B), and when Thea gave the teacher a plastic coin to 'buy' a cake from the 

Bunjis' stall (F.N. 25/1 1/B). On these and other occasions, Mrs. Banks laughed and 

called them 'big trickers'.  1bis also happened in the estimation lesson which has been 

described in Chapter 10. The children worked by themselves until the end of the period 

when Duffy secretly weighed himself on the scales and then whispered his weight to 

the other students. When Mrs. Banks asked the class to estimate Duffy's weight, they 

all called out the same answers. Mrs. Banks affected surprise and then said: 

Banks: Hmmm. Let me just guess what happened here. I think Duffy may have come out and weighed 
himself in secret and then went round and told everybody. 
Pupils: No! No! 
Banks: Hm.m.m. Jon, what have you got? 
Jon: Forty-one kilos. 
Banks: O.K., Duffy. On the scales. Oh, guess what, everyone? He's forty-one kilos! [pupils clap and 
laugh and Banks holds on to Duffy and pretends to cuff him around the ears] (V7, 2:07:00). 

Mrs. Banks did not approve, though, of spontaneity which was offensive. It may be 

noted, for example, that she immediately reprimanded Leon for saying that goanna 

tasted like 'ca ca' or sl:rit (C2: 53-6); this was 'bad manners' and it also denigrated the 

traditions of children such as Albert and Howard. Thus while she demanded 

individualism in academic work, and while she enjoyed children's spontaneous 

expressions of it, she also reminded them that there were limits to self-interest 

Social Welfare: There were many ways in which Mrs. Banks fostered children's 

awareness of, and responsibility for social concerns. She discouraged pretentiousness 

and 'showing off, and she indicated that children's 'specialness' did not come from 

extraordinary skills and knowedge per se, but from the ways they used these to help 

others. When the class was preparing their item for the Christmas concert, it was 

decided that Albert would teach the students to dance: 



Banks: Albert, you're one of the older kids and you know more about the dancing than any of us. 
Pupils: Yes, Albert 
Cbolly: Yeah. He's a star. 
Banks: He doesn't have to be a star. He just has to teach us what be knows (M4(A): 120). 
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Students' self-interests were also tempered by Mrs. Banks' insistence that children 

show manners and respect to others, and she was quick to direct those who showed 

unwillingness or forgetfulness in these areas (C2: 53-5). She openly chastised those 

who did not fulfil their responsibilities, who were untruthful or 'wimpy', and who were 

hurtful to others. When, for example, the boys teased Thea when she wore her bright 

new shoes, Mrs. Banks was quick to intervene (F: 64-78). She also imposed a special 

rule concerning the students' behaviour towards Chas, who was the most disliked, and 

therefore the most vulnerable student in the class; Mrs. Banks forbade children 'to pick 

on him' .  While some students showed no increased liking for Chas, they were prepared 

to abide by the rule. The following interaction was recorded at the big boys' table 

where Duffy and Cholly had pointed out Chas to the new boy, Jon: 

Duffy: And you're not allowed to pick on him. We get into trouble if we do (pause]. We don't do it ay? 
Leon: Nub. 
Cbolly: We're not allowed to pick on him. Leon and Gerry's the main ones [to tease Chas]. 
Leon: Cos we don't like him (M6(A): 027). 

Yet most of the Bunjis did more than just refrain from hurting Chas. For example, I 

observed Ada, Hazel, and Thea admonish others who teased him (F.N. 1 3/6/B; V3, 

2:46:05; R17(A): 213, 240) and when he had been hurt in the playground, Leon sat by 

him, spoke gently to him , and lent him his pencils (V7, 2:31  :00). On another occasion 

when Chas and Gerry were fighting, Mrs. Banks told them to find a 'wise place to sit' 

(i.e. away from each other). Chas was too short to get a chair down from the stack and 

Leon got one and gave it to him. When Chas said 'thank you', Leon said 'My pleasure' 

(V14, 00:02:39). 1bis was remarkable behaviour for Leon, who was Chas' main 

antagonist Children did not show these small kindnesses at the start of the year; on the 

contrary, they were fractious and disagreeable with each other, and it is assumed that 

Mrs. Banks' 'humane' pedagogy was in large part responsible for change. 

Intra-Group Solidarity 

Teacher-pupil relationships: Like Mr. Collis, Mrs. Banks frequently used 'we', 'us', 

'our' when she spoke to the class (see, for example, C2: 1 ,  55, 66, 79-80, 1 13-4, 1 19). 

There was also a sense of the collective when she reprimanded children who had 

transgressed the principles which she considered binding on all members in the group. 

She usually did this publicly but impersonally - 'people who copy'; 'a boy who's 

almost in grade five'; 'some people working ... that were running hot and cold' (C2: 
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334, 398, 533). In this way, recalcitrants were not shamed, but they and the other 

students were reminded of their responsibilities with respect to work, manners, and so 

on. Children accepted these reprimands with equanimity; there was no sense that they 

considered them personally offensive or unjust Part of the pupils' sense of fairness in 

Mrs. Banks' pedagogy may have derived from her 'equitable' treatment of students. It 

has been noted that she tended not to favour students who were academically 

competent, astute, or who came from 'better' social backgrounds. lltis may be shown 

in her relationship with Ada who spent the flrst semester in the Bunjis, and second 

semester in a mainstream grade seven class. While Ada was a steady worker, she was 

not a 'gifted' one. In Mrs. Wedd's maths class, it may be noted that she was 'shamed' 

for her poor achievements. In the Bunjis, Ada's status derived from the ways that she 

fulfilled several kinds of responsibility. For example, Mrs. Banks would assign 

younger recalcitrants to her care; she also asked Ada to be the class' representative on 

the school's Student Council. Mrs. Banks always made a 'special' time for Ada to 

speak to the class on Council matters, and during these times she would treat Ada like 

another adult, for example, by listening intently to what she had to say and then asking 

her advice on certain matters. Mrs. Banks made this student feel 'special' in other 

ways. This may be shown in a class discussion which took place at the end of flrst 

semester when Ada was due to leave the class. Mrs. Banks had asked the children to 

suggest what they might buy with the money that they had raised to pay for their camp 

which bad been cancelled. Some had suggested they have a barbecue, and others that 

they buy a science kit Ada had asked that some of the money be used to buy plants: 

Banks: [to Ada] So what do you think we should do? What are you proposing? 
Ada: Give sane money to the grade seven girls so they can buy more plants. 
Thea: No. 
Banks: I think that's a nice idea We could give them some. It would be nice to have some plants, 
wouldn't it? 
Pupils: Yes. 
Banks: And then there would be some plants here that the Bunjis could get for Ada. and then when she's 
a big high school girl and left this school we could look after them and then they'd remind us of her, 
wouldn. t they? 
Duffy: YEP! That's when she's a big high school girl and doesn't come here any more (V4, 2:30:00). 

There was an easiness between Mrs. Banks and her students; it was evident that 

students saw her as a teacher, and also as an adult whom they respected and trusted. 

This meant that sometimes they said things to her that might be considered 'shocking' 

in other classrooms. In a health lesson, for example, when the class was talking about 

the epiglottis, Dante called out 'Oh yes, Miss, I know that. When I was little I looked 

in the mirror and saw that thing in my mouth and I thought I had two penises'. Mrs. 

Banks said, admittedly with some difficulty, 'Well I'm sure you sorted it all out, Dante' 

(Rl0(2): 015). When Thea was working with Mrs. Banks she asked her 'What are all 

those lines on your face, Miss?', and Mrs. Banks replied 'Yes, there's a lot of them, 
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isn't there? Some people call them "crows' feet", but I call them "laughter lines" ' 

(F.N. 20/5/B). In another lesson which had been disrupted several times by children 

with messages from other teachers, Mrs. Banks had once again started to speak when a 

metal shelf fell down in the room. She stopped teaching and said: 

Banks: Sometimes life gets so difficult I think I might cry. 
Albert: If you cried we'd just grab you and put your face in some water. That's what my aunty does 
when she's sad 
Banks: That works with distraught people, does it? I might have to try it (F.N. 23/9/B). 

On another occasion, Albert had received a note from a grade seven girl who asked him 

to meet her after school. He gave the note to Mrs. Banks at recess time and asked her to 

help him write a reply: 'I ain't gonna go. You tell her that' . Mrs. Banks suggested that 

he might 'write back something like "I've already got a girlfriend"' and Albert said 

'That'll be good'. He wrote the letter and gave it to the girl, and in this way both he 

and the girl saved 'face'(F.N. 111 1/B). 

The students' regard for Mrs. Banks was also evident in frequent teasing rituals which 

they initiated with her as well as with other teachers such as Ged Rouse and Mrs. 

Morley (the E.S.L. teacher) whom they respected and liked. Despite their intimations 

of anarchy, these were not 'rituals of revolution', but rather 'rituals of rebellion' in 

which the social relationships and roles of the classroom were periodicically relaxed 

and revitalised (Morris, 1987, pp. 248-51, on the work of Gluckman, 1963, and 

Norbec� 1963 ). The most notable examples of these occurred in the weeks leading up 

to the school's Christmas concert, when the class threatened that they would not come 

on the night Mrs. Banks was worried about this, for the class had shown that it was 

capable of this kind of collective resistance (see below). She told the class that she was 

having 'bad dreams' about 'standing on the stage by myself' (F.N. 12/11/B), and the 

students incorporated this into their daily teasing routines. For example, when the 

students were writing letters to their parents giving details of the concert, Mrs. Banks 

said: 

Banks: What am I worried about? 
Leon: Kids not comin • ! 
Cbolly: [to Banks] Did you have a bad dream last night? 
Banks: No because you all told me yesterday tba1 you were coming. 
Thea: Nub. I'm not. 
Dolfy: Nub. I'm not coming. 
Dante: I gotta look aftec the baby. 
Gerry: I'm goin' to the movies [pupils giggle and sing 'I'm not coming; I'm not coming') 
(R17(A): 035). 
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While all the students continued to tease in this way until the night of the concert. 

Cholly was the only one who did not come, and for this he was punished, not by Mrs. 

Banks, but by his classmates (see below). 

One interaction between Cholly and Mrs. Banks, indicated the rapprochement between 

these students and the teacher, and their preparedness to accept her defmition of the 

situation. Cholly was the most self-centred and opportunistic student in the class. He 

evaded his responsibilities as an older student, and he indulged in gratuitous teasing and 

unmannerliness. He was frequently in trouble with Mrs. Banks for what she called 

'freeloading'. She argued with him, for example, when he claimed that the Bunjis 

should not have to pay for newspapers, or to go to the swimming pool. He disappointed 

other people. He borrowed money from Albert which he did not repay; he often did 

not rum up to Ged Rouse's sports practices after school, even though he was an 

important member of the team; and he missed the Bunjis' concert item, even though 

their play was his idea. Yet even Cholly was prepared to admit to misbehaviour and to 

apologise for it, albeit indirectly. The following interaction occurred after Cholly had 

been so disruptive in a lesson that Mrs. Banks had moved him from the big boys' table. 

At the end of the lesson, Mrs. Banks told the class to go outside and have a drink, but 

Cholly stayed behind and went up to the teacher who was writing on the blackboard: 

ChoUy: Ay, Miss, you know why I talk so loud? Cos I'm a little bit deaf. See I had a bole in my ear 
when I was small [Mrs. Banks shows 'amazement' and Cbolly grins and goes on quickly] Ob that was 
when I was small, Miss, but not now. 
Banks: Tbe problem is not bow loud you talk, Cbolly, but what you say, because you humbug those 
boys and tallc a lot of rubbish stuff. That's why I asked you to come and sit here. 
ChoUy: [stands beside researcher] Ay, Miss, and I'm taller than Sandi, ay? 
Banks: [laughs] Ob go and have a drink. 
Cbolly: Miss, I'm not thirsty [be goes off and tidies Mrs. Banks' table]s (V7, 2:24:37). 

There was another student who apologised to Mrs. Banks, and his behaviour was far 

more extreme than Cholly's. Victor was Thea's and Hub's older brother, and he spent a 

brief period in the Bunjis in first tenn. He was a disturbed and violent boy who had 

presented his family, the school, and the local constabulary with unique problems for 

several years (see interviews with the principal (Al) and assistant principal (A2) ). 

When he did attend school in the year prior to the Bunjis, he usually sat at a desk 

outside the principal's office, and attempts to integrate him in mainstream classes ended 

with almost immediate suspensions. In year B, during his sporadic attendance in Mrs. 

Banks' class (a total of 20 days), he was suspended three times, and during his 

suspensions he spent time in a juvenile detention centre for offenses he had committed 

in the district. One of his suspensions was for hurting Dante and swearing at Mrs. 

Banks when she tried to restrain him. This behaviour shamed his mother and offended 
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the Aboriginal people of Baxter (see interviews B 1 and B4) and Victor, for the first and 

only time to my knowledge, returned to the school to apologise to Mrs. Banks. 

Pupil-pupil relationships: Of the five classes, the Bunjis showed the greatest change 

in their relationships with each other over the year of my observation. As I have 

indicated above and elsewhere, these students were belligerent and disorderly at the 

start of the year. Mrs. Banks said she used to go home most afternoons with a 

headache, and it was the first time that she did not want to go to school - 'I just didn't 

want to have to face them'. I had also considered not returning to the class (see Chapter 

6), and Sally Thomas who briefly worked in the class at this time, was also disturbed by 

the students' noise and misbehaviour (see B4). Yet solidarity did develop among the 

Bunjis; examples have been given of the small acts of kindness and co-operation in 

which students showed their affiliation with others. There were also more interactions 

between pupils of different ages, sex and abilities than were noted in the other classes, 

and these were generally 'positive' ones. It has been shown, for example, that older 

students assumed monitoring and supervisory roles with the younger ones; at the end 

of the year when I asked students to choose a partner for their interviews, Ada picked 

Duffy because 'He's my very, very, best friend', and Albert, who was the oldest and the 

most popular student in the class, chose Chas who was the youngest, and the least 

popular. 

While the changes in pupils' attitudes and behaviour may be attributed in large part to 

Mrs. Banks' pedagogy and her concerns for social welfare, there were other 

contributing factors. For example, Albert had a considerable influence with the 

students, and his conservative views on children's learning and conduct tended to 

support and reinforc.e Mrs. Banks' definition of the situation (see Chapter 7). At the 

same time, he and other Aboriginal students tended, like Mrs. Banks, to discourage 

extreme individualism. Children such as Chas and Leon who were overly competitive 

or boastful, or who made false claims, were sure to be sanctioned by one or several of 

their peers. In a game, for example, when Chas chanted 'I beat everybody',  Gerry 

stood behind him and mimicked his voice and actions until the students' laughter 

silenced him (F.N. 22/4/B). In a morning talk, when Leon was telling the class how he 

went fishing and 'got armfuls' of fish', Albert indicated that this was fanciful: 

Leon: [shouts) NO, ALBERT. TRUE STORY. And then there was a croc so we dropped the fish and 
we ran - AND THAT'S NO LIE, ALBERT. 
Albert: Ijustsaid 'ob'. 
Banks: No, doo't tease him. Off you go to maths now (Rl l(A): 094). 
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Leon's exuberance and competitiveness also drew sanctions from his peers. In games, 

it was always Leon who called others 'out', and sometimes he did this before they had 

had a chance to respond. He did this frequently during the Buzz game (Appendix E). 

The other children did not do this; they showed annoyance when Leon did, and they 

sanctioned him by 'pay back'. In this example, Leon has called several children 'out', 

and then he makes a mistake: 

Kate: Yes. you go out. Leon. 
Leon: [whines] Noooo! 
Dulfy: Yes. you're out. 
Banks: Yes. you did get out before. 
Leon: No. I wasn 'r out 
Stephen: You are. 
Albert: [quietly] You're not playin' now, Leon [Leon leaves the game] RlO(l): 534). 

The students also unanimously sanctioned Cholly when he missed the concert. He 

maintained that he had gone to sleep on the night bu4 unfortunately for him, Dante and 

Gerry had seen him at the pinball parlour. They showed anger and disappointtnent at 

his behaviour; they called him 'a liar' and said he had 'let us down', and they teased 

and excluded him. Despite his attempts to ingratiate himself with his classmates, he did 

not regain his status in the class. 

Some time before this, the group, which this time included Cholly, had shown its 

solidarity in a unique way. The class was to present an item at the school assembly and 

Mrs. Banks had planned for each student to read out the poems they had written. They 

considered that this was a 'real shame job', but Mrs. Banks insisted. On the morning, 

Thea was the only Bunji at the assembly, and she had 'mislaid' her poem; the others 

'appeared' when the assembly was over. Mrs. Banks was extremely angry; she said 

they had 'shamed' her in front of the school, and they had not 'paid back' other classes 

who had perfonned for them. She stressed that this was 'a very, very sad day'. Yet this 

was a deliberate, collective act which, in my view, was only 'thinkable' because Mrs. 

Banks' pedagogy had made it so. It seems that students had first mooted the idea at 

least a week before the assembly. Their 'success' depended, then, on consensus and 

organisation among the group (e.g. each student had a different, but 'plausible' reason 

for their absence), and the maintenance of secrecy. While the students must have 

known that their action would anger the principal and Mrs. Banks, and that they would 

be punished for i4 they remained f1nn before, and after, the assembly. Kate and Thea 

indicated this when they spoke to me: 

Researcher: What happened with that Bunji assembly? 
Tbea: Ob that was when everybody was away [laughs]. 
Kate: Cbas and Gerry, everybody but me, and I was a little bit late. 
Thea: I was there but I didn't do it cos I lost my poem but I found a copy of it later in my book. 
Kate: Mrs. Banks felt upset and disappointed. 
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Thea: Not pleased. 
Kate: I think the kids got together after school and made a plan and Cholly was biding round the girls' 
toilets, Gerry came in late, Howard was behind the boys' toilets on the oval and Duffy was hiding ill the 
toilets. They didn't do it cos it was a shame job. 
Thea: And Mrs. Banks doesn't like that word and normally when people come to our class we told them 
tba1, Mrs. Banks, in our class we have rules and shame job is a rude word, means you're shamed and it's 
a bad thing and you'll get in trouble and those kids said they couldn't do it... 
Researcher: Do you think you'd do the item the next time? 
Thea and Kate: [laugh] NUH! (M4(B): 230). 

It is difficult to imagine how this kind of 'empowerment' might be possible in custodial 

regimes in which students' social interests are fractured, or in 'personalised' ones where 

students' loyalties tend to be committed to the teacher, rather than to peers. 

Communitas: Mrs. Banks did not promote her class as a special group; instead, as 

will be shown, she stressed that students were not 'different', and that they were to 

abide by the same rules as other students in the school. Thus she was distressed when 

the group did not perform at the school's assembly. Because the notion of 'groupness' 

was not articulated in the classroom, the students had difficulties when I interviewed 

them in a group at the end of the year and asked them why they had been made into a 

class. Albert said immediately 'cos we belong; we belong in this class', and others 

suggested it was because Mrs. Banks 'would make us into a group', 'teach us so we 

could go into the next grade' or because 'we're probably special to Mrs. Banks'. When 

I kept asking why they 'belonged' and what was 'special' about them, they fell silent. 

In the end, Duffy said that they were together 'because we're hard workers and we're 

nice' (Ml l (A): 00-240). In this he had enunciated the two dimensions - achievement 

and social welfare - which had shaped the pedagogic and social relations of the group 

over the year. While students had had difficulty here in stating why they 'belonged', 

they frequently expressed their solidarity in what they and the teacher did together in 
moments of communitas. 

Some instances of thiS communitas have already been given, for example, when the 

class teased and 'tricked' Mrs. Banks. It was also evident when the class played a 

favourite game called 'Giants, Mice and Men' in which children had to quickly change 

their shapes and heights according to the 'calls'. Children who were slowest, for 

example, to crouch like mice, were supposed to be 'out' of the game. Yet while some 

children were called 'out', few of them left the game, and those who did, were free to 

re-join it at any time. These 'loose' arrangements, and Mrs. Banks' slow calls bothered 

Leon from time to time: 

Leon: Ay, Miss, say it quick cos ... 
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Banks: 'Scuse me. I'm the teacher here so keep quiet [she keeps calling at the same pace and says that 
the group is 'too good' and she 'can't get anybody out']. Oh! I got Stephen. Come and help me because 
we've got to catch them out [Stephen stands beside Banks and 'calls'] (RlO(l): 471). 

Even with two callers, no other children were 'caught'. While this game did not end 

with winners, it created a great deal of excitement and pleasure. Students shrieked and 

laughed as they tried to anticipate the calls and to get faster, and all of them, the fast 

and the slow, participated. 

Communitas was also evident in a shared solicitude. In fourth term Albert had an 

accident at school and dislocated his arm. He was taken to the sick room to wait for the 

ambulance. His classmates waited silently outside during recess time and until the 

ambulance took him away. Back in the classroom, Duffy, who had seen the accident, 

said that Albert 'was brave. He didn't cry', and he told how other students who saw 

Albert's injury 'reckoned he was real brave'. Apart from this, the students, particularly 

Leon and Chas, were unusually quiet Gerry did two things. Without asking Mrs. 

Banks he found a cassette of Albert playing the didjeridoo and he played it quietly 

while the class was working; then he collected Albert's project on mammals from 

Albert's desk, put it away 'safely' on the shelf, and then wrote his own and Albert's 

names on the blackboard in the space marked 'finished projects' (F.N. 1111/B). The 

students' concerns for Albert were not limited to this 'silent' communitas, for they 

continued to talk and to ask about him until he returned to the class. 

Inter-Group Solidarity: While Mrs. Banks' pedagogy gave students a sense of 

belonging in the classroom, it also strengthened the links between them and other 

contexts in the school. Mrs. Banks taught an orthodox curriculum, and, with the 

exception of one school assembly, her students participated in the activities of the 

school. Like other classes, the Bunjis planned for a camp. They chose to go to a place 

outside Darwin because the principal of the school there had been the principal of 

Baxter school and the children knew and liked him. They wrote letters to him to ask if 
they could camp in his school, and to ask about details of the area. In these ways, the 

camp may be seen as an attempt to strengthen children's awareness of, and links to a 

Baxter 'tradition'.  When the camp was cancelled because some children had not 

brought their money by the date Mr. Irving had specified, some of the younger children 

went on camps with mainstream classes. When the children attended mainstream 

classes for maths and the afternoon sessions (in second semester), they were not 

troublesome, and in these classes most of the Bunjis, particularly the older ones, did not 

sit together, but chose to sit with other students. In Mrs. Holbom' s class where I 

observed several maths lessons, Albert and Duffy mixed easily with other students, and 
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year that she had considered moving him to a higher maths group (F.N. 2511 1/B). 
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This is not to say that all the Bunjis liked going into the mainstream classes. for some 

obviously did not They sometimes complained about going to maths and when Mrs. 

Banks cut off their complaints, some tried to delay by talking to Mrs. Banks or saying 

they had lost their books or pencils. At these times Mrs. Banks' tone and behaviour 

became notably 'sharp'; for example, she would direct them to 'go on', 'run away·. or 

turn away from them. At the same time, Mrs. Banks' instruction and discipline eased 

her students' transition to mainstream classes and prepared them to take a greater part 

in academic and other activities there. While at the end of the year, all the Aboriginal 

students were still below average grade standards in reading and writing, most had 

made significant gains in these areas (see Chapter 8, and interviews with teachers and 

Aboriginal parents). As has been noted above, these achievements had 'positive· 

implications for children's esteem and for their potential to fit into academic 

programmes in the following year. 

Mrs. Banks' insistence on manners, respect and responsibility also orientated children 

to a wide social and moral universe and she stressed that her expectations and goals 

with respect to children's learning and conduct were the same as those of other 

teachers. In the following example, she was speaking to the class: 

Banks: So tell me what makes teachers feel good then? 
Duffy: When we learn? 
Banks: [smiles and taps the side of her bead] When you get it. When you get it. And when you're able 
to show in your work that you've got the idea Thai's what teachers want (V4. 2:33:49). 

She attempted to foster children's allegiance to other teachers in more specific ways. 

For example, in her lessons she was explicit about 'good listening behaviour' and 

emphasised that it was something that 'all teachers like'. There was an example of this 

when Dante was reading to the class and some students were not listening to him: 

Banks: Good listening behaviour means looking over here [points to Dante]. What else does it mean" 
[pupils overlap answers]. Yes. Eyes on tbe person speaking. What else does it mean? (pupils overlap 
answers]. Yes. Not talking or playing or doing something else. Now I've told you before about this. 
because it makes teachers cross if children don't listen (F.N. 1 119/B). 

She stressed the universality of her expectations when she confronted Dante who had 

gone to the toilet without her permission: 'Don't you do that, Dante. You know you 

should tell me where you're going. Teachers always need to know where children are'.  

When Dante answered 'O.K., Miss', Mrs. Banks added 'So it's only polite' ( R l l(A): 

121). During the year Mrs. Banks introduced rules which were consonant with those in 
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other classrooms. For example, at the end of first semester and periodically in second 

semester she conducted lessons in which she would not accept calling out. but insisted 

that students put their hands up and wait to be asked. These were usually difficult 

lessons, but she persisted. Similarly in second semester she introduced the school's 'no 

hats' rule which she explained in terms of showing respect and maintaining tradition 

(see Chapter 9). She also added a stipulation to the rule, perhaps because she 

understood students' anxieties about losing their caps. In this interaction, one of Mrs. 

Banks' maths students has worn his cap into the classroom: 

Banks: Right. Fergus, we're experimenting with a new rule in here. 
Dante: Hats off! 
Banks: Yes. Hats off in here. Is there some place you'd like to put it. or do you want me to just put it 
here? [Fergus gives Banks his cap and she puts it on her shelf] . O.K.? No one's allowed to take it 
because that's part of the rule. No one's allowed to take it (R4(A): 090). 

Mrs. Banks expected that her children would be mannerly and obedient in other classes 

and she frequently checked on their behaviour, particularly when the subject was likely 

to cause embarrassment: 

Banks: How was the health lesson [sex education]? 
Cbolly: Good. 
Banks: I hope our kids are being good for Mrs. Butler? 
Cbolly: Oh yeah, but sometimes they laugh and giggle, Miss, 'bout that sex thing (Rl l (B): 024). 

While Mrs. Banks did not send her students to the punishment areas at recess times, she 

supported other teachers when they did. For example, when a teacher said that Gerry 

had thrown an orange peel in her class and he was to be sent to the red spots at play 

time, Mrs. Banks spoke to him: 

You know that's not allowed so I'll see you on the red spots at lunch time. You know why, Gerry? 
[Gerry says why he's being punished). We can't have you doing that sort of thing in classes, and you 
know you're not allowed to throw things in class (R6(1): 065). 

Except for a few minor incidents such as this one, the misconduct which the Bunjis had 

been noted for in the previous year ceased (see Table 8.7). The staff at Baxter noted 

with approval that these children were no longer problems in classes or in the 

playground (see interviews Al-A5). 

Summary: It has been shown that pedagogies in the mainstream classes and in the 

Tigers were dominated respectively by achievement and spontaneity; in their practice, 

teachers tended not to foster children's awareness of, and responsibility for collective 

social concerns. The mainstream teachers' preoccupations with competition and 

achievement tended to reify the social relations of the classroom, and children's 
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knowledge and identities. Students were seen almost exclusively as 'achievers' and 

'non-achievers', and many indicated alienation from their own and others' social 

interests. While these pedagogies created 'specialised outputs' (Bernstein, 1971, p. 66) 

and were thus institutionally and structurally integrative, they also created classrooms 

which were pedagogically and socially divisive. Here there were few grounds for 

understanding and rapprochement between teachers and their students, or between 

students themselves. 

In contrast, Mr. Collis' pedagogy attempted to generate emotional commitment in 

students. An emphasis on students' 'rights', freedom, and spontaneity, made for a kind 

of 'collective narcissism' (Maffesoli, 1991, p. 16) which, while it tended to bind some 

students to the group, also tended to sever their real and ideal links to other classes and 

to the school. The Tigers' behaviour in the school indicated that they were unwilling to 

accept less personalised or 'enjoyable' forms of instruction and discipline than Mr. 

Collis' and they appeared to have little awareness of what it meant to be members of a 

wider collectivity. Their behaviour outside their own classroom tended to give support 

to Durkheim's (189711952, p. 257) proposition that 'those who have only empty space 

above them are almost inevitably lost in it'. While the pedagogies in the mainstream 

classes and in the Tigers were, on the face of it, entirely dissimilar, both types created 

grounds for egoism and apathy and they created spaces of dislocation in the classroom 

and/or in the school. They are therefore classified as 'segregative' pedagogies. 

Mrs. Banks' praxis attempted to reconcile the dimensions of achievement, spontaneity 

and social welfare. There was a sense of equilibrium for students between 

independence in academic work and interdependence in the social relationships of the 

group. This pedagogy drew students' commitment to broad principles which were 

integrative in the classroom, and in the school. It is thus seen as an 'incorporative' 

type. On the third dimension of the pedagogic model, the five pedagogies may be 

represented in this way: 

segregative 

Co !lis/Main. 2::"" 

incorporative 

Figure 11.1 Incorporative and segregative pedagogjes 
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Chapter 12 

Summary and Discussion of Pedagogic Types 

In the previous three chapters it was shown how five pedagogies differentially 

structured children's experience as pupils (visible/invisible), as Aborigines 

('transcendent' /'immanent'), and as members of small social groups 

(incorporative/segregative). In Chapter 5 it was proposed that teachers' assumptions in 

each of these areas gave rise to distinctive practices and created particular kinds of 

communities. In this chapter each of the pedagogies will be shown, according to the 

model developed in Chapter 5, to tend towards one of three ideal types, and the 

implications of these for urban Aboriginal education will be discussed. Throughout the 

discussion, reference will be made to the pedagogic outcomes in the two Aboriginal 

classes which have been presented in Chapter 8. 

Three Ideal Pedagogic types: On the evidence presented in the previous three 

chapters, the five pedagogies can be classified in the following ways: 

TABLE 12.1 Peda£O£ic lYPOlORies: classificaJions o{rhe five pedaRORieS 
visible invisible transcendent immanent incorporative seu�tlve 

Dane X X X 
Wedd X X X 
Goss X X X 
Banks X X X 
Collis X X X 



The pedagogies can also be represented graphically as: 

transcendent 

Dane Goss 

I visible 

,
" b 

segregative 

I 

Collis 

I invisible 

Figure U.l Pedagogic typologies 

, " incorporative 

• 

The model indicates three pedagogic groupings or ideal types which I have termed 

'traditional-authoritarian', 'personalised-therapeutic', and 'mediated'. 

299 

Traditional-authoritarian pegagogies and ascribed communities: Praxis in the 

three mainstream classes confonned to Esland's (1971, p. 88) 'psychometric' model 

which informs the most perduring and pervasive pedagogic fonn (Goodlad, 1984; 

Macpherson, 1983). Mrs. Eyers' praxis, which was noted by Malin (1989) as 

problematic for urban Aboriginal students, was also of this type. In the mainstream 

classes, teachers' and students' statuses and relationships were dependent on their 

respective abilities to transmit/assimilate facts, and to impose/accept an austere 

discipline. Mr. Goss' problems in the classroom derived not from his unwillingness or 

inability to teach, but from his difficulties with control. Mrs. W edd, who seemed to 

have less knowledge of, and enthusiasm for, her subject matter than Mr. Goss, was 

generally seen as a 'good' teacher. This was due primarily to her ability to control, 

rather than to teach students and her almost 'wholly regulative' pedagogy is positioned 

below 'a' on the model in Figure 12.1. Mrs. Wedd's preoccupation with control and 

Mr. Goss' difficulties in imposing it, made their pedagogies rare forms of the 

traditional-authoritarian type. On the other hand, Mr. Dane's praxis which was 

predicated on a disciplinary regime which enhanced his instructional programme, was 

seen as an exemplary fonn in many respects and one which seemed to be more 

representative of mainstream pedagogies. While analysis revealed differences between 
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these teachers, it also underlined commonalities which had significance for Aboriginal 

children's learning and conduct. 

These pedagogies were visible; teachers transmitted an 'intentioned' curriculum 

didactically, and they maintained strong hierarchical relationships between themselves 

and their students. It has been indicated that pedagogic visibility, which makes clear to 

Aboriginal children the criteria for academic and behavioural 'success', is more 

effective than pedagogic invisibility which does not; yet it was also shown that there 

were different kinds of visibility and that, unlike Mrs. Banks, the mainstream teachers 

did not always make clear to Aboriginal children the relationship between being 

controlled and learning. Mrs. Wedd's practice was the most extreme in this respect. It 

was shown, for example, that she imposed routines which, in effect, superseded 

teaching in academic and disciplinary matters since these were transmitted implicitly 

through the routines. While Mr. Dane's and Mr. Goss' practices were far less 

routinized, these teachers also tended not to explain their demands in terms of 

pedagogic goals or interests. This created misunderstandings which were exacerbated 

by teachers' particular assumptions on Aboriginality. 

It has been shown that the mainstream teachers assumed a 'transcendent' perspective 

on Aboriginality and that within this they subscribed to an 'equality of treatment'. This 

meant that while they acknowledged the distinctiveness of Aboriginal culture on special 

days and in special activities, they assumed that students' social and cultural 

experiences had little significance for the ways they learned and behaved in the 

classroom. Thus teachers attempted to socialise Aboriginal children abruptly into a 

discipline of space and time which they rightfully considered to be essential to 

academic and social success in school. It was shown that teachers' severe constraints 

on their, and their students', space and time, and their predominantly transactional 

perspectives, created difficulties for Aboriginal students' learning and conduct The 

ways, for example, that teachers paced lessons and their insistence that students tender 

facts in a tight and 'appropriate' format, meant that Aboriginal and other students who 

were unable or unwilling to participate in these ways were excluded. Similarly 

teachers' social organisation of space prohibited frequent and close teacher-pupil 

contact which, as was shown in Mrs. Banks' class, children preferred when they were 

unsure about their work and wanted the teacher's assistance. At the same time, it was 

shown that teachers' demands for children to 'sit up', 'sit down', 'sit there' and so on, 

were likely to seem arbitrary and unnecessarily harsh to Aboriginal students, or 

alternatively, to be misunderstood as the only requisites for academic success. 
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While some Aboriginal students showed frustration at their inability to do the work. and 

resentment at their teacher's discipline, most submitted passively to the instructional 

and disciplinary demands of the classroom. Like Cholly, they copied and cheated; 

some did not attempt the work and others did not finish it, yet they would put their 

hands up to show the teacher that, like other children, they had done 'good work·.  In 
this they indicated tendencies for 'ritual' learning and behaviour which Christie ( 1984. 

1985) has noted as disabling Aboriginal 'coping strategies'. It has also been shown that 

the custodial regimes in mainstream classes disadvantaged these children socially as 

well as instructionally. Teachers' seemingly arbitrary constraints on space and time 

were noted as discordant with Aboriginal children's experience in their homes where 

their relative autonomy was constrained by diverse social obligations. Thus the self

discipline which children learned in their families was quite different from the 

unmediated obedience which was required of them in classrooms. 

For Aboriginal students, the social and cultural 'strangeness' of classrooms was 

heightened by the socially segregative tendencies of mainstream pedagogies. 

Teachers' preoccupations with achievement created highly competitive environments in 
which students' statuses, and their relationships with their teachers and peers derived 

almost exclusively from their cognitive-intellectual 'performances' .  Since teachers 

prohibited spontaneity and since they largely ignored concerns for social welfare. their 

classrooms were affectively unsatisfying for some students, particularly for those who 

were deemed to be 'non-achievers'. Among this group were those who. unlike the 
'special' students, were unable or unwilling to work the system, and who made minimal 

personal investments in the relationships and activities of their classrooms. This 

'invisibility' was particularly notable in the Aboriginal students who, in this study. were 

shown not to be the well-known deviants or teachers' 'favourites', and who were rarely 

willing to 'show off their sometimes considerable academic competencies. This lack 

of affectivity and commitment and the often severe social divisions between teachers 

and students, and between students themselves, were noted as features of the ascribed 

communities which have been described in Chapter 3. 

A personalised-therapeutic pedagogy and a neo-tribal community: Mr. Collis' 

pedagogy was based on an explicit rejection of the impersonal hierarchies and 

discipline of the traditional-authoritarian type since these were seen to be the source of 

Aboriginal students' alienation and failure. While this pedagogy is an unusual rype, it 
has been noted in empirical studies of cross-cultural classrooms where teachers show an 
ideological commitment to their minority students' personal and cultural interests (see. 

for example, Abi-Nader, 1990; Dillon, 1989). In contrast to orthodox praxis which is 

predicated on 'similarities' and 'sameness', this type is preoccupied with idiosyncrasies 
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and 'differences'; in this it conforms to an 'epistemological' model of pedagogy 

(Esland, 1971, p. 93). It has been shown how Mr. Collis' pedagogy was 'customized' 

to meet the perceived cultural needs of Aboriginal students and how, in contrast to the 

mainstream teachers, he emphasised flexibility, equality, enjoyment. and self

management Qualitative analysis, supported by 'hard' data presented in Chapter 8, 

indicated that on the three dimensions of the pedagogic model, a personalised

therapeutic praxis generates many difficulties for Aboriginal students. 

The invisibility of the teacher's control, and the implicitness of the criteria for learning 

and conduct. created ambiguities which were ultimately disabling for the Tigers. It 

meant. for example, that they misrecognised the 'real' sources of power in the school, 

for Mr. Collis' 'equal' and personalised relationships obscured an implicit control 

which was no less powerful than the overt discipline of the mainstream teachers. It 

tended to subvert the social relations of schooling and thus made problems for students 

when they attended other classes where teacher-pupil relationships were not 'equal', 

and where control was explicit Their misconduct in these classes may be viewed as 

'resistance' to oppressive regimes; however, since much of this was an ad hoc 

rejection of the skills and knowledge essential to their future life chances, it would seem 

to be an ultimately 'disempowering' form of resistance (see Giroux, 1983; Popkewitz, 

1983). 

Students were also disadvantaged by weak pedagogic classifications and frames which 

indicated respectively, that the curriculum was amenable to the predilections and 

personal interests of teachers and students, and that children's 'commonsense' 

knowledge had the same value in the classroom as 'uncommonsense' forms. It was 

shown, for example, that sport, cultural and self -esteem activities, tended to displace 

academic work, and that the Tigers' literacy was largely unstructured and 

'undisciplined'. In spelling and letter-writing activities, Aboriginal students were 

encouraged to be 'self-regulated'; this meant that. in Sparky's words, they were able to 

choose 'words from all over the place' and that, in Mr. Collis' words, they were able to 

write to 'whoever you like'. The absence of a deliberately structured and regularly 

evaluated teaching approach, was seen to be a factor in the disappointing outcomes in 

children's spelling and writing (see Chapter 8). The unsuitability of invisible 

pedagogies for Aboriginal students' learning and conduct was supported anecdotally by 

the Aboriginal teaching assistant, Mary Blake, who said that when the Tigers was 

disbanded, the children who went back into mainstream classes 'were really lost They 

didn't seem to have a clue about spelling or phonics or anything like that'. Mrs. Blake 

and the principal were also concerned that several Tigers seemed to have long-term 

behavioural difficulties in settling back into mainstream. The fmdings of this study 
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support Veel's (1991a, 1991b) and Delpit's (1988) critiques of invisible pedagogies as 

socially and academically disabling respectively, for urban Aboriginal and black 

American students. 

The personalised-therapeutic pedagogy's claims for 'naturalness' in matters of 

instruction and discipline, were also consistent with its assumptions on Aboriginality as 

transcendence. Children's Aboriginality was seen as an essential core rooted in 

traditional culture, and thus resistant to time, location, and social experience. 

Paradoxically. it was also seen as fragile when it was exposed to white cultural, and 

particularly educational systems. Mr. Collis assumed that the 'tentativeness' of urban 

Aboriginal children's identities was a barrier to success and in his pedagogy adopted a 

therapeutic and recuperative approach to Aboriginality. The curriculum, and the 

instructional and disciplinary regimes of the classroom were explicitly 'Aboriginalised', 

and pedagogy became an agency for a particular kind of Aboriginality. Yet the very 

specificity of the cultural charateristics articulated by the pedagogy - e.g. children's 

equality with adults, their autonomy, their aversion to eye-contact - closed off other 

possibilities for Aboriginal children. While Mr. Collis believed, for example, that 

Aboriginal etiquette discouraged eye-contact and he taught his students to look at the 

shoulders of interlocutors, my observations of Aboriginal children in the five classes 

and in the video tapes, indicated that they were no less likely than other children to 

avoid eye-contact with their teachers. Similarly, since the 'self-regulation' which Mr. 

Collis encouraged in the classroom was not underpinned by social or pedagogic 

concerns, this ordained a permissiveness which was not consonant with the disciplinary 

structures of urban Aboriginal homes. It is also argued that the personalised teacher

pupil relationships in the Tigers were not in keeping with the 'inter-positional' social 

relationships and ascribed statuses in homes, which were mirrored, for example, in the 

ways that the Aboriginal staff, Ged Rouse and Mary Blake, interacted with children at 

Baxter and Dalton. While they were well-liked and respected by students, they 

maintained a distinct social distance between themselves and children who always 

called them 'Mrs. Blake' or 'Aunty Mary', and 'Mr. Rouse' (see Chapter 9, and 

interview with Ged Rouse, B l). 

While Aboriginality was construed as an 'ideological identity' (Maffesoli, 1991, p. 15) 

which, ipso facto, had tenuous connections with children's 'real' social interests, the 

Tigers' 'groupness' also tended to be more rhetorical than substantive. It has been 

shown how Mr. Collis' pedagogy attempted to secure students' loyalty to the Tigers 

through its commitment to spontaneity; however, this also tended, particularly when 

the Tigers' spontaneity was promoted as 'difference',  to weaken students' affective, 

academic, and disciplinary relationships with others in the school. Thus in the Tigers a 
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segregative pedagogy articulated 'belonging' as a function of strongly defmed intra

group similarities and inter-group differences and the ideological boundaries between 

the Tigers and others were maintained with a certain pugnacity. This tended to 

orientate students to the group as an agency of self-realisation and regulation, and to 

estrange them from the orthodoxies of the school and from wider contexts of 

'belonging'. This impulse to 'collective narcissism' has been noted as characteristic of 

the neo-tribe (Maffesoli, 1991, p.16; Bauman, 1992, pp. 35-6). While the Tigers was a 

powerful 'reality-defmer' for some students, there were fissures in the group's sociality. 

The rhetoric of community was unsatisfying for students such as Marg, Kay and Doug 

who were unable, or unwilling, to meet the demands of a spontaneity-dominated 

pedagogy. These students tended, like the non-achievers in the mainstream classes. to 

be 'invisible', and they showed a similar frustration and/or apathy. 

A mediated pedagogy and an organic community: Since Mrs. Banks' pedagogy was 

seen to be exemplary, it has been the central focus of analysis in thls study. Like those 

of the mainstream teachers, this pedagogy derived from a 'psychometric' model in 

which students were assumed to be 'deficit systems' with respect to school knowledge 

and conduct. This pedagogy was also a visible and 'transcendent' one, although, as has 

been shown, it differed from mainstream praxis in some important respects on these 

dimensions. 

Like the mainstream teachers, Mrs. Banks transmitted an orthodox curriculum through 

strong classifications and frames. She communicated the 'sacredness' of core academic 

subjects when she prohibited peer-teaching and copying, and when she stressed that 

learning was 'hard work' which required students' attention, effort, and dedication. 

Unlike the mainstream teachers, she set out clear and 'reasonable' criteria for learning 

and conduct, and, importantly, she stressed the relationship between them. Thus she 

reprimanded behaviour which 'stopped us working', 'disturbed the class'. 'interrupted 

learning', and so on. She expected that all her students would participate in activities 

and show 'hard' evidence of learning and, to enable this to occur, she created more 

diverse participative structures than did the mainstream teachers. This has been shown, 

for example, in Mrs. Bank's use of 'structuring behaviours', her diverse questioning 

techniques and corrective feedback, and her steady pacing of lessons. In these ways, 

her structured and reiterative teaching style created cognitive templates for Aboriginal 

students and enhanced the possibilities for 'purposeful learning' which Christie ( 1984, 

p. 389) has argued is essential to their success in school. It has been shown in Chapter 

8, that this kind of visible pedagogy had positive effects on students' literacy. The 

Bunjis not only made significant gains in their reading and writing but, as has been 

noted, they and their parents were well-aware of their improvements with respect to 
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standards in the school. 1bis consciousness of one's academic starus is a hallmark of a 

visible pedagogy (Bernstein 1990, p. 70). 

The assumptions which underpinned Mrs. Banks' 'visibility' were consistent with her 

assumptions on Aboriginality as transcendence. She assumed that children· s identities 

as pupils and as Aborigines were mutually constitutive and dynamic. Like the 

mainstream teachers, she considered that Aboriginal students' life chances were 

dependent on their success in school, although she showed a deeper understanding of 

the structured disadvantages which impeded them. Thus she attempted to gradually 

socialise Aboriginal children into the ways of the classroom and the school. In this she 

indicated the 'abidingness' of the Aboriginal teachers in Holm's (1983) study, and of 

others who have been noted as exemplary practitioners in cross-cultural classrooms 

(Bryk et al., 1993; Davies, 1984; Edelsky et al., 1983; Kleinfeld, 1979). This meant 

substantively, that she tended to regulate students' space and time through precepts 

rather than rules. This permitted the Bunjis a greater autonomy than that enjoyed by 

students in the mainstream classes, and it also tended, since it assumed that students 

were ultimately sensible and 'moral', to orientate them in more compelling ways to the 
central purposes of the pedagogy. Thus Mrs. Banks gave recalcitrants some leeway 

before she reprimanded them, and when she punished children she reminded them of 

the principles of work or social responsibility which they had transgressed. 

While this disciplinary structure was consistent with that which guided children's \ 
behaviour in their homes, it also permitted 'interactional' perspectives on space and 

time which have been noted as intrinsic to the conduct of Aboriginal business. This has 

been noted in the ways that Mrs. Banks showed, and insisted that her students show, the 

'manners' and respect which were important to urban Aborigines. Thus Aboriginal 

people noted that she was 'easy', 'calm' .  and 'relaxing' - she 'took time' for them and 

their children, and they 'could sit down and have a talk with her' (see interviews B 1-

B5). This interactional perspective was also evident in her judicious use of 

competition, which, unlike that in the mainstream classes, was intended to show what 

children had already learned, rather than what they did not know. It was shown, for 

example, that in the Buzz game, and in the estimation lesson, Mrs. Banks gave the less 

able children time to think and to participate. 1bis 'humane' use of competition tended 

to reinforce students' sense of competency; in this it was consistent with Aboriginal 

understandings of 'ceremony' in which social and cultural competencies are 

prerequisites for ritual such that the experience of ceremony serves only to 'flx' 

knowledge that has been learned elsewhere (Harris 1980, p. 21). 
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Thus in competition, and in other kinds of activities and interactions, Mrs. Banks 

communicated that time was not an end-in-itself; it enhanced, rather than determined, 

social and pedagogic relationships. It was shown that in these, and in other ways, Mrs. 

Banks' pedagogy created structures in the classroom in which children's Aboriginality 

was implicitly realised. Her praxis was powerful because she did not specify a set of 

characteristics and then attempt to 'teach' to them. Her explicit focus was not 

Aboriginality per se, but the considerable needs of her students to learn and to behave 

well in the school; it was in attempting to achieve these things, that Mrs. Banks' praxis 

tacitly accommodated her students' social and cultural interests. 

While Mrs. Banks' pedagogy derived from a visibility and a 'transcendence' which 

differed from those of the mainstream teachers, it also effected a different kind of social 

incorporation for Aboriginal children. It has been shown that, unlike the other 

teachers, Mrs. Banks attempted to foster concerns for social welfare as well as for 

achievement in her students. This orientated the Bunjis to individual, as well as 

collective social interests, and it created a solidarity in which they came to see 
themselves in Duffy's words as 'hard workers' and, importantly, as 'nice'. It has been 

indicated that over time, the Bunjis became 'mannerly'; they generally showed respect 

and affiliation for each other, and, as has been shown in Chapter 8, their misconduct in 

the classroom and in the school ceased. At the end of the year, the staff no longer 

regarded them as 'behaviour problems'. Part of this change may be attributed to the 

satisfaction they derived from their membership in Mrs. Bank's class, for here there 

were many ways in which a child might gain status and esteem. Students were valued 

for their 'hard work', but also for qualities such as leadership, guardianship, humour, 

stoicism and empathy. 

It has been shown that in the Bunjis, the collective representations of the teacher and of 

the students came to be reconciled, and that their ultimately concordant defmitions of 

the situation were expressed in the rituals and communitas of the classroom. In this 

class, then, we may say that a 'mediated' pedagogy created an organic community for a 

group of urban Aboriginal students. 

Summary: In this chapter, the five pedagogies have been classified according to the 

model developed in Chapter 5. It has been shown that each pedagogy tended towards 

one of three ideal typeS - traditional-authoritarian, personalised-therapeutic, mediated 

and that these had particular implications for the kinds of social solidarities which were 

generated in classrooms, and for Aboriginal students' pedagogic outcomes. 
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Chapter 13 

Summary, Conclusions, and Implications 

In the previous section it was shown that each of the five pedagogies tended towards 

one of three ideal types, and that a mediated form was the most likely to effect positive 

social and academic outcomes for urban Aboriginal students. In this chapter a 

summary of the study and its limitations will be presented. This will be followed by the 

conclusions, the generalizability of these to broader social and educational settings, and 

their implications for pedagogy, for policies, and for further research. The chapter is 

concluded with a review of the Bunjis' experiences in home and at school in the years 

since I conducted the field-work. 

Summary of the Research: In this study it was intended to highlight areas of 

difficulty for urban Aboriginal students in mainstream classrooms and to identify a type 

of praxis which accommodated their particular social and pedagogic interests. It was 

shown in Sections 1 and 2 that 'traditional' pedagogies have failed to secure equitable 

outcomes for these students and that their experience of schooling continues to be 

marked by unique patterns of failure. 

The A.E.P. and mainstream praxis: In 1989 the A.E.P. ushered in a new era in 

Aboriginal education. It was intended that new policies and programmes would end 

inequities and give Aboriginal people a greater stake in education. In Chapter 2 and 

Chapter 3 it was suggested that the 'specialness' of these programmes will ultimately 

reduce their effectiveness, at least with respect to the goals of the A.E.P. They are 

subject, for example, to the vagaries of short-term and ad hoc funding and much of this, 

as has been indicated by the Reference Group overseeing the national review of 

education for Aboriginal and Torres Strait Islander people ( 1994, p. 49), 'is either 

wrongly directed or inadequate'. Ged Rouse's highly successful programme at Baxter 

was terminated, for example, when the funding 'ran out'. A major weakness of the 

A.E.P. is that it tends to construe the problems of Aboriginal education as 'solveable' 

through programmes which are added on to, rather than implicated in, the core goals 

and activities of mainstream schools. Thus Aboriginality may be celebrated in (and 

relegated to) activities which have little significance for the 'real' business of schooling, 

or of urban Aboriginal experience. It was argued, then, that the A.E.P.'s initiatives, no 

matter how well-meaning, are destined to remain outside the 'main game' which, it was 
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also argued, is played out in mainstream classes where teachers and Aboriginal students 

attempt to work together. The task of the study has been to investigate how 

misunderstandings arise between teachers and Aboriginal students in classrooms, and to 

indicate how their conflicting definitions of the situations might be reconciled. 

The problem of pedagogic 'communities' in urban Aboriginal education: It has 

been argued in the thesis that problems in urban Aboriginal education stem from the 

dissonance between teachers' and Aboriginal students' collective representations, and 

thus in a failure to achieve a particular kind of 'community', namely an organic, 

pedagogic community. Teachers no less than their Aboriginal students are predisposed 

to distinct sets of values, beliefs, and practices; their pedagogies, as proposed in 

Chapter 2, are informed by particular discourses of community in Aboriginal education 

which, in turn, arise in particular assumptions on Aborigines' social and cultural 

differences. It was proposed that, currently, there are at least three discursive 

possibilities. In ascribed pedagogic communities, teachers may acknowledge 

Aboriginal students' differences but take no account of them in their practice; in the 

neo-tribal type, teachers consider that Aborigine's cultural interests are incompatible 

with those of the school and they explicitly re-structure their praxis to accommodate 

them; in an organic pedagogic community, teachers attempt to mediate and to reconcile 

urban Aboriginal and pedagogic orthodoxies. 

The theoretical and substantive features of the organic type were derived, in the main, 

from Durkheim' s and Bernstein's structuralist theories of society and education. It was 

proposed that a mediated pedagogy would both sufficiently integrate and regulate 

Aboriginal students such that, on the one hand, it created a social environment that 

'enwrapped' them 'with real intimacy and offered [their] activity a nearer aim', and that 

on the other, it made clear to them the limits between 'the possible and the impossible' 

(Durkheim, 1987/1952, p. 374, 253). How, though, might pedagogy do this, and how 

might the kind of solidarity that is implied here be man.ifest in the classroom? These 

problematics were conceptualised in terms of a three dimensional model. It was 

assumed that pedagogies 'positively' or 'negatively' affect at least three aspects of 

Aboriginal children's identities, and in doing this, they will orientate them in particular 

ways to three primary social contexts or 'spaces'. 

First, it was asserted that pedagogies teach children what it means to be a pupil; that is, 

pedagogies orientate them in specific ways to higher levels of education, and 

ultimately, to the world of work. On this dimension, praxis essentially turns the child 

towards the future. The data presented in this study support Bernstein's theory that 

visible pedagogies are more likely than invisible ones to produce creative subjects, in 
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this instance, Aboriginal students who are socialised into powerful forms of language 

and conduct, and who will be able to manipulate these to effect social change. Yet it 

was asserted that pedagogic visibility is not, of itself, sufficient to generate Aboriginal 

students' commitments to schooling. If it was, then, since it is assumed that this type is 

predominant in mainstream education, it is unlikely that these students would continue 

to fail at school. It was noted, for example, that Mrs. Eyers' (Malin, 1989) visible and 

'wholly regulative' praxis created many difficulties for Aboriginal children because it 

failed to take account of their culture or experience. 

It was argued, then, that pedagogies have the power to shape another aspect of the 

child's identity since, explicitly or otherwise, they 'recontextualise' and represent 

Aboriginal socio-cultural interests in the classroom, and thus enable the child to realise 

and develop his or her Aboriginality in particular ways. On this second dimension, 

which was informed by Bain's ( 1979, 1992) theory of differences in Aboriginal and 

Western world views, it was proposed that pedagogies orientate Aboriginal students 

differentially to their Aboriginal traditions that are reconstituted in the everyday social 

relationships and practices of their homes and their local 'communities'. It was 

theorised that 'immanent' and 'transcendent' pedagogies derive from teachers' 

assumptions on Aboriginality as respectively, a fragile, cultural essence, or a socially 

dynamic potential. It was argued that an exemplary praxis is a mediated, 'transcendent' 

type which attempts a synergy between Aborigines' 'interactional' and the school's 

'transactional' perspectives on space and time. 1bis type enables students' 

Aboriginality to be implicitly realised in the mundane relationships, routines, and 

rituals of the classroom. 

Finally, it was proposed that pedagogies also shape the ways that children see 

themselves as 'social' subjects, or as members of non-familial, non-affinal groups. 

Teachers, implicitly or otherwise, construe the child's membership in the classroom and 

the school as contingent' on certain ways of 'thinking' and behaving; they will accept 

and foster some of the child's attitudes, qualities, and competencies, and reject others. 

In these ways, pedagogies pose various and distinctive solutions to the child's problem 

which may be stated as 'What must I do to belong to this group, in this place, at this 

time?'. The notion of 'segregative' and 'incorporative' pedagogies was derived from 

Gibson's (1984) theory of the 'structures of feeling' in educational settings. It was 

argued that in 'segregative' classrooms, pupils' status and esteem derive almost 

exclusively from their academic achievements or alternatively, from their propensities 

for spontaneity and astuteness. In these regimes, a sense of 'belonging', of competence, 

is the province of those who are willing and able to be highly individualistic. In 
contrast, 'incorporative' pedagogies create 'rich' social environments in which there are 



diffuse sources of prestige; in these regimes there will be many ways in which pupils 

who have diverse social and academic competencies may learn to 'belong' in the 

classroom and in the school. 
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To summarise, it has been proposed that when a pedagogy is visible, 'transcendent' , 

and incorporative, it is likely to create an organic pedagogic community in which urban 

Aboriginal students are related, in salutary ways, to an educational future, to an 

Aboriginal tradition, and to a 'social' present 

Limitations of the Study: The study is limited in at least three ways. First, my 

personal and professional interests and assumptions (see Chapter 6) have no doubt 

influenced the direction of the research. My experience in schools as a classroom 

teacher and as an advisor meant that I was comfortable in educational settings and well

used to observing teachers and children. This familiarity has disadvantages as well as 

advantages, for it means that phenomena which I took for granted, 'outsiders' may have 

considered problematic. I have also noted that, as a teacher, I was disconcerted by 

progressivist practices, and that my experience had, in a sense, 'predisposed' me to 

Bernstein's theories. It may be that I have taken a less than critical position in my 

reading and application of his work. Researchers and practitioners who take, for 

example, Freireian or 'resistance' perspectives on the problem of Aboriginal education 

(e.g. McTaggart, 1988, 1989; Folds, 1987) may derive quite different and very 

plausible interpretations from the data which are presented in this thesis. It could be 

argued, for example, that Mrs. Banks' pedagogy was little more than an agency of the 

dominant white culture which ultimately 'disempowered' Aboriginal children by 

'emulsifying' their cultural distinctiveness. This position may have some merit if its 

proponents were also able to explain an event which has been described in Chapter 1 1 .  

How, i t  may be asked, if Mrs. Banks' pedagogy was 'disempowering' and 

assimilationist, were her Aboriginal students able to muster the social and cultural 

resources which were needed to plan and to execute a collective act of 'renouncement' 

at the school assembly? This, it seemed to me, was the work of a group of 'creative 

subjects' .  While, as I saw it, the Bunjis' act was a singular manifestation of 

'empowerment' that was enabled through a particular kind of visible pedagogy, others 

with different theoretical perspectives, may fmd equally compelling attributions for, 

and interpretations of it. 

The second major limitation concerns the restricted scope of the pedagogic model. The 

three dimensions that have provided the framework for analysis permit insights into 

some, but by no means all, aspects of pedagogy. For example, the model does not 

allow an analysis of how pedagogies structured differential treatment for male and 
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female students. Since it is assumed that gender, no less than Aboriginality, is a critical 

aspect of students' identities, my failure to incorporate it in the model constitutes a 

serious omission. Another problem is that the model does not account for teachers' 

perspectives or for the organisational/institutional demands which severely limit what 

they are able to achieve in their classrooms. Had it included, for example, a dimension 

for teachers' psycho-social backgounds and the implications of these for pedagogy (e.g. 

Holm, 1983), the model and the analysis would have been broadened and enriched. 

Finally, limitations are imposed on a study which is conducted by one researcher. I 

have detailed these in Chapter 6, and here I shall focus on two specific areas in which, 

had I had greater resources, I might have expanded and strengthened the research 

findings. First, I have given little more than a superficial account of the middle-class 

Aboriginal students in this study. I have little understanding of how the perspectives of 

students such as Hazel who was in the Bunjis, and AG 1,  AB 1,  and AB2 who were in 

Mr. Dane's class, were shaped in the home or at school, or of how they compared with 

those of Aboriginal students from different social backgrounds. In interviews, these 

children indicated a far more transactional and instrumental approach to schooling in 

particular, and to resources in general. For example, while AG 1 and AB 1 resented the 

austerity of Mr. Dane's discipline - his classroom was 'boring' and he was 'always 

growling' - they were nevertheless orientated to learning and to doing well. They were 

also strongly goal-orientated in other areas. For example, while some of the Bunjis 

disliked sport (e.g. Gerry stated that the worst thing about mainstream classes was that 

you 'had to do fitness and sport'), and others saw it as 'play', or even 'serious play', the 

middle-class Aboriginal children stressed that they took a serious approach to sport in 

and out of school. Thus they emphasised that they 'trained' for basketball or football 

after school and on the weekends. They were also contemptuous of places such as the 

pinball parlour which the Bunjis loved. The middle-dass Aboriginal students 

dismissed this as something they would 'never do' because 'you only play games 

there', and it was a 'waste of time and money'. Data from these interviews and my 

limited observations of these children can do little more than suggest that they were 

more predisposed than were children from poorer families to the kind of discipline and 

goal-orientated behaviour that were required for success in school. 

Analysis, particularly with respect to the typicality of the mainstream teachers' 

pedagogies, would also have been enhanced if I had been able to extend the research to 

other classrooms and schools. My failure to do this was not always due to limited time 

or other resources. It has been noted in Chapter 6, for example, that Mrs. Holbom who 

taught maths to several of the Bunjis was reluctant to permit regular observations in her 

classroom. On the other hand, I did not take the time to observe Mrs. Banks when she 
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taught a mainstream class in the afternoons. This was regrettable since it meant that I 

was unable to observe what effects, if any, differences in the size and composition of a 

class had on her pedagogy. 

Conclusions: The research has shown the value of an ethnographic approach to, and a 

structuralist perspective on, the problems of urban Aboriginal education. The fmdings 

support and extend Malin's (1989) thesis that urban Aboriginal students' failure in 

school derives from social and cultural misunderstandings between them and their 

teachers. In Durkheim' s terms, the collective representations of Aboriginal students are 

not reconciled with those of their teachers; in Bernstein's ( 1970, p. 1 15) terms, there is 

a failure of reciprocal understanding: 'If the culture of the teacher is to become part of 

the consciousness of the child, then the culture of the child must flrst be in the 

consciousness of the teacher'. 

One of the tasks of the research has been to understand the principles which generate 

what is 'thinkable' for urban Aboriginal children. Qualitative data and analysis have 

provided a sense of the invisible structures which shape their experience in the home. It 

was shown, for example, how urban Aborigines' poverty and their perceptions of 

pervasive racism, constrained the social and cultural activities of their families and their 

relationships with non-Aborigines. Thus Bessie Timms walked 'Up Top' instead of 

catching the bus because she felt that people stared at her, and she was 'shamed' when 

she had to buy the cheapest brands of food. Poverty constrained her relationships with 

relatives and friends, for she had learned to be 'mean' with her money and her food. 

Poverty, and real or imagined racism, maintained these urban Aboriginal people in a 

double bind, for they made dignity and respect essential to Aboriginal well-being while 

also making them, in most respects, unattainable. It was also indicated that in socially 

disadvantaged urban Aboriginal families, roles and statuses were ascribed, social 

relationships between members were 'positional', and children's autonomy was 

balanced by a network of relatively inflexible social obligations. These fmdings 

support those of other researchers in the fleld such as Eckermann (1988) and Malin 

(1989). 

The other main task of the research was to investigate how the disciplinary interests and 

structures of urban Aboriginal homes were mediated in classrooms. It was shown that a 

personalised-therapeutic pedagogy, transmitted through an invisible control. created 

ambiguities for Aboriginal students and resulted in poor pedagogic outcomes. This 
pedagogy tended to reproduce, rather than to alleviate, structural disadvantages and 

inequalities. The fmdings in the Tigers support Veel's (199la) claim that urban 

Aboriginal students 'stand to gain very little from [invisible] pedagogies' (p. 36), and 
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they give credence to his concern that pedagogies which only 'recognise',  'accept' and 

'celebrate' culru.ral differences are likely to result, albeit unintentionally, in a 

particularly disabling form of assimilation (p. 149). 

It was shown that there were also problems for Aboriginal students in a traditional

authoritarian approach. Difficulties derived primarily from teachers' assumptions that 

Aboriginal children were not different from others, and that they would understand the 

reasons for, and thus accept, an austere discipline. While the 'positional' relationships 

of these visible pedagogies were broadly homologous with those of Aboriginal 

children's homes, and thus more likely to be understood than the personalised 

relationships of an invisible pedagogy, it was shown that these explict hierarchical 

relationships were not sufficient, of themselves, to induce commitment in students. 

Conflicts between teachers and Aboriginal students were generated by the overly 'tight' 

relationships between the instructional and regulative discourses of the classroom. 

When teachers failed to make clear to Aboriginal students the links between being 

controlled and learning, and to permit them reasonable periods of adjustment, teachers 

created fertile grounds for conflict and/or for 'ritual' learning and behaviour (Christie, 

1984, 357; 1985, pp. 46-9). It is in this area that the study makes an original 

contribution to the field, for in comparing the pedagogic visibility of the mainstream 

teachers with that of Mrs. Banks, it is suggested that there are different kinds or levels 

of explicitness, and that these have significance for urban Aboriginal students' learning 

and conduct. 

It was shown that the effectiveness of Mrs. Banks' pedagogy derived primarily from the 

coherence between its regulative and instructional imperatives, and from the ways that 

it construed Aboriginal social interests as intrinsic to these. For the Bunjis, Mrs. 

Banks' discipline was not arbitrary, and her punishments were not gratuitous. The 

Bunjis were socialised as surely as were the students in the other four classes, yet this 

socialisation was, as has been indicated in the Bunjis' pedagogic outcomes, socially and 

pedagogically compelling. It is hoped that Mrs. Banks' praxis which has been the focus 

of this study, will provide a much-needed exemplar in urban Aboriginal education and 

contribute to the cross-cultural literature. 

Generalizability: In light of the limitations of the study noted above, claims for 

generalizability of the fmdings in three key areas - Aboriginal socialisation practices, 

exemplary praxis, and the pedagogic model - are necessarily cautious. 

Urban Aboriginal socialisation practices: The claims made in this study with respect 

to the distinctiveness of urban Aboriginal socialisation (e.g. 'positional' relationships, 
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children's autonomy constrained by social obligations, and the importance of children's 

peer groups) are strengthened in two ways. First, when I have discussed the flndings in 

this area with Aboriginal acquaintances and colleagues in formal and informal settings. 

they have been generally well-received. For example, I presented my fmdings on urban 

Aboriginal families to a group of Aboriginal teaching assistants, and at a seminar which 

was attended by several Aboriginal people who worked in education and in related 

fields. While an Aboriginal social worker properly stressed the need for research into 

the ways that social class affects socialisation practices, she, like the other Aborigines, 

expressed agreement with the findings. Generalizability was also enhanced by the 

consonance of the fmdings with those of other studies of urban/rural Aboriginal 

families in other states of Australia (Malin, 1989; Barwick, 1988; Birdsall, 1988; 

Eckermann, 1977, 1988). 

'Abidingness' and exemplary cross-cultural pedagogies: Mrs. Banks' 'abidingness', 

which was defmed operationally as pedagogic regulation which is transmitted and 

realised through principles rather than rules, has been noted as a central feature of her 

practice. The proposition that it may be an essential characteristic of an effective urban 

Aboriginal praxis is supported by Holm's (1983) study of differences in Aboriginal and 

non-Aboriginal teachers' teaching styles, and by Malin's ( 1989, p. 519-52) analysis of 

Mrs. Barker's pedagogy. It is also supported by the work of other researchers who 

have, explicitly or otherwise, indicated that 'abidingness' is a feature of exemplary 

cross-cultural practitioners (Bryk et al., 1993; Edelsky et al., 1983; Kleinfeld, 1979). 

The pedagogic model and urban Aboriginal praxis: The model which has been 

presented in this thesis has received pleasing support from a number of personnel in the 

education department, particularly from educators who have specific interests in urban 

Aboriginal education. For example, I have shown the model to a Senior Education 

Officer in Special Education, and to a principal and assistant principal, all of whom 

have had a long experience in urban Aboriginal education and who are currently 

responsible for devising, implementing and evaluating programmes for Aboriginal 

children and parents. They all stated that the model provided a new way of thinking 

about the problems of educating Aboriginal children, and they considered that it had 

important implications and applications for their work-places. The principal, who has 

an unusually large number of Aboriginal students in his school, asked if he might use 

the model to develop guidelines for praxis. It is pleasing that, to date, the model has 

been received 'positively' by practitioners and that they consider that it has value for 

educational practices and policies; however, its generalizability is dependent on further 

critiques by other, and more diverse groups of educationists. 



Implications of the Study and Recommendations: In this section I will discuss the 

implications of the fmdings for urban Aboriginal praxis, for policies in schools and in 

Aboriginal education, for teachers' training, and for further research. 
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Implications for pedagogy: In this study there are three areas - teachers' assumptions. 

the importance of core academic subjects, and instruction - which have been 

highlighted as particular concerns for pedagogues. 

Teachers' Assumptions: It is likely that Aboriginal children who are taught a carefully 

structured and rigorous academic programme, and who are introduced 'gently' and 

sensitively to the discipline of the school, will, like other children, succeed. Teachers 

can be sure that their success will be be important to them and to their parents. and that 

it will enhance children's self-esteem, if this is an area of concern to teachers. It may 

be unhelpful and possibly erroneous for teachers to assume that Aboriginal children 

suffer from low self-esteem and/or have an uncertain sense of their Aboriginality (see 

Dudgeon and Oxenha.m, 1990). It is a particular concern that teachers' preoccupations 

with these matters may lead to 'soft' teaching programmes which will ultimately 

disadvantage these students. 

Focus on Core Academic Subjects: The Reference Group overseeing the national 

review of education for Aboriginal and Torres Strait Islander people (1994, p. 33) re

iterates Freeland's (n.d.) view that 'literacy in the dominant culture is a prerequisite for 

more equitable education and employment outcomes for disadvantaged young people' ;  

it also stresses that lack of proficiency in Standard English is ' a  fundamental barrier to 

Aboriginal and Torres Strait Islander peoples' participation in education' (p. 33). The 

importance of strong teaching programmes in literacy and other core academic areas for 

Aboriginal students has been stressed throughout this thesis. Those who dismiss this as 

a conservative 'back to the basics' for Aboriginal students might consider that many 

urban Aboriginal children have not been taught 'the basics' in the first place, and that 

without these they will not be able, academically speaking, to 'fly'. Aboriginal children 

such as the Bunjis and the Tigers who were significantly below standard in core 

subjects, and particularly literacy, are increasingly disadvantaged as they continue in 

schooling. For them and other children, literacy and numeracy are 'basic' concerns, 

and indeed, 'basic' rights. While there are increasing pressures on teachers in primary 

schools to teach a curriculum which is overloaded with non-academic subjects, and 

when many Aboriginal children tend to be poor attenders, teachers may have to make 

some strong choices. My recommendation in this area follows that of Mcinerney 

(1988, p. 9) who states that: 
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Aboriginal children [for the forseeable future] should receive more Maths and English training than 
tba1 presaibed in the school curriculum, and which might even be a1 the expense of other curriculum 
areas that perhaps are less important in determining whether the child is successful and continues with 
school. 

Teachers may be able, as Mrs. Banks was, to devote greater time and effort to literacy 

and other key areas, and in this matter there are two recommendations. Firstly, teachers 

may examine the emphasis they place on sport for Aboriginal students. When teachers 

see that some of these children like, and even excel at sport (although it is stressed that 

this is by no means a universal predilection), they may be disposed to focus on this in 

order that students might experience some success in school, and perhaps even 

establish a foundation for a career in sport. The myths of egalitarianism, racial 

integration, and equal opportunity which feed the Australian sporting culture tend to 

disadvantage Aborigines more than other groups, and successful careers in sport are 

limited to a few exceptional Aborigines (see McKay, 1991, pp. 1 12-3; Stoddart, 1986, 

pp. 158-72). It would seem important, then, for teachers to focus on students' academic 

rather than sporting interests, even if this means that the latter are relegated to after

school activities. 

The second recommendation concerns silent reading which has become 

institutionalised in primary schools, and which takes, minimally, one and a half hours 

from other programmes. While silent reading provides harrassed primary school 

teachers with all too rare 'non-contact' time, they might re-consider its value for 

Aboriginal children who tend to be poor readers and for whom the rules of silent 

reading may be socially and culturally 'strange'.  It may be that teachers can, in 

conjunction with others, organise separate reading instruction, or story-telling sessions 

for the poorer readers during some of these periods (see Christie, 1985, Ch. 8 for some 

suggestions for reading activities for Aboriginal students). 

An Authoritative, Structured, and Incremental Teaching Approach: It is important 

that as teachers, we reflect not only on what we teach but also on how we teach. It is 

recommended that teachers of Aboriginal students take an authoritative and deliberate 

approach to teaching and to learning, and that in core academic areas the students have 

little autonomy or choice. This does not mean that teachers need lack warmth or 

understanding for their students, but it does mean that they will limit personalised 

relationships in the classroom. Some of the prevailing wisdom in Aboriginal education 

stresses that students must like their teachers; I submit that respect between teacher 

and students is more socially and pedagogically powerful, particularly since this has 

been shown to be highly valued in urban Aboriginal homes. Teachers' 



authoritativeness derives essentially from two aspects of pedagogy - how they 

discipline and how they teach. 
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In matters of discipline, it is important to make a few clear and 'reasonable' rules for 

conduct in the classroom and to ensure that Aboriginal children know how their 

obedience to them enhances the conditions for teaching and learning. When teachers 

reprimand, it is important that they do this sensitively and fairly and in such a way that 

children know how their misbehaviour has disrupted their own or others' learning. 

Here teachers tread a fme line between authoritativeness and authoritarianism. While 

Aboriginal parents stress that teachers need to be 'finn' with their children, they are 

also quick to sense teachers' unfairness or 'picks'. They tend not to respect teachers 

who shout at, or physically punish students since, in their view, teachers, like parents, 

are responsible for 'growing the child up' with dignity and with respect (see interview 

Bessie Timms, B). Apart from this, shouting may be one of the most ineffective and 

limited methods of classroom control for it indicates to students that the teacher has 

'lost the game' and it leaves teachers with few options other than to shout more loudly 

or for longer periods. 

In the matter of instruction, it has been shown that deliberate and incremental teaching 

which is supported by regular evaluation can be effective for Aboriginal students. 

Students need to see that what they are about to learn 'flts' with what they have already 

learnt, and with what they will learn in the future. The importance of this sense of 

learning as a reiterative and sequential process has been stressed in Chapter 9. It is 

recommended that teachers consistently use 'structuring behaviours' and create 

cognitive templates for children by, among other things, previewing, reviewing, 

outlining, and summarising material (Anderson and Burns, 1989, p. 349; Rosenshine 

and Stevens, 1986, p. 377). It is particularly important to use these with the less able 

students and to encourage their participation by using diverse questioning techniques 

such as direct and 'broadcast' questions as well as 'turns' (see Chapter 8). It is essential 

that teachers regularly evaluate children's work, and that they give corrective oral and 

written feedback. Aboriginal children need to know why, specillcally, a piece of work 

is 'good' or 'unsatisfactory', and how it can be improved. In this it is assumed that 

teachers will pace their lessons so that Aboriginal children are able to finish a piece of 

work, and that they will impress on those children who might be careless with their 

possessions and their work, the importance of a finished product as constituting 'hard' 

evidence of their learning. Mrs. Banks, in the words of one Aboriginal parent, 'trained' 

her students to treat their work with care and to put it away 'safely' (see interview with 

Sally Thomas, B4; Chapter 9; C2: 148-9, 494, 491,  505-7). In these and in other 

ways she communicated to children the 'sacredness' of work and of learning. It is also 



important that teachers be mindful of the possibly deleterious effects of pervasive 

competitive activities on Aboriginal students' participation and learning. It is 

recommended that they be used sparingly, and primarily as a means for students to 

demonstrate skills and knowledge which have already been soundly taught. 
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Implicatiom for policies in schools: With respect to schools' policies, there are four 

areas which may be of interest to staff; they pertain to the relationship between 

Aboriginal people and the school, the need for organisational 'stability' for Aboriginal 

students, and the suitability of age-grade placements and of Aboriginal classes. 

Aboriginal Staff and Parents in the School: Some of the Aboriginal people in this 

study stated that they felt 'strange' and 'nervous' when they went to schools, 

particularly when they went to visit or to work there for the ftrst time. Helen, the 

AS.S.P.A. co-ordinator at Baxter, felt 'brave' when she finally asked the principal for a 

cupboard to store materials (see B2). It is important that staff take time to welcome 

Aboriginal people to their school and to ensure that they are aware of, and have access 

to its facilities. Staff and other personnel in the Education Department might also 

acknowledge the unique contributions that some Aborigines make to their schools. 

Mary Blake (the teaching assistant at Dalton) and Ged Rouse (part-time art teacher at 

Baxter) had a unique knowledge of Aboriginal business in and around their schools, 

and their dedication to the care and education of all students went far beyond what was 

required of them in their official duty statements. This frequently disadvantaged them 

financially and in other ways. Mary Blake had worked at Dalton for over twelve years. 

Although she lived over 65 kilometres from the school, she would not move to a school 

nearer her home because she considered that she owed loyalty to the staff and to the 

students of Dalton. Ged Rouse took children for sport and for bush-tucker lessons after 

school and on the weekends, and, like Mary Blake, he was the chief organiser of the 

school's N.A.lD.O.C week celebrations. It is important that the contributions which 

they and other Aboriginal personnel make to their schools, and whose 'value' is not 

reflected in their low formal status and wages, are acknowledged by teaching staff, 

parents, and by the Education Department (see below). 

The Importance of 'Settkd' Environments for Aborigilull Students: The daily 

routines of many Aboriginal students are disrupted by shifts from one class and teacher 

to another (e.g. to E.S.L., to Special Education, and to Language units). In the Bunjis 

this peripateticism was exacerbated by moves to mainstream classes in the afternoons. 

Aboriginal parents and students indicated that these kinds of disruptions were 

disorientating. Howard, who had been enrolled in a variety of programmes before he 



came to the Bunjis in fourth tenn, stressed that the best thing about being in this class 

was a sense of stability: 
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Howard: It's good in the Bunjis cos in my last school you only bad a bit of time in yoW" class and then 
you bad to go into other classes like the Special Unit. But bere we come in the morning and we stay 
here. Slay in one place. 
Pupils: Yes (Ml l(A): 106). 

While special classes offer Aboriginal children intensive instruction in particular areas 

of learning, schools might examine the number of classes which children attend in a 

week and attempt, where possible, to keep these to a minimum, particularly in cases 

where the 'home' teacher is able to cater effectively for children's special needs. 

Age-Grade Pltu:ements: Schools now tend to process students through grades 

regardless of their social or academic competencies. 1bis disadvantages Aboriginal 

children who, due to absenteeism or other reasons, may be significantly below the 

standards required for success in a particular grade and who would benefit by repeating 

a year. When Mrs. Banks asked the principal if two of her students could repeat a grade 

in order to consolidate their learning, he argued that for 'social reasons' the students 

could not be kept back. As has been shown in this study, Aboriginal children are 

possibly the least likely of any group to feel 'shamed' when placed with younger 

classmates; indeed, age-heterogeneous classes offer older Aboriginal children unique 

opportunities for status and prestige. Automatic processing disadvantages some 

Aboriginal students academically, and it may have more insidious implications for their 

perceptions of schooling when they see that promotion is not a rite of passage which is 

dependent on their academic and social achievements. There was a certain poignancy 

in the Bunjis' assumptions that Mrs. Banks had 'taught us so that we could go into the 

next grade' , and that by 'working hard' they had earned the right to a higher grade, 

since they would have been promoted regardless of their achievements. While urban 

Aboriginal families may be the least able to 'afford' extended schooling for their 

children (see 'postcript' below), schools might seriously consider, in consultation with 

parents, the academic and social benefits, as well as the disadvantages, of 'repeating' 

some children. 

Policies on strict age-differentiation in the playground might also be mediated for 

Aboriginal students. While some teachers consider it 'strange' that older Aboriginal 

children spend play times caring for, and playing with, younger ones, these children 

consider that teachers' demands to 'play in your own area' and 'to play with children 

your own age' are also strange. Schools which are sensitive to the diverse social 

responsibilities which are incumbent on older Aboriginal children in their families and 



elsewhere, might value these and seek to foster them in other children by relaxing or 

mediating the rules of the playground. 
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Aboriginal Classes: Although there were positive outcomes in the Bunjis, it is not 

recommended that schools seek to establish Aboriginal classes. Teachers and parents in 

both schools were equivocal about, and in some cases, strongly opposed to, special 

classes for Aboriginal students. The principal of Baxter was properly concerned that 

the Bunjis would be perceived and used as a 'dumping ground' for children whom 

mainstream teachers considered to be too difficult to teach. It has been shown that 

some teachers in Baxter and Dalton did view the Aboriginal classes in this way. 

Aboriginal parents were also very wary of programmes which separated their children 

from others. They wanted them to be taught 'properly' in mainstream classes and to 

have the same chances and opportunities as other children. Instead of concentrating 

Aboriginal children in one class, ·or, alternatively, of assigning them in small numbers 

throughout the school, it may be possible for schools to organise greater numbers of 

Aboriginal children of varying academic abilities in several composite-grade 

mainstream classes and to assign some of their 'best' teachers' to these classes. 

Implications Cor policies in Aboriginal education: A.E.P. programmes have been 

established for almost five years. While the Reference Group overseeing the national 

review of education for Aboriginal and Torres Strait Islander people (1994) states that 

the A.E.P. 'is having a significant and positive effect' (p. 6), it nevertheless stresses that 

'in 1994, Aboriginal peoples and Torres Strait Islanders continue to be the most 

educationally disadvantaged groups in Australia' (p. 2). While A.E.P. programmes 

such as Homework Centres and A.S.S.P.A. Committees do give Aboriginal people a 

greater stake in their schools, the extent to which they change Aboriginal students' and 

parents' relationships to schooling remains to be seen. They seem to have done little, to 

date, to redress structural inequities; this has been a major concern for the Reference 

Group ( 1994, p. 14) which points out that '[w]hile the total number of people employed 

in the education industry has increased, Aboriginal and Torres Strait Islander people 

predominantly occupy short-term [rather than permanent] and junior positions'. 

The continuing structural disadvantage which this implies may be noted in Bessie 

Timms' ,  Mary Blake's and Ged Rouse's experiences of employment. While Bessie 

Timms' wages from the Baxter Homework Centre (6-8 hours per week) supplemented 

her pension, her employment did not involve any formal education or training which 

may have improved her and other women's  chances for higher-status or permanent 

employment elsewhere. Aboriginal people who were employed in such programmes 

frequently had insufficient skills (e.g. budgeting, bookkeeping, report-writing, and in 



some cases basic literacy and numeracy) to enable them to work confidently and 

competently in their new positions. Nor were provisions made for them to learn these 

skills. This is a major concern for Aboriginal groups involved in A.E.P. programmes 

(Peppi Regional Groups' Report, 1993). At Dalton, Mary Blake and the principal 

organised a literacy programme for the Aboriginal women who worked at the school: 

however, in other schools where there are less sensitive and less committed staff. the 

problems which face Aboriginal workers, and which limit the effectiveness of their 

programmes, may not be addressed or even recognised. 
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While the A.E.P.' s initiatives offer limited employment to Aborigines such as Bessie 

Timms, they have done little to further the aspirations of people such as Mary Blake 

and Ged Rouse. Ged Rouse was employed part-time at Baxter in year B and year C 

until the school's submission to retain his programme was unsuccessful. Like Mary 

Blake he wanted to enrol in a teacher-training course, but, since he was the sole 

provider for his young family, he was unable to pursue this, and he left Darwin to seek 

employment in the south. In Mary Blake's case, her commitment to her work at 

Dalton, the exigencies of travel (over 130 kms a day), and economic stringencies. 

continue to pose formidable barriers to her aspirations to become a teacher. 

Implications for teacher-training: Some writers properly consider that teachers have 

a non- or even anti-theoretical perspective on their work in particular and on the social 

world in general (Frankel, 1992, p. 300; Woods, 1986, pp. 1-2; Sarup, 1984, p. 2 1 ;  

Grace, 1978, p. 16). The problem here would seem to derive, not from teachers' 

inadequacies, but rather from a system which overloads them in the work-place and 

which tends to obscure the many ways in which they, and many of their students, are 

disadvantaged. Teachers' training is generally piecemeal, socially conservative, and 

practically-orientated. The last does not always concern the skills which teachers need 

to teach children to be literate and numerate. When I left teachers' college and was 

assigned to a class of thirty five-year olds I could teach them needlework, physical 

education and the recorder but I had not been taught how to teach them to read. 

Admittedly, I was trained over twenty-five years ago and much has, supposedly, 

changed; however, I observe the skills of three of the teachers in this study, all of 

whom were trained within the last ten years, with the same dismay with which I 

retrospectively view my own. 

If our training often fails to teach us how to teach, it also, perhaps more importantly. 

fails to instil in us an interest in, and a knowledge of, how the social world 'works' (or 

at least of the variety of theories which are purported to explain how it 'works'). We 

are not 'disciplined' in the ways that other 'professionals' are. I entered a Masters and 
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a doctoral programme with a scant knowledge of social theory and an even more 

limited understanding of methodology. I would argue that my experience is not 

unusual and I watch, again with dismay, as other teachers struggle to gain the skills and 

understandings which are necessary to complete higher degrees. Policies such as the 

A.E.P. suggest that 'sensitive' teachers are 'out there' waiting to be 'activated'. I 

would suggest instead that many teachers are 'desensitized', not only by the increasing 

day-to-day complexities and pressures of our work, but also by a training which fails to 

discipline us into a rigorous social-scientific perspective on the social world, and on the 

part that we play in it The 'sensitivity' of which the A.E.P. speaks is surely contingent 

on teachers' theoretical and practical understandings of how social experience is 

structured and constructed - how, for example, power, prestige and status are allocated 

differentially according to social class, race, ethnicity and gender. Thus while it is 
important that teachers learn about the diverse social and cultural interests of 

Aboriginal people in Aboriginal Studies and Cultural Studies courses, it is important 

that these are taught in conjunction with, or even as components of, broad sociologies, 

anthropologies or social psychologies, and that these begin in the first year of training 

and that they are not optional. 

Implications for further research: There is a great need for theoretically and 

methodologically rigorous research into urban Aboriginal schooling. While further 

ethnographic studies are essential, there is also a need for large-scale quantitative 

research, and for studies which employ both methods (e.g. Mcinerney, 1988). This 

study has highlighted several specific areas where evaluative and/or comparative 

research may lead to greater understanding of, and improvements in urban Aboriginal 

schooling. There is an urgent need for studies to evaluate the impact of the A.E.P. and 

its programmes on Aboriginal disadvantage. How, and to what extent do they permit 

spaces for Aboriginal social and pedagogic interests in the school, and how do they 

alter parents' and students' relationships to the school? Have Homework Centres, for 

example, affected pedagogic outcomes for Aboriginal students, and what impact do 

they have on the domestic arrangements of families, particularly socially disadvantaged 

ones? The ways that social class affects Aboriginal children's experience in the home, 

the school and elsewhere also merits greater attention than has been possible in this 

study. It is hoped that other researchers will focus on the ways, in particular, that 

poverty impinges on the social and cultural values of families, and on the effects of 

policies such as the AE.P. to create greater equity for this group. 

Two issues which may be influenced by social class and which merit investigative and 

comparative studies are the high rates of Aboriginal absenteeism and the transition to 

high school which Aboriginal students such as Albert and Ada, found troublesome (see 
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interview with Albert's parents, B3). Comparative studies of Aboriginal and other 

teachers' practices in mainstream classes would contribute much-needed data on urban 

Aborigines' pedagogies and on possible differences (e.g. in social organisation and 

communicative and participative structures of the classroom) which might influence 

students' participation and learning. Is 'abidingness',  for example, as Holm's ( 1983) 

and this study suggest, a feature of Aboriginal and exemplary non-Aboriginal 

pedagogies? If so, how may it be defmed more precisely, and its effects on Aboriginal 

students' learning and conduct be evaluated more rigorously than has been attempted in 
either Holm's or my own work? 

There is also a need for researchers to investigate V eel's ( 1991 a) claims for the 

effectiveness of 'genre pedagogies' for urban Aboriginal students, claims which have 

been supported by data from this study. To my knowledge, Veel is the only other 

empirical researcher to apply Bernstein's theory of visible/invisible pedagogies to the 
problems of urban Aboriginal education in general, and to Aboriginal literacy in 

particular. Bernstein's work has a great deal to offer researchers in this field; I would 

encourage others to investigate instiwtionalised practices such as silent reading from a 

Bemsteinian perspective, and to present rigorous theoretical and empirical critiques of 

my own and Veel's studies. 

The pedagogic model presented in this thesis offers researchers a complete or partial 

framework for further investigations of urban Aboriginal schooling. While its 

usefulness as a whole to other researchers, and its applicability to larger and more 

diverse populations and contexts will need to be evaluated by others, each of its three 

dimensions would seem to offer possibilities for further research. The importance of 

other studies of the effectiveness of visible and invisible pedagogies in Aboriginal 

education has already been mentioned. The 'transcendent/immanent' dimension 

permits researchers to analyse how pedagogies based on different assumptions of 

Aboriginality, create various possibilities for its realisation in the relationships and 

·activities of the classroom. This is a complex and no doubt contentious area of 

educational research which has, to date, been largely neglected (although see Malin, 

1989). The 'incorporative/segregative' dimension also addresses a critical and largely 

neglected aspect of classroom life, namely the sociology of the class as a social group 

which is situated in, but not necessarily tightly coupled to, another social group - the 

school. 

Postcript on the Bunjis: All the Bunjis whom I have been able to trace are currently 

(Aug. 1995) in some form of schooling and are generally doing well. This is perhaps a 

tribute to their, and their parents' stoicism, for, since my field-work, most of their 



families have been severely disrupted by troubles of some kind. In six families, for 

example, parents have separated, and children temporarily or permanently re-located. 
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Hazel left Baxter with her family in the middle of year B and she has attended a private 

school since that time. According to her mother she is doing well in high school and 

plans to continue with higher education. Albert, and eventually his mother, returned to 

their remote community where Albert began an apprenticeship in motor mechanics. 

They contact Mrs. Banks when they visit Darwin. Albert phoned her recently to tell her 

of the birth of his son. He has almost completed his apprenticeship and, by all 

accounts, he has become the 'good man' that he had frequently claimed to be when he 

was in Mrs. Banks' class. Most of the other students attend the public high school 

where Mrs. Banks went after she left Baxter. Ada had an unsteady flfSt year in high 

school but she has passed her Junior High School Certificate and is currently 

completing year eleven. Her brother, Gerry, is in year nine and attends the high 

school's Special Education Unit for English and Maths. Their widowed father was 

badly injured when he was working out bush. He is now confined to a wheelchair at 

home where, according to Mrs. Banks, who has maintained contact with the family, his 

children 'do a superb job of looking after their father and the home'. The economic and 

domestic strains on this family will, no doubt, affect Ada's and Gerry's schooling and, 

in particular, the likelihood of Ada's completing high school and continuing in 

education. 

Duffy is doing well in year ten. He has been particularly successful in English in which 

he has consistently received grades of B and over. Changes in his family may also 

mean that he will not complete high school. He and his two brothers now live with 

their uncle in a large, strictly regimented, and economically austere household. 

According to Mrs. Banks who also knows this family well, it is likely that Duffy's 

uncle will soon require him to leave school to take up work to help support the family. 

Kate withdrew from high school for a year to care for her grandmother and she is 

currently repeating year nine. Her family has recently been subject to further domestic 

troubles and while she continues to be an irregular attender, she says that she is serious 

about finishing high school and doing well there. Dante is also in year nine and he is 

also a poor attender. This may be due in part to another infant in the family for whom 

Dante assumes a great deal of responsibility. Mrs. Banks organised a reading tutorial 

programme in which high school teachers volunteered to teach 'problem' readers in 

their spare time. Dante was one of the students who benefited from this programme. 

Mrs. Banks recently invited me and her ex-students to lunch at her home. I had not 

seen the Bunjis for several years; they were no longer children but young adults. They 
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laughed at themselves as they watched my 'old' videos of their class, and they spoke 

with obvious pleasure of their classmates - Leon, Chas, Albert and Thea - with whom 

they had lost contact. They had a seriousness which was new to me and a 

solicitousness with Mrs. Banks which I had also not seen before. While Mrs. Banks' 

swimming pool and billiard table were obvious attractions for these young people. they 

frequently came to ask Mrs. Banks if they could help her to prepare the lunch and 

sometimes they helped her without asking at all. Duffy and Gerry cooked the barbecue 

and brought it to the table and the others cut up bread and fruit and prepared the table. 

At the end of the meal they all cleared the table, washed and dried the dishes and 

cleared the areas which they had used in Mrs. Banks' house. They did this without 

asking her if she needed, or would like their help, and it was notable that despite their 

'advanced' ages and sophistication, they still addressed Mrs. Banks as 'Miss', with 

respect. 
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Appendix Al 

Interview Mr. Irving (1), Principal of Baxter Primary School 
4/12/B 

R: What are your impressions of Janet [Banks] as a teacher, particularly of Aboriginal students? 
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1: Very good. She gets more out of Aboriginal students than I think I could get She has the patience 
that I don't have and I think she's done a very good job with them. 

R: Do you think patience is an important attribute for a teacher, particularly of Aboriginal kids? 

I: Patience is important for all kids but patience without a knowledge of the background of your 
children would not be as successful as it's been this year. She's got both the patience and the 
knowledge and that allows ber to be firm in her handling of the kids while allowing her to be patient of 
their particular classroom behaviours, such as not always sitting still, not always paying attention, not 
always putting their bands on their beads. She understands that they can be mobile and still paying 
attention. 

R: The knowledge that you're talking about - of the processes of teaching and learning as well as 
Aboriginal cultural knowledge - do you see both these kinds of knowledge as important then? 

I: Yes. I'm not questioning her educational knowledge. She's quite clearly good at that and I think 
it's her cultural knowledge that bas made it work so well. 

R: Do you see her as a resource person for the slaff? 

1: She bas been a resource person for the staff in a number of ways. She introduced Ged Rouse into 
the school for example, and that's been a great success. And she's maintained liaison between the 
A.S.S.P.A. group and the school. Again her patience comes in there. I for one don't like coming to a 
meeting due to start 31 8:30 and find myself still sitting around at 10 to 9. She Wlderstands that and is 
willing to give that commitment She's been able to keep the staff informed of what's going on in 
that area as regards ber own (pupils) and of the needs of Aboriginal cbildren in the school and of the 
A.S.S.P.A. group in particular 

R: Do you also see her as a resource person for staff who are having problems with their Aboriginal 
students? For example, I have beard several teachers asking her for assistance. Do you see that sort of 
networicing going on? 

1: I personally haven't seen it because obviously there's a lot that teachers would go to her about and I 
wouldn't bear about it But I can well imagine that happening. There's one negative side to that. 
There's also a number of teachers who shall remain anonymous who don't so much want to discuss 
approaches but want to get rid of the student and they don't see her [Banks) as a resource for help but as 
a resource for dumping, and that's bad to be resisted. One thing that was decided when this class was 
set up was that no one could be put into Bunjis without discussions with myself and Janet. 

R: Do you feel that ber having this class has made for a better rapport between some Aboriginal 
parents and the school generally? 

I: It bas made for a better rapport with some parents. Remember that we have only 15 or 16 
Aboriginal children in that group when they're all here. There's a couple of others who are whlte and 
most of those appear interested and supportive but there are 80 Aboriginal students in this school and 
one bas to ask about the other 60 odd who seem to have fitted in reasonably well without any particular 
help. There's been no particular increase in direct liaison between me and those parents of eilher 
group, the Bunjis or the others [in mainstream classes) and I haven't noticed any particularly large 
turnout of parents to A.S.S.P.A. meetings. So I think they have as much trouble as the rest of us 
getting their people interested. 

R: ... At the start of the year you said to me that you were - maybe 'philosophically opposed' to this 
sort of group [the Bunjis) is too strong a statement - but you siad that this was a group that was set up 



before you came here. Now, at the end of the year ... what are your thoughts, retrospectively, about 
this? 
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1: I am philosophically opposed to this sort of group. I still see that the people for one reason or 
another have moved into this commwlity. Right? Its not for me to determine why they have moved 
here. It's an urban community with urban expectations. They happen to be Aboriginal but there's also 
white, Europeans. central Europeans, there's also urn Pbilipinos and Viemamese or whatever. Now 
they're all here and the school bas a number of mechanisms it can set up to individualise instruction 
but when you reach a certain point there's only so far you can go. Sixty of our eighty Aboriginal 
students are mainstteaming, right? They are coping to the best of their ability. For example in the 
year 5 this year, the year 5 standardised testing, the top scoring girls in year 5 tests, 3 of the 5 top girls 
were Aboriginal descent Right? Not so the boys. None of the top 9 appear to have any Aboriginal 
component The year 5 Aboriginal boys in the Bunjis didn't even attempt it No. That's a lie. Two 
of them attempted the test but they didn't score. Now it seems to me that these dozen or so, upwards 
of 17, are going to have to cope eventually, either in high school for those in year 7 now or next year 
when we don't have staff to run a Bunjis group. Sometime they're going to come up against it and the 
teacbe� will continue to do what they can do. So while I'm a full supporter of meeting as far as 
practicable the needs of individual srudents, I don't believe in segregating them by race, colour, ethnic 
background, or whatever. They've got to just survive because that's what the world's about 

R: True ... survival is important but perhaps something, like pleasure in school, along with it? 
notice that the Bunjis seem very keen to come to school most of the time? 

1: Yes, but one wonders if they would have felt the same had they been in a mainstream class. It's 
not so much, I suspect, the cultural composition of the class but what's going on in the individual 
classroom. If you have a teacher who is conspicuously anti-black or anti-Timorese or anti-girls or anti
school as some of them are, then, or if the teacher is just no good, then things are going to be -. But if 
you have an enthusiastic, keen, diverse thinking teacher then kids will fit in whatever they are ... The 
teacher is critical and an unsympathetic or an unprepared or unwilling teacher can turn even the most 
sta.ndardized, middle class, mainstream class into a disaster area .. Just necessarily being in a special 
class like Bunjis does not solve in-grown problems. We have bad at least one of her students this year 
[Victor] go to Smith House (juvenile detention centre]. He's been suspended on 3 separate occasions. 
We have another [enrolled] in her group who categorically refuses to come to school. His mother can't 
get him to come, his father's dead. his uncle's got no influence and this kid runs round town breaking 
into houses and so forth. We have another kid in that group [Howard] who seems to be involved in a 
gang of car stealing individuals. Right? Even the most sympathetic teacher in a specially set up group 
- the school's influence over the societal, cultural, community influences - we can not succeed . .. 

The irrelevance that some of these kids feel towards school in their lives doesn't always start in the 
upper primary grades, can start at a very early age. The kids I've been talking about are of course in 6n 
area but we have kids in school, not from the Bunjis, for whom school at age 6 or 7 is irrelevant and 
obviously there you see home influences coming into play and you wonder what the parents are saying 
about school and about teachers at home. You wonder what support there is in the home for school 
generally; are there any books around, any support given to homework programmes? Its not just the 
school. The school can't overcome everything ... 

We started up this unit theoretically because they were having difficulty fitting into the urban culture 
and the implication is that they've only recently come to the urban setting. Now if they have, then 
where have they come from? If they've come recently from Aboriginal communities, if we are fmding 
that a large number of upper primary children in particular but not always. male, opting out of the 
system, then what does it say for the values and the valuing of education and the control that are in 
operation oo Aboriginal communities? You will have noticed correspondence recently in the paper 
about secondary principals and police identifying uhh ... l'll use the term 'half-<:aste'. I don't want to get 
involved in that debate, half caste girls being an area of particular concern to those parties and you 
would have noticed sundry letters to the editor after that article saying 'lot of garbage· and one from me 
saying that a group of secondary principals and police fmd this an area of concern so you can't just 
ignore it. 

Which was what these other letters were saying that this was terrible, this was racist et cetera, and my 
point was that if a large group of professional people who deal in this area are saying there's a problem, 
then you shouldn't just ignore it and there's an area that needs to be looked at and I can't say we have a 
problem with girls at the primary level. Our biggest problem is with year 6fl boys .. .! often wonder if 
we're too, uh, lenient on Aboriginal offenders just because they're black. Now if that sounds racist it's 
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not intended to be. If you treat everybody tqually you doo · t have a k>t of trouble. Start treatmg people 
difftrently and then you've got trouble. 

If I've got two children and they're both naughty. if  I give ooe a wback oo the bottom nice and earl�· on 
I don't have too much trouble later 011. If I give the other ooe a wback 011 the bottom at the appropnate 
age for doing a similar thing, I don't have too much trouble. If I let my kids get away with blue 
mw-der until they're too old to stop, then I have more trouble than Speed Gordoo. Seems to me 
sometimes that if we treat a group in this way and we apologise to this group because they're black. 
because they've just cane into town, because - whatever. then inevitably they learn that they can get 
away with blue mw'der so by the time they have reached the Smith House and prison stage. nobody' s 

pulled them firmly into line ... 

It worries me because I do nor believe tha1 in traditiooal Aboriginal society - I'm going back 40-50 
years ago now or even 100 or 40,000 years ago - I do nor believe that Aboriginal elders would have 
allowed Aboriginal children to get away with the things that they're aJJowed to get away with now. I 
fiJlD..Iy believe that they were taught the laws of the tribe, different laws to ours. but they were laws and 
if you broke those laws I would like to believe you got your backside belted. Right? And now today 
we are not doing that and it's worthwhile stressing that our problems by and large are nor with 
Aboriginal children. Aboriginal children if tbey have a worry won't come and tallc to us. they'll stay 
away. Our problem is with half-caste children. Not the full-blood Aborigines. you don't have mucb 
trouble with. You go to a place like Karingu [an Aboriginal settlement). the kids come. they attend. I f  
we've got a problem with a teacher, the people will come and tell you. If they're having trouble v.'ilh a 
particular teacher or with a particular child. they'll tell you. It's the half-caste children wbo are the 
problem. 

R: Wha1 are your perceptions of Mrs. Banks' class this year then? What are the successes and 
limitations of it? 

I: Successes of Mrs Banks' group are I think tha1 she collected together a group of children wbo were 
causing significant problems in the school in the past RigbtJy or wroogly that was attributed to 
cultural differences. I think it's taken a number of problem children out of the classroom and I thjnk 
Janet's tmderstanding of these children's background bas been of significant assistance. But it basn · t 
totally stopped it because as I said. we've had kids go off, whether that's because they're too old for 
even Janet to have a strong influence on, that's as it may be. But there's at least a couple of kids in 
there because they are probably medically affected. They think differently to Olber people and 
Aboriginality bas got nothing to do with it They're there because they are problems, because they 
probably have a medical problem. Now proving that is very hard and to do something about it 

There bas been a very negative side to tha1 group. Right? The negative side is that staff like things 
both ways. They like to get rid of their problems but they don't like to sit in front of a group of 25-26 
kids and looldng at a group that appears to have about 12 -14 in it on an average day and that's all it 
bas on an average day. So thal's the old problem of human nature - you like to have your cake and eat 
it too. They want that and they would quite happily see the group up to standard numbers. Janet b.as 
not always helped in this process. She's very good at wba.t she does but she does tend to be one-eyed. 
And sometimes when she opens her mouth in staff meetings she could not say worse things if she 
tried. I cannot think of specific examples but, for example, when the staff are deeply coocerned about 
some things involving srudeots as a whole, Janet will come out with some special needs thing and 
really the staff is not in a mood to think about special needs at that particular time. 1 can think of 2 or 
3 occasions wbeo special needs have popped up. She also got my goat very, very much the other day. 
I was extremem.ly cranky with her. I haven't  been so cranky in a I011g time. We were talking about 
streaming in the upper primary and the people who are likely to be involved in upper primary next year 
were sitting in here talking about class allocations and ooe of my teacbers was carrying oo li.k.e a pork 
chop, about the narure of the class she's been given next year. Sbe's ooe of those people wbo carries 
on like a pert chop about a number of things. Now I was having enough trouble with Mr. because she 
can be a right pain .. .at times, and Mrs. Banks � sitting quietly in the comer and suddenly said 'I 
don't agree with streaming. Streaming is antiquated'. Now ccming from a teacher wbo's been work.ing 
all year with a group of strttJ/riUJ cbildreo wbo have been selected because of their inability to fn in 
with the urban setting, I thought that � a ridiculous comment. 

I could have also mentiooed that ooe of the first things we do is we identify kids with speciflC learning 
difficulties and we strtam them into a Special Unit. or if they can· t speak English we strtam tbem into 
a Language Unit, or in case of Schools Commissioo we have to identify kids with language difficulties 
and we put them into a Language Unit Right? And we have streaming for maths every morning at 



8:30 - the kids in upper primary move around for an hour and a half and we stream all over the bloody 
place and all I wanted to do was to create 3 upper primary classes and she sat tbere and said thai. 

356 

And she was quite the wrong person to do that. Now that's the sort of thing she does sometimes in 
staff meetings. She comes out with these outrageous comments and she should mow better .. .For 
example, when the boy [Victor) who swore at the teacher in week two, be was suspended without 
warning; as a matter of fact, he bad bad warnings from the previous years. Everybody was well-aware 
of what would happen. Mrs. Banks came to me and said would I reconsider - that maybe I'd been a bit 
harsh with him and she was just starting to get through to him. He came back after that suspension 
and he swore again , so that time be went for a month [suspended). Right? Now she found it bard to 
understand that while I was sympathetic to that group and the needs of those children, this is a school 
with a very large population, and I cannot allow too many exceptions in key areas like that Why let 
that kid get away with something like that just because he's got a special problem? Everyone in this 
school is watching to see what happens. They must see that this won't be tolerated. And the staff are 
watching too. So, O.K . •  I may have been a bit harsh, but it had to be done, and Mrs. Banks bad some 
trouble in coming to grips with that. She has sometimes bad problems in coming to grips with the 
total school picture. 

R: I know from my experience as a teacher that it can be a very busy and isolating business . . .  and one 
can tend not to see the wider picture ... 
1: That's very true. You don't really get a total perspective on a school until you become a principal. 
I didn't discover that until I became one. On the other hand, the more senior your teachers get, the 
more you expect them to have a broader picture. Now Mrs. Banks does have a broad picture but - it's 
a funny thing - you can have a broad picture but you can also have blinkers. When your particular 
topic is brought up you tend to see things from your perspective within the broad picture. As you 
know I have a background in technology. Right? I can still see the broad picture in a school but I 
sometimes look at things from a technology perspective and I've got to give myself a kick sometimes 
to get myself out of that 

R: I also see, apart fro:n that, that she's [Mrs. Banks] committed to her children, which is part of her 
strength, but which, as you say, could be part of someone's limitations as well - advocating for them 
in all sorts of ways. 

1: There's some other very committed teachers here too- some who aren't. but a lot who are - and I 
wouldn't like to say that Mrs Banks is any more committed than them, and they don't all have this 
same problem. 

R: Have you pinpointed any individual students who have achieved success either academically or 
behaviourally? You've mentioned, for example, that some of the behaviour problems from last year 
have diminished ... 

1: .. 1 think Ada. who started off in the group and went back to a mainstream class in semester two. 
pushed for that..Janet supported my suggestion but I can safely say that it was I who pushed for it. I 
gave her the option of trying it and to come back to me if it wasn't working. I don't know what 
happened last year but I think that she needed that period in tbe Bunjis to build up her confidence. It 
might have been just a bad teacher ... but she has fitted in well. Everybody likes her. She couldn't pass 
a test to save her life, but she's well liked and apparently she mixes in well across all racial groups. 
On camp she was popular with a multi-racial group, she fitted in weU. There was none of this 'us and 
them' business. And good on Ada! And Duffy, I asked him if be' d go back to a mainstream class at 
the start of semester two and I gave him the option of declining. He thought about it overnight and he 
did decline. Duffy is a leader in that group and he· s quite bright. He bas a ready answer for most things 
and he's got quick responses to general questions and I was disappointed be didn't take up the offer. 
I've seen him on his bad days when he's in a foul mood and again you have to ask what domestic 
circumstances have produced that, because I don't think it's the school. I think he likes school and, if 
any kid does like any teacher, I use the term in that sense, then, I think be likes Mrs. Banks and I tbin.k 
he likes me and the school, but be does have off days. I think any teacher that bas him next year would 
have to be aware of that and just not push [him]. 

On the other hand you have a kid like Sidney [non-Aboriginal Bunji] now departed [left Baxter school] 
and not Aboriginal, who clearly bas domestic problems. He was in a special group here and be avoided 
associating with the upper primary and he'd only associate with his brothers. I've bad no feedback from 
his other school that be's been a problem there. Mind you be was no problem here this year .. Last 
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year, apparently, be was involved in desk-throwing, stabbing desks with knives and things like that and 
at the start of this year he wouldn't talk to anyone, though I did get him going a bit in maths. Hidden 
under that shell of bate is quite a bright boy ... My bet is domestic abuse, possibly child abuse and 
possibly sexual abuse thrown in as well and god lcnows what else, but certainly the school did all it 
could but we were pushing up bill ... 

Gerry hasn't come to my aaention other than be's quiet and gets on with things in his own way, and 
Dante hasn't come to my aaentioo much at all. I'm reliably informed that be's quite bright and in that 
case it will need to start showing out. .. Geny's going into grade 6 and be avoided sitting for the 2 
standardised year 5 exams. I think 'avoided' is the safe word. He bad some days off there. And be was 
in with Dante and Dante scored 21 out of 73 for Language and 23 out of 60 for maths ... Tbose scores 
place him in about the bottom 20% of those kids. So even though be may appear bright and his 
brightness may show out in other ways, it remains to show out in formal ways .. .I would hope that 
Mrs Banks bas listed him with the assistant principal for possibly gifted ... 

They [BliDjis] have to face up eventually that if their parents bave made the choice of moving into 
town, it's one of those things that kids have got to adapt and the Timorese made the choice to migrate, 
Viemamese made the choice to migrate, Europeans made that choice, white Australians made that 
choice to move from interstate or from rural to urban settings. It's really a bit like that little old lady 
with the fancy poodle who goes along to put her dog in the kennels because she's going away on a 
holiday and the people say 'Yes. We'll take special care of him. We'll do the right thing', and as soon 
as the old lady's gone away in her car you throw the poodle in with the rest of the dogs, and generally. 
it hasn't bad so much fun in its life, and it goes back into its own special little hole when she comes 
back. Some will survive and some will drop out. Some whites survive; some whites drop out 



Appendix A2 

Interview Mr. Chrisp (C), Assistant Principal of Baxter Scbool 
28/11/B 

R: Can you give me your impressions of Janet Banks as a teacher and as a member of the staff? 
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C: First thing is the skill she has and the knowledge she brings to worlc.ing with those kids and tbe 
parents. I don't think we'll replace those on the staff [when she leaves at tbe end of tbe year) because 
you just do not get them in a teacher very often. Teachers in urban schools. they're just nOl trained for 
that and they just don't pick it up. She's just way in front with the specific slcills she has. There· s a 
lot of things about this teacher but the greatest thing about her is her even temperament and tbe way 
she's able to rationalise with kids ... She gets results so obviously that says it. I doo't have a lot to do 
with her because I don't need to. I like working with her, and as I say, she's not going to be [easily 
replaced]. She can come to terms with the problems of the kids and works so positively with them but 
there are some teachers here - I know ooe kid last year [Duffy] in a teacher's class and that kid wouJdn · t 
have bad a hope this year because there just wasn't the allowance made to that kid and these kids just 
need those allowances. 

I'll just say one thing on the negative side and I know, though I haven't discussed this with Janet. I 
know Janet would be quite happy to discuss it with me. With her understanding of the values of these 
kids and where they come from and she's able to work on that value system with the kids. sometimes 
in working with them on problem solving I think sometimes in disputes she ignores the school culture 
that has also, you know - it's there and sometimes if there· s a kid with a problem, like Dante. You 
know that Dante is a really solid lcid with values and caring and just quietly getting in and looking after 
people and I don't know much about his family but [laughs] I can just imagine what it's like. And in 
that sort of family you just get in and protect your sister and he's excellent at that And there was a 
problem with his sister and another ldd and Dante just very quickly came forward [fought]. And be was 
very ready to discuss things afterwards and I said 'Look. what you've done is admirable and that's O.K. 
out of school, but in school I'm paid to do it [discipline students]. And at school you don't handle 
those things yourself', and Dante quite accepted that.. 

R: Do you mean to say in that little story you told that these kids have a different value system? 

C: These lcids have a very strong and very definite value system, there's no two ways about that and 
you see that in any Aboriginal community. That's part of Aboriginal culture. Those kids have been 
exposed to it all their lives and been able to move from one culture to the other. That was just a little 
thing I've never discussed with Janet ... we all do things and we lose some over alJ perspective 
sometimes. 

R: Do you mean to say that Janet tends to get too deeply involved in things and loses some 
perspective? 

C: Janet gets very involved and caught up in things and she very defmitely does - but that's just a 
very small criticism that I have of her. I tell you, were we to have another Bunjis group next year it 
would be very difficult for anyone to walk in there and step into her shoes. It's not that those kids 
don't have the ability or anything like that You take someone like Zac with the very positive 
qualities that he bas, but if there's trouble and you knock him down then he'll run away from you and 
he won't come to you. That's very Aboriginal. But Janet would get onto him and say 'Look.. you've 
got to come to school.' And when he, you know he· s very strong about not losing face, and she can 
know how to go softly softly and fix it 

Zac, see now in the JXevious year he wouldn't have made any progress at all if he'd been in the same 
siruation he was in last year [mainstream] and be was going nowbere ... In adapting like that to Janet. 
it's not that these kids are special or different or anything like thaL It's just that if you want to change 
the curve, there's got to be a change in your angle and it's no use bombarding these kids. There are 
different needs there ... 

R: I'm interested in your perspective because you knew these lcids last year. Changes t.ha1 you've 
seen? Fcx example, I notice that none have been suspended ex expelled? 
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C: Oh no. And their attendance [improved]. We're talking about the core there. I mean there are 
some outsiders like Victor, but they're a different kettle of fish altogether. They're [the Bunjis) straight 
out honest and you can discuss things with them if there's a problem. I'm just trying to think. See. I 
jdon't even see any of them anymore [for misbebaviour] ... [R & C discuss some of the Bunjis' 
problems in the school last year). As far as the other teachers are concerned, Janet takes on all the 
problems on her shoulders and other teachers are not confronted with them any more. Other kids and 
teachers then don't have that negative perception of these kids and they don't have to worlc through the 
problems. I mean Zac was a very reactionary kid and always will be and Dante is always boss of 
himself. That's in their nature. They're kids who will stand up for themselves but they don't go 
looking for trouble and they don't get as much trouble in Janet's class because there's more positive 
approaches. 
R: What do you see generally as what she does that is so successful? 

C: I think it comes from her aattitude, her understanding and her skill and her approach to the kids. 
She bas an understanding that gives her an approach to the kids and she bas personal qualities too. I 
mean she's able to look at things rationally, whatever they are. Even if she didn't have the background 
knowledge, she bas the capacity, the personal skill to do tbis ... See she'll stand up when the kids or the 
parents come around and she'll say 'Is thal what you want? Well you 've got to do something about it'. 
[laughs). She'll tell them straight out, but in a way that's - they're not threatened. 

R: The Aboriginal parents I've spoken to, there's a great respect that comes out for her. 

C: Yes and that's because she's just got that kind of communication with them. I guess, it's not just 
with Aborigines, but with all people, that once you've established an understanding, then you can have 
your conflict because the understanding is there and they will allow you to say things to them that they 
mightn't like because they know that you're intensely understanding. They mightn't like it, but they'Ll 
listen. See and with all those Aboriginal kids, in Aboriginal culture, there's a really strong element of 
acceptance too and once they know that you've got that, an accepting way, then that's fine. We don't 
have that in our culture, that sort of acceptance, like Aboriginal culture, or that understanding, so that if 
someone's your uncle then you behave towards them in such a way. There's a lot of that element too 
that she will slot into ... 

R: bas she been in any way a resource then for the school, for the rest of the staff? 

C: ... She certainly has the capacity and is able to do that, but a lot of the time when there's an 
interaction it's because Janet is presenting an approach, I won't say standing up for the kids, but if a 
teacher's having a problem with the kids, then she'll present a perspective. Now how much that is 
seen as a resource, I don't know, but it bas certainly contributed a lot, as I've said, to our problem
solving in the school. I don't know how much understanding or awareness there is by the rest of the 
staff of what Janet is doing or the knowledge she has, because you know - everyone works in their 
own little compartments and it's not been called on a lot, but I mean she is there and everyone must be 
aware of that, so there could have been a lot of that untapped, you know ... 

R: You've said that next year she'll be difficult to replace. What will happen to the [Bunjis]? Will 
they go back into mainstream? 

C: All things being equal next year I'd say that most of them will [return to mainstream]. The staff 
would want something like that class to continue next year because they see it as something positive. 
But our situation with staff and that makes it very difficult and ... see we have to-work hard just to keep 
the librarian, because she's on establishment I do think that some of the worlc that Janet has done this 
year is going to be lost I mean you don't want to keep these kids separated, that's certainly not our 
intention, but just like any kid in a Special Unit, integration is something you have to come at slowly 
and you have to worlc at it like crazy with the kids to make it worlc, and you have to jealously guard it 
the whole way. And see, I know those kids were in other classes in the afternoon but there's not been a 
lot of movement for them and that was not integration, that was going back to a class of their year 
level and showing that yes you can achieve and you can worlc at that level... 

I'll mention Zac as an example. He's a more reactive one, than say Gerry, who just quietly goes along, 
but that's the difference between them. I take Mrs. Holbom's afternoon class and those kids are in 
there. And there's another kid, Leon, who's been a whole lot better [since he's been in the Bunjis]. But 
I was going to say that I've bad problems with Zac in the class because when you ask kids to do 
something you don't always have t.be time to make allowances for the few and Zac, you can apply a bit 
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of pressure to Zac now, but before he'd really get his back up. This is one of the differences that I see 
Janet bas done with Zac is that she's now developed in him the desire to succeed and he'll now, like 
recently there was a little bit of a difficult period [in the afternoon class) and be asked me 'Can I go 
outside on the table and work?', and I thought to myself, 'Uh, ob, and now be' ll just take off [nm 
away]'. But be did that [went outside] and be worked. Now be only did that the once, and from there 
on if be could just get away by himself in the group and work be' d be fme. He'd still function in the 
group and get on there ... 



Appendix A3 

Interview Mrs. Morley (M), E.S.L. Teacher at Baxter 
1 1/12/B 

R: Which of Janet Banks' children do you have [in your class)? 

M: There's Gerry and Mabel and Albert. 
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R: What I wanted to ask you aoout Gerry in particular- because I've noticed changes in him this year. 
For example, be seems more committed to wort and very proud of what he does and Janet was saying 
that at the start of the year he wouldn't write much. Could you talk about that? 

M: Yes. At the start of the year be was very hesitant to put anything down on paper at all. You bad 
to push to get every single word out of him. It was a real effort to get him to do a one sentence story 
and if you got that you'd achieved a day's work. Now he's much more willing to have a go and 
sometimes he needs a bit of a push to get going - but once he's on track he's fme. Now he's much 
more willing to tackle words be's unfamiliar with. Now he'll ask for the odd word but before it was 
every single word - 'How do you write A?; bow do you write B?; bow do you write C?; bow do you 
spell D?' Whereas now he'll have a go at words that are fairly familiar and wben be gets to something 
be really doesn't know he'll ask 'Miss, how do you spell this?' and you can help him sound it out. 
Say 'O.K., what does it start with?' and you can give him the starting sound, whereas before be 
wouldn't even try that. 

R: So what you see is a growth of confidence in tackling his work then? 

M: Yep! Yep! He's got to the stage now that be can think 'Well even if it's not really accurate. other 
people can make sense of it'. So he's got a lot more confidence in that area. 

R: [gives several examples of Gerry showing independence in the Btmjis} .. Do you notice him taking 
on more responsibility in here [E.S.L. class) in that way? 

M: Yes. He comes to me twice. Once with an older group that are more his peers, and then a group 
of younger children where he's performing at a higher level and I think that's good for him and he can 
help them to spell and that sort of thing. The others are a more advanced group, workwise, but be 
needs that age group too. In the younger group be organises them. He'll say 'Look, there's some 
pencils oo the floor. We can't leave them', or 'You dropped those pencils there, you pick them up'. 
And making sure that when they leave the tables are clear. That sort of thing. Or he'll say to kids 'Ob 
no. That's not bow you do it, you do it like this'. So Gerry's starting to develop those little things 
because be's the bigger ooe in that group and be can do it 

R: .. .Have you noticed any. changes in Mabel over the year? 

M: ... Yes. In a small group she doesn't sit back as much as she does in a whole class. She bas 
grown in the group over this year. If someone interrupts her she'll say and she won't bang back. If 
someone interrupts her she'll say 'I'm talking!' and she'll do that in a small group. Yes, she's 
developed over the year and she's much more willing to have her say. She won't sit back and wait to 
be spoken to as much. 

R: This is probably a difficult question for you to answer, but do you see that Janet's teaching bas bad 
an effect either socially or academ.ically on the kids that you see? 

M: In terms of their confidence I think it's great and I just wish it could go on next year too. And I 
think those kids have gained a lot because they could tend to get left behind in a [mainstream) class. 
Some not For example, Thea is an academic achiever, but is she going to achieve the same sort of 
academic growth in another class as she's done there [Bunjis]? Those kids may not do so well next year 
because the teaching style will be different and their relationships with teachers are different 

R: ... What sort of relationships do you see that Mrs Banks bas with her sbldents? 
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M: ... the way that Janet approaches [work) is 'O.K., this is what we've got to do and what are the 
best ways of going about it? What would you like to do about these things?' and that's part of an 
Aboriginal strategy, if you like, because no one goes and tells these lcids what to do at home. The 
expectations are laid out and this is whal' s done ... and [in the Bunjis] the lcids are doing something. 
They won't all be doing the same thing, they'll be doing different things but they'll all be doing 
something. Someone will be doing a project, someone in a comer reading a book. all doing something 
worth doing ... or they're all sitting down tal.lcing which is very under-rated in other classrooms. Not 
enough time is given to oral, especially for Aboriginal kids where talking is done before decisions are 
made ... 
R: ... What do you think about having all Aboriginal kids in one class? How do you tbi.nJc it's worked 
out in this school? 

M: I think it's good but I have beard it said by other people that it's very racist and before this class 
happened they were all just kids and now it's black kids and white kids. And I don't necessarily bold 
with that view that it's black kids and white kids. I think it's fulfilling a need that's there but maybe 
people aren't willing to accept that in this multicultural world that those children aren't being catered 
for the right way in their class and many of these children aren't being catered for in their [mainstream) 
classrooms - which is basically what is happening. I don't mean that teachers are inadequate but there's 
a whole host of reasons why these kids aren't being catered for and I can see that if you just looked you 
could say 'Ob, there's a whole class of black kids, they must be low achievers so they've pulled them 
all out of mainstream'. I can see bow that could be viewed because I've bad that pointed out to me, but 
from the way it works in the school, those kids have their role models. They've got their Alberts and 
their Du.ffys who are in their Aboriginal manhood phase and they're leaders and that's the way they 
would be seen by the Aboriginal community. 

The Alberts and the Duffys, they've passed their childhood stage and, in the community situation, 
they'd be the ones in the peer group who would be saying 'No, you don't do that', or 'Yes you can do 
that' - that sort of thing. So it's worked from that point of view and the kids love it. I think that's 
where you have to go to find out if it's worked; and those kids, they enjoy being in the class and 
they're proud of their class and what they've done and who they are, and it could have worked the other 
way around very easily. 

R: ... Why is Janet's [class) a success do you see? 

M: Well, it's all down to relationships, again, and Janet's  able to hold the group together in a way 
that there isn't, their self-image isn't 'Ob well, we're a whole heap of black kids together because we 
can't learn anything' .  It's not that It's more 'O.K. we're here so we can show everybody how we can 
learn and work and what we are capable of and we're all going to work together and get to the end of the 
year and have achieved something'. 

I think it's Janet. Not everybody could do it Not everybody could do it..That's up to Janet, because 
there are numerous teachers for whom that class would have been a big stress situation and the kids 
would have been running wild and learnt nothing, and they'd all be walking armmd with another chip 
on their sboulders ... There would be some other teachers who could do it, and the sort of qualities that 
Janet has; [for example], she's well organized. which is important with a mixed group like that. And 
she's got the background knowledge. She's worked with Aboriginal kids before and I think it's not 
enough to have just worked in an urban school, even if you've had Aboriginal kids in your class. I 
think if you've only worked with an ordinary class, that's not enough. You have to have had some 
backgrmmd and Janet's worked with [Aboriginal) adults too ... 

A lot of teachers go out to Aboriginal communitites and they come back and think to themselves 
'That's it! I've done my four years in X or X and that's it. I did it, I did my time, I got through it, I 
did my time, and now I've got my job in town and goodbye'. And those sorts of teachers couldn't do 
it And I know a couple in this school like that. And they've never learnt anything. Their time on a 
community bas just been time working in a hard job that they didn't really enjoy and they've got no 
time for Aboriginal people and they think 'Oh well, they're all black kids anyway, and they're never 
going to go to school and they're never going to come to school anyway' and I've beard it in this very 
staffroom ... I've beard it in other staffrooms too but here .. .I can't believe this attitude. One [teacher] I 
know bas shelves of books on Aboriginal people and when I turned around and told them they were 
racist they said 'Thats not true. You can see all my books on my bookshelf!' ... 
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Appendix A4 

Interview Mrs. Vosky (V), Language Resource Teacher at Baxter 
13/1 2/B 

R: Can you tell me your impressions of Janet Banks as a peer and colleague? ... 

V: Well I've found that Janet is of great value as a peer. One area in particular where she's assisted 
me was in the area of external sbldies. I hadn't done any formal study for about 20 years and while I 
went to a number of people [for help], and they were O.K., Janet was the only person who took the 
time to explain things very carefully. She gave me quite a bit of assistance throughout the year and she 
was always positive and ready to give lots of assistance, and it really paid off. It really helped ... She got 
as much out of my success as I did, so on that level she was fantastic. The other area is that she made 
me think about where I stand with my own values. She made me look at myself and a few times I 
realised that I needed to make some changes, particularly in relation to value judgements, and my 
attiiUdes, and making quick value judgements, and I found myself continually changing with regard to 
the Aboriginal community. At times I tended to be very quick and brush things aside, but she made me 
look at myself and my own views, and sometimes they weren't very nice. So she had me thinking a 
lot about my views, and that was really good. 

R: .. .Do you see her as a resouce in the school for other teachers then? 

V: Oh sure. She's a great resource. She's really got her finger on the pulse. Like if you need some 
direction, she's the one to go to for that 

R: Specifically for Aboriginal kids? 

V: Yes. Like if you're having a problem she's the one to go to. She tends to know who and what. 
Like if you need advice she'll be able to steer you in the right direction; she'll know the organization 
or the agency. I've gone to her on a number of occasions. I've spoken to her for advice on like 
booldets or information and things like that, and it was through her that I ended up writing away and 
getting booklets and thaL.. 

I still don't agree, like I still have different views, and rve reached the stage where I don't agree entirely 
[with Janet] but I have the confidence to bold a different view to Janet's. In some things I still bold 
different values to her, but I now have the confidence to hold different views and know that I haven't 
formed really quick negative views. Yeah, I've ridded myself of those which has been good. .. and 
Janet's made me loolc at myself and we've talked about that on a number of occasions. I've gone to her 
and told her 'This is what I've done', and she's said 'That's good. That's part of the whole thing', and 
that's what she's like with everything. 

R: .. .Do you see as [the B�jis'] successes and failures? 

V: Well not having been here last year, I've only heard that she's ironed out a lot of problems and 
made life very easy for classroom teachers and she's had a wonderful success. So what she bas done bas 
been very beneficial. 

R: Do you see the benefits have been academic as well as social? 

V: Academic and social, and social more than anything though ... 

R: But you see li.mjtations? 

V: Mmm. Because of the varying views on what people think: on Aboriginals maybe isolating them 
like [in an Aboriginal class] can have a counter effect. It can create some of the vibes I pick up in the 
school, because you've got to think that they must be integrated into society, and once you start 
making selective groups, these are a lot of the things you hear today, that they have preferential 
treatment and that's the only thing [negative] I bear around here .. Maybe if those children, not taken on 
race, if they're Special Unit then they're catered for in the Special Unit, or if they're gifted, they're 
catered for in the Gifted Unit and maybe not just isolated in one group. They still have access to other 
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groups ... What I'm saying is that these children can still have access to Olher groups but do they have to 
be in another group as well? [the Bunjis]. Sometimes you bear these things and I'm not sw-e of all that 
really. 

R: What do you think of Janet as a teacher? 

V: Excellent. 

R: Could you tell me how she goes about it [teaching] and if there's anything special about her? ... 

V: One thing I've learned that Janet's really brought home to me is she's taught me bow to handle 
behavioural problems and not letting them blow up. She's taught me how to ease through things 
before they get to the crisis stage. So many times in classrooms we have confrontations with children 
that can be avoided. We let it get to that stage and often it's the teacher's handling of it I've learnt 
from Janet how to avoid confrontation with children, and that's one of the most important things that 
I'll remember from her. 

R: What about her relationship with children? 

V: Excellent. She's natural with children and that's how I try to be as well and that's why I related to 
her as much as I have and also the children in there [Bunjis]. I like to be on a more natural level witb 
children so that they are comfortable and that's how the [Bunjis] are with her. They're comfortable. 

R: ... How does she get that sense of comfort. that sense of ease with them? 

V: Well she never belittles them and she bas great respect for them as persons, just like I say, 
naturally, as a person, even tbough there's wide differences between them, but she works very much 
one to one. You'll see her take a child aside and taking a lot of time to talk to them, hearing them and 
listening to them, talking to them, but that's because she bad the time to as well, and that's why the 
group has to be small so that she can do that... 
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R: ... Can you talk about why you wanted some of your children to attend Janets Banks' maths group? 

S: One of tbe reasons I wanted the SEU [Special Education Unit) kids to attend a regular mainstream 
maths class was for their self -esteem, to let them know they were part of the school, not just in Special 
Education and not up to the standards of the other children. So for them it was a real step up to be in 
[Janet's class) and there were a lot of them in there, up to six at one stage. When they were streamed 
they were all the bottom of that midstream area. I did ask one of my year three boys who was older and 
unable after first term to keep up in that area, to attend as well and I've got one year seven girl 
attending, mainly because Janet has a fairly individualised programme and she recognises the differences 
in learning ability and learning rate and all those sorts of things, and she caters for these children very, 
vecy well. I find that. and that's why I put the special aide in there to help her, because in a very 
individualised programme like she runs, you do need that extra pair of bands. And a few times I've 
been in as well and I've just fotmd that tbe children all work at their own rate, at their own level of 
competency and that makes them feel so much more confident. I have seen every child that I sent into 
that class not only improve in self-esteem but also in mathematical skills. 

R: Do you have any data, any tests to show that? 

S: I'm not sure bow well testing would [show that] because most of my children do not shine in 
testing situations. As soon as tbey know they're being tested, things seem to break down for them and 
most tests are geared to children wbo can sit down, read and so on. Whereas most of my children are 
non-readers so you have to read a test for them ... Recently I gave them a level 1 and 2 matbs test to 
ascenain what they'll need to be taught for next year, rather than what they've learnt this year, and I 
didn't give them the same test at the start of the year so I'd have to compare those, but they have 
definitely improved. Most of them have basic addition and subtraction facts. Several now are able to 
carry units and tens forward, where before they were not, and they're learning multiplication and rhaJ 
was a big hurdle for all of tbem. They couldn't do tables or any of that. They really bad no concept of 
what multiplication was about.. 

I know there's been a significant increase in their [matbs knowledge]. Like Jarrod, be's gone up into 
the next level, and Fergus is making significant inroads into maths learning now. He is blossoming in 
there now. He's in grade five and is functionally illiterate but Janet explains everything to him so 
wonderfully and be does need that ooe-to-<me instruction, because be will miss what the idea is, but 
when be's got that. if you explain to b.im. one-to-one, he'll grasp it and go streets ahead. and that's 
what's happened in Janet's class. 

Another one in there is Grace, and she's a child I worked with for two years .. .and we have felt that to 
get ber to learn even the basic facts to 20 bas been a real difficulty. This year she is into addition - two 
digit numbers like 20s and 30s together - she's learning how to work in a group too with other children 
around her, and that's been very important for her because normally sbe just cops out So that's 
another level of competency that Janet bas helped with there. And Dwayne in year three bas been 
placed in a younger class than normal, and be's new this year, and his mainstream teacher bas said that 
his competency bas increased by putting bim into this group [Janet Banks'], and she felt that if be' d 
stayed with his mainstream class be would have fallen a long way behind. 

Most of my children still need that concrete experience and a completely new way of looking at maths, 
but at tbe same time they also need an approach that's not complicated by too many approaches that 
will coofuse them. So that one way may be successful but that may nor be the traditional approach. 
She teaches so that the children know what to expect and these children don't like too many surprises. 

R: That's interesting, because I notice that Janet's very explicit with ber own group. When there's an 
activity she'll go through it in a very straightforward way. Like she'll say 'First this will happen and 
then that' and she might go through it several times .. .it makes things very predictable for [the Bunjis) 
and perhaps it works well in the maths group as well ... 
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S: Yes. Then they know what to expect and most of those children don't like surprises. For them 
there's so much mystery in the world of generally; too much surprise may not be a good thing for 
them and they like to be able to predict what's coming next. I fmd that with them too, if they know 
what you're going to do, they're much more comfortable and they will accomplish more ... This helps 
them to time themselves a little bit better and also to organise themselves better. I'll do this now, then 
that, and after that, that - and they fmd great security in that, and it's those types of techniques that 
Janet uses that are very suitable with Special Education children so that they feel very comfortable, 
more secure. They have to feel secure with the adult they're relating to. 

Last year I bad quite a few of the Buojis in my special maths group as well as several Special Education 
kids .. .and I found that those kinds of routines were good for them and they became very dependent on 
knowing the format And if I wanted to change it, beware .... 

R: ... So the improvements that you see in your children, a good part of it, you can relate directly to 
being in Janet's group? 

S: Yes. I would relate directly the it directJy to that. If I badn' t placed them in Janet's group I would 
have removed them from their mainstream classes this year and taught them in a group here [Special 
Unit). Being able, as I said earlier, to put them in a class [Janet Banks'] which they perceive as being 
mainstream helped their self-esteem. They didn't feel 'Ob here's another failure' and none of them are 
good in the reading areas, so a few hold hopes that they're not so bad in maths. So they feel they 
haven't been removed for the importllnl school subjects. But at the same time I knew that the type of 
programme Janet bas done is very similar to the one I would have done with them in here. Because I'd 
seen what she was doing with the Buojis and how successful she was with them, and she was happy to 
accept them, and I bad the aide that I could use to help her, so I thought it worked out very well. I 
would have reorganised the group in line with the rest of the school, but she was keen to keep the 
cootinuity for her own Buojis as well [for maths). 

R: ... What's your impression of the Buojis as a class in the school? ... wbat do you think. 
philosophically, about having a group like that? 

S: Philosophically I would like to see [a group like that), not so much Aboriginal but a whole school 

type grouping -family groupings right across the school and whether they're Aboriginal or non
Aboriginal shouldn't come into it I think that's bad a slightly adverse part to it It's been perceived as 
an Aboriginal unit and I tb..ink: perbaps in some way it's been good. It's helped the Aboriginal children 
take pride in their own identity but it's pertlaps a bit too clannish when the kids go into the playground 
and with the other classes outside. But on the positive side it's helped in that you have a teacher who 
recognises that many of these kids have a different attitude to learning in the school and they've had a 
teacher who could cater for that. But a lot of the techniques that have worked for the Bunjis also work 
for other minority groups like the Special Education children and others. It's really teaching 
tedm.iques. 
See, and then, I notice too that there's a big difference between teaching the urban Aboriginal kids and 
those from remote bush areas ... [R and S discuss differences in teaching Aboriginal students from 
differot social backgrounds). I think that too, a lot of other staff don't see those differences and they 
lump all the children together. And I know that young Hub bas been most insistent when he comes in 
bete. 'I'm a town Aboriginal!', and be disassociates himself completely from the bush customs, or 
even that be might know anything about Aboriginal cultl.l.re. He is a town Aborigine and be doesn't 
really know about any of those things. And that's not something we brought up. That's something 
that he's just brought up out of the blue. He himself bas adapted quite well to the other children. He· s 
the only one - the only Aboriginal child we have in here this year, and there hasn' t  been really much 
difference in his attitude or behaviour to the other non-Aboriginal children in here. Of course he has 
learning problems and we're dealing with those, but be's a town child with an urban attitude ... He was 
in my maths class last year too and I bad his sister, Thea, and Gerry and I found them a delightful group 
to work with ... 

R: I know this is a difficult question because you don't have them this year, but do you see any 
differences in those children this year, such as their attitudes to the school or teachers? 

S: I have noticed a more positive sense of identity this year, that they all think they're worthwhile 
members of the school community and they are able to communicate much more confidently and ably, 
and put themselves in a lot more favourable light than they did last year. For example, in the 
playgrouod areas when there's been some trouble, where before the children would always withdraw and 



not explain what bad happened. They'd just go away feeling that they'd be blamed for the trouble, no 
matter what was said, whereas now they will come forward and quietly explain their version of what 
happened but without the expectation that they would automatically be blamed or found wrong. And 
I've noticed this in those children who bad perhaps been slightly labelled as troublemakers. 
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And I think they have a better notion of citizenship; they're more caring towards other children, um, 
just a general attitude, like I said. It's difficult to put into words, but lots of little incidents that show 
them now as caring members of the school community, as opposed to a group of minority or naughty 
children. They show a more caring attitude towards the school and the people in the school. They care 
more for school property like books now, and they were very proud of the Aboriginal mural painted on 
the wall. 1bat was Ged Rouse and the year sevens and most of the children who did it were non
Aboriginal, but they were very pleased to be involved. And I think too the recognition from the other 
children and a lot of the work Ged did aroWld the school promoted the well-being of the children. They 
were accepted members of the school community, and they found out 'We can contribute and people 
like what we contribute', and the young people felt there was a role model that they can look up 10. 

R: Yes, someone else I was talking to said that Ged bad become an important person in the 
scbool...and I tbinlc it was Janet who introduced him into the school? 

S: Yes, and be's an excellent Aboriginal male role model who's good also for the non-Aboriginal 
children because a lot of cbildren here don't have that either. A lot of children here need a good male 
role model...No, Janet bas very quietly been a tremendous influence in the school, both this year and 
last year and in the Aboriginal population of the school. For instance the Homeworlc Centre 
programme bas been tremendous and something the non-Aboriginal children could do with too. It 
would be good to have them involved as well. rve foWld in my dealings with Aboriginal children that 
once they know you have a favourable impression of them, that you like them, they work very, very, 
well and they want to learn and it's all in the way you present the material. 

I've always admired Janet and the work she does with children, even tbe most difficult children, and she 
betself is such a positive role model for the staff and students and whatever. 

R: What you say about Aborigioal lcids getting to know that you like them, bow important do you 
think it is? ... 

S: Once a child lrnows that you see them as an individual, you give them a smile in the playground 
and they'll try to live up to your impressions of them. Especially in that group I bad last year [some 
of the current Bunjis). . .a couple of those had bad reputations, and I found I never bad any problems with 
them. Even though I have less to do with them [this year], I still get the smile and the helpfulness 
'Can I help you, Mrs. Stamen?' ... A good relationship with these children is essental, and sometimes a 
so-<:alled middle-class teaching staff have got their own impressions of the world, and they don't realise 
that they're dealing with another culture and that you do have to relate in different ways. 

R: You've mentioned Janet as a resource in the school. Do you see her as valuable as a teaching 
resource or as a cultural g<rbetween? 

S: She bas definitely been a very positive cultural g<rbetween. I think when staff have bad problems 
or needed more information on dealing with Aboriginal children they would always get her advice and in 
tenns of her knowledge of Aboriginal culture, teachers would go to her to know where they can get 
information on the children. Aboriginal children and Aboriginal culture have been much more an 
important part of the school and it's more up front, more recognised, and quite a few of the different 
activities that we've done as a whole school have really been based on Janet's initial push and what 
sbe' s done in the school. r ve been in other schools where we didn't have a person like Janet and you 
can really notice the difference. And even when I compare what we were doing last year and what we're 
doing this year, really it's all Janet's doing. 
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[R and J have been discussi.ing out-of-school activities of Aboriginal and non-Aboriginal students) 
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J: .. .1 think it's [fishing and crabbing) a recreational thing for European kids whereas it's not for 
Aboriginal kids. It's not still a part of daily life but of ongoing family practices. Like Dante saying 'I 
love my uncle', meaning 'I love him more than my other tmcles because he rakes me hunting', and it's 
not just f<X recreation. Like Gerry's father [non-Aboriginal] takes them fl.Shing down on the wharf. 
That's a family recreation thing, but for the others it's a different thing because all those children can 
tell you all about the different bush foods that grow on the vacant blocks arotmd here and that's fairly 
serious, not fun; that's fairly serious stuff. That's one of the aspects - that understanding about, as I 
say, about some of the kids' dreaming. When you ask them what their dreaming is, almost all of them 
know. Some will say 'I don't know', like Hazel, and she passes it off and it's obviously not 
something t.hal's important to her family; but to the other families it is. 

And, as I said, the child-rearing practices is another similarity [between 'remote' and urban Aborigines) 
and t.hal's something t.haljust doesn't match what the school expects of a parent. Things like 'Why 
doesn't the parent make the child come to school? That's aparefll's responsibility'. And when you 
say, 'No, in an Aboriginal way it's the child's responsibility to get themselves there'. The parent 
won't stop them, but they won't wave a big stick and say 'Go to school' either. It's the kid's lookout. 
The business of the importance of family is very strong too. For instance, if someone doesn't come to 
school for a few days, you catch up with the parent, and it's no good tackling the parent and saying 
'Wby didn't you send him?'. I usually look up the parent and say 'Ob I'm worried about Jimmy. He's 
missing school'. and they'll say 'Ob that's because his aunty or uncle came', and that's the end of the 
story. Tbat was far more important than school... Where family is concerned, school goes right down 
to the bottom of the list, and that's just understood by them but not by the school. 

And when I began to woric all these things out, that these things still existed, for instance if I go and 
visit Sally Thomas <X one of the families or even people I know well, I never go and knock on the 
front door in the European way. I just make sure there· s lots of noise with the car in the driveway and 
rev it a bit, and then I just wait in the car and they come out, because in an Aboriginal camp if you just 
walk in and sit youself down, this is really considered rude. You have to be invited in. A space is 
made for you and wbo you're going to sit with and all that is worked out 

All of that goes on. and I suspected that people in an urban situation don't run their houses like 
Europeans do. They know that I have a certain expectation about bow a house should look like inside. 
If I go in ,  I'm going to short circuit communication because I'll be worried that if the house is chaos, 
and there's things everywhere and kids running through the house, and they'll think that I'll be so 
turned off by that t.ha1 you lose the communication you're trying to set up. So I just always wait 
outside and they'll come out. 

R: Yes. I noticed that when I went to visit Mrs. Thomas ... [She set up chairs outside the bouse under 
the trees and we tailced there). 

J: And there's another thing too about real traditional behaviour, and that is if there's going to be 
persooal talk going on it bas to be public. If it's behind closed doors then it must be secret stuff and all 
the observers start worrying. Now that's in traditional society, so if you want to talk personal stuff 
then you sit out under a tree and be seen so that people can see you and know who you're with and 
what's going on. I went round to a block of flats very early last year to see Dougie's parents. You 
didn't know him. He came straight from Paclcard Springs [a small rural town south of Darwin] and I 
went round to see about camp money because he was going to miss out on a camp. Only because they 
[parents) hadn't got the letters and then I found out that they couldn't  read the letters anyway, so there 
was no communication and the school tlwughl it was all going home. So Dougie turned up on the day 
with no clothes, no money. So I put him in tbe car and went round. When I got there, everyone came 
out of tbe flats and sat on the verandah because they wanted to know what was going on. 
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This is bow I first twigged to this. I said to Dougie. 'Can you go and get your mum so that I can talk 
to her?', and I waited in the car and be went and told her, and sbe came out saying to him in the loudest 
voice she was saying 'YOU W ANf MONEY FOR CAMP? OH, YOU WANT MONEY FOR 
CAMP? ALL RIGHT. I GET CAMP MONEY. YOU GET YOUR CLOTIIES FOR THE CAMP. 
YOU GET YOUR SWAG', and she was saying this so loudly, and when the people [Aboriginal 
onlookers] heard this they got up and went inside. They were quite happy then because they knew what 
I was there for. I wasn't a truancy officer, or Welfare, or anyone like that, and she had aired the whole 
thing and after that we went about our business talldng quietly. And I thought to myself 'Oh yeah, 
that's the same as if you go and knock on someone's door, say in the accommodation section at the 
Aboriginal college where I worked'.  Say you wanted to talk to someone out of the lecture business, 
then people will throw a blanket out on the grass and you just sit out there so that everyone can watch, 
and then everyone knows that you're not doing anything secret. 

R: Has Dougie come to school at all this year? 

J: .. .He hasn't been to school all year. His history of primary school is so poor and be's not going to 
any school and his mum's lost all control of him. Mum was in some trouble and then the aunty that 
he was living with had some family problems, so be hasn't really had anyone looking after him, and 
then the school kept niggling his mum and she made a big show one day in the principal's office - 'I 
don't care about this boy. I want him to go away. I can't handle him any more and I want Welfare to 
take him'. And it was all very public and Mr. Irving [the principal) didn't tmderstand that kind of 
behaviour. 

See Dougie's been initiated. This happened the year before be went home to Packard Springs and the 
message came to school that he'd be gooe three weeks, and here's another factor that shows this strong 
tie between remote and urban Aboriginal ways. I suspected that he'd gone back to the old people. That 
was what fd been told - the old people in X, and I suspected wbal was happening, and I said to Lyn 
[Dougie's teacher) 'He'll be gone more than three weeks'. I said 'You were pretty lucky to get a 
message. That's great that they know that's how you do it [Dougie's parents informing the school of 
his intended absence], but be might be gone for three months', and he was. 

I said to Lyn 'When be comes back, he'll probably be very different He won't be the same', and be 
wasn't He'd changed a lot He'd changed from a really shy, withdrawn, sllldent- no literacy or 
numeracy skills because be used to come to my E.SL class, and when he came back be was assertive, 
not interested in anything we had to tell him. So the mum did lose control and then I suggested to her 
that maybe he'd go and live with his initiate uncle, because I knew there'd be an uncle somewbere ... and 
be did go. But now I see that be's baclc banging around Baxter again, and what has school got to offer 
this boy? He couldn't even fill out an unemployment form and I don't know what high school will do 
for him either ... 

He was vecy keen on music and dnuns and I said to his mother we need to really strongly look at bow 
he'll be able to earn some money when be's older and then I found out that his uncle played in a band 
and I thought 'Well that's something for him. He'll be able to earn a few bucks', but I couldn't get 
him into the music programme in the high school; they wouldn't take bim ... He was also very keen on 
drawing, but I couldn't get him to do anything else. Then Kevin [music teacher] said he'd start him on 
guitar and I said 'Great We've just got to get him with some skills'. and Kevin lent him one of the 
school's guitars. 

Anyway when be went off to wherever be went for initiation, tbe guitar was missing and Kevin was 
really worried, it being school property, so I went round there and I just knew what had happened after 
so many years of it, you know, getting sets of drums and then the kids, you know, the little kids would 
break the skins. Anyway when I went round there Dougie's mum was madly slllffmg bits of this 
guitar into the case and saying 'Ob, a little bit broken, I think' . 'Ob don't worry about it', I said. So I 
t.OOK it back to school and told Kevin not to break his heart 'We'll have to write it off, be said But 
it was just broken by the younger children. I mean property, doesn't matter whose it is, it's just shared 
in Aboriginal families. That's the way it is. And so that was so much for the guitar playing. 

R: Last week you were doing compass work and you said something to the big boys - something 
about other languages? And they all seemed amazed at some word you used and I doo't know whether it 
was in Albert's or some other language. Do you remember it? 

J: I think the word might have been 'wammga'. That's a Walpiri word and they're not Walpiri kids. 
'Warrunga' is one of my favourite words and if you mix with Aboriginal people it'll probably be one 
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of your favourite words and you'll use it a lot It bas wide application but it generally means 'mad'. 
'Wammga woman' they'll say, and I love it..lt bas such a wide application. Like if you do something 
silly you say 'Oh warrunga woman! What's wrong with me? I must be warrunga! '. It also means deaf 
You Jcnow how you shout at a deaf person and they don't understand, it's all confusing and you shout 
some more? See the association between mad and deaf? Even though one could be quite deliberate. the 
true application is deaf but because the deaf person behaves a little differently ... So kids would shout at a 
deaf� 'Warrunga, warrunga'. 

R: So Albert wouldn't have known that word? 

J: No .. .Albert speaks X which is one of the Top End X languages. That's a copying language of 
many, many languages but it's the lingua franca of the X region. 

R: Like a kind of Aboriginal pidgin? 

J: Yes. Sort of a merging of the language. I can't speak much of this language. and where I use the 
whole word he [Albert) shortens it in his language. We can still talk a little but I don't know much of 
his language. But sometimes Aboriginal people don't use a lot of words to express things. Like vinya 
means straight ahead, so they might say 'Our people vinya'; 'How do you feel?', 'Vinya'. And 
sometimes you don't even have to talk. Like if you've got a cigarette, I ran into a woman at K-mart 
yesterday, and she's a wonderful woman, and she kept saying 'Yirricha'. And she kept repeating this 
and stroking my arm, and one of the things I like about Aboriginal people is they're physical, and they 
stroke and stroke while they're talking to you. Like this [demonstrates arm stroking in rhythm with 
the words] 'How are you?'. and 'Where are you now?'. and 'I miss you in the school', and if I was to 
see her across a room, like I saw her in a shop and I was outside, and straight away there's a sign of 
recognition. Scmetimes you don't even need the words, and I know that Albert is like that too, 
perhaps more than the other kids, because they're more removed from that traditional way. 
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Interview Ged Rouse (G), Aboriginal ArUCraft Teacher at Baxter 
1 1 19/B 

R: How do you find it worlcing with Mrs. Banks? 
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G: She's really good. She helps people a lot She's helped me heaps and I hardly even knew her. I 
didn't know her before I came to this school. She's really good. She's helped me to try and get a 
teaching course at the Aboriginal college. She's just always helping everybody. She's really good. 
She gets along with everybody I reckon. She's just a good lady, I reckon. I think she cares about 
people too. She knows a lot about the Aboriginal kids and their families and she takes time for people 
too. One incident there [Victor Thomas], one boy was kicking and swearing at her and that, and he got 
suspended from the school but the parents came down and apologised for everything you know, and 
they don't usually do that, you know. That was a little boy in grade seven and I don't know what's 
wrong with him but the parents came down and said they were sorry. They were going to put him in a 
home you know. Where he belongs, I reckon. His sister and brother are in that class and they're good 
you know. There's no problem there now. Janet [Banks] probably thinks about it, but she doesn't 
worry about it 

R: What about your own lessons with the Bunjis? How do you work that out with Janet? 

G: She's good in that way too, you see, and whatever I want to do she lets me do. Some teachers 
won't let me do, ub, get right into things you know. but Janet, if I want to do something to do with 
my work here she'll say 'Just go right ahead and do it'. And the same with all these activities over 
NAIIX>C week [National Aboriginal and Torres Strait Islander Day of Celebration]. I worked 
everything out with her. Like during N.AJ.D.O.C. week I picked up some of the Bunjis and took 
them to tha1 island for periwinkles and long bums [shellfish]. We got there early, about seven am., 
and went down lO the river and got all the stuff. Cooked it along with the kangaroo meat on the 
Monday - damper, cups of tea, and all the Bunjis bad jobs all day - handing out meat, cutting up 
damper and buttering it, and one of the younger ones showing everyone bow to eat long bums and bow 
to piclc the periwinkles out They all helped me to make the fue and collect wood - all things they 
like doing. They love that. We did murals around the school and everyone was in that - Aboriginal 
and non-Aboriginal children all bad their little jobs to do. That was fun for Aboriginal people but 
would have been been better if more bad come. 

We bad the basket weavers here too and I did a carving - a bird out of a big log - and I painted a big 
bird and I sold it straight away. That was Janet bought that. We bad Aboriginal guest speakers - a 
footballer, a D.E.E.T. rep, an Aboriginal constable woman - she was good, she talked really good and 
we bad an Aboriginal teacher who went on exchange to America and she's young but she knows heaps. 
ay? The footballer was good too. He· s a good mate of mine; that· s why he came up here. The kids 
really liked him and he was good with them. I'm glad I got him to come up. All the children asked 
him questions and it started off that all the non-Aboriginal kids asking him questions and the teachers 
and then he started ta.Ik:ing about his school days and how he didn't like school and how be wasn't any 
good at it, and then all the Aboriginal kids really started into asking him questions you know. The 
D.EE.T fella was good too, but be wasn't a sportsman, and the constable was good too - all the kids 
asking about her relations and if she bad lO chuck: her relations from the pub in there [prison). So we 
bad a wide range, because not everyone's going lO be a sportsman, ay? And on Friday we went to the 
march [Aboriginal]. 

R: Do you think that classes like the Bunjis are good or not so good for Aboriginal kids? 

G: Yes, it's good sometimes. They're all good kids in that class you know, and it seems like they all 
need lO be together with each other you know. But I'd like to see them try to get into other classes and 
get them out, the ones that are learning, because these last few boys, the ones that have come over 
from Western Australia, they're pretty smart kids you know, and they should be in one of these other 
classes. Like Ada went over to another class [in 2nd. semester] and she keeps asking me and telling me 
'I want to come back: lO the Bunjis [repeats]'. But I think that they should just put the younger ones in 
the Bunjis and the ones that are really bad you know, not just because they fight If they're good at 
school they should leave them in the classes, even if the teachers can't handle them. you know. The 



teacbers sbould try a bit harder. See like Ada now, she's homesick for tbe Bunjis. Sbe just muds 
around in that mainstream class now. because like when we went out collecting tbe bush food. sbe 
missed out oo that, and the boomerangs and making them and art like that we did in there. Ada k>ves 
doing art like that and she reckons she's missing out and she reckons Tm comin' baclc to that class. 
Mr. Rouse', but she'll do all right next year in high school. And Gerry. be's a good boy that you 
know. They'll do anything for me, that class, all I've got to do is ask them and they'Ll do it without 
hesitating. 

R: Can you talk about your work in the school? 
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G: I have six hours in the school just like a normal teacher. I have classes every day. Woodcarving 
after lunch with a class over here - they're a bit of a hassle. I find the easiest class to wert with is the 
Bunjis - for me, you know. Other kids just don't listen you know. I can tell the kids in the Buojis 
something and they'll listen and they'll just do it straight away you know. but ll()( some of those kids 
in the other classes. But they're getting better as they get to lcnow me. There's that ooe kid swinging 
on a swing and he doesn't do anything for anyone. I bad to tell him once or twice and then I told him 
'Go back to the class. I don't want you here'. Then be said be' d join in, so I gave him wood to make 
a boomerang and he was working all day. Even came up and said 'Is this good?'. He was a non
Aboriginal kid and I grabbed up a booolerang I'd just made for another kid and just chucked it straight 
out and it flew really good. 

R: How do you get on with the children in the Bunjis? 

G: I just clicked with the Bunjis straight away. They took one look at me and saw the colour I was. 
and I was right I grabbed the didjeridoo and played it and I'm teaching them bow to play it and they 
know they can play it any time and if they don't want to they don't have to ... 
R: Are there any special children in the class you'd like to comment on? 

G: Well there's Cbas. He lives behind my bouse and the frrst time I met him was when be jumped 
over my fence and Ninja-Turtled all my plants. Came over with a stick and one of those TurtJe masks 
and Ninja-TurtJed 'em. I kicked him out of my yard and told him never to come back and then I came 
to school and there he was in the Bunjis. He comes over my bouse now, but be asks before he comes 
over. Nobody [srudents] likes him because he teases everyone and then they belt him and then be cries. 
And be does good work too, because when we made boomerangs be did a real good job of that and in 
the poster competition be won a $50 voucher for the best drawing. Can you believe that? That's one 
thing - be's really good at art skills that we didn't know about him, but now we've found out His 
father's a Porn [English] and be's really strict with him. I bear him. He doesn't let Cbas get away 
with anything. 
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Interview Helen (H), A.S.S.P.A. Co-ordinator at Baxter School 
4/12/B 

R: What are your impressions of Janet Banks? What sort of person is sbe in tbe scbool? 

H: Well. she's good. She's nice and she's caring, you know. 

R: Do you fmd her easy to talk to? 

8: Oh yeah. She's easy to talk to and she's been very helpful to me. 

R: How do you know her? How did you meet? 

H: We know each other from the A.S.S.P.A. She helped us to organise everything there - ber and 
Nancy Evans [an Aboriginal teacher and parent]. She organised everything and if it wasn't for her we 
wouldn't have it 

R: So she comes to all your meetings? 

H: Yeah. 

R: So she's a key person? 

8: Yeah. 

R: How do Aboriginal parents feel about her? 

H: ... they find her easy, they can approach her. 

R: So if they've got a problem they feel relaxed about that [talking to Mrs. Banks]? 
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H: Mmm. and the people tba1 don't  really know her, you know, who don't have much to do with ber. 
Um., people who don't know - (laughs] we're [Aboriginal people] all the same - too frightened to 
approach people whether we know them or not. But once you get to know ber [Mrs. Banks] she's 
good ... 

R: So is just through the Homework Centre that you have dealings with her? 

H: Mainly with A.S.S.P.A., and then, you know, with the Homework Centre. When I need help I'U 
go to Janet 

R: So what sort of help? 

8: Like when I need to approach him [the principal] I'U go to Janet flrst and see what she thinks, and 
if she reckons it's all right, then I'U go abead. .. [R and H talk about the Bunjis who attend the 
Homeworlc Centre] Dante needs to be pushed [to come to the Homework Centre]. Most of them need 
to be pushed. ay? Getting back to Janet. 

R: I notice that she does things around the school for the Aboriginal students [give two examples). 
So it seems to me that Janet would be a resource person? 

H: [quickly] Ob yeah. Janet helps all the Aboriginal people here. She's everything for us. That's 
why I don't want her to go [to another school]. 

R: What do you think of having a class of Aboriginal kids together? 

H: Well it's working, isn't it? .. Janet is very strong. Won't let anything faze ber. 



R: You're a strong person as well. 

H: I'm not strong like Janet See, I went to Janter once and told her I was so proud that I'd 
approached him [the principal] and asked him for a cupboard for our A.S.S.P.A. gear and where we'd 
put our fridge and that. And I was so proud of myself for doing that and I went and told Janet about 
it..see if he [the principal] told me that something was right I wouldn't stand up and argue with him, 
I'd just say 'Yeah. O.K.'. I wouldn't argue with him and you'd know it's not right, but you'd just 
say 'O.K.'. But not Janet. She's the person who'll say 'No. That's not right'. 

R: But you'll develop that [assertiveness]. 
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H: [laughs] Yeah, but how long's that going to take? [H and R discuss Aboriginal parents' 
involvement in the school] See, to me some [Aboriginal parents] are just not caring. That's what I 
think. You could see that through the A.S.S.P.A. I know myself that when I flrst saw the advert in 
the paper [for A.S.S.P.A. Committee] I didn't really care. It was only that Nancy Evans got me to 
come along and now that I'm along, you can't get rid of me ... See now if my daughter came home and 
kept telling me 'Mum, there's something on and Mrs. Banks said you got to come and she needs you 
there', then I'd feel awful and I'd go. And that's what we tell the kids- 'Tell your mum and dad to be 
there'. And if I didn't go my daughter would be upset because I didn't go. And these kids go borne and 
tell their mums - like  Duffy - I kept telling him [bangs table) 'Tell your mum she has to be here' and 
she [Bessie Timms) didn't know who I was - she'd seen me around the school - and then she came up to 
the meeting ... But I'm still really unsure of myself. But Janet taught me that. No, but Janet's a top 
woman. Janet is a top woman. 

R: Top woman, huh? 

H: Yeah. 

R: Have you spent any time in the Bunjis? 

H: I pop in and out [of the Bunjis] and she's .firm with those kids - she's very firm. And that's what I 
want for my kids - someone who'll make them want to work. 



Appendix 83 

Interview Albert's Mother, Miriam (M), and Stepfather, Jack (J) 
1716/C 

R: To start off, could you tell me what you think of living in this area, in Baxter? 
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J: Well we're lucky we've got a home in a good area The facilities here have improved a lot over tbe 
past few years. We're pleased to be here. It's a top area ... Only thing is we don't have a comer shop 
handy but the bus service is good and everything. 

R: So you catch the bus from here? Do you shop Up Top? 

M: We catch the bus just around the comer. 

J: Yeah. All our groceries. 

R: ... Do you have any problems with your [Housing Commission] house? What was in here when 
you moved in? 

M: There was nothing in the house; only the stove. 

J: There was basically the stove but that's no different than if you rent unfurnished - there's only a 
stove in them - and if the Housing Commission had to supply other things, like fridges, thy' d have to 
charge a lot more for them and we couldn't afford that anyway. 

R: Some mothers I've interviewed have also said they missed having built-in cupboards. 

J: Y eab, we did have those in the flat we lived in before and you do miss those things. 

M: Yeah. 

R: Could you tell me a bit about where you were living before you came to Darwin and what the life 
was like? 

M: Before we came here the life was a bit different. The town area was different to me because the 
area I come from is just in the bush and in a little mission, so when we got here it was very difficult 
for me to find things like bus stops and shops and things like that. 

R: And what about Albert's life? Did that change too when you came into town? 

M: Albert's life was very different too because he liked that beach and the bush out there ... and be had 
his own spears for fishing and Crabbing down the beach back home and be's good at that and be shows 
the other kids bow to do it.. the younger kids from age of thirteen and down ... Wben we came to Darwin 
we lived in X first. Fli'St thing he asked for was the beach. He said 'Mum, wbere's the beach?', and 
lucky there was one near us. You could just walk down five minutes away and the park was there too 
for him to play ... And there be still had a couple of Aboriginal friends to play with. 

R: Tell me about the school at X. Jack, you said that it was a good school? 

J: That was a very good school...and it was close to the beach for Miriam and Albert. They still have 
to have their coya - that's seafood. And even now living [here in Baxter] Miriam gets that taste on her 
tongue and she's got to have fish or prawns, she still has to eat that. and I don't think she could live 
anywhere unless she's close to the sea. 

M: I still go out here and get my own fish and that..I'd rather do that. get my own .. J go down with 
hand lines and that and go down to the mangroves near here and get mangrove worms and clams, 
oysters and longbums and that 

J: ... and if there's any fish caught off the beach, Miriam catches it. 
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R: So you think Albert's bad some good teachers in X school? 

J: The teachers at X school, two in particular, took an interest in all the kids and they assisted Albert. 
Since he's been in Darwin those teachers there and particularly the teacher at Baxter, Janet Banks. they 
seem to be some of the few teachers around who trea1 the kids as individuals. They spent a /or of time 
with different kids and we were lucky that Albert was ooe of them. They were a greaJ assistance to 
him. 

R: What about his reading at X school? ... Did he get special help there? 

J: Albert has a class after school. I think the lady from X helped run the class and they used to spend 
three afternoons a week helping him with his reading. 

M: His reading and writing. 

J: And of course, reading and writing were his biggest problems. Worst thing for Albert was where be 
attended a small outstation school and be was taught in his own language. Complete waste of time ... 

M: Yes. 

J: Because when they come into town they have to change to English and of course it's completely 
impossible for the kids. 

R: Miriam, what do think about that? 

M: Yes. It's very difficult for kids then when they come into town for excursions and the main 
language is English ... so wherever you go you talk in English and you can't talk foreign languages all 
the time. 

R: So did Albert have no English when he came here? 

M: No, a little bit 

J: He bad the talking ability in English because they taUc that out there [the settlement) as well as 
their own language but the learning ability in reading and writing is completely different to the talking 
one. and Albert has no ability for reading and writing, same as ninety per cent of the [Aboriginal ] 
children ... when they go to school they definitely need to be taught English for the reading and writing 
part of it.. 

M: We were taught in English and we went to a missionary school... We were taught in English in the 
school area and we talked in it all the time in school hours, and we used our own language when we go 
out of the school. 

J: Miriam can tell you stories of her and her age group can read and write English very well. And 
Miriam can tell you that when the tutors taught them English at the school and if they used their own 
language in the school, they'd· get into get into trouble. At home Miriam's got more culture and more 
Aboriginal culture than anyone could wish ... 

R: ... a lot of those old people, older than you, Miriam, who were taught on missions in the early 
days, seremed to have learnt English very well? 

M: The old people were taught English reading and writing and used their own language in the camp. 
Sometimes they used to have a class just for the art [Aboriginal) - elders used to come and just teach us 
for art and culture ... and just for an hour or so, but the main thing was in English. 

J: Miriam's mother sitting down behind you speaks English as well as any Australian. She's one of 
the elders of that area. 

R: And she's been to Paris? 

J: Yep. 

M: [shows R a photograph of her mother in the newspaper) She teaches art and craft 



J: So you're looking at a picture there of an elder of the tribe who teaches the kids art work in both 
English and X [Aboriginal language). 

R: So Albert went to two schools before he came to Baxter? 
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J: No, he went from X school to Baxter where he was very fortunate, once again, to run into a teacher 
[Janet Banks] who knew part of the family ... When we ft.rst moved here [to Baxter) I made a deal with 
Albert that for the first month I'd let him catch the bus to attend X school. We knew that once he met 
the kids here it would be different but it was very hard to change him half way through the term and 
make new friends. So after a month, Albert got tired of getting up at six in the morning to ca1Ch the 
bus and all the travelling and he'd met some friends here, so he decided he'd go to Baxter [school] then. 
But we let him make the choice. 

R: Did he go straight into Janet Banks' class? 

J: He went straight into her class. 

R: What did you think about that? 

J: Well we weren't sure at all with the laclc of teaching be'd had but once we became involved with 
the class and got to know the teacher, then we were pretty pleased. We realised that he'd gone from a 
high standard of someone looking after him to a higher standard of someone looking after him. We 
were pretty pleased about that. 

R: Did you meet Mrs. Banks fairly early on in that stage? 

J: Miriam did, yes, and they knew each other. 

R: So, Miriam, what do you think about Janet [as a person]? 

M: As a person she's very close to us, to Aborigines, and she's got a good sense of humour. She's 
very attractive. 

R: What you mean by that? 

M: Oh, 'attractive' is ... 

J: I think what Miriam's trying to say is that her personality is outgoing and that 

R: Do you mean that you feel very easy with her, that sort of thing? 

M: Yes; and kind-hearted. 

R: And you were saying before that she really cared about the kids and that comes out? 

M: Yeah. She does and her feeling really gets to me and we really understand each other. 

R: Did you go up to school to speak to her or did she come here [the home]? 

M: She comes over here to talk to us, and if she's not bere we fmd her anywhere and sit down and talk 
and share a conversation. 

R: Were you happy to have Albert in that class? 

M: Yeah. We were. 

R: Did he say anything about school when he'd come home? 

M: Yeah. When he'd come home be'd say 'Umla!' he'd say - that's 'mum' in our language - 'See the 
teacher over there in that class that I'm in, she talks in our language' [laughs]. And I asked him 
'What's her name?' and he told me 'Mrs. Banks' and I said 'Is that Janet Banks?', and he said 'Yes. That 
must be it'. [laughs] She told me that she goes down to the college [Aboriginal] and she knows the 
culture, you know. 
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J: And Miriam graduated from that college ... At his first school Albert was in a mainstream class and 
be fitted in very well and there were only a few Aboriginal kids in the class. Albert is a very good kid 
and be's especially kind in helping and teaching yotmger kids. 

R: How do you think Albert would have adapted in a mainstream class? 

J: At his first school Albert was in a mainstream class and be fitted in very well and there were only a 
few Aboriginal kids in the class .. .From the time Albert first went to school and except where be got off 
the track a bit at the high school, his reports on his attimde and his behaviour and his nature show that 
he'd be the top of any class that he'd be in ... and also what's very important to me is his helping of 
other kids - not in his lessons, which be didn't know enough to do well - but be's especially kind in 
helping the younger kids. 

R: So sharing is very important then? 

M: Yeah. It's important for Aboriginal kids to share, that's the most important thing. 

J: Aboriginal kids have got what we've lost They make their own games, their own fun ... and they 
do it without a pocketful of dollars, and when you come into cities our kids, that is white kids, can't 
make their own fun without a pocketful of money ... 

R: So Albert seemed to be happy in Janet Banks' class? 

J: Very happy. 

M: Yeah. 

R: What do you think made him happy about being there? 

J: I'd say two things; the teacher, one, the teacher, Janet Banks, took an interest in all the kids in the 
class. I used to go down there on quite a few occasions and take Albert pocket money or his lunch and 
I don't think it was just Albert - I think she tried to teach all the kids and and treated them as 
individuals and I don't think that happens any more in schools. 

R: ... [to Miriam] You've said that [Mrs. Banks] spoke some of your language and when I interviewed 
Albert one of the first things be told me was that 'she speaks our lingo' .. 

M: [laughs) Yeah, and he told me about that too and one day he told me 'Umla [mum], she's got a 
skin name too' [M laughs and says Mrs. Bank's skin name}. 

R: What was that? 

M: I think she's like my aunty [repeats} .  That is, she's like Albert's atmty. And I said to him 
'You're right X [skin name] is your aunty' ... She got that name at the college because some of our 
people were studying there. Comparing white lifestyle and Aboriginal lifestyle, our people put the two 
together. 

R: So that would have made Albert and Mrs. Banks in a special relationship? 

M: Yes. 

R: What would Albert do after school or on weekends? 

J: After school Albert would usually come home and ask to go fishing, but he was also interested in 
sport - rugby league and Australian rules. Often he'd come home and the fridge would be full of food 
we used to argue about this - and be' d come home, get his shanghai and go across the road in the bush, 
kill a couple of birds and come back and make a fire out there [in the yard] and cook them. 

M: 1bat's what we do in the bush; make up a little fue and cook them. 

J: After Miriam's nephew, Manu, came to stay with us for six months - this was before we moved to 
Baxter - and one weekend be and Albert came home and we had tea ready but they didn't want to eat it 
and I walked outside and they were both out there eating and I said 'What you eating?' and they'd been 
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up to the school - this was the Saturday afternoon - and they'd killed all the school's pet frilled-necks 
[lizards] and cooked and eaten them .. .lt's only now after Albert's been gone for a few months tha1 we're 
starting to get the birds coming back in the yard again. 
M: As soon as he comes back he'll get them out again. 

J: (laughs]. Yep, as soon as be comes back there'll be fires everywhere and cooked peewees and 
magpies all over the place ... The one person I've seen better than Albert with a shanghai is his mother. 

M: He kills the frill-neck easily by just catching it and whacking it on the head ... But with a shanghai 
you just go out. like to a poultry farm. and you just go 'bang, bang bang' and you've got it. just like 
that You can get three or four of them really quick and then you're out of it - you just quickly run 
away [laughs]. 

J: Yes, over on the island Miriam used to go out with the other women to get little birds and then the 
chickens on this farm used to get in the way [laughs]. 

M: No, this is honest and true now. If you want poultry you just go up to them and whack them on 
the head. That's easy. 

J: The poultry didn't last long on thai island. 

R: So I can see where Albert gets his devilment from. 

M: [laughs] If you've got a skill you've got to pass it on. 

R: Did Albert used to play sport too? 

J: He· s a very good sponsman, Albert. He played in a rugby team ... and be made the short list for the 
N.T. League side after four games. And another thing in common with his mother, be's a brilliant 
basketball player. He will never be a scholar -just get that reading and writing and be's got everything 
going for him. 

R: And his didjeridoo playing? I've beard him in the classroom. How did be learn that? 

M: He learnt [ didjeridoo] from seven years old, and old men pass it on to the young ones. That's 
something they've got to do. With the young ones they get sticks, clap sticks, and sit down and play 
and other ones will get plastic pipes because they're too young for the real didjeridoo, and the pipes are 
lighter and easier for the young ones to play. And then once they get to age thirteen and fourteen they 
can play it.. 

J: Women aren't allowed to play it.. 

R: What feelings did you have about the school? 

J: Wherever Janet [Banks) was teaching we felt comfortable with the school because she'd call up at 
various times and let us know of any problems, and not just to us, but to the other parents in the area 
and I can only speak very highly of her for that .. 

R: As a teacher, then, what is it about her that makes her special? 

J: She treats all the kids - and I found all the kids and I've beard a lot of what she means to other 
people - that she takes an interest in the kids, not just teaching them. but she treats all her kids as 
individuals which, unfortunately, other teachers don't. They treat the top ten kids as good and that's all 
they're interested in. There are a lot of good teachers but a lot of them aren't bloody interested either. 
To me the bottom ten kids in the class should get the attention, not the top ten. 

R: ... the other kids [Bunjis] thought that Albert's up there because be said that he knew the Law 
Aboriginal Law? 

M: Nub. 

R: He doesn't? 
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M: Not yet. He's not old enough yet I don't think so because be's still a child. In some ways he's 
smart but in other ways be's still a little bit child.isb ... He's already been through initiation when be 
was seven ... 

R: .. .it seemed to me that Albert thought that he was different somehow? 

M: Maybe the kids [Bunjis] respect him because he was that little bit older and because be's been 
initiated before when he was seven. When they're a little bit older, about thirteen or maybe twelve, 
they think they're older and they think like 'I'm a man now', and they think they can run it all you 
know? 

R: So he thinks he's at that stage? 

M: Yeah! True! Like sometimes he'll run up to me and say be's got some problems with Jack. like 
'Um.la, I don't lilce him; he's bossing me round and letting me down, and be thinks he's the 
boss[laughs). But he's only a child ... 

J: .. .he's always had a good nature, good attitude, and he listens and he learns and maybe that's the 
reason why be got respect from the younger kids. 

R: What impressed me about him was his respect for school and the teacher ... 

J: Albert's reports from the other school were all well below average because he'd never bad the 
educatioo; and gradually be's picked that up slowly, but every report we've bad have all been excellent 
- as good as you could wish in terms of behaviour and personal qualities ... 

R: 1be time that he was in Janet Banks' class did you feel that he'd improved academically? 

M: Yeah. Yeah. Since the Bunjis we felt that he improved academically in his subjects and getting 
tbere slowly we needed to have someone close to him at home to keep that up, so we got [a relative) to 
tutor him in the afternoon. 

J: I'd say tha1 be improved a hundred percent in the Bunjis in what I tbink is the main thing in life and 
that was in his self confidence. 

M: Yeah. 

J: And being confident in what be was doing. Even though be battled to read and write but the little 
bugger was still confident that he could do it, and confidence was the main thing that be learnt with 
[Mrs. Banks] and tha1 was great .. 

M: He wrote some stories and be tried very hard at that... 

J: He was starting to get there [with his writing) but then be went to higb school and be just didn't 
have the basics ... 

R: When be went to high school was be put in a special reading class to help him? 

J: I believe be was put in a reading class for help but that was like for twenty minutes a day or 
something. From then on the kid just went frool class to class ... and [teachers) didn't have time to 
thinnlc 'Oh, be needs help' ... W've had him taught after school...The only reason Albert can't read or 
write is because of the bloody system we call education which is ridiculous ... As Europeans we are 
gradually pushing Aboriginal people out and into their own little comer of what was originally their 
own country and we are not teaching them ... [Albert] went from the Btmjis to a high school where he 
was number 19 and no one was interested in him. And that's exactly what the system does. 
M: It wasn'tjust Albert. There were a couple of other kids like that. 

J: Ob no. It waso' t just Albert. 



Appendix B4 

Interview Sally Thomas (S), Mother of Bunjis - Thea, Hub and Victor 
17/10/B 

R: What do you think of Janet [Banks) as a person? What's she like to tallc to, for example, and to 
work with? 

S: She's a very nice person to be with in and out of school hours. She's there to help the children 
even out of school hours. 

R: ... Tell me a bit about bow she taUcs to parents and kids because you've worlced with ber? 
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S :  I used to worlc with Janet in the classroom and she's a very gentle person, very gentle - got a lot of 
patience with the kids, and with their parents too, not only children. 

R: Is that the same as other teachers or different? 

S: She's different to other teachers. 

R: They don't speak so nicely? 

S: True. They speak good but not as good as Mrs. Banks ... She speaks gentle, and she doesn' t  shout 
and I've spent time in the class and my children, all three of them, come a long way this year since 
they've been in her class. They bad a lot of setbacks in their schooling over the past five years, four 
years, and they've gone really superb this year. 

R: In what ways? 

S: Well Janet finds out their social behaviour and she just takes it from there. 

R: Can you tell me in what ways your kids have got better? 

S: In their writing and reading. Hub, be's been with Janet now, and a year ago be couldn't write 
straight - his letters were back: to front and that, and you don't see that now - only one letter now and 
again ... and he feels good [about that]. I was reading his paper he wrote in class the other day, and be's 
come a long way through Janet. 

R: And what about Thea? 

S: Yeah. She's been good too. Ever since she's been with Janet she's been really good ...  her work's 
improved a lot She slackens off a bit when she's got to go to another teacher in the afternoon. Think: 
that teacher might be different [to Janet Banks]. 

R: ... you feel that Janet's good, as a person? 

S: Yeah and I know her more than any of the other parents because I've spent most time with ber in 
the classroom. 

R: Do you feel comfortable, then, about going up to the classroom and tallcing to her? 

S: I do. I do, you know? If I don't go there [the classroom] she comes round to my house you k:now, 
and she really cares about those children, she really does. 

R: Does she know a lot about Aboriginal kids? 

S: Oh yes, she does, because she worked with Aboriginal people in the college and she knows about 
Aboriginal children. 

R: What do you think: about..all Aboriginal children together in the one class? 
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S: [long pause] Well, um, I think it doesn't  really worry me- Aboriginal children or white children 
because there's a lot of white children don't know things either, and I think it should be equaL Has to 
be there's a lot of young white kids lacking too, not just coloured kids, other kids too. 

R: I was wondering if you think that having all Aboriginal kids together does something for those 
children? 

S: I reckon it does good like that, you know, because I was in Janet's class teaching a thirteen, 
fourteen year old kid and he couldn't even write or spell because he'd had a hard life. missed out on a 
lot, and Janet just devotes her whole time to them, to those kids. 

R: ... the kids tha1 I've interviewed have described her as 'generous' and 'gentle' . 

S: Oh, yes, she is. 

R: They also say she 'talks nicely' and she doesn't shout 

S: Oh, she doesn't. 

R: What sort of atmosphere did you see in that class? What sort of feeling did you have about it? 

S: It was a good feeling. I don't think I could walk into any other classroom like that. I enjoyed 
going there and helping Janet, I really did, you know. But that time I had to stop because I was having 
trouble with my big boy [Victor) and thal. 

R: What did you do in there? 

S: Well Janet had the kids divided into big children's groups and younger ones, and the younger ones 
had to start with blocks because some couldn't write properly or count; so I used to teach them how to 
add up with blocks, and then the older ones. We'd have turns; one day Janet'd have the young ones and 
I'd take the older ones, so that'd be all right, and I'd just help them with their spelling and sentences 
and writing and that . .! worked there for about two months off and on. 

R: Victor was in there for part of that time? 

S: Yes. 

R: .. .Did Victor get anything from being in that class do you think? 

S: He loves Janet, he really does, you know. He swore at her once but he was hurt about that and be 
apologised to her .. .I made him, because she's taken so much time for my children, not just all the other 
children, and kids [appreciate) that Like Hub, he loves, be looks forward to going to Janet's [class). 
He's got a pen pal and she set all that up with her cousin in New Guinea ... 

R: How are you involved in the school now? 

S: I've slackened off a bit. Well I'm in the A.S.S.P.A. and I go to the meetings but I haven't been 
there lately because I've had some worries of my own, and when I get like that I close myself off for 
days. 

R: Does Janet go to your meetings? 

S: Oh yes, she does. 

R: She seems to put a lot of time into those? 

S: She does, you know. And sometimes she's got to go home ftrst and she'd come all the way from 
X [Mrs. Banks' home] to come to our meetings, and she helped us a lot. 

R: How do your children feel about going to her class? Is it a different feeling in there? 

S: Very, but now that it's only for half a day [the Bunjis go into mainstream classes in the afternoon] 
the kids get a bit weary and come home. 



R: What do you think about that [changing classes in the afternoon]? It wasn't Janet's idea. 

S: [quickly] I know ... And see, I think that's where it all mucks up with their work - going from one 
class to another - and everything's different See, Janet was doing a really good job in there - she still 
is, but it's a lot more difficult [now]. 

R: So your kids aren't keen on going to the afternoon sessions? 
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S: No. No they aren't ... Tbey always talk about Janet as their teacher and they like her and they feel 
more comfortable with her as a teacher. There a few other good reachers here but some of these 
Aboriginal children, they've lost a lot of time in their work and that you know. Janet gives them that 
confidence - she gives them that confidence to go on. 

R: ... Do you think having [older and younger kids together] makes a difference? 

S: Yes ... Well when I was in there, there was never no fighting or anything like that Oh a few little 
disagreements, but they knew they had things, they knew where to put their things, you know - they 
knew. Like, Janet ttained them - where to sit, where to put their things, tidy up your desk - things like 
that. 

R: it seems to me that things like manners are important to her? 

S: Yes. lbat's right Manners are very important to her and respect - give them respect and they'll 
give respect back, and she does respect those children. You know, she's gone out of her way a lot of 
times for those children. I think they were even going to shut that class down at one stage because 
there wasn't enough children. 

R: You said to me yesterday that it worried you that that class [Bunjis] might not continue. 

S: It does. It really does, because I've bad a few hassles over the years with this school and with 
some teachers, but with Janet it's different; completely different If I know that my kids have done 
anything wrong for Janet then I get them to go down and apologise because I know that Janet's gone 
out of her way to teach them. I mean, I tell you that if [the class is discontinued], then I'll just take 
my kids out and send them to Smithton, if it comes to that, because I know, I'm not saying that 
without Janet they won't get the teaching, but they've missed out on a lot and Janet's built them up a 
lot. and I know they'll fall back in a proper class. 

R: So you've had some conflict with teachers before? 

S: Yeah. over the years ... especially with my older kids; they're no angels, I know, but see, I'm a 
person, if someone hits my kids I don't like that, even pushing. I don't like that, and [teachers] have 
done that to my kids over the years, and like Thea now, she goes to Mrs. Wedd in the afternoons and 
that teacher gave her a really hard time, you know ... Thea came home after four weeks and she was 
really upset about it, crying and everything, and I thought 'My god, how can you be like that?', and 
that was in the afternoon class - that teacher bad toffees and she gave all the kids one, but when it came 
to Thea- nothing. That was hurtful and degraded, and one more word from Mrs. Wedd .. 

So Thea doesn't like joining in there - she bates her. I say to Thea 'Don't say "hate'". I try to teach 
my kids the right things, but if they're going to be like that to her, they've got to expect it back. I 
teach my kids they are not rubbish - they were brought up properly. And Thea was really hurt. And I 
know Thea, she's outcast by Mrs. Wedd; she always bas been, and even Janet bad a go at Mrs. Wedd 
last year. 

R: So you feel that Janet tries to stand up for the kids then? 

S: Oh, yes, she does. She does; but if they get out of band, then they're treated just like the other 
kids. She's got no specialities [favourites]. She's there to teach and to do a good job and she does a 
good job. She's got no picks or whatever. She treats them all the same. 

R: Do you think that's unusual in a teacher? 

S: Yes. I always think to myself 'Where does she get her energy from and her patience', you know, 
because I've been in that classroom, and a few of those kids I could just get by the neck [makes a 
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strangling gesture], and I think 'No, don't do that', and I'm there trying to quieten them down. I lmow 
what the kids are like around here and I lmow the parents, you lmow ... l'd like to come back and work in 
the school because it was safe. It was good working with the kids, not just my own, but all the kids. 
and I'd wal.lc around the oval with them at recess or make them lunch. I'd never see a kid go without 
lunch. I lmow myself that some days my kids would come without lunch, but only for that day, and 
Janet'd make sandwiches for them but that was before that A.S.S.P.A. was set up. It was good. I used 
to enjoy teaching ... and you can get some good stories from them [Bunjis]. Oh they can rattle off some 
good stories. 

R: [talks about some of the Bunjis' stories] Do they come from Aboriginal legends or do kids make 
them up? 

S: I don't lmow about the [story] about the magic dust. I don't thinlc that's an Aboriginal legend and 
the one about the kangaroo, no, that's not. because the kangaroo's a totem. Oh they can rattle off 
some good stories, but these kids add a little bit on .. .I wasn't brought up in an Aboriginal [pauses) 

R: Like the old ways? 

S: Oh, yeah. I know a little bit about the old ways but I was never brought up, you know, to say 
that everything for Aboriginal people. I know my ways and that but I don't go for that sort of thing 
radical - like marches and that because I my mother was white. Makes me mad, you know, because 
I've had a few people call me black, and I say 'You want to see my mother - she's white', and [my] 
father's Aboriginal, and I think to myself 'Who are these people calling me black?'. I've got white in 
me too so I've never been involved in anything like that ... 

R: It seems like all Aboriginal people are different? 

S: Oh they are, especially here [N.T.] and see I was married to a full-blood and you know, some of his 
people can be very, very, ignorant... 



Appendix BS 

Interview Bessie Timms (B), Mother of Duffy 
25/9/B 

R: .. .1 used to see Duffy in Mr. Macs' class last year and I know that be and Mr. Macs didn't get on. 
[Duffy] seems a very different child this year; like be's helping people and doing his work. 
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B: Well I remember I once had a terrible argument with Mr. Macs because when Duffy was attending 
his class I thought it was like a Special Unit and I thought Mr. Macs was really going to help him, but 
instead of that be got worse. And like Duffy would misbehave in his class and then Mr. Macs just 
pushed him aside, and then he got more worse. Since he came to Janet Banks' class he's been changed 
completely. He's quite happy. He's happy with his work, and she did a great job. I feel so relaxed 
with her. She's always kept me up to date about Duffy's work in school hours, or if he misbehaved at 
school she'd tell me. Once she said 'Duffy's not cooperating. Is anything wrong at home?' . and I'd 
say 'Yes, there's been a bit of an argument and all the three boys got the strap from me', because I try 
to teach them to move on time, to be there at school before the bell rings. You know they only live 
about ten minutes walk away from the school but that youngest one of mine, he's so big it takes him 
about half an hour. So I normally tell the kids to leave home about 7:30, and at that time Duffy was 
so angry, I suppose with myself, his mum. and his brothers - especially the youngest one - and so for 
Janet he just wasn't co-operating that day. 

Apart from that, Janet helped him a lot and she's been really great, even though myself, I've been 
worlcing voluntary as a mum because my kids attending Baxter school and Homework Centre. I spend 
a lot of time with them from Tuesday to Thursday, and if I need help or advice it's always Janet I come 
to. I don't know, there's just something that I find so relaxing about her, that you can - I'm normally 
a doubtful person; I've always got doubts, you know, about like little things, and if I don't trust that 
person I won't go near them, but with Janet, she's been really good ... 

R: What is it about her that you fmd good? What is she like as a person? 

B: I don't know. I believe she makes you feel safe. She's got that warm feeling; just looking at her 
makes you feel so comfortable. I believe that if I met her outside the school grounds before I knew she 
was a teacher, we would still have been good friends. When I firSt met her you know, I felt at that 
time, I was saying to myself 'I hope she can help Duffy'. because Duffy had come to that stage last 
year, from him [Duffy] being led by the other boys, leaving the school grounds and going down to the 
shop, and they'd stay there until after school flnishes, and then they'll come home. And other kids told 
him to follow, and he knew that he'd get a hiding from you, and that's not just for Duffy - that applies 
to the other two [Bessie's sons] as well. And I don't care what's happened or where - even if it's the 
shopping centre, I'll give them a smack on the spot. because otherwise they think they can get away 
with it That's how I was brought up - very strict. There's a time to play but you've got to do your 
chores first..and my kids have chores at home and rules. 

R: So do you feel there's  a difference in Duffy this year? 

B: As Duffy's mum I can tell a difference. Even though we've got rules at home and when we come 
home from the Homework Centre each child's got his own chores. My kids are usually up at five in 
the morning, even on weekends, and they've got their rules. They've got plenty of time to make their 
own beds, have a shower before they � breakfast - they make their lunches too - and then they can 
sit down and watch cartoons, and then about quarter to [eight] they wallc over [to school]. So from five 
till quarter to eight there's a long gap there, so if they decide to watch cartoons there before they make 
their beds or make their lunches, and they leave no time to do that, then I get the strap out 

And Duffy's really improved [at these things] this year and I talked to him once and Janet told me 'I 
think they're [the Bunjis] quite ready. I'm sending the kids off in the afternoon [to mainstream 
classes]', and I think it was for the maths or something, and when I told Duffy about it he said 'Oh 
why? Why, mum?', and I said 'Oh, I think you might be quite ready to go into your own class level 
now you know', but he said 'I don't want to move from Mrs. Banks' group'. I said 'Why?', and Duffy 
said 'You know, mum, when I had problems with everything - spelling, maths?', and he said 'Mrs. 

Banks was always there for us and she always helped us. She doesn't make us rush, you know, do 



things in a rush. We do things in our own time', he said. 'That makes us do things faster, whatever 
she gives us. We know what we have to do next, but we do things in our own time and we get faster 
to go on to the next thing we know we have to do' . And he said like that she was a really good help 
'Like if Mr. Macs had helped me like that I would have been a long way ahead of Max· [Duffy' s  
younger brother]. Max is ahead of him now. 
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I reckon Duffy's smart enough but he's just a child who needs a lot of attention. I believe, as a parent, 
he was my first one and I had a lot of time for him .. .I find he really listens since now be's been 
attending Janet's class. While he was in Mr. Macs' class I really believed that he [Mr. Macs] was 
going to help Duffy, but when I lay down I'd think about it and worry about it, and think 'He's getting 
bigger and older and no, he's going to end up like ymmg boys doing mischievous things like stealing, 
and fights, like down at Smithton school... 

See, we'd had a few shifts before we came here and my husband left in '86 and Duffy withdrew a bit 
into himself after that, maybe got a little bit confused, and he used to follow the teacher around, and if 
I'd been the teacher I'd have kept them occupied, give them things to do and look at how the child is 
feeling and spend a bit of time with that child, because Duffy would really have appreciated that, even 
five minutes. Or if the teacher had listened to Duffy or speaks to him, really speaks to him, he'd really 
apJreCiate that. 

R: Do you think that's what Mrs. Banks does? 

B: Yes ... Wben I bring around the children's lunch I pop into the classroom and I see Janet with each 
child always talking to the children and she always talks to them. There's a difference between her and 
other teachers that you notice, because a teacher will talk to a child and they will scream; they'll 
scream and shout, but with Janet, she'll only talk, sit down and talk with a child nice and kind and real 
calmly and that'll make a child feel so relaxing, and that'll make a child do as they're told. She talks to 
them, and I really believe that Duffy' s  going to go further and further away from those mischievous 
things. 

But since Janet's class started, he's [Duffy] been telling everyone that he's doing really good and it's 
got me a little bit worried now because sometimes I think like, what if Janet's going to try and separate 
these kids back into their normal classes - they're going to be in trouble. It'll be hard for them, really 
hard .. .Because you go in her classro<m and the kids are always talking and talking to the teacher, and if 
you go in other classrooms, the child cannot talk to the teacher unless he asks them first And I know 
all about that because I was sent away to boarding school...and I found that very difficult, being away 
from my bome .. .I tell Duffy be's lucky to have a mother who cares for you because I never had a 
mother ... 

We're church folks and we're different because we learnt to bring our children up with love. And I 
wanted to talk to the teachers about that and tell them ... Do you know Ms. Izard? [a teacher at Baxter in 
1990]. Well I had some trouble with her ... um with Max? [Bessie's son]. She pushed him out the 
door and ripped his shirt. I was staying just across the road [from the school] at my sister's place while 
I was waiting for a house, so I walked across the road. My sister said 'Max kept crying and crying', 
and she kept saying 'What did Max do?', and I said 'Let's see bow she [Ms. Izard] feels, picking on a 
little child'. I walked over and grabbed her and pushed her and I said 'See how you feel!', and she said 
'Don't you dare touch me!', and I said 'Don't you dare touch my child, either! I'm a single parent and 
if I go to Welfare they'D step in and do something about you'. I didn't like her. I believe that Max 
was one of the brightest kids in that class, and he was a year younger than all the other kids, and I think 
that she just didn't appreciate it Or maybe she had something against all the coloured kids. I don't 
know. I never asked her ... With her you just didn't want to talk to her. Lucky that Max was my one 
tough child, because she was very hard on him. If the teacher helps him, he'll cooperate; if the teacher 
gives him a hard time he'll fight back. 

I teach all my kids to stand up for their rights. If you're wrong, like me too, if I'm wrong, I apologise, 
but if I'm right then I stand up for my rights and there's always a lot of arguments in our age group, in 
our family, among the kids. And when adults interfere they end up not speaking to each other, so I say 
'Let them sort it out among themselves - that's their problem'. And once the kids have had a fight, 
after about five to ten minutes, they're friends again. And with Max. he's got to like the teacher, and if 
he doesn't like her then he'll tell me straight away 'Mum, I don't like her', and he told me that about 
her [Ms. Izard] - 'I don't like her', and I told him, 'Max, just do what you're told' ... 

R: So you think it's important that children like their teachers? 
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B: Yes. I think so. I think so. It's very important to have that bond between teacher and child. just 
like that bond between a mother and her child. It's the same as with a teacher and the child. Otherwise 
if I was that child and there wasn't that bond between the teacher and myself, then the child would get 
further and further away fum the teacher and oot do what be was told. 

R: ... what you mentioned about the relationship between mother and child ... a way of speaking to one 
another ... 

B: Yes. Like you look at Janet and her class and they respect her because she's their teacher, but they 
respect her because she's like a mother or someone older than them that they respect She even taik.s -
you don't bear her talk, like screaming out - like when she talks to Duffy she says 'Duffy' [very 
gently], you know, not really loud. She just says 'Duffy' or 'Ada' [gently], and they listen and they've 
always got respect 

You see other kids in a class if a teacher says 'Nathan?', they'll say 'Yeah?', but in [Janet's) class she'll 
call their names and they always say 'Yeb, Miss' or 'Yes, Miss?' - they've always got that respect for 
her .. .I've taught my kids to call people older than them 'Mister' or 'Missus' with respect. even out of 
the school grounds. Like that's how they talk to the ladies in the Homework Centre - 'Thank you, 
Mrs. X'. And all of Janet's class at the Homework Centre call us, the ladies, 'Miss' or 'Missus', with 
respect. They show that respect for you ... That's because Janet treats them [the children] with respect. 
because kids aren't aliens from outer space. They've got feelings too and they're more sensitive than 
ours; they're only a child Like Duffy, he's my softy. He gets burt very easily but Max is a 
toughie ... When Duffy comes to the Homework Centre we ask him did be do anything in school and 
he'll say [excitedly]'Ob yes, mUill, we did this' or 'Yes, Miss, we did that'. 

R: So does he seem to be excited about school? 

B: Yeah. Since be's attended Janet Banks' class be's a totally different child. He doesn't want to miss 
out on a day even when be gets sick. Because he does get sick with bad tonsils ... but since be's been 
attending Janet's class he's a totally different person altogether. He gets really excited about school and 
since Ged [Rouse] came here be felt really great about being in that class. I don't lcnow about the other 
kids, but my younger two [sons], they say that Duffy is lucky to be in that class. I ask them 'Why?', 
and the younger one says that that teacher's always so nice, she talks nice to Duffy and they make 
different things with Mr. Rouse and the other two feel left out now at school.. .I try and explain to the 
younger one that Duffy's in that class because he needs help, and is a little bit slow, and Mrs. Banks 
has helped him a lot, a lot. I don't know what's going to happen if Mrs. Banks starts sending the kids 
into other groups. And Max turned round and said 'Well / should be in there too. Why can't I be in 
there too?'. And I told him it's because Duffy needs special attention ... 

R: Mrs. Banks was telling me that Duffy is a great dancer. Is that right? 

B: Well to tell you the truth, that's Islander dancing. I can't do it, dance, but Duffy can. See, our 
great, great, great grandmother was a full-blooded Aboriginal and then down the line the kids got split 
by different fathers, so that in the end we're half between an Aboriginal and South-Sea Islander. We're 
split between the two and so in my family we look different, you know, between the brothers and 
sisters from different mothers' and fathers ... so I can't do Islander dance like Duffy, but I can do 
Aboriginal corrobonee dance, you lcnow. I can do it [laughs]. 

R: Do you think that having all Aboriginal kids in the same class makes a difference? 

B: No. I believe it doesn't matter what nationality the kids are, they'd all pick up in Janet's class. 

R: .. Duffy wrote a poem in class last week; it was about colours. 

B: Oh yes. We were walking along the road and he told me about the little poems the children wrote 
about all different colours and I said 'What's yours?', and be said it was about yellow and he read it out 
to me and I just couldn't believe it, that he wrote it It was really good. And be said 'Mum, how did 
you like that?', and I said 'Ah, Mrs. Banks helped you, didn't she?' .  And be said 'No, mum. I did it 
myself, you know as we were walking along. And I put myself in their position and sometimes play 
with them, little games as we walk along with all the bags we be carrying when he told me about that 
[poem] and I said 'Ah, Mrs. Banks helped you, didn't she?'. and he said 'No. I did it myself" . And I 
said 'Ob, that's good. Doesn't that make you feel proud?'. He said 'Yep, mum', and I said 'Luclcy 
you've got Mrs. Banks to help you, ay?'. 
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R: Do you think Duffy's academic work bas improved? 

B: Oh yes. 

R: What areas in particular, or just generally? 

B: Oh everything. Even down to, like he was terrible at maths, and Max used to tease him about 
that Max'd say 'I can say my nine times tables', and then he'd say them, and see that was hard on 
Duffy. And then I used to say to Max at night 'You've got to help him, you know', and then he'd say 
'Well buy him one of those brown plastic things you can buy Up Top for learning his tables [tables 
counter]' .  And I'd say to Max 'No. That's cheating. If you think you 're smart then you teach your 
brother and help him. You help your brother' .  And then at night he'd help Duffy with his homework 
and he'd bring it to me and I'd check it and say 'Yes. That's right', and then Max would grab his book 
and ask him questions about it, you know. But that was before when be bad problems, before the 
Homework Centre started. 

R: The Homework Centre seems to have been a good thing for the kids here then? 

B: Yes, specially for some of my kids. Not Max, because be never had any problems with 
homework. He really is a gifted child, but Duffy found it very hard, and now that he's in Janet's class 
that's helped too. And now when we're walking along the road back from school I'm starting to teach 
Ben [the yoliDgest son] and I say 'What's one and one?', and then I get harder and harder, and then if Ben 
pauses, Duffy will say 'ColiDt with your fingers. Don't be afraid', and Ben will be counting, counting. 
And now if I say to Ben 'What's l OO times 100?', Duffy will answer and he'll say 'l ean say it, mum!'. 
And then Max will look at me and I'll say 'And don't you say anything, because you're the teacher. 
You already know it'. And then Max will be quiet And see, I know that Duffy's not quick enough to 
think of the answer like that. and I could put him down, but I don't work at that level. And if Max 
looks at me as if he'll do it and put Duffy down, then I tell him he's like the teacher. He mustn't do 
that. 

R: That reminds me of something I saw with Duffy and Mrs. Banks the other day. She'd asked the 
class a question and Duffy called out 'four', but that was the wrong answer and the other kids copied 
him and called out 'four' too. Then Mrs. Banks smiled at Duffy and the class and she looked at Duffy 
like they shared this secret and she said to the class 'Oh, look how easily Duffy can trick you all', and 
then Duffy knew what she was saying and he just grinned back at her. 

B: [laughs] She's just a beautiful person in every way. You can tell just by looking at her that she's 
kind, and if I was a total stranger I'd just feel good with her -just the way she tal.ks. And those kids 
feel that like when school fmishes, those kids are not in a hurry to get out of tbere ... They want to hang 
around there, not like other kids in other classes. Like she's got the habit, not the habit, but kids in 
other classes are not allowed to touch things and her kids can touch things, you know, without a 
growling from the teacher. They know they can touch things and just put it back where they got it 
from, and they'll be honest about it and tell the teacher the next day, and they know they're not going 
to get a growling from the teacher. Like for instance, Duffy forgot a letter that I was supposed to sign 
and he told me at the Homework Centre and he said he'd left it on Mrs. Banks' table and I said 'Don't 
you dare touch it'. And he said 'No. It's all right. I'll just tell Mrs. Banks that I forgot it and I got it 
from her desk', and I said 'You'd better make sure that you tell her'. And I signed it and next day I said 
to Janet 'Did Duffy tell you that he grabbed that paper off your desk?', and she said 'Oh yes, he told 
me'. And that's what he found with Janet, that be's a trustworthy person ... With Janet you can sense 
that trust straight away ... even the kids that are not in her class, they come up and talk to her any chance 
they get because she's a wonderful person. 

And it's not just that group she's got now that she helped. Even with the women in the Homework 
Centre, she helped us a lot with our meetings. She was really great She's a great person to be with. 
Like her class was supposed to go camping, and I volunteered to help her and come with her, because 
she's the sort of person you like to help and hang arotmd with. I said 'I'll come. I'll come and help 

you cook' . And she asked me 'What do you want me to get?'. And Duffy was the first to pay his 
money for the camp, and the others were too slow, and they were very sad about that [when it had to be 
cancelled]. She took the kids to her home when the camp fell through ... and lcids they don't go to other 

teachers' houses because teachers think 'You're at school, you're a teacher - outside of school, out of 
the school grounds, you have outside friends, only outside friends can come to your bouse'. But with 
Janet, I know from Duffy, he says 'Mum, Mrs. Banks' house is really great..and we went shopping', 

because we only go shopping on pay day ... When Duffy went to Janet's place for that barbecue he loved 
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it; he couldn't stop talking about it..But now, I don't know, don't know what's going to happen with 
these kids going into other classes. 



Appendix Cl 

Mr. Dane's Lesson: Summarising in Report Writing 
(4/llfB, 51 minutes) 

Mr. Dane's class [24 children) are in a 'spare' classroom [the school's computer room]. 
VOO:OO:OO 
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I T: [stands in front of the class] I'll have six kids sitting at that table there, six. at this table here and all 
2 other chairs at the back of the room and everyone else sitting on the mat. Get rid of that chair, P5, and 
3 you can stay there you two. OON'T GET BEHIND ME! [Ps laugh and T repeats in bogus threatening 
4 voice). Nobody behind me! [T says this again and keeps walking around the room so that some 
5 groups are always behind him. Ps laugh. Several Aboriginal students, including AB 1, AB2 and AG3, 
6 sit together at a table. T rings small bell for attention and Ps quieten). 
7 T: Wbat a good lot of Pavlov's dogs we are. 
8 PI: I'm not a dog! 
9 T: Um.mm, it's dark in here. Oh, I'll take my glasses [sunglasses) off. Oh that's better. Thought I 

10 was starting to die or something - light was getting dimmer and dimmer. I had you worried there, 
11 didn't I? [very quickly and loudly] PI, how are you ? Have a good weekend? PI, what's a summary? 
12 PI: x.x [unintelligible). 
13 T: Oh. O.K. someone else! P3, do you know the answer? 
14 P3: Yes [be's got his hand up). 
15 T: Oh well if you know then I'll ask someone else. AGI? You know what a summary is? [AGI is 
16 an Aboriginal girl who is sitting with a group of Aboriginal students and she does not answer]. 
17 T: How many words in 36 pages of the encyclopedia? [2 Ps put their hands up). Hands please! PI? 
18 P1: Lots 'n lots? 
19 T: Lots 'n lots! That's not worth a hand shake [T quickly chooses Ps who give answers). 
20 P2: lOs of 1000s? 
21 T: [repealS) Will that do? 
22 Ps: No. 
23 T: [claps] O.K. so you won't be able to put them all in your project, will you? So in fact you were 
24 summarising. You were choosing what to put in and what to leave out and of course none of you were 
25 copying things straight out [shakes head and goes to BB and picks up sheets). O.K., now we've got 
26 some projects here and we'll look at them and this will be a class activity - we'll do it together and then 
27 you're going to tell me - give me your ideas. I'm not going to tell you, you're going to tell me what a 
28 good project should have in it SHHHH! [T gives out photocopied sheets). You won't need to write 
29 for a few minutes - just need a piece of this. Don· t take one if you've already got one. Any more 
30 spares? [to AB 1] Wbere's the one I gave you the other day? [the Aboriginal boy shrugs his shoulders 
31 and T mimics him]. Don't do that to me, ABI! I'm not terribly impressed with that sort of behaviour, 
32 AB 1 .  Just a simple answer will do. O.K. now Homework Centre people [i.e. the Aboriginal students] 
33 have a bead start on the rest of us because they had this sheet last week. First just read through it -
34 have a look at the writing there and can anyone tell me what sort of writing it is there? [T moves to 
35 BB and writes]. That is, what sort of- this word again - 1EXT? 
36 P2: It gives us information? 
37 T: Where did you get that word? 
38 P2: I thought it up. 
39 T: 'It gives us information'. Well what are you doing down here? You should go up to year 6 for the 
40 rest of the year. O.K., gOO<!. good! Well I don't think there is a set word for it really. Is it a poem? 
41 Ps: No. 
42 T: Is it a play? 
43 Ps: No. 
44 T: Is it a story? [Ps suggest answers) Well O.K .• let's fmd out by reading it. We know it's not a 
45 poem or a play. It could be a story but it might be something else, so we'll just have to find out [Ps 
46 bands go up quickly for reading). O.K., P2, can you read it? 
47 P2: Yes. 
48 T: Well I'm not having you. I'll pick someone else [T does this with 2 more Ps). P3, can you read 
49 this? 
50 P3: Yes. 
51 T: Well there's not much point in picking you then is there? 
52 PI: I can't read it 
53 T: Well O.K. then we'll have you [PI reads]. You read that very well and with good expression too. 
54 AGI, will you pick it up there please? [AGI reads while T and Ps listen quietly). 



55 T: [interrupts] Umm switch, umm. AB 1, you please, AB 1! [the Aboriginal boy grimaces and reads 
56 several sentences]. Ob I didn'tknow that! [that Newfoundland was a separate country]. Hmm. that 
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57 would make a good research question. Well we might just research that, because I'm not convinced of 
58 that so we could put that on the back burner and research that further in our encyclopedias in the library. 
59 We'll need to find out details about that place - where it is, is it a separate country, bow long it's been 
60 a separate country et cetera. O.K., P5, you read next [P5 reads while T looks on her sheet]. O.K., 
61 UMMM [Ps put bands up]. P4, would you like to pick up from there please? [P4 reads and T 
62 interjects] Uh, uh. You missed out a bit there [T re-reads correcting]. O.K. what sort of text is this? 
63 Is it a story? 
64 P1: It gives us a better picture of the place? 
65 T: Yes [repeats]. 
66 P2: Gives us information about the place? 
67 P3: Like a report? 
68 T: [nods] Hmmm. O.K., what do we call the sort of writing that gives us real information that's true? 
69 P1: Non fiction? 
70 T: [repeats] Yes. OR, in other words, another term for non fiction? [T mimes driving car around the 
71 groups]. Come on! Non fiction! - Click. click, shift it into another gear? [T 'drives' over to PI who 
72 pretends to cringe]. 
73 P5: [softly] Factual? 
74 T: Factual? [T turns quickly to him] Factual! Shake hands, P5! [T squeezes P5's band bard and the 
75 boy winces]. O.K., now I'm going to give you a job and don't bum and ha about it because it's only 
76 make up; this is not true. For homework tonight I want you to do a bit of writing about this. 
77 P2: How many pages? 
78 P3: Copy this? [the full text]. 
79 T: [leans against BB] Well if I asked you to copy this out bow many pages do you reckon it would 
80 take? 
81 Ps: 1? 2? 
82 T: O.K., well I reckon it might take 1 to 2 pages, depending on your handwriting. SilliH! But if I 
83 was to tell you that you could only take half a page to do it what would you have to do? 
84 P8: Shorten it? 
85 T: Yes. Shorten it So you'd just start writing and when you got to half a page just cut it short. Is 
86 that what you'd do? [T listens to several Ps' suggestions]. O.K., picking up the good information? 
87 What would you be trying to do? 
88 P5: Take notes? 
89 T: What would your aim be in this summary? What would you be trying to do if you don't just start 
90 writing and then when you get to half a page just rule it off? What would you be trying to do, AG 1? 
91 AGI: Um. getting the right information? 
92 T: Right, we're getting on the right track now. Anyone else got anything to say? 
93 P4: xx? 
94 T: O.K., so you're trying to write it in a shorter form without losing any of the important 
95 information. We've got to get it all in there and that's what I'm going to ask you to do and it might 
96 take half or three quarters of a page and others might do it in a quarter of a page. Is that reasonable to 
97 ask? 
98 Ps: Yes. 
99 T: Yes. Because I'm a reasonable man and some people have asked about the fJrSt stage. Now what 

100 does someone over here [moves to front group] have to say about that? 
101 P5: Take notes? 
I02 T: Right and that's the very first thing I'm going to do is [moves to back] get a chair because it's 
103 Monday morning and I'm a bit tired [T brings a chair to front and sits]. Do you know what I did on the 
104 weekeaxi? 
105 PI: Nothing? 
106 T: On Saturday night I watched the football on TV. Do you know I lost a bet too? I backed Australia 
107 but I gave England six and a half poilits start and do you know how much they lost by? Half a point. 
108 So I didn't have a very good weekend Hands up if you had a good weekend [some Ps put hands up]. 
109 Those who bad a bad weekend? [some hands go up and T quickly] Put your hands down. Don't want 
IIO to hear about it! Who bad an O.K. weekend? [some hands]. AGI? Tell us about your weekend [AGl 
I l l  doesn't answer]. ONE thing about your weekend? [no answer]. O.K. then, tell us TWO things about 
112 your weekend? 
113 AG 1:  I went for a ride. 
1I4 T: What sort of ride? Horse, bike, car? 
1I5 AG1: Horse. 
116 T: AB2! Tell us one thing about your weekend mate! 
117 AB2: I went to football. 



118 T: Did you? How did you go? 
119 AB2: Hey? 
120 T: How did you go? Did you win? What position do you play? Did you go to play football or to 
121 watch the football? 
122 AB2: To play. 
123 T: Did you WIN? 
124 AB2: Hey? [I' repeats his question with emphasis and AB2 nods]. 
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125 T: [quickly] Well that's the important thing isn't it? That you win [Ps moving and talking quietly at 
126 desks. T claps loudly]. OJC. Now how are we going to start off this thing? 
127 P6: Read it through? 
128 T: Yes and what next? P8? 
129 P8: Underline the important words? 
130 T: [repeats] Yes, and some of you have brought highlighters with you. Let's go through it...OI! P7, 
131 you stand up please [P7 stands]. I have asked for you to be quiet and I do not intend to have to ask 
132 individually and I intend for you to take notice of that Sit down please. P2, you stand. Now turn 
133 around five times [P2 does this at her seat]. O.K. let's go through it again and see what we've got 
134 here. Start reading, P8! 
135 [P8 reads and AB 1 creeps over to a boy in the front to get a highlighter. He moves very quickly and is 
136 crouched over low to the ground P8 is reading as T stops her]. 
137 T: O.IC., we won't do it this way. Let's go through and highlight lines that tell about our main 
138 heading. What is our heading? 
139 Ps: Commonwealth of Nations 
140 T: O.K., so go through and see if you can fmd the most important thing that tells us what the 
141 Commonwealth of Natioos is [before T bas fmished P5 and AB I have hands up]. O.K., P5, you give 
142 us the sentence. How far down is it? 
143 P5: About half way. 
144 T: O.K. [P5 reads the sentence]. Right Well that's rather a long sentence, isn't it? Anyone else got 
145 a better sentence? [no hands up]. And it's rather a complicated sentence too. O.K. then we'll take that 
146 one then. I think it's probably one of the better ones there. But it's a bit long and we don't want a 
147 sentence TiiAT long [f reads it out without breath or tone to emphasise its length). Their 
148 'iodepeodence' frc:m what? 
149 P1: From Britain? 
150 T: O.K. then use your highlighter to underline the most important part of that sentence rr stands up 
151 and moves around the class]. Have you done that? You don't have to underline the whole sentence, 
152 just tbe imp<Xtaot fact Can anyone else give me an important fact? - can be anywhere oo the page. 
153 Another imp<Xtaot fact? [Ps quiet except for a girl who has a problem with her chair and T goes over 
154 to help]. There. 1bat better now? [very quickly]. O.K. now someone, anyone, a fact somewhere on 
155 that page about anything? P8? 
156 P8: [reads] 'It covers about a quarter of the earth's smface'? 
157 T: O.K., where was that one, P8? 
158 P8: About half way down the page. 
159 T: O.K. good, good. Everybody fmd that bit - 'The Commonwealth covers about a quarter of the 
160 earth's surface'. Does it say land surface. or just eanh surface? 
161 Ps: XX. 

162 T: Wonder if they mean just the land surface without the ocean? 
163 P5: XX 
164 T: I think they mean just the land so bow about underlining that bit. Another fact? P3? 
165 P3: [reads] 'In 1926, six countries declared themselves independent of Britain.' 
166 T: O.K. [repeats this sentence]. Underline THAT. Which 6 countries were they? AB2! [AB2 does not 
167 respond]. AB2! [No response and T quickly walks over to AB2 who is sitting in a group with other 
168 Aboriginal srudents. T reads his work]. O.K., we don't have to underline the whole lot but just those 
169 6 countries names. Just underline the names rr moves over to another group and looks at their work]. 
170 Good! Another fact! [Aboriginal Ps in the previous group work steadily with their beads down. AB 1 
171 looks on younger AB2's work to check it T walks over to stand by his chair]. O.K., another fact? [Ps 
172 quiet] Wakey wakey! I don't want you to stand up and do a soft shoe shuffle but W AKEY W AKEY! 
173 [AG 1 puts her band up]. AG1! [she reads a sentence and T repeats it]. O.K., '40 more COWl tries have 
174 joined the Commonwealth' [repeats this again]. You can leave out the middle part but that solDlds like 
175 a good fact. Anybody like to guess about bow many countries are in the Commonwealth? [two Ps put 
176 bands up]. About! 
177 P5: 45? 
178 T: Yes, about in the 40s. We don't know how many exactly, but we know that it started off with six 
179 countries and some left the Commonwealth and then another 40 joined the Commonwealth so 
180 somewhere in the mid-40s I suppose. Any other facts we know about the Commonwealth? AG1, do 



181 you still have your notes on this from the Homework Centre? [AG1 bands her notes to T who stands 
182 by her and reads them to himself]. Hmm. That's good! Any more facts? Or do you think we've 
183 fished everything out of it now? P7 ! Can you think of anything else? 
184 P7: XX. 

185 T: O.K .. What they're talking about here is that initially anyway there were a whole lot of countries 
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186 ruled by one country. Which country was it do you think that ruled over the British Empire? Shh! [T 
187 points to Ps with their hands up and he quickly repeatS their responses - 'Britain', 'England', 'the 
188 United Kingdom'. He goes to BB). I'm never sure of the terminology [T writes 'British Empire' on 
189 BB and points to sheet]. All these areas were ruled by Britain; that's why it was called the 'British 
190 Empire' - Britain called the shots [repeats while pointing finger to emphasise each word). The 
191 governors provided the soldiers and the money and paid for the ships that provided the trading that went 
192 on between all these countries. But after a time these countries wanted to break away, they wanted to 
193 be independent, they wanted their own, wanted to elect their own ... what? 
194 P6: Government? 
195 T: O.K., government. Wanted to elect their own government, have their own army and navy and have 
196 their own? 
197 P3: Laws? 
198 T: Have their own laws and change any laws they didn't like but they didn't want to completely break 
199 away from Great Britain. So while they wanted to say 'Right we're a separate country now with our 
200 own laws', but they still wanted to have some ties with Great Britain - like trading ties, because after 
201 all they didn't have a war with Great Britain, did they? They discussed it with Great Britain and they 
202 said 'Oh yes we can see your argument and you can be an independent country' so the British Empire 
203 became the British Commonwealth [writes on BB]. So the countries still made their own laws, elected 
204 their own governments but they met occasionally for what reason? AG1? You've got one of those 
205 reasons in you notes [AG1 whispers across to ABI and AB2 to give back her notes]. 
206 T: [to P4] What's one sort of set of ties that they have? [No Ps respond]. Anybody? [no response). 
207 Are you put off by this video today? 
208 Ps: No. 
209 T: Because you've gone awfully quiet today. O.K. let's run through this once again. I'm not going to 
210 do it because I'm losing my voice. O.K., so someone give me a summary of what we've just 
211 discussed. O.K. Who's going to volunteer? AB3! [this student is sitting at the back of the group 
212 which is sitting on the floor]. Stand up and tell us what this is all about 
213 AB3: [kneels] Ub it's about what the ties are? 
214 T: I want somebody to run through what I've just talked about O.K., P1, stand up. 
215 P1: [stands] Ub you asked AG 1 what kinds of ties they bad. 
216 T: [quickly] Nub nub! O.K., let's go back. Everyone know about a video machine? 
217 Ps: Yeah 
218 T: O.K. then just find your rewind button and go back a few frames [T and Ps make buzz sound of a 
219 video rewind]. O.K., so we've gone back five minutes. Now who else wants to come out and be me? 
220 [P1 puts up her hand and walks out to T but as T hands her the chalk she shies away and walks back to 
221 her desk. Ps giggle). Any volunteers? [P5 has his band up and T throws chalk at him). P5! O.K. 
222 out you go! [T sits in P5's chair) . Up front now, P5, and tell us something. We're on rewind. Just 
223 do exactly what I did [P5 seems tmsure and T gets up very quickly and snatches the chalk from him). 
224 Give us the chalk. [P5 returns to seat and puts his arms over face and his head onto the desk). O.K., 
225 who's going to do this for me? I need some help here. I need SOMEBODY to get up here and have a 
226 go - some volunteer? O.K.; P2, you have a go. 
227 [Ps are very quiet] 
228 P2: XX. 

229 T: [interrupts) 'FtrSt there was?' 
230 [P2 repeats and then goes over a summary of the discussion while Ps and T listen attentively). 
231 T: O.K., that'll do, well done [T claps and Ps follow muted]. O.K. anybody like to add to that? [PI 
232 has her hand up). O.K. [T gives chalk to PI and she comes to the front). 
233 P1: Uh we know that AG1 took some notes on this in the Homework Centre last week so I'd like to 
234 ask her to read them out please [T and Ps laugh and AGI quietly reads her notes to the class). 
235 T: [walks back to BB clapping] Thank you, PI! You got something outofber [AG1) that I couldn't! 
236 So what's one tie there that the Commonwealth countries have? [Ps bands go up including AGl's]. 
237 AG1? 
238 AGl: The Commonwealth games. 
239 T: That's right Sporting ties through the Commonwealth games [writes this on BB). Anybody 
240 remember any other ties? 
241 P2: [calls out] Trading? 
242 T: Yes good, trading, but don't call out Shh! Come on! Anything else? 
243 P5: xx? 
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244 T: [impatiently] No, no! We've talked about that. Right! Baclc to our TEXT. Is there anything else 
245 there that we have to pull out of it? Just take 60 seconds and read it again and see if !here's any fact 
246 there tba1 you think we should include in our assignment [Ps read quietly and AB 1 puts his whole band 
247 over AB2's face and gives playful push]. 
248 [T waits 30 seconds for Ps to read]. 
249 T: Anyone got anything? [several bands go up]. Same hands all lhe time. Anyone else? P9 [at back 
250 of class], good to bear from YOU. I didn't think you were here today. I'd better mark you present on 
251 the roll today. What have you got for us? 
252 P9: :u. 
253 T: [interrupts immediately] No, P9 that's no good partly because you're talking too softly and partly 
254 because TI!ESE people [T waves arm to a girl's group] are having !heir own chat over there. BIG 
255 voice, P9! [P9 reads]. O.K., so South Africa, and Canada are no longer part of the Commonwealth. 
256 But bang on. What year did the Commonwealth of Nations begin? We've got that fact already. What 
257 year did it begin? [Ps quiet and then overlap]. Hands up, please! P7? 
258 P7: 1931? [T repeats but P5 disputes this date). 
259 T: I would say 1931 if you read the text carefully mate [T reads  relevant part of text]. O.K., so was it 
260 P7 who said that the Commonwealth of Natioos started late last century? 
261 P7: No P3! 
262 T: P3! OK., so the whole thing started late last century. Right we might do something different 
263 now, go on to something else. We might fmd something else later on - wilh our underlining, I mean, 
264 and if you do you can put your band up but [loud clap) NOW you take what we've done there and 
265 bigblighters are better than underliners for tbis [picks up P3's paper] and you might end up wilh 
266 something like this [holds up paper and then another one for comparison). As you can see, some 
267 things are the same but other things they've highlighted are quite different and lhe things you think are 
268 important may be quite different just as P3' s is different to P7' s. That's good because we don't want 
269 everyone to have exactly the same thing. So each one will probably have some things that other 
270 people have left out [T holds up 2 more papers]. I think we can see bere that while P9's is very 
271 similar to P8's, they still have underlined some things that are different and [holds up P6's) you can see 
272 that P6 bas decided there's a lot more facts in this than the rest of us would have put Probably put too 
273 much there and you end up writing out the whole thing. [T turns to BB]. Let's tum these into some 
274 nores now [T suddenly turns away from BB and walks baclc to his chair]. Ob I can't be bothered doing 
275 tbis. I'm too tired. Who wants to come out and do this - tum one fact into a written note? It doesn't 
276 matter what order they're in, we can order them later, just put little stars or something by !hem. P2! 
277 Hang on! Sbould we do them in any order or not? [one student's band goes up and P2 directs T's 
278 attention to tbis student]. O.K., P6? [she moves to get up and go to BB). First thing is sit down! SIT 
279 DOWN! 
280 P6: I am. 
281 T: Ob you are [this is T'sjoke on P6's small size]. O.K. tell us what you're going to do when you 
282 come out please. 
283 P6: :u. 
284 T: Just tell us what you're going to do when you get out there [P6 explains 'notes' briefly and takes 
285 her book to BB]. 
286 T: [looking over to tbe group of Aboriginal students] And next I think I'll have AB3 [AB3 indicates 
287 be's unwilling] ... om, ABl [ABI bides his face behind a girl butT shifts so as to engage AB l's eyes]. 
288 PI: I think you should choose AGl. 
289 T: AG 1? Yes but she's done a lot for me already. 
290 Pl: You should put her on the spot 
291 T: [to P1) And YOU put her on the sp<>( and she might give up if there's any more [T watches P6 at 
292 BB]. Don't worry about the spelling, just get them up and I want everyone else to be thinking of what 
293 you'd put up, what facts you'd tum into notes if I called oo you next [P6 cootinues to write and T and 
294 Ps quietly watch her]. O.K. who's next? Anyone else want to come out here? [AGI puts her band 
295 up]. AGl? You've got your band up? O.K. then, you can come. What do you say about P6's work? 
296 Is it correct? [T reads  out her sentence on BB]. Would you go along wilh that? Any disagreement 
297 there? [AB 1 is quietly talking to AB2 and looking on his work]. What do you think. AB2? [T waits 
298 for 15 seconds and AB2 looks at AB1 but not at T]. AB2! What do you think? AB2 swap seats with 
299 P9. AB2's too close to AB1 and that's where his attention is going. You're not thinking about the 
300 work, or looeng at me or the blaclcboard! All be's doing is looking at AB 1 !  [AB2 moves to the 
301 other seat while AB1 whispers to him. T does not look at AB1 but directs his next question to him). 
302 And what would you write next, AB 1, if I asked you to pick something out? [AB 1 doesn't answer and 
303 T and Ps very quiet for 40 seconds. AB2 fiddles with his pencil and keeps his face down towards bis 
304 lap]. 
305 T: What do we think about tbis one? [AGl is writing on BB]. Read it out for me please. PlO? [P10 
306 reads and T repeats) 1/4 of the earth's surface ... [quickly] AB2! What do you think of that one? 



-- --- ------

307 AB2: [slow to respond] Ub. yes. 
308 T: AB I !  What do you think? [AB 1 bas been 'mouthing' a message to AB2 and to AG I. He does 
309 not answer T but looks straight ahead]. 
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3IO T: [stands] Anyone got any suggestions as to bow she [AGI] could make that shorter perbaps? When 
3II you do a project you need to shorten your notes a bit 
3I2 P4: Sbe could have put xx? 
313 T: Yeah, you reckon you could scrub out that part. Yes you could because they're your notes and it's 
3I4 up to you. 
3I5 P5: You could shorten it by xx. 
316 T: Right! You could, just so long as you could read your own writing. What word are we going to be 
317 writing over and over again? 
318 P6: Commonwealth. 
319 T: 'Commonwealth'. Is that a short or a long word? Any ideas on bow we can get out of writing that 
320 IO or I2 times? [one band goes up]. Same bands all the time! [points fast] Sit up you two! You 
32I can't put your bands up if you've got your face in your bands and your elbows on the grOlmd like that! 
322 Come on somebody. Put your band up, AB3 [AB3 puts his band up and T asks  him immediately] 
323 Yes! What would you say? [AB3 does not answer]. Ob come on. How are you going to get out of 
324 writing 'Commonwealth' 12 times? [Ps very quiet]. Pll?  [no answer but P5 bas his band up]. No, 
325 P5, because you've done a lot of work today and I want some other people. 
326 P7: Abbreviate? 
327 T: Right. use an abbreviation! What might it be? 
328 P4: 'Com'? 
329 T: O.K., just so long as you know what it means. Anyone else? [several Ps give ideas]. O.K., or 
330 you might even just use 'C' so long as you can remember what it stands for. 
331 P12: 'CW? 
332 T: Yes, that's fine. 
333 P2: You might put 'CN' for the whole thing? 
334 T: Yes, good girl [writes on BB]. See it doesn't matter because it's up to you and you don't have to 
335 worry about it because there's no right or wrong answer. Just so long as you can read your notes. 
336 What do you do with your notes when you've finished doing your report or your project? P8? 
337 P8: Throw 'em away? 
338 T: Right! So they're just to help you and no one else reads them just so long as YOU can read them. 
339 Right what's next? How are we doing for time? 
340 PI: It's II:30 
34I P4: 1 1 :32 
342 T: 1 1 :32. O.K.? What do we do next? [PI and P3 have their bands up]. Oh no! I want somebody 
343 else, not you two all the time. AG2 hasn't bad her band up have you? Yes, AG2? [AG2 does not 
344 answer]. Come here, AG2 [ T repeats this gently and AG2 comes out with her book and stands by T 
345 who looks at her work]. How about this [reads her work out to class] -· Over 44 countries have joined 
346 the Commonwealth'. Now why don't you put your band up and say that? Go on. Off you go [She 
347 goes to write on BB. T to PI who bas been standing on a chair to get Ts attention but stands down as 
348 be turns to look at her]. Ob you've got one, have you? Bleab! Well good and have a seat! Terrific [a 
349 few Ps talk quietly]. I think we really will do this for homework. 
350 Ps: Ohb! 
351 T: We might summarise this tonight for homework. 
352 Ps: Ob no! 
353 PI: I've got to go and see a man. 
354 T: Ob you can't do homework cos you've gotta see a man! [PI blushes and puts her face down]. Ob 
355 now you've made her blush! 
356 P5: You made her. 
357 T: No I didn't start it. SHE did! So O.K., if you've got to see a man about a dog ... 
358 PI: xx. 
359 T: P1! [Ps giggle and T to AG2 who's finished on BB]. Well done! [T gives small clap]. O.K., P4, 
360 stand up, P4 [P4 who is a small girl goes to BB to write and gets a chair so she can reach]. 
361 T: (jolcing] Stand up, P4! Ob you are! [P4 stands on chair to write on BB and Ps laugh]. O.K., PI. 
362 you come and write one on the other side make sure it's not the same fact and ONE MORE? Any 
363 volunteers for one more? One more? [no bands up] O.K. we'll have xx. Ob no we won't because 
364 that'll be all girls up there [claps loudly]. O.K., ABI! We'll have ABI out there! [ABI grimaces and 
365 goes out to BB). And make sure that you're not all writing the same thing. And don't take all day 
366 about it because we • ve only got four and a half minutes left ... 
367 T: O.K. bands on beads everybody! [T puts his own on his bead]. P4, please, I said EVERYBODY. 
368 Fold arms. O.K., you will fmd another ten minutes somewhere today to finish this off. What we're 



369 going to do now very roughly is ... No, no, YOU tell me now what we have to do. We've got a page 
370 full of notes so what do we do next? P3? 
371 P3: Sort them into order? 
372 T: Yes [AGl has her hand up]. And what were you going to say. AGl? 
373 AGl: The same. 
374 T: Yes and bow would you do that? Sort them into order? 
375 P5: Use the dates and sort them? 
376 T: Yes you could do that with the early dates coming first and then the later ones but how do you do 
377 that with a whole page full of information? [no hands up]. O.K., I've got a page full of notes there, 
378 maybe teo pieces of information. How am I going to sort them into some sort of order? 
379 Pl: Use the order on the sheet? 
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380 T: Oh but you mightn't like this order here [picks up sheet]. See I don't like this order because I don't 
381 like the fact that you get right down to here before you fmd out what the Commonwealth of Nations is. 
382 I'd put this part down here. 
383 P7: xx? 
384 T: Yes you could put the more important ooes fll'St Don't look at this group here [Ps working on 
385 BB. T walks to back of room so that Ps have to turn around to him]. As a matter of fact. just nun 
386 right round and look here. Don't shift your chairs, just tum around here. O.K., kids facing this way, 
387 looking at me now. You've got a sheet of paper with ten facts on it or ten notes. How are you going 
388 to sort them into order? Some people said sort them by date, or by importance? 
389 P7: xx? 
390 T: Come on, P9! Eyes this way! O.K. we might just have to leave it there but I want you to think 
391 about it though. O.K. we'll leave it there and it's no longer an exercise. You are going to do it for 
392 homework: so give it some serious thought What's your problem, ABI? [at BB] 
393 ABI: Nothin'. 
394 T: Nothin'! O.K. please make sure you've got all your gear together please! 
395 VOO:Sl:OO 
396 The teacher responsible for the computer room talks to T as class leaves. 
397 Computer T: Uh children are not looking after the equipment in here and your class is the only one 
398 whose children come in here without a teacher I believe. 
399 T: [very quickly] Not any more! We only came in here once and as you say the equipment' s not 
400 being looked after so ... There shouldn't be anybody in here without permission now so it looks like 
401 we'll have to get back to that position of not trusting people because we have to have the equipment 
402 looked after, O.K.? All right. make sure that your notes, sheets are on clipboards, pick up pens, 
403 pencils, razors, Walkmaos. 
404 [children line up in front ofT and wait by door then exit]. 



Appendix C2 

Mrs. Banks' Lesson: Writing a Research Project 
(16/10/B, 91 minutes). 
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Teacher n1 stands by the blackboard [BB] and pupils [Ps] are seated at their tables. Thirteen Bunjis are 
present in this lesson. The room is very cold. T tapes a big piece of paper to BB on which sbe has 
written the outline of the lesson [fitle: Writing a Research Project: Mammals; I. Description of the 
Mammal; 2. Habitat; 3. Food - What Does it Eat?; 4. The Mammal's Breeding Habits; 5. Defense 
How Does it Defend Itself?]. 
VOO:OO:OO 

1 T: O.K. Let's get on with our work. Albert's brought a story tbat I want to read to you because I 
2 think it's excellent He's already started his project at home and his mammal that he's chosen. He 
3 wanted a mammal tbat' s also a marsupial 
4 Sidney: What's that? 
5 T: What's a marsupial, Albert? 
6 Albert It's an animal ... 

7 Chas: [intetjects] With a xx [unintelligible]. 
8 T: Shh! Albert! 
9 Albert: Ub, an animal with a pouch and fur and feed their baby mille. 

10 Howard: Like a kangaroo? Like a kangaroo ay? 
11  T: Is a kangaroo a marsupial, Albert? 
12 Albert: Yes. 
13 T: What other animals are marsupials? 
14 Thea: Wombat, koala, and um, possum. 
15 Howard: And a big bandicoot! 
16 Kate: And. Miss, a pawnda. 
17 T: Who? 
18 Thea: A panda [big boys giggle and call [Pawnda!'] 
19 Hub: And a xx, and their mother said xx. 
20 T: Oh, who told you tbat? 
21 Hub: Urn. I seen it on telly. 
22 T: Did you hear what Hub said? 
23 Howard: Nub. 
24 T: Well you weren't listening. Tell them again, Hub. 
25 Cholly: Well he's hard to hear and he keeps going slow over the words. 
26 T: Well he doesn't need to shout so you listen. You train your ears. Say it again, Hub. Come on! 
27 The modler said? 
28 Hub: The mother, um, u.m. 
29 T: What does the mother do, Hub? When the baby is born, what does the mother do? 
30 Hub: Um, when the baby's born the baby's got all those things on him. 
31 Thea: I know, an echidna! 
32 T: What do we call those things on him? 
33 Chas: Spines? 
34 Hub: The mother has to throw it out 
35 T: The mother has to throw it out. Is that a good idea? 
36 Thea: Yes, that's an echidna. We saw it at the museum when we went there! 
37 Leon: And did it have porcupine spines on it? 
38 Tbea: And when they grow up they kick the baby out 
39 Cholly: That's the one with the spikes on its back. 
40 Sidney: What for? [Ps giggle] 
41 T: Well would you like to have a lot of spikes in your tummy? 
42 Thea: But I think they dig a new hole for it. 
43 T: Albert, have you ever eaten an echidna? 
44 Albert: Yes. 
45 T: What does it taste like? 
46 Leon: Nice! 
47 T: Albert's tum. 
48 Albert Ub, it tastes like that sheep. 
49 T: Like Iamb? 



50 Albert: Yes. 
51 T: Ob. 
52 Cbolly: That' s nice! 

398 

53 T: What do you think it tastes like, Gerry? [Gerry makes a 'yule' face and Leon whispers 'Ca ca' [shit] 
54 and Ps laugh]. 
55 T: [to Leon] Don't laugh at bim. Why do you have to get silly all the time when we want to be 
56 serious? Leon, put that book down. 
57 Howard: It tastes like goanna. 
58 T: Ahb! It tastes like goanna does it? Where? Where were you when you ate echidna? 
59 Howard: At home. 
60 T: Where at .bome? 
61 Howard: At Fraser Springs. 
62 T: Who caught it? 
63 Howard: My uncle. 
64 T: How did be cook it? 
65 Howard: I dunno, probably on the ftre. 
66 T: Probably on the bot coals. Anyway let's see what Albert's got here. I'm really excited about this. 
67 Someone who's done work at home without me asking them to. [T reads] 'Wombat. by Albert Dalal. 
68 Wombats are marsupials because they have a pouch. They have fur and they feed their babies mille. 
69 They live in burrows that they dig under the ground. Wombats eat grass and roots. Wombats are 
70 nocturnal'. Ah ha! There's a new word Think about that 
71 Hub: That's night time. 
72 T: Is Hub right? He said that nocturnal means night time? 
73 Thea: Yes, that's what they have at the Wildlife Park at Berry Springs [the nocturnal house]. 
74 T: [reads Albert's story] 'They bunt for their food at night and they sleep during the day' . That's 
75 righl. That's what nocturnal means and the last thing in Albert's story is that 'they don't make any 
76 noise' . 
77 Thea: Yeah and that's right cos when you go and see them in the Wildlife Park they don't make any 
78 noise at night time and you can't make any noise; you gotta be quiet, ay, Miss Banks? 
79 T: Thanks for giving us that Albert, and we're going to sit and talk about that and we might add some 
80 more. O.IC., when we talked about the layout for our project, these were the beadings you came up 
81 with. They were on the blackboard but now I've changed them onto this [the big paper on BB) and you 
82 said that the fU"St bit would be .. [ whispers] Sbhhh 'A description of the mammal'. That means every 
83 little detail - description- telling what it's like. Number 2, I bet you've forgotten this [points to BB] 
84 its? 
85 Ps: Habitat. 
86 T: Habitat What does that mean? 
87 Thea: What kind of home has it got? 
88 T: What do you think? Habitat? 
89 Chas: What does it eat and what kind of environment has it got? 
90 T: Keep thinking. Ellen? 
9 1  Ellen: Where it lives? 
92 T: Ellen said where it lives. 
93 Chas: Ob, its nature. [Ps call out 'the ground',  'a hole', 'its land'). 
94 T: Righl. All your answers are right. It lives under the ground, that is if we're talking about a 
95 wombat, its habitat is underground; it's the environment. isn't it? Someone said 'the environment 
96 around it' and Ellen said 'where it lives' so that's right All of those things. Number 3; read number 
97 3 for me. 
98 Cbolly: What does it eat? 
99 T: Only one person read it then. Everybody [class reads]. Did Albert say anything in his story about 

100 what it eats? 
101 Leon: Nub! Yes! He said it ate roots and grass! 
102 T: Next one, number 4 ? 
103 Ps: [read] Its breeding habits 
104 Leon: Its breasts! 
105 T: Yes the way ... 
106 Hub: The way that it feeds its babies. 
107 T: Yes, the way it makes babies and has its babies and feeds them and looks after them. That all 
108 comes into number 4. Now number 5? 
109 Ps: [read] 'How does it defend itself? 
110 T: What does that mean? 
1 1 1  Leon: xx. 
112 Cholly: It  ftghts for itself, Miss! How it  ftghts for itself and defends itself and ftghts back. 



113 T: And animals have different ways of doing that. O.K., let's have a look at number 1 .  'Description 
114 of the mammal'. Let's see what Albert notes in his description. If you hear something that's a 
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115 description. put your hands up. O.K.? Whenever you bear something that tells what this animal looks 
116 like [f reads the first part of Albert's story and Ps put bands up). Very good.. hands down. [f reads] 
117 'They have fur' [Ps hands up] Good. Right, hands down. Then we get into a different part like 
118 'Wombats live in burrows' [some hands go up]. Well that's a sort of a description but it's not really 
119 telling us what the animal's like. It's not helping us make a picture in our head, is it? 
120 Ps: No. 
121 T: No. A description is when, just imagine a visitor comes from south and you're trying to describe 
122 an animal we have in the Top End to them that they haven't seen before. 
123 Leon: Show 'em! 
124 T: Showing them is one way but you could also tell them what it's like. If you haven't got a picture 
125 to show them you'll have to describe it for them. And that's like drawing a picture with words isn't it? 
126 Drawing a picb.lre with words and you come out.. [Duffy and Kate who have been working with 
127 Principal come in and show T the stories they have written on computer]. O.K. now we're going to 
128 Cholly: [interjects] Do that project? 
129 T: I just want to do one more thing with you and then I'm going to ask you to do your own writing. 
130 Cholly: CXX>H! 
131 T: Ready? Sidney and Howard. are you ready? 
132 Howard: Yep! 
133 T: We're going to start with a description in writing of the mammal and we're going to write a 
134 description of one mammal all together so you're really clear on what a description is. 
135 Chas: Wombat? 
136 Cholly: [derogatively) Wombat! 
137 Howard: A horse? 
138 T: Number One on the project is what? Read it for me? [Class reads 'A description of the mammal' 
139 and T turns to BB) I'm going to write it out here fJtSt 
140 Kate: Oh, Miss, rm cold. Can I go outside? [Mabel gets her jumper from her sbelf) . 
141 T: After we start the writing you'll be able to go outside. lbat depends on who the serious workers 
142 are [f writes on BB 'Description of the Mammal') and I've put a capital for 'description' and for ' 
143 mammal' because they're the important words for the beading. Let's write a description of a mammal 
144 all together. Let's have a little practice all together so you know bow to do it [Gerry gets his jumper 
145 from his bag]. Which mammal will we use? [Ps caiJ out different animals 'horse', 'donkey', 'lion', 
146 'leopard' 'gorilla'). All right, let's use leopard. Sidney [he's whistling), we don't need any more noise 
147 except the word in your mouth when you're giving us an answer. O.K.? Duffy [be's putting his story 
148 on the shelf], we're just talking about our description of a mammal. No, it [Duffy's story] won't be 
149 safe there. Put it in your folder. Just put it [his cap) on the shelf will you? That's the boy. I'll just 
150 wait now for Gerry to get his jumper. We've chosen the leopard as the mammal for our little practice, 
151 O.K.? So the first thing we need is a description of that O.K., a leopard is - that's all I'm telling 
152 you. You have to supply the rest [Mabel goes to her bag for her jumper). 
153 Cholly: A leopard is ... 
154 Leoo: Warm blooded [ClloUy and Leon are reading from a book about leopards). 
155 Chas: XX. 
156 Leon: 'a warm blooded animal that drinks its mother's milk' .  
157 T: Could I just ask you to think about how it looks. How it looks. 
158 [Ps overlap with their answers] 
159 Cholly: It's got sharp claws and fur and xx. 

160 T: O.K., now Cholly, you have a rest because you've given everyone lots of ideas. O.K. a leopard is 
161 a! 
162 Howard: A furry animal. 
163 T: (repeats] Right. Thank you, Howard. 
164 Leon: That drinks milk. 
165 T: [writes on BB] 'is a furry animal'. Now tell me more about what it looks like. 
166 Cholly: Brown, uh yellowish color, Miss! 
167 T: Right Yellowish brown. Is that all? Yellowish brown? 
168 Kate: No, Miss! There's spots. 
169 Cholly: And there's like those little spot things. 
170 T: Hub? 
171 Hub: Yellowish brown things. 
172 T: Does it have spots or blotches or what? 
173 Duffy: Blotches? 
174 Cbolly: Yeah, those yellowish splotches [giggles). 
175 T: Are 'blotches' better? 'Spots' means? 



176 Howard: Circles, Miss. 
177 T: Yes, spots means perfect circles and they're not perfect circles are they? 
178 Kate: Put blotches, Miss. 
179 T: Yes. What colour are the blotches? 
180 Kate: Black. 
181 Duffy: Black and yellow. 
182 Kate: No, it's not! 
183 Cholly: Miss, they got that black inside and that brownish black around the outside. 
184 T: Should we say 'dark'? Dark: spots? 
185 Ps: Yes. 
186 T: 'Dark spots' and that covers black or brown or whatever it is [T writes 'dark spots' on big paper). 
187 Leon: [yells) Miss, Miss! [points to picture in book) And thai's a leopard too! 
188 Howard: Black one ay? 
189 T: Yes, a black one. Next one, uh, Hub. So it's a furry animal, we know what color it is, what the 
190 fur is. Tell me something else about it 
191 Hub: It's got a tail. 
192 T: Yes. What sort of a tail? 
193 Mabel: Short tail? 
194 ChoUy: Long one, Miss! 
195 Dante: Yes, Miss, a long tail, long one. 
196 T: [writes 'It's got a long tail'] Is it all bushy and fluffy? 
197 Ps: No. 
198 Leon: (reads out of book) 'Not quite 2.5 metres long xx'. 
199 Howard: Miss! 
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200 T: It's Hub's tum, sorry. We'll finish what Hub's saying and then we'll take what you 're saying and 
201 then we'U take what Cbas is saying. 
202 Hub: It has a long tail with a xx. 
203 T: [repeats and writes] With a what, Hub? 
204 Hub: [goes out to stand close to 11 It's got a curl at the end of its tail [be makes a curl with his 
205 finger]. 
206 T: That's a nice one [writes this on BB and to CboUy who is telling her about a special leopard) I 
207 think you're right I think I've seen that. Next one please? [to Leon and Cbolly with the leopard 
208 book). Now what is it that you're saying? 
209 Leon and Cbolly: [read together) 'And it's 2.5 metres from the end of its tail'. 
210 T: What is? 
211 Sidney: xx [Ps interjecting). 
212 T: Listen to Sidney. Say that again please, Sidney 
213 Sidney: Its length. 
214 T: Its length! That's what Sidney was saying is 2.5 metres from its bead to its tail. 
215 Cbolly: That's more than 8 ft., Miss, from nose to tail. 
216 T: Yes, but I think we'll stick to metres here because feet is the old fashioned way of talking about 
217 length. 
218 ChoUy: [reads) 'from his nose to his tail'. 
219 T: O.K. is that from the start of his tail or the end of it? 
220 Cholly: Um to the end of it to his nose. 
221 T: Right! End of tail [wri$lg this on BB]. 
222 Howard: To the tip of his tail. 
223 T: Ob good, Howard [writes '2.5 metres'). O.K. Cbas' rum now. 
224 Cbas: It can run fast 
225 T: Ob give us some more exciting words than that 
226 Hub: [puts his hand up] Ub, ub it creeps up fast, Miss. 
227 [Duffy is at T's desk searching through her big bag for a pencil. Kate is looking on T's desk for her 
228 book). 
229 Cbolly: Nub! Thats a panther. 
230 T: O.K., well let's bear what Cbas has to say now. 'It can run very fast'. Is that what you were 
231 going to say? 
232 Cbas: Yes. 
233 T: O.K., Sidney now. 
234 Sidney: But it only lasts for 20 seconds. 
235 T: It only lasts for 20 seconds when, Sidney? 
236 Sidney: When it chases. When it runs, ay? 
237 T: [writes and reads) 'when it chases an animal and then it starts to slow down'. 
238 Hub: Like the dingoes at the Wildlife Park. 



239 T: Oh, I'm going there on Sunday so I'll have to check on that. Um did you notice that we're not 
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240 copying, are we? [Ps call out 'Nub']. We're getting the information out of books but we're getting it 
241 into our brains by writing it down in our own words, aren't we, like this? So it's got to be in your 
242 own words. 
243 Cholly: [reads book] Hey, Miss, and it can run at 100 km. an hour or that's 50 miles. 
244 T: Yes that's very fast That's about how fast a car goes as it's travelling down the Stuart Highway to 
245 Alice Springs. That's how fast it goes. Pretty fast [Ps' overlapping talk]. Ub can we keep tallcing 
246 about this? Anything more about how it looks? 
247 Cbolly: Well it looks mean and it moves like a xx. 
248 Duffy: Yeah and it doesn't move like a monkey. 
249 T: Well what family does it belong to? 
250 Howard: Cats? 
251 Leon: Tigers? 
252 T: Well we'd better start using the word 'leopard'.  hadn't we? So we say 'the leopard can' and 'the 
253 leopard belongs to the? 
254 Cholly: Ca!s, the cat family. 
255 T: [repealS this] And now tell me more about how it moves. 
256 Howard: It um jumps, Miss. 
257 Leon: It leaps up like a cat leaps out at a mouse or a bird. 
258 T: 0.1(. Gerry? [Ps overlapping tallc] Ub, listening to Gerry now. Uh I'm sorry but I just need to 
259 know why we've got two people [Duffy and Kate) wandering rmmd now. What's wrong Duffy? 
260 Duffy: Miss, I need a pencil. 
261 T: Yes that's all right but we don't need any pencils at the moment but I just need you here at the 
262 moment with your brains [Duffy and Kate sit). O.K., we're listening to Gerry now because it's Gerry's 
263 tum and then it's going to be Ellen's. 
264 Gerry: It moves slow. 
265 T: [repeats] What's a good way of saying that an animal moves slowly? What do you think, Mabel? 
266 Mabel: Creep? 
267 T: Yes so they can creep up. Creep up on what? [Ps call out]. 
268 Hub: On prey? 
269 T: Wbo beard Hub's word? He said 'On prey' 
270 Duffy: I told him that, Miss. 
271 T: Oh did you? 
272 Duffy: yep. 
273 T: [writing on BB) 'so they can creep up on their prey like a cat' . Who knows how to spell 'prey'? 
274 [Ps call out the spelling]. Is that what you're saying? 
275 Ps: Yep. 
276 Sidney: And then they take their prey up to the tree and eat it 
277 T: Do they? Read us out where it says that [Leon fmds the place and later runs out to T to show her 
278 the book]. Wonder why they do that? 
279 Howard: So the others don't get it 
280 T: Under what heading would we put that? 
281 Kate: Under 'Eating', Miss. 
282 Thea: 'Food', Miss. 
283 T: O.K. anything else? About bow it looks? Ellen, you think of something that we haven't  already 
284 said. . 
285 Leon: [to T) And they can go Wlder water and swim too. 
286 T: Clever aren't they? 
287 Ellen: They got very sharp claws. 
288 T: [repeats] Yes. Why do you think they take their prey up into the tree? [Ps shout out answers]. 
289 Sidney: Cos they're predators. 
290 T: We're getting some really good words here. I hope I see these in your projects. 
291 [Ps call out different predators]. 
292 T: Are hawks predators? 
293 Ps: Yes! 
294 T: Good. One more thing here and then we're going to stop. Ellen, can you tell us one more thing 
295 about a leopard? 
296 Ellen: It's got pointy ears. 
297 T: Small, pointed ears? 
298 Howard: No, [its ears are] more roWlded. 
299 T: Is that right? They're more rounded ears? We could put that [Kate goes over to look at Sidney's 
300 animal book. Duffy bas been standing looking at it for several minutes). So they have small rounded 
301 ears we decided 



302 Duffy: So do jaguars, Miss [repeats). 
303 T: O.K. I need you to really listen bard to these instructions now. Come on Duffy. I need you to sit 
304 down here now and have your brain switched on. O.K.. this is what's happening. Everyooe 
305 concentrating? Duffy, sit down now. O.K., now in your mind I want you to think about the animal 
306 that your project's going to be about and now we're going to be writing just the description. Nub. 
307 bands down. Close your eyes. See that animal in your mind and now put your band up and tell me 
308 what animal you're having and I do hope that we're not going to have two the same kind [several Ps 
309 call out their animals). Shush. I didn't ask you to call out Oh, I've got some excellent pictures for 
310 you too. Remind me to do that laler. 
311 [Ps make their choices. Sidney and Cholly cboose 'tiger']. 
312 T: Well you two boys work it out between you. I'll get back to you. 
313 Sidney: I'll do a lion. [later he says) Ub Miss. I'll do that gorilla one. 
314 T: Yes, that'll be good. O.K., so here's where you'll get the information - things like books from 
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315 home, looking in the library, and the TV and magazines and ub films. What other things can we do to 
316 get information for your projects? 
317 Ps: xx. [Ps move to get writing materials and paper]. 
318 T: I'll be coming round to give help to those who get stuck. 
319 [f gives out papers for draft writing and to Ololly) No. This is going to be a rough copy and it's got 
320 to be in your own words. 
321 T: [to Howard who bas a book about mammals) Now don't forget, you're not going to just copy out 
322 things from books. You read the information and then you put it into your own words. 
323 Howard: Y eees, Miss. 
324 Chas: Miss, can I go and work outside? 
325 Kate: Oh, Miss. I can work outside. 
326 T: [to Chas) No. Cbas, only Kate can work outside [bands Albert the story he brought to school). Ub 
327 Albert, what you've written there is very good but I want you to write it out again and use these 
328 beadings. [f gives him paper and sits down with him at the big boys' table. She works with Albert 
329 on his writing. 
330 V00:40:00 At this point the video-tape ends. The next four minutes before recess are transcribed 
331 from an audio-tape recording of the lesson. 
332 [Leon complains that Ololly is copying out of a book and T addresses the class]. 
333 T: First thing I want to say is try to use the new words we've been learning in your writing. Second 
334 thing is about people who copy writing straight out of books. Copying straight out of books does two 
335 things 
336 Cholly: [intetjects) You don't know what it says? 
337 T: That's the .first thing - that copying doesn't teach you much. People who do that often don't 
338 understand what they're copying and the information is not going into your own head so that means 
339 that you're not processing information in your computer brain. 1bat's why it's important that you read 
340 the information, jot a few things down to help you remember it and then make up your own writing. 
341 Wben you've done that then you've learnt iL 
342 Cholly: I did copy that writing out of the book onto scrap paper but I'm not xx. 
343 T: I know. You're going to think about that and change it into your own writing. Because 
344 sometimes if you sit down to write everything you know. you run out of ideas in the end. That's why 
345 it's important to read as you go along, get lots of information about it, tallc about it, think about it and 
346 that helps you to get more information to write down. This word 'carnivorous' that Sidney has just 
347 said, who knows what 'cari).ivorous' means? 
348 Kate: Not me, Miss. 
349 T: Well have a think. A carnivore is a meat-eating animal 
350 Thea; Oh, I know that, Miss! We did that for our project 
351 T: What do you call a grass-eating animal then? 
352 Cbolly: A cow! 
353 T: No. A carnivore is a meat eater. What do you call a grass eater? [Ps make several guesses). No. a 
354 herbivore . 
355 Chas: Oh, yeah, we did that with Mr Irving. 
356 Thea: And we don't even know it now! 
357 T: So an animal is carnivorous if it eats meat and it's herbivorous if it eats grass. leaves, shrubs or 
358 things like that. Tell me, is a kangaroo a herbivore or carnivore? 
359 Cbolly: It's thing, that herby one 
360 Albert: It eats grass. 
361 Chas: Herbivore! 
362 Ps: yeah! 
363 T: What about a lion? 
364 Kate: It's urn a carnivore. 



365 T: Good. 
366 P: What is it ? rr repeats and Ps pronounce it after her, practising the word]. 
367 Cholly: Camibore. 
368 Howaro: Cannibal! [Ps laugh]. 
369 T: Oh, you're playing with words now. If you can write these words in your projects that will be 
370 great and what's the otber word Albert said? 
371 Howaro: Cannibal [Ps giggle). 
372 Hub: [shouts] Noc, not, nocturnal! Nocturnal house! 
373 T: Yes and we know what a nocturnal animal is. O.K., could you read me what you've got so far 
374 please. 
375 Cholly: xx. 
376 T: Shhh! I'm not going to ask Leon [because be's done very little work]. Did you have a slack 
377 attack? 
378 Leon: Mmm. 
379 T: What is your mammal, Leon? 
380 Leon: A lion. 
381 T: Did you find any information about it then? 
382 Leon: Nub. 
383 Cholly: I gave him a book, Miss. It gives you all sorts of information 
384 T: A lion book? Albert what are you borrowing? [from the library). Someone had a nice marsupial 
385 book. Who was it? I might take those two people to the library [at recess]. How is everyone else 
386 doing? Duffy? 
387 Duffy: I'm O.K. 
388 T: And Kate? [unintelligible response. Shortly after this it is recess time and the class exits]. 
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389 VOO:OO:OO The class has come in after recess and continues with the work. T sits ar the spare table 
390 and several children come to sit and do their work with her. Other children come to show T their work 
391 voluntarily or at T' s demand. 
392 T: [to Ellen] You just write it and don't take any notice of Howard [her brother who is teasing her) . 
393 And Leon [sitting on the floor by T and not working], rve just had a talk with Chas about the same 
394 thing. How many weeks to the end of the year? 
395 Leon : I don't know. 
396 T: Well have a look at our term chart and count [Leon cotmts off the weeks remaining in the term]. 
397 Right There's only fom more weeks to the end of the year and then you're in grade five. So bow is it 
398 for a boy who's almost in year five to be sitting there on the floor saying 'This is too bard. I can't do 
399 it' when you can do it You're ready for it now. 
400 Leon: Well I'm not there yet. 
401 T: No, but maybe you're being a bit wimpy right now [Leon whines]. Well I think I'm going to 
402 ignore you for a bit right now because I'm always ready to help the workers but you're not working 
403 right now [f turns to Gerry who has brought his work on buffaloes to her. She reads and corrects his 
404 work]. Yes they've got large feet for walking through the mud haven't they? [Gerry reads his story 
405 again]. O.K. now you go off and do that bit yourself. Cholly, rm calling you next because I can see 
406 that there's a little bit of mucking up going on over there. Albert, just bring me yours now [Albert 
407 comes to T]. I mean what you've got there is very good, Albert, but you need to put a little bit more. 
408 Tell me about their ears? 
409 Albert: Uh they got pointy ears for listening. So like they know when their enemies are comin', like 
410 uh dingo or hawk like that 
411 T: O.K., big or small? 
412 Albert Ub, small. rr talks to him about his writing). 
413 Duffy: [sitting across the table from T] Hey, Miss, there's lots you can write about bats. 
414 T: [to Albert] O.K., so they've got small pointed ears and they're small animals. And the ears tell 
415 them wben an enemy's coming and? 
416 Albert: Then they run fast into the burrow [he pulls over a chair to sit next to T]. 
417 T: Albert, can you read this to me now from the beginning? [he reads his work] Very good. Anything 
418 else we could say about the way they look? 
419 Albert: Ub they smell real good. 
420 T: So they've got a good sense of smell. You write that A sense of smell would be very important 
421 to a small animal like that [Albert writes more and re-reads the whole piece to T. T looks across to 
422 Duffy] Just look at this boy. He's had his bead down and working on this ever since recess. O.K., 
423 Thea [she's just completed work on the computer], could you really get stuck into your project now? 
424 [Cholly brings his work to T). 
425 Cholly: Miss, can I go to the toilet? 
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426 T: Yes. [f is working with Albert on his story and Leon saapes a chair noisily as be moves over to 
427 sit beside Duffy] Put tba1 chair back! Don't disturb a persoo [Duffy] who's womng. [to Albert wbo's 
428 reading his wort] What can they smell? 
429 Albert: XX. 
430 T: Well maybe you could write what you've just said because you've got the word 'smell' there 
431 already. [Thea gets writing materials and comes to sit at T' s table. Mabel comes in from the E.S .L. 
432 class and shows T her story book]. Is that wort you've done with Ms. Modey? [E.S.L. teacher. T 
433 looks through ber story]. Let's bear what Mabel's written bere [Mabel reads her story to lbe group). 
434 That's just great. You going to take it home to your mum and show ber? 
435 Mabel: No. 
436 T: Why? Do you have to take it back to Mrs. Morley? 
437 Mabel: Yes. 
438 T: O.K. Well thank you very much for showing it to us [Mabel puts her story away and starts on ber 
439 project. Hub, Chas, Kate, Albert. and Gerry have come to T' s table and show their woric and/or work 
440 there for a time]. 
441 Duffy: [to T) Hey you remember last year, Miss, when we made them plaster animals. Miss. and we 
442 made the bodies and stuck the legs on them and I made a horse? 
443 T: Hmm. 
444 Kate: [sulking] I don't know what to do for my project 
445 T: Well a horse? You just start off and think of something. Like it could be 'the mammal in my 
446 project is a horse' .  No don't use that kind of pen or you won't be able to rub out Cholly? Bring me 
447 yours. [Chas wbines to T] Just don't worry about anybody else. 
448 Cholly: [leans over T and reads his work to her] 'N it's got whiskers like a xx. This mammal is a half 
449 leopard and half panther. The mother feeds its young on milk. 'N it's got half black and half white 
450 spots on it 
451 T: Well you'd better tell us that because that belongs in the description of the animal. 
452 [On the way back to his table Cbolly notices Mabel's mother's baric: painting which is on the wall near 
453 the BB]. 
454 Cbolly: Who brought this? 
455 Thea: Ub Mabel. 
456 Cholly: Who did it? 
457 Duffy: Mabel's mum. 
458 Cbolly: Did she? 
459 Duffy: Yes, of course [Duffy reads part of his work to T]. 
460 T: That's very good isn't it? And you've done all that on your own. Now here [points to his writing) 
461 where you talk about the dingo being a carnivore you can say that or you can say that this animal is 
462 carnivorous [Duffy writes this while T looks on and Cbas moves close to T). 
463 Leon: MISS! He's [Chas) leaning on my table! 
464 T: That's all right He's allowed to. We're all leaning on it [Chas reads out his work on zebras to T]. 
465 That's good [reads] 'He has long legs so that be can run away from his enemies'. Now where that 
466 finishes you need a full stop. That's very good. So you've got a description of your mammal - what it 
467 looks like - (points to Chas' writing] the colour it is, its ears. Maybe if you just talk a bit now about 
468 xx. Anything else you can say? O.K., now I want you now to ftnd the spelling for 'white' and 'bead' 
469 [T repeats this and then reads Ellen's work). Ellen, go to the blackboard and fwd out where you put 'its 
470 bead is pointed' [Description). [Ellen goes to BB but looks in the wrong place]. No not there. [EUen 
471 points to another list) Yes, there it is. Good girl. 
472 [Ps keep coming toT to show work and a group remains working at her table). 
473 T: [reads Leon's work] Is it vicious? Does it go around attacking other animals? [Chas tries to answer 
474 this]. 
475 Leon: [to Chas) AY! This is my story. Be QUIET. 
476 [f corrects Leon's writing then looks at Chas' work). 
477 T: Maybe you should say something about their fur too. What kind of fur do they have? Is it soft or? 
478 Chas: Soft and furry. 
479 T: Yes. That's right 
480 Albert.: [to T) Mammals you know like possum. they can smell their babies and that's how they look 
481 for them and find them if they're lost Like birds don't do that 
482 T: [to Mabel] Find that word on the blackboard. See it there? [Kale directs her to the word}. 
483 Cbolly: See that's like some dogs too. If you piclc their pups up and hold them and then you put 
484 them back then the mothers don't like it and they might eat the pup. 
485 Ps: Yeah! My dog ... 
486 Duffy: [to T] Like my friend bad ridgebacks and they're real big htmting dogs and their female ate all 
487 the pups. 
488 [T takes Leon's paper and corrects his spelling]. 
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489 Albert [to T] Here look! [pushes his paper to her and Chas comes toT now too. T lakes him on the 
490 other side and Albert stands up to make room]. 
491 T: [to Albert] No stay here a minute. Go and staple those two pieces of writing together so you don't 
492 lose them. 
493 [f talks to Chas about his work and Mabel stands close to T to be next]. 
494 T: [to Cbas and pointing to his writing] Now put that away somewhere very, very safe. Time to 
495 stop, people! rr talks to Leon about his writing and others go back to their tables). 
496 Albert Mrs. Ban.ks, Cbolly copied from the book! [Cbolly runs over with tbe book and bis writing to 
497 show T that they are not the same. T compares the texts and says 'O.K.']. 
498 T: [lbea brings her work to T] O.K., Thea. O.K., now could I have your writing away on the shelves 
499 with your books. It's time to stop now because we're going to do something else. [to Leon] Did you 
500 throw something? [Leon bas thrown a paper and T goes to BB and takes points off his team]. 
501 Cholly: [teases T who is in Red team] And be's Yellow teaDl, Miss, not Red team. 
502 rr stands in front of the class. Children are still sitting talking, or writing. Some are starting to pack 
503 away]. 
504 T: Yes, OK., we need the room clean now please, it's paclcing up time. TlDle to clean up the room 
505 and get ready for the afternoon time, then we're going to do something else. Papers away on your 
506 shelves where you're not going to lose them. [to Duffy] Put that writing away with your story too. 
507 [Cbolly is talking to Albert) Cbolly and Alben! Can I have your writing away, please. 
508 Cholly: Yes, Miss, I've got mine away already. 
509 Albert I got mine away too. 
510 T: Writing on the shelf with all your boolcs where they'll be safe. Kate [at house points on BB), come 
511 away fran there please. CHILDREN. We need the room to be cleaned now and things put away in 
512 your bags for the afternoon and then we're going to do something else after that. Ellen, will you keep 
513 this 'bo<* for Howard and give it to him later? 
514 [Ps clean up room, put things away oo shelves. Gerry bas found some money in the playground that 
515 be wants to hand in to the Office]. 
516 T: [to Geny] Well hurry up there now so that it's not too late [Ps slowly clean room and some pack 
517 chairs]. Hurry up. Because we've got something else to talk about now. Come on. We need more 
518 packing up here now. 
519 Albert: [be's found a pen in the bin) Mrs. Banks, whose this pen? 
520 T: Leon, this is your pen? 
521 Leon: But I don't want it 
522 Duffy: Oh, can I have it? 
523 T: [to Leon] Well I th.ink your parents might have something to say about that If you don't want it 
524 take it home and give it to them [Ps slowly come to sit on mat in front ofT]. Could I have everyone 
525 siuing there [points to mat) please. [Cbas bas been wandering around the room teasing other srudents 
526 and as he sits down behind T she takes his arm and guides him to the mat] Right there. I'm still 
527 waiting for kids to come and sit on the floor like I asked them. Howard [getting his lunch], we don't 
528 need luncbes yet I just want to talk about some of the things we've done this morning. All down [on 
529 tbe mat] and thank you for tidying up. [f turns to Cholly and Howard who are at the computer] Come 
530 and sit on the floor like I asked you [tbe class is sitting on the mat in front ofT]. I just want to talk 
531 about a few things that happened this morning. rr ta1lcs about the proper use of the computer and bow 
532 Howard and Sidney wasted time and 'flunked' their turns oo the machine]. Tbe next thing I wanted to 
533 say was that this morning I bad some people working on a project that were running bot and cold. You 
534 know what that means? . 
535 Ps: Yes [several call out what this means]. 
536 T: 1ba.t means that sometimes they were worlcing as bard as could be and their brains were running bot 
537 and tbey were writing heaps and they were really thinking bard and then they'd start getting cold and 
538 saying 'This is too hard' and they weren't thinking and they could barely pusb themselves to get 
539 anything down on the paper. So I'm watching now for people who will soon be ready [Leon whistles] 
540 Leon! Did I ask you politely to stop making that noise? 
541 Leon: Yes. 
542 T: O.K., I don't want to keep growling. I did ask you nicely not to do it. Some people are getting 
543 ready to type their fli'St section on the computer, to do the first section of their project on the computer. 
544 Would tbe two people [Cholly and Howard] under the table sit up, please! They'll be able to choose 
545 tbeir beadings and that and it'll probably be tbe best project that they've ever done. You're only 
546 working on the fli'St section at the moment and a lot of that section you get out of your bead because 
547 you already know it, but we've got to start. [Leon whistles] Leon! looking in books, looking at things 
548 on TV and talking to people and things like that and not ONE person bas woken up to one of the 
549 easiest and best places is right here in this room. 
550 Cholly: The Yellow Book Encyclopedia! 



551 T: [repeats] Yes and I haven't seen anyone go there yet People just say 'Oh what are these yellow 
552 books in our class? They're in our way!' 
553 Cbolly: [points to books] Yeah, they're right there. 
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554 T: Yes that's why I've got them right there in the middle of the room so that everyone can share them 
555 as much as they can because that's where information comes from. 
556 Cholly: But. Miss, if those books lean over they'll be in a pile on the floor. 
557 T: But we don't care whether books lean this way or that We only care about the informaJion in 
558 them. 
559 Cbolly: What if I put one in my bag, Miss. and I left it at home? 
560 Duffy: Then that's good for you. That means you got one at borne! 
561 Cbolly: Ha. ha! 
562 T: And you could use that information for your project You'd have to get the highest mark, that 
563 means. 
564 Cbolly: O.K. I'll put 'em all in my bag! 
565 T: O.K., let's go on. 
566 Leon: What's the mark out of, Miss? 
567 T: I don't know because I haven't worked that out yet 
568 Cholly: Make it out of 10! 
569 T: Do you want to know what I've given Mr. Cranes' kids? [this is the mainstream class that Mrs. 
570 Banks takes in the afternoon and with whom she is also doing a research project]. I've given them 
571 marks for all different things - marks for bow it looks; we call that 'presentation'. I marlc them on 
572 things like is it nice looking, is it nice writing? Is it colourful? Is it beaded with capitals? 
573 Cbolly: Ob, lots of different things, like, has it got the right information? 
574 T: No. not that one in presentation, only bow does the wodc look? 
575 Cbolly: No, no! Not that one! 
576 T: [overrides him] The next one is co111en1. What does that mean? 
577 Ps: Information! 
578 T: Information. In content I ask myself, 'Is this true?'; 'Is it at the right level?'; 'Is the work: too 
579 simple or easy for you or is it just right at your level?; or 'Is it baby stuff?' 
580 Howard: [laughs) Baby stuff! 
581 T: And the last thing I look at is is there enough of it? [writing] 
582 Cbolly: Oh, bo! 
583 T: They're the sort of things I look at What else should we look at? [T goes through list on BB -
584 'descriptioo' etc.] 
585 Cbolly: [interrupts) How to behave? Ha. ha! 
586 T: O.K., what about how you behave? 
587 Leon: No! Cos that's in bow you write. 
588 T: I think you mean the presentation, but you're right, Leon. I do look at how you behave and I call 
589 that your panicipation. For example, did you join in when we were talking about it? Did you, were 
590 you interested? [Leon whistles softly and immediately says 'Sorry']. Did I bear something then? I 
591 think it must have been a mistake. Other things I look at are your listening and talking. Did you join 
592 in with the discussion, for e�ple? Also did you try to fmd books in the library? All those things 
593 are participation and you get marks for participation, marks for presentation, marlcs for content, and 
594 what else? 
595 Gerry: Behaviour? 
596 Thea: No, we just talked apout that! 
597 Leon: Keeping your locker tidy? 
598 T: Leon, you're being silly so I'm ignoring you. What about children who try really really hard to 
599 have nice illustrations? 
600 Thea: Publish it? [Ps overlapping tallc] 
601 T: What I do is give a mark for all those things and at the end I may make it out of a 100, maybe. We 
602 might make a plan of that on the blackboard. 
603 Gerry: What if someone got a 100 out of 1 00? 
604 T: Oh, I'd say go straight to grade eight class! 
605 Chas: Yeah, that'd mean they know their 100 times tables, you know 100 times 100. 
606 T: Mostly at the end, what I want to see is bow much did you learn. That's what you'll want to show 
607 me. That's what I'll be marking for. How much did you learn? 
608 Cbolly: [giggles] Nothing! 
(:i1) T: And that's why we have to get lots more information because you already know lots of things but 
610 we want to learn more things. Right. this is what I want to do now [looks at clock]. Boy! We're 
611 running out of time aren't we? I want to do this very quickly - a little bit about the concert 
612 V00:00:47 
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Appendix C3 

Mrs. Wedd's Maths Lesson 
(1716/B, 75 minutes) 

T is reading a story to her class. At the bell for maths she stops reading immediately, closes the book 
and says 'O.K., get ready for maths please'. Ps get up and move off quickly. T says to the girl who 
sits in the 'hot seat' 'And make sure tha1 you're up there [the red spot punishment area] at recess'. T 
picks up book of mental tables and stands by her desk. Her maths students, including the Bunjis Ada 
and Hazel, come in and sit There are 19 pupils. Ada sits directly in front of Hazel and next to one of 
Mrs. Wedd' s Aboriginal students, AB 1 .  Hazel is very competent in maths tables and operations. Ada 
is far less competent and confident than Hazel One boy [PO] sits at the 'hot seat' in front of the 
teacher's desk. like Ada, PO has a poor grasp of basic maths. PI is the best maths student in the 
class and P2 is the student most favoured by the teacher. 
VOO:OO:OO 

1 T: Righto. Ready? 
2 AB 1: Do we need scrap paper? 
3 T: Actually yes, you might need scrap paper, yes [f sits at desk looking at a pile of homework 
4 books]. Gee we've got a lot of people away today. John? [this boy is absent]. 
5 P5: He's gone to Hong Kong. 
6 T: [to Hazel and Ada] What about Sidney [Bunji] here [points to the other 'bot seat' which is empty], 
7 girls? 
8 Ada: He's away. 
9 T: [leans back in chair] P7, wby'd you bring your bat to maths, luv? [P7 removes his cap and T 

10 looks up quickly] RIGHT. First one. Four by ... Wbat? [to AB1 who is trying to tell T that a student 
1 1  bas no pencil. T gives the problem while AB 1 is talking to her]. 4 by 10 to the third [T repeats this 
12 while looking down into her desk and P2 comes in noisily and goes to his desk. T continues calling 
13 out the JX'(>blems]. Number 2 - $81 and 43c divided by 9 [T stands and moves to front of class where 
14 sbe cootinues reading out the questioos). Where's Kevin? 
15 P3: He's sick. 
16 T: Ob. 113 plus 116 [writes this on BB]. What do you have to do to 113, PI? 
17 PI: :u? 
I8 T: Good [quickly] ABl! What do you have to do to 113? 
I9 AB1: Make deoominarors the same? 
20 T: [repeats] Right, so you're going to change 113 to what, Ada? 
21 Ada: [starts to speak] Ub, put the 3 [becomes confused and puts bead in hands] 
22 T: WHAT? 
23 Ada: Uh, buh ... [P2 mocks BUH, BUH, BUH and laughs while T writes answer on BB]. 
24 T: [to Ada] C'mon, quickly. 
25 Ada: Uh, get the three and put.. 
26 [T ignores Ada who is still trying to answer and calls out the next problem). 
27 T: 7.9 multiplied by 5 [T looks at a child's work in the first row and shouts] NO. 7.9 times 5. [T 
28 calls out several more problems and walks back to her desk and sits down]. 
29 P3: What number we up to? 
30 T: That was number 6 [Ps correct her]. That was number 5 was it? O.K., number 6 - 1/2 of 19 
31 Kg? ... 0.3 of a tonne? [f sits at desk and looks out at Ps and continues with questions]. RighL What 
32 sign's missing, please? (P4 comes in. T indicates where she is to sit by pointing twice to a seat]. 
33 AB1 asks T to repeat the problem]. No. You've bad it twice, ABI! [f continues with next question]. 
34 How many days in three leap years? In three leap years? ... The cost of five towels a $35 each? [T 
35 repeats. PO, asks her to repeat] 
36 T: No. 
37 PO: Cos I didn't hear. 
38 T: No. [asks Ps] Number 12, or is it number 11? 
39 Pl: 1 1 .  
40 T: Wbat's the area of a paddock 500 metres by 200 metres? 
41 PO: Is that number 1I? 
42 T: Yep. [immediately] Factors of 71? [f calls out several more problems]. Paul got 13 out of 20 for 
43 mental, what percentage? Come on P9! You know how to do it, just put 13 on 20 and multiply by 
44 100. Round off 276 to nearest 100 [T' s pauses between problems have lengthened] 
45 P5: Wbat number are we now? 
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46 T: Number 15. Write 27 l/100ths as a percentage .. Number 17. Write a quarter to 8 in 24 hour time. 
47 Hazel: a.m.? 
48 T: Yes, Hazel. Number 18 ... [several Ps in the back row are looking on others' work. and copying 
49 answers; others are surreptitiously comparing answers. T gives another problem]. Last one. If 118 of 
50 a number is 9, what's the number? Change books please [Ps swap books and Ada gives hers to Hazel 
51  who sits behind her]. Marking please! Ub Hazel! [f indicates that Hazel is to read out Ada's answers 
52 to the class] 
53 Hazel: Didn't get it [i.e. Ada has no answer for the the ftrst problem. Ada puts her face down]. 
54 T: 4000 [the first answer]. Next one, P3? 
55 P3: 1/2? 
56 T: Right. If you bad 3/6 you are wrong. Cancel it down to one 1/2. Keep going, Hazel. 
57 Hazel: Didn't get it [i.e. Ada has not answered this problem either]. 
58 T: [turns quickly] Gee whiz, whose book did you get? 
59 Hazel: Ada's. 
60 T: [immediately] 39.5? 
61 Hazel: Didn't get it 
62 T: [to Hazel] And the next one? 
63 Hazel: 8? 
64 T: NOO! [f asks Hazel to give the next two of Ada's answers and both are incorrect). Number 6, P8? 
65 P8: 6kg.? 
66 T: [shouts] WHAT A LOAD OF GARBAGE! 0.3 of a tonne! [Ps very quiet]. HAVE A GUESS! 
67 YOU MIGHT BE RIGHT! P4! 
68 P4: 300 lcilos? 
69 T: [quiddy) Thank you. Next one. Hazel! 
70 Hazel: Didn't do it. 
71 T: Ada, didn't you do any of these? 
72 Ada: Yes. 
73 T: Next ooe. P6! 
74 P6: I don't lcnow what she's [P7's] got here. 
75 T: Read me the answer. 
76 P6: XX. 
77 T: P7, didn't you do the mat.hs? 
78 P7: No. 
79 T: Next one, P1? 
80 P1: Uh. 
81 T: [quickly] Wakey, wakey! 
82 Pl:  xx? 
83 T: [slams book on desk., rises out of chair and walks over to BB) FOR GOODNESS SAKE YOU 
84 PEOPLE WHAT IS GOING ON! [Ps are very quiet T writes oo BB] 
85 T: 3 multiplied by 113? 
86 P1: 1?  
87 T: TilANK YOU! ONE WHOLE! NEXT ONE [Hazel puts hand up and calls out the correct answer]. 
88 Thank you! PI! [PI gives the wrong answer). FOR HEAVENS SAKE, HOW MANY DAYS IN 
89 ONE LEAP YEAR? WHOSE BOOK ARE YOU MARKING? 
90 PI: ABl 
9I T: ABl !  HOW MANY DAYS IN ONE LEAP YEAR? [f does not wait for him to reply]. HOW 
92 MANY DAYS IN A NORMAL LEAP YEAR? [AB 1 sbltters and shakes .bead]. How many days in a 
93 normal year? How many days in ONE leap year? 
94 P1: [to ABI] It's only one day e.xtra. 
95 ABl :  362?. 
96 T: I'M SURE, AB 1, THAT TiffiRE ARE YEAR THREES WHO COULD 1Ell ME TillS [to 
97 class] How many years do I want [i.e. in the problem]? 
98 Ps: Three. 
99 T: ANSWER? PI! 

100 P1: XX. 

101 T: Days. Thank you. What's the area. P2 [next answer]? 
102 P2: 1400 metres? 
103 T: Is he right? [several Ps call out 'yeah']. What are the factors of 7I, [shouts] P4! 
104 P4: xx? 
105 T: WHOSE BOOK HAVE YOU GOT? 
I06 P4: PlO [Ps turn to look at PIO who sits in the back row]. 
107 T: PlO! WHATARETHE FACfORS OF 71? [PIO does not answer]. WHATIS TIIE FACfOR 
108 OF A NUMBER? 



109 P10: One? 
110 T: ONE! WHAT ARE YOU TALKING ABOUT! REPEATING YEAR SIX MATIIS and YOU 
111  HAVEN'T GOT A CLUE! What are the factors of71, P2? 
112 P2: XX. 
113 T: TIIANK YOU. [f asks an Aboriginal girl for next answer] 
114 AG1: xx? 
115 T: 1bank you [repeats answer). Next one, P5! 
116 P5: xx? 
117 T: I don't believe you said that Whose book are you marking? 
118 P5: P8's. 
119 [f asks question again and PO puts up his hand very quickly. He bas been doing this througbout the 
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120 corrections but usually when T can't see him. This time be bas been too slow to put his band down]. 
121 T: Yes, PO? 
122 PO: Um [be doesn't know and curls his arm into his face while P2 calls out the answer]. 
123 T: Thank you, P2 [f writes the next problem on BB and asks P2). As a percentage, P2? 
124 P2: xx? 
125 T: NO! WHAT? HAVEN'T YOU CHTI...DREN LEARNT ANYTifiNG TillS TERM? OBVIOUSLY 
126 NOT! Next one .. .round off xx to nearest 100 and look out anyone who's got this wrong! Pl? 
127 Pl: XX. 
128 T: Hands up if the book in front of you had it WRONG [no bands go up]. Number 16, P9! 
129 P9: xx? 
130 T: Well dooe. A quarter to eight in 24 hour time, Ada! 
131 Ada: 7:45? 
132 T: WRONG [Ada turns to look at Hazel). It's xx hours! How many me1res? AG2? [the Aboriginal 
133 girl is slow to answer and T immediately asks another student). P8? 
134 P8: 25. 
135 T: 25? [Ps call out '20']. 20! [a pupil answers T's next question correctly and T asks  AB 1 to give 
136 the answer to the last problem). AB 1? 
137 AB1: xx? 
138 T: No. 9 times 8 are? 
139 Pl: [quickly) 72. 
140 rr closes book and walks back to bez desk. Ps get back their own books and check each otber's scores. 
141 T picks up sheets of problems and takes them to front). 
142 T: Very, very disappointing, you people! [to PlO at back who's repeating the year] How many did 
143 you get right, P10? 
144 P10: 5 [out of 20]. 
145 T: Ob you're coping REALLY REALLY weU this year aren't you? Working REALLY, REALLY 
146 hare!. You're working to the maximum of your capacity, PIO. [f gives out sheets of speed tables and 
147 AB 1 tries to get her aneotion as she goes past). 
148 AB l:  I didn't do weU cos ... 
149 T: I don't want to bear WHY [f goes back to her desk and shouts) GO! [Ps work on their sheets of 50 
150 speed tables which are a daily part of the matbs programme. T stands with a digital watch held out in 
151 front of her and when Ps call out 'finished' she calls out their times after which they cross the class to 
152 the wet area [sinks) get paste and glue the sheets into their maths books. Ps work very quietly. T calls 
153 out times of Ps who call 'finished' and after two minutes T begins to warn the slower Ps who are still 
154 seated). We finish at xx [the cut off point for speed tables. T leans against BB. After three minutes 
155 seven Ps are up and moving noisily to the glue table. One girl goes to tbe store room for more glue 
156 but it's locked. T takes keys from her bag and gives them to the girl). 
157 T: 4:10! [the time that's passed. Ps who have fmished are moving around class and noisy). Settle 
158 down please. I think there's still some people working [Ps still noisy and continue to walk around the 
159 class. Girl relocks store and gives keys back to T). 4:58! STOP WORK. [f sits at her desk and 
160 selects photocopied sheets for the next activity. A Greek student finishes pasting and as be comes past 
161 T's desk he stops to teU T a funny story. She ignores him and fmaUy be returns to his seat A girl 
162 comes out and buys a pencil from T]. O.K., paste those sheets into your matbs books and get ready for 
163 the next one. AB 1, quickly. 
164 P2: I got 'em all right, Miss! [f doesn't respond or look at P2. T goes around desks giving out the 
165 next sheets). 
166 T: Right! 
167 P12: Do we stick these [speed tables sheets] in our books? 
168 T: Yes. Right You do not write on these sheets, please. Right, let's have a look at them. Convert 
169 these into 24 hour times. You write that out in your book and then you convert it to 24 hour time and 
170 write that in your book [f goes through one problem on BB by asking PI for answer]. 
171 PI: 1300 bours [f writes this answer on BB). 



I72 T: Right [f reads through list of written questions on sheet]. 'What time does school start?' 
173 Ps: 8 o'clock. 
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I74 T: Right So you'll write 'school starts at 8 am. [repeatS] and then put 24 hour time. School ends at 
I75 what time? 
I76 Ps: 2:30. 
I77 T: am. or p.m. ? 
I78 Ps: p.m. 
179 T: P.M. [writes this on BB and T turns to P10 who's tallci.ng quietly). Are you right there, P10? 
180 Chatting away there like a kookaburra [Ps laugh]. O.K., let's look at how to set out section B [T reads 
181 questions]. Now I want you to do that section and cut it out and just paste it into your books. 
I82 P6: What ones do we do? 
183 T: The ones that are in your books and over here [on BB] and then choose some times of your own and 
184 write them down in digital and 24 hour times and I'll put some more up on the BB for you. Any 
I85 problems? Your beading is REVISION and TIMES. So go on with the sheet please [f writes rows of 
186 problems on BB and AB1 and P2 tallc quietly together. T turns quickly to AB2 who's also talking] 
187 T: AB2! Have you finished already? 
188 [P8 looks on PI's work for answers]. 
189 P6: Are we going down or across [the page of problems]? 
190 T: No down, luv. 
191 [P8 now copies from Hazel's work]. 
I92 P3: Miss, can you tell P9! [P9's been looking at his work and other Ps turn to look and call 'Yeah, 
193 P9!'. PO at 'bot seat' looks around continuously. Some Ps murmuring]. 
I94 T: [turns from writing on BB] Sbb! SHOOSH! [T continues to write more sums on BB. A child 
I95 behind her is talking and T turns around suddenly]. I beg your pardon! [child is quiet and T continues to 
196 write on BB. AB 1 play fights with P2 and makes band signs. P2 looks on AB 1's work and they 
I97 correct one of his errors together using fmgers to count Ada works with bead down. As T turns from 
198 BB, P1 puts band up for T's attention and she comes back to him]. 
199 P1: What happens to 1 p.m.? 
200 T: That's [points to his sheet] 1 a.m.? 
201 Pl: Ob! 
202 T: So what's 1 p.m.? 
203 PI: 1300 hours? [T repeatS this and goes down PI's sheet] . 
204 T: [to PI) What's 1/2 past 2 am.? 
205 PI: u? 
206 [T walks over and looks quickly at Ada's and then AB 1' s work]. 
207 T: AB 1, do you have a bearing problem? I said to you xx. 
208 AB 1: But you said ... 
209 T: [walking away from AB1] I apologise. You're right I thought you'd started on number Two. [T 
210 walks quickly to the back of the room and AB 1 and P2 grin at each other and put their beads down. T 
21 1 points to Hazel's work]. Don't forget your dots, luv, and you don't need 'hours' [on 24 hour time. T 
212 walks over to AB2 and points with fmger to his page]. No dots, no dots, right! [T walks away and as 
213 she goes past, Hazel asks a question]. 
2I4 Hazel: Why do we have to put hours? 
215 T: [bas her back to Hazel and is walking away from her] 24 hour time is ALWAYS hours, Hazel. [T 
216 looks at boy's work in front row]. WHY ARE YOU PEOPLE PUTI'ING IN DOTS FOR 24 HOUR 
217 TIME! [T goes to BB and writes quickly]. It is NOT xx, P4. There's no dots. There's no dots in it 
218 Only 016 HOURS, no dots! OK. first one, P10! [P10 mumbles and T cuts over him quickly]. Ada! 
219 Ada: 13? 
220 T: [loudly] 1300 hours! [very slow and distinct as she writes this on BB] You write it 1 3 0 0 
221 hours. If you have anything different to that you have it wrong. If you have 13 p.m. you are wrong. 
222 Next one please, PlO! [PlO mumbles and T immediately asks] 2:30 P.M.? 
223 PlO: Ub can you wait a minute? 
224 T: No I'm NOT waiting! HURRY UP! 
225 PlO: [quietly] 2 thirty thirty hours? 
226 T: [repeats incredulous] For 2:30 P.M.? 
227 [several Ps including P2 chorus Ts incredulity '2 thirty thirty hours?'. P2 and AB 1 talk briefly and P2 
228 turns to P10]. 
229 P2: [to PIO) Two thirty thirty a.m. Come on, man. 
230 T: P10, what happened to 12 o'clock in the afternoon on the 24 hour clock? When it gets to I o'clock 
231 what does it become? 
232 [PlO tries to answer and P2 and ABl grin and make 'dumb' faces then shake hands together. While T 
233 focuses on PlO and attempts to get him to explain the conversion process Ps start to tallc]. 
234 T: SO IT'S 14:30 HOURS! 6 A.M. ? ABl? 



235 AB 1: Zero 800 hours? 
236 T: [repeats and walks over to him] Why is it 0800 hours, AB 1? [AB 1 explains to her. T picks up 
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237 his book]. That's 8 a.m. [T looks across the room]. Someone over there got it wrong. So it's 0800 
238 hours; it's 8 o'clock. P11, the next one? 
239 [T stands over Ada and looks at her work). 
2AO T: [corrects Ada) That's ub, 2 am., P11? 
241 Pl l :  xx? 
242 T: [repeats) Next one. 10 p.m., Hazel? 
243 Hazel: 220 hours? 
244 T: [repeats and looks over Ps] Is she right? 
245 Ps: Hours! Hours! 
246 T: Is she correct? 
247 Ps: Yes. 
248 T: 2200 hours. that's correct [this was not Hazel's answer]. Next one is 11:15 a.m., AGl! [AGl 
249 mumbles and T repeats]. 
250 AG1: 11:15 hours? [T walks to BB). 
251 AB 1: And another zero! 
252 T: [T turns quicldy) No, ABl. there are 4 digits there and if there are 4 you don't need it [ABI shakes 
253 bead quickly saying 'Oh, ob' as if he knew that). If there were only three then you put the zero in; 
254 you've already been told that. Sometimes I feel as if I'm bashing my bead against a brick wall with 
255 you people [AB 1 and P2 confer and P2 smacks AB 1 over forehead). Next one, P8! 
256 P8: [slowly] 0:600 hours? 
257 T: [repeats] Good girl. Uh. boy [Ps laugh and ABl ,  P2 and Ada turn round to grin at P8]. 9:15 p.m., 
258 Hazel! 
259 Hazel: 21:15 hours? 
260 T: [repeats] Is she right? [P2 whispers 'No' to AB 1 and both laugh]. Good. O.K., 11 p.m., AG2? 
261 AG2: xx? 
262 T: And 7: 45 p.m., P9? 
263 P9: xx? 
264 Ps: [correcting 11 HOURS!. 
265 T: Hours! Good. Now to exercise B. Hands up if you haven't finished exercise B? [most bands go 
266 up) Thenplease. [fsits at ber desk). Sllllli ! PIO!? Fmished everything? 
2fj7 PI 0: No. 
268 [T marks a pile of work and AB 1 and P2 talk immediately but quietly. P2 puts his face low to desk 
2f)9 and side on so that T won't see him). 
1:70 P2: [to T) Does school ftnish at XX? rr nods and P2 puts bead down again for quiet talk with AB 1 .  
1:71 He asks another question of T) 12:13, you don't put a zero for that, bey? 
272 T: No. 
273 [AB 1 and P2 continue quiet talk and P2 holds thick ruler up to his mouth to bide talk. T bunches 
274 papers together and looks over to them]. 
275 T :  ABI and P2! Fmisbed. boys? 
1:76 P2: No [boys put their beads down]. 
1:77 rr holds papers up to her face to correct and P2 tries to ask her another question and bas to ask twice. 
278 The second time be calls her by name and she looks up). 
1:79 P2: Wbat if you don't have a favourite TV show? [this is part of a matbs problem. T looks at P2 and 
280 ABI answers while looking at T). 
281 AB1: Ob you just put anything, bey? [T inclines head but does not respond to them. She calls for 
282 corrections]. 
283 T: Right, let's marie What number is it? 
284 AB1: B! 
285 T: B !  P8! You've been silent for most of this so you correct it B! 
286 P8: Ub B. xx? 
287 T: Can't hear, luv. Louder. 
288 P8: Uh, convert the time [P8 reads instruction from sheet and T is tidying her desk and not looking at 
289 P8]. 
290 T: Yes, what are they? 
291 P8: Uh, xx? 
292 T: [interjects] Is this B? 
293 Ps: Yes. [T picks up her sheet and reads it out]. 
294 T: 8 am. What's that? 
295 P8: xx? 
296 T: [repeats] Good. P5! The time school finishes? What's that? 
297 P5: 2:30 p.m.? 



298 T: [repeats] And what's that? 
299 P5: 14:30 hours. 
300 T: [repealS] Thank you. Next one, what time does school start? [T looks around the room]. Ub, 
301 AG1? [AGl answers andTrepeatS]. 
302 T: O.K., the time you get up in the morning? Uh. Ada? 
303 Ada: 6 a.m. 
304 T: [repeats] And 24 hour time? 
305 Ada: 0600 hours? 
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306 T: [repeats] Good girl [T goes back to her desk and sits. She continues to ask for answers and repeats 
307 each one]. Wbere are we? When does lunch time start? Pl2? 
308 Pl2: 12:30 p.m. is that 24:30 hours? 
309 T: [repeats Pl2's question then shouts when there's no response from Ps] P2! 
310 P2: 12:30 hours? 
311 T: [emphasising '12'] 12, 12:30 hours. Pl3, if it  was 2400 hours, Pl3, then it would be ()()()()  
312 hours. Remember you start at zero zero hours. When you get to 23 [AB 1 and P2 are having a fmger 
313 fight] it would be 0000 [T 'fingers' circles in air above bead] because you start at midnight O.K. [this 
314 indicates a start on the next section]. Convert these to 24 hour clock times. Hands up if you haven't 
315 finished these [Most hands go up. P8 slowly puts his up part way until he sees who else is not 
3I6 finished T looks down at papers on her desk]. Come on, quickly please [ABi looks at P2's work and 
317 PI puts hand up. T nods to him]. 
318 PI: Is section D this side? 
319 T: No, D is THAT side [points to PI's book whch be's holding up] and E is that side over there 
320 [points to sums on BB]. 
321 PO: [leans across his desk toT at her desk] Is that the right answer to this one? [T looks at him 
322 briefly without answering then down to her paper. T says 'Could be', looks up quickly to grimace at 
323 him and looks down again at her paper. PO asks T 'Wbere?'. He scratches his bead and leans over to T 
324 showing her his book. T responds quickly and PO puts his head down on his desk. PI bas his band 
325 up]. 
326 Pl: Uh, for these 24 hour ones, where do you put them? [T looks puzzled and P2 turns and makes 
327 face at PI]. 
328 T: [to PI] What are you talking about? [T points to list on BB]. 
329 PI: Ob, so they're the ones that you 
330 T: [intemipts] You have to draw that in your matbs book [P2 turns round to Pl. makes a face and 
331 says 'NYhhb' [dumb] . T immediately picks up sheet]. O.K., let's mark the next - C [T reads 
332 instructions for this section] . 'Convert these to 12 hour clocks'. 7 o'clock am., AB2! 
333 AB2: XX. 

334 T: 2100 hours, AB l !  
335 AB1: 9 o'clock? 
336 T: 9 o'clock p.m. [looks over to P13 looking out of window] .  You marking these, P13, or am I 
337 wasting my time? 0530 hours, PI4! 
338 Pl4: XX. 

339 T: [repeats] Yes. PIO, 1 1:45 hours? 
340 P10: [slow reply] 1 1 :45 am.? 
341 T: OR? GIVE IT TO ME ANOTHER WAY. You've just given it to me in digital, give it to me in 
342 24 hour time, please! 
343 Ps: [correcting T] 12 hour time. 
344 T: 12 hour time rather. 
345 PIO: xx? 
346 T: NO! 1 1 :45! 
347 P: [calls out] 114 to I2. 
348 T: [repealS] Thank you whoever that was. 23:30 hours! P8! 
349 P8: Umm [be's unsure and looks at Hazel's work. PI puts hand up]. Umm, 3, 1 1 :33? 
350 T: [repeats this incorrectly] 11:30 or, I want it in 12 hour time? 
351 P1: 1/2 past 1 1 !  
352 T: 1/2 past 1 1 !  7:10 hours, AG2! [T looks away from class and under her arm at floor]. 
353 AG2: XX. 
354 T: Good girl. Next one, P10! 
355 PlO: XX. 
356 Ps: We didn't have that one! [T turns face away from class to BB]. 
357 T: [to P10]. That's digital. Give it to me in 24 hour time. 
358 [Ps call out assistance to P10] 
359 PIO: Don't tell me. I know. 



413 

360 [T looks at P2 who's calling out answer and using hands to indicate that PlO is 'useless'. He puts head 
361 slowily on desk when he's finished talldng and indicates boredom. T shifts attention from PlO and 
362 points to P2 who gives answer). 
363 T: Thanlc you. fY)27 hours, P12! 
364 Pl2: 9:27 a.m.? 
365 T: [shouts) WHY ARE YOU PEOPLE GIVING ME DIGITAL TIME. I OON'T WANT 9:27 A.M. 
366 What time do I want? AG2! [AG2 is slow to answer and T looks up from her desk]. 
367 AG2: 27 minutes past 9? 
368 T: [repeats] Thank you, AG2. 27 past 9. AM. or P.M.? 
369 AG2: a.m.? 
370 T: [repeats] Thank you, AG2. Good girl! Next one, xx hours? P2! 
371 P2: [repeats T's question and gives answer slowly, drawing out the words to indicate how easy it is] It 
372 is ... xx hours is 5 past 12. 
373 T: Good. a.m. or p.m., luv? 
374 P2: a.m. 
375 T: Good. xx? P5! [P5 is slow and mumbles. T interjects immediately] P13! 
376 P13: xx? 
377 T: [repeats] One minute to twelve; a.m. or p.m .• P13? 
378 P13: p.m.? 
379 T: p.m. Good. 0001 hours, P14! 
380 P14: xx? 
381 T: [repeats] One minute past twelve; am. or p.m.? 
382 P13: a.m.? 
383 T: [repeats] 0000 hours, P7! 
384 P7: 12 o'clock. 
385 T: a.m. or p.m.? [P shouts out 'p.m. • and T shakes head]. 
386 P7: am. 
387 T: a.m. Thank you! [T looks at sheet]. O.K., do section D and E now quickly [T sits in ber desk and 
388 PO asks her a question]. YOU WRTIE DOWN 2:45 and THEN YOU WRTIE DOWN TilE 12 HOUR 
389 TIME [T leans back in chair and strelehes and yawns. P2 crosses room to get his book from another 
390 desk]. 
391 P2: [to n Do we put this in here? 
392 T: Yes.. luv, and then you paste the otber sheet in the other book [T walks to front row of Ps. PO 
393 turns around in seat looking at T and the rest of the class. He does little work. AB 1 looks at P2 · s 
394 answers when P2 is out of his desk and then modifies his own. Ada calls out toT who comes over to 
395 her]. 
396 T: Yes, luv? Yes 2:45. That'll be all right [T goes baclc to Hazel who's asked where she should paste 
397 her sheet]. Yes., luv, cut it out and paste it in there [T does a quick 'round' of rows and stops at Pl and 
398 puts fmger on his work] . Yep! [T moves to front of class] . Right. let's mark exercise D please [T 
399 repeats this. AB1 and P2 confer]. The first one tells us that it's 2:45 am. so what's the time, PlO? 
400 PlO: 2:45 hours? 
401 T: 2:45 hours? 
402 P3: ZERO 245 hours. 
403 T: [loudly with emphasis on zero] 0245 hours! rr reads out problems and asks Ada. P2, AB 1 for 
404 answers and repeatS them. Then T asks P8 who answers slowly and incorrectly. T waits leaning on 
405 the back of her chair. T's silence and look indicate that be's wrong. Ps call out answer]. It's a.m., 
406 luv. P14! 
407 P14: 7dot dot 2 a.m.? 
408 T: 7 dot dot 2 AM.! Good [reads from sheet] It is 10 to 10. What does the 24 hour clock tell us? 
409 P2! [he's been waving his band at n. 
410 P2: 2150. 
411 T: 2150 what? 
412 P2: Hours. 
413 T: [repeats) Good boy [T walks to BB and bade to desk to sort out sheets for the next activity. Hazel 
414 walks out to get glue and P2 and ABl confer on answers). 
415 T: [to P14) Flnish that please and put it in your maths book. 
416 [P2 counts out loud the number of problems T bas written on BB. Hazel calls T who comes over to 
417 her). 
418 Hazel: Will I put these here (paste sums in book]? 
419 T: Yes, you can fit them there if you write those there, they'll fit [T walks past PI). 
420 P1: What do I do with this xx? [T stands beside him]. 
421 T: [to P1] What's that? That's 4 o'clock. 



422 [Some Ps walk to get glue and scrap paper. T walks past last row of Ps to front of class and then to 
423 ber desk where she looks tbrough papers. She goes over to BB]. 
424 T: If tbe 24 hour clock says xx, what will the digital clock say? Hazel! 
425 Hazel: Uh 8: 15? 
426 T: Good. xx will say WHAT, P5? 
427 P5: xx? 
428 Ps: WHAAAT? [P2 and others look at her and chorus 'AYY!'. P2 calls out to P5 'A.M., A.M., 
429 A.M.'.) 
430 P5: 0815 hours? 
431 T: Thank you. xx hours. Right! 0026 hours, P2, in 24 hour time please! 
432 P2: [bas difficulty] Ob, um, ub I don' t  know. Mmmm xx [guesses]? [T still looks at him and P2 
433 knows be's wrong]. Ub, no 12 [P2 is counting on from 12 and PI mocks him and counts on 'Yeah 
434 and thirteen' . T points to problem on BB). 
435 T: [to P2) What's t.bat? 
436 P2: Ub 10? [T waits so P2 quicJcly] No 12! 
437 T: [more loudly) 0026! 
438 P2: Ob! 
439 P3: It's 46 not 26! 
440 T: Ob is it? 
441 P3: So it changes into xx [Ps talking). 
442 T: Or it is? Ob 14 to 3. thank you. O.K., and digital time please, PI!  [be's just sat down from 
443 pasting his sheet in his book so be takes time to fmd the problem in his book]. 
444 P2: [impatiently] Come on, PI!  [and other Ps murmur]. 
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445 T: Will you all tum your attention to TillS NOW! We are doing number 3 - 14 minutes past 6. Give 
446 me the digital time first AB 1 !  [AB I is looking for the answer in his book. P2 points to the problem 
447 on B B  and quietly tries to explain it to him]. Come on. HURRY UP, AB 1! 
448 ABl: xx? 
449 T: WHO? [P2 tells ABl the answer). 
450 ABI: 4 xx? 
451 T: Thank you [As T turns to BB. P2 turns around grinning to Ps behind and whispers loudly 'She's 
452 gettin' impatient!'. T writes an answer on BB and asks for the next one]. xx. AB3l 
453 AB3: xx? 
454 T: Right. 4 A.M. 4 o'clock in the morning, P6! 
455 P6: xx? 
456 T: And in 24 hour time, AG2! 
457 AG2: xx? 
458 T: Thank you. 19:18 hours? P5! 12 hour time. 
459 P5: Ub 18 past 7? 
460 T: 18 past 7 is the answer and in digital time please, P7! 
461 P7: xx? 
462 T: That's right. Ub 1/2 past 3 a.m., AB2! Digital time first. 
463 AB2: 3:30? 
464 T: Thank you. 12 hom time? PlO? [P10 gives answer and T does not repeat or affum but goes on 
465 with next question]. 21 hours, P8? [T writes his answer incorrectly]. 
466 P8: Past 7 
467 T: Sorry. And digital time please, P11? 
468 P11: xx? 
469 T: 5:56 please, AG2? 
470 AG2: Four minutes to 
471 T: [interjects and completes] Four minutes to six. And ub, P13, please, 24 hour time? 
472 Pl3: 17 56 hours 
473 T: Thank you. xx please, P9, in digital time fust. 
474 P9: xx? 
475 T: Thank you! [there is now a 'staccato' intensity to the interactions ofT and pupils. Questions and 
476 answers are very loud and fast]. Hazel. xx? 
477 Hazel: [hesitates] Ub, 21 
478 T: [shouts] A.M .. 
479 Hazel: Ub ... xx? 
480 T: Good girl! 6:58, in 12 hour time? [Hazel is slow to respond]. C'MON. QUICK. 
481 Hazel: XX 
482 T: Good! Uh, in 12 hours, P7? 
483 P7: XX. 

484 T: Good! xx hours please, P14? 



485 P14: 10 past 2 [T repeats and writes on BB]. 
486 T : 17 minutes to 3 p.m., Ada, please? 
487 Ada: [very quietly] u? 
488 T: In um digital time ftrst. Ada. 
489 Ada: Uh 3:17? 
490 T: NO. TO TIIREE. Hazel! 
491 Hazel: Umm 
492 T: C'mon! Quickly! TO 3? AGl! [Ps by AG1 whisper the answer and AG1 calls out correctly]. 
493 2:43! Good girl, AGl, and in 24 hour time please, ABl! 
494 AB1: u? 
495 T: Thank you, ABl. 0619 hours? P7! 
496 P7: 'JUt 
497 T: [quickly) And digital? [P7 is part way through his answer and T intetjects]. And 24 hour time? 
498 P7: u? 
499 P3: 12 hour! 
500 T: 12 hour, sorry! 
501 P7: xx? 
502 T: Right, P7. 406 A.M., AG3! 
503 [PO who is behind T bas bad his band up during this session but is not acknowledged by 11. 
504 AG3: u? 
505 T: And 24 hour time, P15! 
506 T: u? 
507 [Some Ps have started packing up their books although here bas been no indication from T that the 
508 lesson is over]. 
509 T: Right. off you go please. 
510 V00:75:00 
511 [Ada who bas been packing up is ftrst to leave the room. She's quickly followed by PO. Ada and 
512 others leave without looking at or speaking to T who goes straight to her desk. One boy enters the 
513 classroom and goes to ask T a question. T blows her nose and doesn't look at or answer him). 
514 Boy: Hey, have a look at AB2's shoes [laughs]. 
515 T: Get ready for handwriting, please. Handwriting books out 
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516 [AB l goes out to ask T something. T looks briefly at him then ignores him. ABI turns away quickly 
517 and searches over in shelves. Two boys come in and T walks past not looking at them]. 
518 T: [to class] Get your handwriting organised please. Right. handwriting books out (there is some 
519 noise and T calls out loudly] Write the capital lener B. [A boy comes in late and passes in front ofT 
520 but doesn't look at her]. Get started please, the capital letter B! [A girl comes in slowly walks past T 
521 but does not acknowledge her]. Right, books out and write the capital letter B. 
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Appendix C4 

Mr. Goss' Matbs Lesson 
(12/6/B, 75 minutes) 

T is reading a novel to the class before change over for malhs. While be reads most children are 
looking outside to the maths group waiting noisily outside. When T says 'O.K., go to maths groups 
quietly' students run out of the classroom. AG1 throws her hat at a boy as be eXlts and another girl 
repeatedly calls out 'Ob Jesssicaaa' indicating sbe wants her to come and sit next to her. The Bunjis. 
Mary and Kate, come into the room and sit at desks. There are seventeen [ 17] pupils in the class. 
VOO:OO:OO 

1 T stands by BB.  Ps talk loudly and slowly get out their books. AGI walks to girl at the back of the 
2 room. 
3 AG1: Hey, Mr Goss, we're playing games today. 
4 T: Oh no we're not! [f moves to his desk]. 
5 AG1: It's Wednesday today, not Tuesday. Mr Goss [She goes to BB to correct the date and is joined by 
6 two other Aboriginal girls. The three write and draw on BB. Two girls move off to their desks and 
7 AG 1 stays there and is joined at BB by another student]. 
8 T: Ready for our mental. PlO, you come and sit here [sbe protests but goes to sit in a front desk. 
9 AG 1 and other girl stay at BB drawing. Ps are still moving about the room and other Ps come into the 

10 room. Ps are talking and noisy. T starts reading out problems). Right, seven times three [Several Ps 
1 1  still talk and move and others can. t bear n. 
12 Pl: [at back) Oh you say it again? 
13 T: No. 
14 P l :  Ohhhh! [several Ps call out problem to her. Ps still talk loudly and T repeats the problem]. 
15 T: 7 times 3 plus 4 times 7 [Ps quieten and write. T continues to call out sums]. Number 3 - 35 
16 sevenths, bow many wholes? 
17 P2: Hub? 
18 T: [repeats problem) Just think about it. Number 4 - 7 squared plus 1. 
19 P3: Ub? 
20 T: Squared means multiplied again by itself [repeats the problem]. Number 5 - $82 -$9 [T continues 
21 with problems and Ps are quiet]. Number 6 - 769 equals what number plus 60 plus 9? [T repeats and 
22 sees Ps are having difficulties so he writes the problem on BB. Ps watch quietly). O.K .• what's the 
23 missing number in this series? See the pattern? Look for the pattern and see what's missing. Now. 
24 Here's a very, very easy one [writes problem on BB - 24 [?] 24 = 48]. 
25 Ps: Oh. easy! 
26 T: Yes. That's just SO easy it's ridiculous. What sign has to go in there? [f briefly discusses this 
27 problem and then calls out several more problems]. 
28 P3: What number was that? 
29 T: Number 1 1 - 1 and a 1/4 minus a 114? [repeats and adds 'what will you have left?']. Next one, 
30 'What is the quotient...'. Quotient - you've heard that word before? 
31 Ps: Yes 
32 T: [repeats] that means when you divide. What is the quotient when you divide by 4? 13 divided by 4. 
33 Number 13 - 4 kg, how many grams? [repeats]. 
34 P2: What number is that? 
35 T: That's 13 [repeats problem]. Number 14 - what's 36c shared by 4 children? Divvy it up. Divide 
36 it [f paces in front of BB. T to girl who's turning around in her seat] What are you doing, P4? 
37 Having a good gawp? 
38 P4: Nub! I've forgotten it [the problem]. 
39 T: It was 36 divided by how many? 
40 Ps: 4! 
41 T: The factors of 18? [repeats]. How many days in November? [f sits on desk]. How many days? [f 
42 starts chanting month rhyme) 30 days? 
43 P5: Hath September ... 
44 T: Right! You know it so write the answer. Number 18. What fraction of a metre is 50 em.? 114? 
45 What could it be? How many 115s in one whole? You've got a pizza and you cut it into fifths. How 
46 many pieces in the whole? 
47 P4: 5. 
48 T: Don't tell them., P4. A man left home at 10 a.m. and got home at 4:30 p.m. How many hours 
49 was be away from home? [f repeats this twice]. Right. Correct. [T starts correcting immediately. He 



50 reads out answers and waits several seconds between each to see if Ps are correct]. Nwnber 8. there's 
51  800 missing there [T goes to BB and explains problem. Gives brief teaching session on decimals]. 
52 See if you remember that these places have different values, then you can't go wrong [f writes a long 
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53 nwnber on BB and asks individuals place values]. AG2, what's that? [points to BB and AG2 answers 
54 C<XTeetly]. P4? [other Ps join in this exercise but rush through at the end]. 
55 T: Wait oo! See that might be t.be population of Australia. 
56 P4: Do you think so? 
57 T: No. I thinlc: it might be more than that 
58 P5: One day I'm gonna count every single person in Australia. 
59 Ps: Aww! 
60 T: Right! What's happening in this series here [Ps call answers]. No, right, P9? [f points to girl at 
61 back but she doesn't know the answer]. 
62 P6: XX. 
63 T: Right! It's going up by 7 [Writes on BB]. So the answer is 41. [f quickly gives the next answers 
64 and Ps call out 'right!' 'wrong' .  P6 gets one wrong and others laugh loudly. Noise in class rises and T 
65 asks a girl at the back a question but he can't hear her so he 'cups' his ear]. Good! That's right! [P7 
66 calls out factors of 18] Yes, P7, but give us the pairs. 
67 P7: 2 times 9. 
68 T: [writes oo BB] 2 times 9! What's one more set of factors? 
69 P4: [calls out] 3 times 6! 
70 T: Without calling out! [f writes factors on BB). I don't think there's any other way of making 18. 
71 Did anyone else come up with one? [P8 raises hand and T sits on desk]. If you can, you'll be the flrst 
72 person in the history of the world to do so. 
73 Ps: Yeah! 
74 T: You'll probably be quite famous! Yes, you'd be a very famous person [Ps are talking over the top 
75 ofT and P3 wants to try] 
76 P3: What about 10 plus 8? 
n T: Plus doesn't come into it! 
78 P2: O.K., Mr Goss, 10 times 2 take 2? 
79 T: But you can't do that 
80 P7: Yeah but you said PLUS didn't come into it! 
81 T: But you can't TAKE either [Ps are shouting to each other above this]. How many days in 
82 November, P5? 
83 P5: 30. 
84 T: [chants the rhyme '30 days hath .. .' tmtil be comes to November] P7! [f writes last problem on 
85 BB]. Man went out of the house ... [P7 makes a screeching noise over Ts talk]. O.K., who's our 
86 sports monitor? [the monitor marks up house points for correct work. Ps call out 'I will!']. No don't 
87 yell out because we've got our monitor and it's AG2 [she comes out to BB]. 
88 Ps: [moan] Why do you choose girls all the time? 
89 T: Oh I don't 
90 Ps: Yeah! 
91  PI: Ob be quiet, P7! 
92 T: Red bouse? [1 hand up indicates that one student got 20 out of 20). Ob we'll make it 20 points 
93 then. [P7 puts his hand up and AG2 who has already changed the house points complains -'OHHH!']. 
94 P2: [to P7] No you didn't! [get all his answers correct]. 
95 P7: Yes I did! . 
96 T: No you got that date one wrong [P7 argues with T about his score). P7, leave it now. [T goes 
97 through tbe other teams and AG2 writes up the scores while Ps talk continuously]. O.K., now for 30 
98 points, learning your 8 times tables. How many did I say? 
99 Ps: 30 points. 

100 T: Yes I think I'm being very, very, generous now [T moves desks at back to seat three children who 
101 have come in from the Language Resource class. Two of these, SB and SG are sbldents in Mr. Goss' 
102 regular class]. O.K., here are Ms B's children [T points to SB]. O.K., SB, you can come here [T 
103 points to a seat but SB walks over to desk by window and sits there]. Ob SB is all right but you two 
104 people can come here. [while T is doing this several Ps are shouting. T shouts] P7! I just don't want 
105 to hear you, 0 .K.? Sit down. This learning tables in not just for three people you know, it's for the 
106 WHOLE CLASS! Not just for three people! This is for the WHOLE class. P8! [P8 is shouting]. 
107 Right! On the hot stool. Who's on the hot stool? [this is at the front and used for the tables 
108 competition. Two hands go up and other Ps chant 'I know it!']. 
109 T: What do you know? 
110 P7: I know the 8 times tables - all of them. 
I l l  [Now only one boy has his hand up and P9 is shouting]. 



112 P9: Hey no! It's goaa be a GIRL'S tum! [Ps argue across the rows of desks and T walks to tbe 
113 front]. 
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114 T: O.K., I'm gonna give everyone three minutes to learn their 8 tables. [a girl whines loudly 'But you 
115 said' and T puts his hand out to quieten her and shouts] NO! NO! I said learn them. Leam them. 
116 [One boy keeps his hand up and Ps are very noisy. A girl keeps complaining about the 'girls' tum']. 
117 Wise people are learning their tables! [Tasks an Aboriginal boy who· s just come in) Did Ms B give 
118 you work? Just go and get it [the boy goes and gets a library book from the comer. Other Ps talk 
119 noisily and move around the classroom. P8 puts a ruler in his mouth and 'smokes' it. AG 1 moves to 
120 the back to talk with a group of girls]. O.K., now, complete silence! Complete silence. [Ps continue 
121 to talk and AG1 goes out to BB then back to her desk. T chooses P7 to come out first and say his 
122 tables. He is fast and acx:urate and T gives him 30 house points]. 
123 T: O.K., AG2! [AG2 goes out to the front stool. Another girl, P3, has been chosen to write up the 
124 house points. The boys whine 'unfair' and T holds hand out to calm the class]. You could still be 
125 learning them [tables] even while one person's out here you know. [to AG2) Right! Reaaady! [Ps 
126 quieten and AG2 says tables quietly and quickly). You got it! 
127 P3: 30? [the highest score). 
128 T: Ob, 26. 
129 Ps Ohhh! [Ps complain about this score and remonstrate with T). 
130 T: [over noise] O.K., it was pretty good [repeats). So O.K., 28, 28. It was pretty good [the class is 
131 very noisy; some Ps are shouting and one bangs on his desk with a ruler). Hey, P9! O.K. now for 30 
132 points? [four Ps have their hands up and are bidding noisily]. PlO? [PlO shakes head and says 'don't 
133 want to'). O.K. we'll come back to PlO. We'll have P2. [P2 comes out and starts quickly but is 
134 inaudible because of noise from other Ps. T shouts) Pl! O.K. START [T moves hand down like a 
135 race staner over the top of Ps talk. P2 recites tables very slowly as he gets to the end) . Start again. 
136 [P2 says tables again and Ps become quieter. He makes a mistake on the last few computations and P5 
137 shouts '56!'). Be quiet, P5! He just went a bit wrong on the last one. [T goes through last few tables 
138 with P2. Six Ps have hands up for a twn]. I hope you DO know your tables! [T is  still sitting at his 
139 desk and he ignores Ps hands which slowly go down. He indicates a girl at the back]. P3, you? [P3 
140 shakes her head and puts it down oo desk. T keeps looking at her and says 'P3?' several times. She 
141 ignores him and writes in a book which is up to shield her from T's gaze. Finally T asks) P4? [P4 
142 ccmes to front and goes through the tables but she's intenupted by Ps talking to each other and/or 
143 calling out to her]. Well give her a chance! [T gives her 15 out of 30). AB I next [AB 1 who is the 
144 best maths student in the class comes to the front]. O.K., AB I, go! LAB 1 recites tables very quickly 
145 and acx:urately]. Yeah. I thinlc you left one out didn't you? 
146 Ps: NOO! 
147 T: Yeah I think you did. Do it again [T comes out from desk to BB. AB 1 recites tables correctly 
148 again]. O.K., 25. [while AB1 returns to his seat Ps complain loudly about T's score as 'unfair'. T 
149 looks to AB 1) Yeah, but the first time you did leave one out [T looks down and shuffles papers at his 
150 desk. Ps continue to complain and shout 'unfair'. T comes out to BB]. Tomorrow we're doing nines 
151 [tables]. 
152 Ps: Yeah, nines! 
153 [T stands at BB waiting for quiet He starts talking over the noise). 
154 T: Yesterday we were doing angles and we drew up in our books - P9! You're a talker! And we drew 
155 up in our books three different types of angles. Say them again so we don't forget them. [Ps call out 
156 'obtuse' .  Only AB1 has his band up]. 
157 T: AB1? 
158 AB1: Obtuse. 
159 T: That's right We had acute, obtuse and the third kind of angle? [T points to AG1 and P6 shouts 
160 'Right angle']. 
161 T: Kate [Bunji]? 
162 Kate: Right angle? 
163 T: O.K. [cleans and writes on BB. Behind him P9 is calling out]. P9, I don't want to hear from you 
164 after your performance this morning. And you're in grade six too. 
165 P7: Yeah! He is too. 
166 T: You should be shamed [f walks over to his desk and lifts and puts down a pile of books and looks 
167 directly at P9 who is mocking T's words and tone). Yes and that's three times and you'll be off to high 
168 school soon and you doo't seem to have much interest HERE [P9 continues to backcha1 11. That's 
169 right. We have only three types of angles and this right angle. PI, how do we mark it? 
170 PI: With a square. 
171 T: That's right [draws on BB). That's the only one we mark with a square and, AG3, this one, what 
172 do we call this one? 
173 P5: [calls out] Acute! 
174 T: Yeah but your name's not AG3, that's all [T continues to look at AG3 and nods her head to her]. 



175 AG3: Acute? 
176 T: Yes that's right, acute [turns to BB and draws angle]. Like this one, this is a very acute angle 
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177 [turns to class]. Like that's a very cute angle isn't it, like you'd say that's a cute car, a cute Mazda. It 
178 doesn't mean it's like that though. We've got to put the two together and we mark it with a? 
179 P4: A circle. 
180 T: Yes, with a part of one like that [indicates on BB]. So we could call it a - what's it like? 
181 AB1: A sbarp angle? 
182 T: Yes it is so you could call it a sharp angle if you liked. And the last one? 
183 P7: [calls out over T] ABUSE! The last one's an ABUSE angle. 
184 T: P7, will you sit outside for a minute, because I've just about had enough. 
185 P7: [interjects loudly] What'd I do? 
186 T: [walks back to P7] Well now you can just go back to Mrs. Wedd and you can do it in there because 
187 I've just [f moves P7 and his books through a connecting door that leads to Mrs. Wedd's room] 
188 because I've just had enough of you. [Some Ps talk quietly and some tum around to look at T and P7. 
189 One runs over to the teacher's desk and back. T turns and walks back to BB]. SOO! Now I'm not 
190 going to have people playing up in here! 
191 P9: Where they gonna go then? 
192 T: [loudly] Well they're not coming in here! They can go and play round in the streets or somewhere 
193 but they're not playing round in here. I don't care WHERE they go! [turns to BB and writes]. O.K. 
194 we'll do some more of these by the end of the year but for now just remember these three kinds of 
195 angles. O.K. now I'm going to draw up some triangles - two different types of triangles. [draws on 
196 BB] Call that a base of 6 centimetres in your book and then later you'll draw a line up. Tbat's at the 
197 three centimetre mark, the half way made. You'll draw that up four centimetres [be's drawing as he 
198 talks]. 
199 Ps: Ob yeah [tmdetstanding]. 
200 T: And then later you'll draw a base of eight centimetres long. O.K. if we join up these two sides 
201 now (repeats), what can we say about the triangle? [Ps are talking and don't answer. T repeats his 
202 question but Ps don't answer]. Have a look at 'em, what can we say about them? [f walks over and 
203 bangs tbe big BB ruler on P3's desk]. DO YOUR WORK! and P4 DO YOUR WORK! P8? [P8 does 
204 not answer. T goes to P8 and moves his book to a single desk at back of class]. Right! [points] Get 
205 up the back! 
206 P8: Why? 
207 T: [shouts] WHY? GET UP TilE BACK! [f moves backwards to BB]. WHY? Not paying attention, 
208 thaJ's why. Because you're talking and fooling around. I've warned children! Have a little bit of 
209 wisdom. Do you thinlc teachers are going to put up with it? I'm not, mat� I'm not. I'm not going to 
210 put up with that rubbish. I'm not! Supposed to be watching here [BB], not mucking round with P9. 
211 Now we've already had about ten minutes disruption and this triangle here what can we tell about it? 
212 What do we know about it? P2? 
213 P2: It's a nice triangle. 
214 T: Yes it is, isn't it? P6? 
215 P6: It's got three sides. 
216 T: [scratcbes head] Yes that's true, that's one thing that we know about all triangles isn't it? That's 
217 what makes a triangle. isn't it, they've got three sides. P4? 
218 P4: It's got a point 
219 T: Well yes, it's got a point Yes, Kate [Btmji]? 
220 Kale: The bottom's different to the sides? 
221 T: Abhh! You're getting onto it now, what I've been looking for. The bottom is different to the two 
222 sides but do we know anything about the two sides? Isaac? [Isaac has poor maths and language skills].  
223 Isaac: They make the top? 
224 T: Right sit outside! [Isaac goes outside and stays there for the remaining 5 1  minutes of the lesson. 
225 As he walks to the door T talks to him]. You're in real trouble now, mate. First time you've been in 
226 trouble since you came to our school but you're in real trouble now. Yeah. Well O.K. Do You think 
227 they might be equaL these two sides? 
228 Ps: yeah. 
229 T: Well let's measure them up [be does this on BB]. Yeah, so these two sides are equal. So what does 
230 that mean? The base is different but the two sides are equal. Now I want you to use the exact same 
231 measurements in your books. Half way draw a line straight up and then measure the two. If both are 
232 the same it's called a funny name - an isosceles triangle. 
233 AG2: I beard of that. 
234 T: Yes, good on you, AG2, and what does it mean? 
235 AG2: Ub the sides are all the same or sometbin'? 
236 T: Nub! [points BB ruler like a machine gun round the class]. Nub it means that the triangle has two 
237 sides the same length [turns to BB and draws more triangles]. 



238 P8: Well that's what Ms. Caster [aootbet T] said. 
239 T: And I'm sw-e you didn't argue with Ms. Caster. It just means that two sides are the same. Right 
240 you can start that now. 
241 P9: I've done it 
242 T: Well do a different one and write the measurements. Rule it up! If you finish that one do another 
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243 isosceles triangle with a base of 8 centimetres and put the measurements oo each side. You might need 
244 a whole page. [Ps are noisy but start working. T walks to his desk then back to BB). Then the nw 
245 one [there's too much noise for him to be beard]. Boys and girls, watching here. Look here a minute. 
246 [f waits for enough quiet for him to be beard]. Boys and girls, when you've finished this one go oo to 
247 the next one and start there and draw your lines. [AB 1 comes out to get a pencil from T. AG2 comes 
248 out with her work finished]. Did you measw-e it ? 
249 AG2: Yes. 
250 T: Good! [be rules another triangle on BB]. Then do this ooe. [f goes to boy in middJe row and looks 
251 at his work then walks back to front of room). Malee sure you measure and write in the sides. 
252 Isosceles only means two sides equal. 'That's all that means [Ps talking and only few Ps listening. T 
253 rules a row of triangles on BB while saying 'Isosceles' which one boy repeats]. Yes, isosceus. 
254 Actually that was the real name of the man who invented it - Mr Isosceles [no response from Ps to T' s 

255 humour]. 
256 Pll:  Mr Goss? 
257 T: Yeah, what's the problem? 
258 P11: If you rule six then you go by three don't you? 
259 T: [comes back to point at BB] Yes that's right You do that and measure them and if they're the 
260 same then you can call your triangle an isosceles triangle [Ps are tallcing over the T and it's difficult to 
261 bear him]. If you don't get them the same then you don't have an isosceles triangle. you've got 
262 something else. [Ps still talking over T who asks P1 1] Have you got them the same? Right. then 
263 you can put 'isosceles' at the top. [AG1 brings her work out to T. T walks over to boy in second 
264 row] Yes but you didn't put your measurement there. [f goes to a boy at the front and clx'cks his 
265 work then to another. T walks over to AG3, picks up her book and takes it to the front to show the 
266 class]. See AG3's bas worked out well. Look, people who haven't done it yet, it does work out. And 
267 AG3 made a mistake the first time and she could rub it out because she was using a pencil and not a 
268 biro [holds AG3's book under his chin] to fix up ber mistake, but if you're using a biro you'U have to 
269 start again. I don't know wby people don't use pencils. [Ps are talking and not listening to T. T 
270 moves towards the boy in the front row]. Have you got a PENCU.? O.K. [f gives AG3 her book). 
271 I'm going to do another one now [goes to his desk and then stands by BB. He says to the boy in front 
272 desk] Don't use biro! 
273 P2: I'm not. 
274 T: [gives pencil to AG4] O.K., there's another kind of triangle we're going to draw today so just leave 
275 that. We'll have to come back to it [a few Ps attend to T while others talk). 
276 P3: Pencils down! 
277 T: 1bat's right, pencils down! PlO! Come back to your seat please [PlO has been t.al.king witb a 
278 group at the back]. LOOK HERE. Look here. Now that we've drawn an isosceles triangle we're 
279 going to go on and see if we can draw a DIFFERENT ldod of triangle rr raises voice to be beard over 
280 noise]. O.K., now we've seen an isosceles triangle with two sides the same but we want lO have a 
281 different kind now. What might we do now? [Ps tallc: and one boy bas bad his hand up all the time T 
282 bas been speaking]. 
283 P3: Two different xx. 
284 T: [pointing and talking to another P] Three sides, yes? 
285 P6: Three different sides? 
286 T: Yes, three different sides. O.K., that'd be one way but they're easy to draw. You can draw them 
287 any way, but I'm talking about a SPECIAL triangle. Like [quickly draws triangle oo BB] all these 
288 sides are different and yes, P6, you're right, it's the same with that one there - they're all different 
289 O.K., I'll rub that out now [Ps are pointing out all the different triangles on B B]. O.K. we'U rub out 
290 all those. That's not the type of triangle I'm talking about at the moment That' s not the type of 
29 1  triangle we're going to draw - they're NORMAL types of triangles and, yeah, that's an isosceles 
292 triangle because it says it But we're after another sort of triangle. We've got one with two equal 
293 sides? 
294 P3: An isosceles triangle? 
295 T: No, no. 
296 P5: I know! I know! Two different sides. 
297 T: If you have two different sides you must have three different sides! P4? 
298 P4: Three equal sides? 
299 T: Yes P4's onto it A triangle with three equal sides [repeatS]. [f draws on B B]. An isosceles bas 
300 two equal sides. We're going to see if we can draw three equal sides. 



301 P5: Can't do it! 
302 T: 'We can't do it', somebody said. Well let's see if we can [T turns to class). O.K. I'll start with a 
303 base of 
304 P9: [interjects] Eight centimetres. 
305 P2: No! A small one! 
306 T: O.K. I'll start with a base of five and if I'm starting with a base of five, P4, and you said I need 
307 three equal sides ... 

308 P4: Yes? 
309 T: What does that mean about the other sides? 
310 Ps: Gotta be the same! 
311  T: Right They've got to be the same. Now bow are we going to do that? [Ps call out and one bas 
312 his hand up]. Right we've got to get the half so we mark 2.5, tbats right, P5, go UP - now just a 
313 minute [Ps shouting] - I'll check up, draw the line IN PENCll... - now wait a minute [Ps loudly 
314 overlapping T's talk]. I rule up to where I hit that line and if it's five centimetres then I should be 
315 right [T counts out the centimetres 1, 2, 3, 4 ). Now I'm going to get five this way - ooh it's a bit 
316 awkward on the blackboard but there it is 1, 2, 3, 4, 5 and then I just join it up and it should be five 
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317 [some Ps yawn loudly. AG4 in the front desk stands, stretches and yawns]. And when we've done that 
318 and the sides are equal, boys and girls, what do we have? 
319 Ps: Equal. 
320 T: What sort of triangle do we have? 
321 Ps: Equal. 
322 T: And a little bit more on the end. They want to make it a bit more difficult for you so they call it 
323 an equilateral triangle. 
324 P4: Ateral 
325 [f repeats the word and Ps say it after him]. 
326 T: Equilateral. Say it again [Tasks Ps to repeat it three times]. Yes it's a bit of a funny word. It just 
327 means equal sides and lateral means sides. You can have a go at that one. 
328 P4: I've done it. 
329 T: If you've done it do another one with seven centimetres around the sides. [to girl who's come out 
330 with finished work] Start again. [T walks to boy in front desk] O.K., just do it here - use a different 
331 page. [T walks around to assist Ps. AG5 screams 'PUT IT BACK' to AG2 who has taken ber ruler]. 
332 T: [to P3] Did you start with five centimetres? Right now, don't help her, P8, she's going to do it 
333 herself. [a few Ps call out for help toT who assists eacb briefly]. Anybody having trouble? 
334 P13: Yes! No! 
335 T: [to P13] O.K. let's see what you've got Ob no. You should be doing equilateral triangles. 
336 P13: XX. 
337 T: Well you failed that, P13. You've been away for most of the term and you're not even trying! 
338 Right! Some people are having trouble so we'll go over it one more time [moves to BB]. Right boys 
339 'n girls, [repeats over talk of Ps who quieten]. Right! Everyooe watching tbe blackboard. Now 
340 anyone not sure, and there's quite a few, of bow to make an equal or equilateral triangle then this is 
341 bow to do it. O.K. now, watching [T draws triangle) . So there's seven centimetres from there to there. 
342 Now see this halfway. O.K. now you've got your mark at the three and a half point - P8, don't taDc to 
343 P10. 
344 P9: Yeah, P8! 
345 T: [stands and looks at P8 until be stops talking] And PIO, don't do that [Ps mimic T and repeat 
346 'Don't do that']. So we draw a line up from there ... [T goes through steps of drawing triangle. P5 
347 stands in seat and screws up his paper, grinds it into the desk then looks out of the door. He begins 
348 banging his book and ruler on the desk. Another P is whining loudly and another banging a ruler while 
349 T is instructing]. So from here to here [looks at P5] Sit down please [P5 sits]. So from here to here 
350 is seven centimetres. [Ps are very restless and talk over T. A boy throws a paper ball at another. AG2 
351 and AG3 talk throughout the lesson not looking at T. AG4 stands at her desk and stretches. P13 
352 crouches on his seat]. P13, get down in your seat [T finishes explaining triangle and returns to his 
353 desk. Some Ps are loud and a few are mobile. Others are trying to work. AG4 tbrows her book onto 
354 her desk and goes out to T' s desk. Sbe picks up T' s eraser, goes back to her desk and throws ber book 
355 twice again oo ber desk. T sits at desk looking at P9 who is chanting 'ruler, ruler' to Ps  behind him). 
356 P9! Stop that please, and face the front [PIO walks to the back to talk with girls there. T gets up and 
357 walks to BB and writes rows of problems]. O.K., people who have finished theirs can do these sums 
358 for the last few minutes. [P10 is still walking around the room with her book. A girl tbrows a ruler at 
359 a girl behind her. Several Ps tum around in their seats to talk to Ps behind them. T writes several 
360 problems oo BB]. 
361 P2: Is the second one multiply? 
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362 T: YEESSS, they're all multiply and these are for those who have finished their work. [to P in middle 
363 row who's done little work but talking loudly] P14! You've just about finished! This is your last 
364 chance. 
365 P14: [whines) Oh but what did I do? 
366 T: Last chance! [T comes to lean over P14] Now P14, your class bas gone away on camp, right? And 
367 they've left you behind. So as far as I'm concerned this is normal school. So if you won't accept that 
368 then I won't accept YOU, right? All right. you've got to fmisb this. I'm sorry but that's bow it is [T 
369 moves quickly to the next desk. PlO is still walking around the room but avoiding T. P13 stands at 
370 his desk. He bas done hardly any work]. 
371 T: [to AG4] Have you finished? 
372 AG4: I don't want to. 
373 T: Now you're AN011IER one who's starting to upset me. You come in here and all you say is 'l 
374 don't want to' [T mimes AG4's 'baby voice' then attempts to assist her. She erases her drawings and 
375 draws another]. NOW you've got it. [T turns to AB3 who's talking to a boy across the aisle]. AB3, 
376 sit outside my room. Just sit there until the class is futished [AB3 goes outside). Only a few minutes 
377 left now and I'll have to see your father about it. Sit out there now. P6! That's enough now! rr 
378 moves around Ps for several minutes looking at their work. A boy snatches another's book in play. 
379 AG3 takes AG2's book and copies out her answers. T looks at the time and walks to the front]. O.K. 
380 boys and girls. That's it for today. And tomorrow is the last day for this week [Ps cheer 'YES'). And 
381 remember we've only got a week left before the holidays and I'm going to worlc RIGHT UP - no 
382 slacking off. We'll be going on a camp after the holidays, my class, so were going to keep going. 
383 [most Ps talking, moving out and not listening to T). So we're gonna keep going tomorrow AND 
384 next week. Right we 'll leave that today. Most of you have done fairly well, a few slip ups, but one 
385 thing I'd like to say though, Pl2! When anything's demonstrated on the blackboard give it a hundred 
386 percent of your attention, not fifty percent 
387 P3: When are the holidays? 
388 T: Next week. 
389 V00:75:00 
390 Ps pack up and drift out. P12 shouts 'GOOD RIDDANCE to you' to a pupil on their way out Ps 
391 who remain shout a1 each other across the room. 
392 T: Right, people, copy these words down in your language books [writes list of words on BB). Find a 
393 place, P4. There's f1fteen words here for today [T goes over to shift a pupil to another seat]. Now 
394 copy these words down. [Ps walk into the room. T shouts) O.K. LISTENING. This is what we're 
395 doing. P8! [Ps quieten slowly]. Today's our spelling day [Ps loudly 'Ollli') and I don't have sheets 
396 but there's only fifteen today [repeats) taken from our story book [holds it up]. There's twenty-five 
397 house points in this so start writing them down. First one's 'perfect', then 'charcoal' when you burn 
398 wood ... 
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Appendix CS 

Mr. Collis' Language Lesson 
(30/10/B, 97 minutes) 

Spelling In Pairs 
VOO:OO:OO 

1 Mr. Collis sits on the floor in a circle with fourteen [14) students. 
2 T: See that team they get ten goals, then nine goals, then eight goals then five goals and they're still 
3 winning but they take it easy and then the boncm side beats them. So we've got to make sure that we 
4 keep concentrating so that we're getting ten goals, ten goals, ten goals so that our results don't come 
5 down and the bottom team doesn't beat us. 
6 Ann: That's xx [T's football team). 
7 T: [smiles] Nub, it's the Brisbane Bears! Now Sandi's [the researcher] very interested and Judy [his 
8 wife] and I know that Ted [Special Assistant) and I are very proud of it and that's our spelling. So 
9 before we do it, a quick revise for Ann who's new Ooolc.s up to hanging sheet which gives the 

10 procedures for spelling]. So if we look up there, they're the steps we do everyday and what are they 
1 1  Jamie? 
12 Jamie: Ub syllables. 
13 T: Everyday! 
14 Jamie: [very quickly] Uh look, cover, write, check and then computer game. 
15 T: Uh uh, every day? [quickly) Look, write, cover, check and quickly have a go at learning your words 
16 - which ever way you like to do it That's what we have to do during the week. Now you say. Jamie -
17 all the things we have to have done by Friday. 
18 Jamie: Ub syllables, put 'em in a story, put 'em in a sentence, check that you lrnow 'em? 
19 T: [nods] Yep. So far this week I haven't heard anyone's words. 
20 Sparky: Yep, you've heard mine. 
21 T: I have? Was that this week or last week? 
22 Sparky: This week. Yeah, you remember? I was sitting at your desk? 
23 T: Oh. O.K. My apologies. All right, let's go to it You've got fifteen minutes. 
24 V00:02:00 
25 Students pair off and go to desks. One bas no partner and she sits with T who 'parmers • her for the 
26 period. Sparky and Jeremy pair off and sit at their desks. 
27 Sparky: [to Jeremy] That's wrong. 
28 Jeremy: They're not wrong cos I do different words to you. [Lou walks over to them and looks at their 
29 work] . How many tests you done? That's one, two, three? 
30 Sparlcy: It's only five tests we have ... 
3 1  Jeremy: I never picked my words for Monday. 
32 Sparlcy: I think it's six tests we have. How many tests you done? [the three boys discuss the tests and 
33 compare their books). 
34 Jeremy: It's only five tests and we're doin' the fifth ooe now. 
35 Sparky: Well I'm doin' 'em all over the place [choosing spellings to learn for tests). 
36 [During this period Marty walks past several times and he and Jeremy throw a pencil. Jeremy and Lou 
37 talk about a pencil case and Sparky looks at the other children. From time to time Sparky and Jeremy 
38 talk about their spelling. Amos and George play fight with rulers. Other couples work on their word 
39 lists]. 
40 V00:09:00 
41 T claps band on desk and comes to the middle of the room. 
42 T: Stop spelling words. Sorry we have to finish early. I want everyone to pack up rr gives 
43 instructions fer children who are to leave. Ps come to sit on floor with n. 
44 Letter Writing 
45 VOO:lO:OO T sits on the floor with his students. 
46 Jack: :u that game? 
47 Sparlcy: You mean Lego? 
48 T: No, we're not going to play Lego now but we can do that later. Did you enjoy that did you? What 
49 about you, George? Did you enjoy Lego? 
50 George: Yeah. 
51 T: What about you, Sparky? Did you enjoy it too? 
52 Spartcy: Yeah. 



53 T: O.K. we've got three things to do before lunch and we might have a bit of free time after that 
54 What I want to do, nmnber one thing is letter writing [T stands up and moves to the blackboard]. I 
55 might just write these up so we don't forget them. Flrst is letter writing and then remember that 
56 Telecom thing we did yesterday? 
57 Ps: Ob yeah! 
58 T: And number three thing? O.K., guess! A thousand house points if you can guess [Ps attempt to 
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59 guess the third activity - 'letter writing?'; 'Telecom?'; 'Free time?'; 'Spelling test?'. Sparky goes to 
60 T's table and reads his teaching programme]. You won't know, because it's something different. I'll 
61 make it two thousand bouse points! 
62 Sparky: The sportS thing? 
63 T: Sparky's got it! [T writes 'spons' on BB]. Give him the two thousand house points. We've got 
64 to tallc about this activity though. Sparky was observant because be looked on my table and number 
65 four - have a bit of free time when we use the canputer. Now I want to talk about consequences -
66 because you know consequences when you muck around and get into trouble but also consequences are 
67 good things. All right [points to the first of the four activities on BB], let's do letter writing. [T 
68 points to several Ps on floor and asks them to name their respondents - 'aunty'; 'football coach;' Mr. 
69 Collis' family]. George, who are you writing to? 
70 George: Don't know. 
71 T: Well there's a letter of yours on Ted's [Special Assistant) table and I think it's to my mum and dad. 
72 George: Is it? 
73 T: Well go and look: over on that table. [to class) Just before you go if we get letter writing done and 
74 worlc very hard we might have fifteen minutes free time on the computers. That sound fair? O.K. 
75 Whose lett.ec do I need to see? [Ps go off to seats and T sits at his desk]. 
76 V00:16:00 - 00:59:00 
77 During this period T remains at his desk:. Sometimes T 'models' letter-writing by writing a personal 
78 letter, however, during this lesson he does not write but assists children who come to show him their 
79 letters. Six srudents bring their letters to show T. Some come back two or three times. Some 
80 interactions are brief. For example, Sparky comes with his letter in an envelope and shows the teacher. 
81 T: Good, mate. I'll write the address [of a football coach who was a guest speaker] and you write it up 
82 on a card so everyone else can use it Get a bit of card out of the cupboard and write it off [Sparky 
83 walks off]. 
84 [George, Scott, and Kay take up most ofT's time. T crosses out their wrong spellings and 
85 consttuctioos and writes in corrections. George and Kay are from remote Aboriginal communities and 
86 have a poor grasp of spoken and written English. T makes significant corrections to their letters after 
87 which be asks them to go and write 'good' copies]. 
88 T: [reads Kay's corrected letter to her] 'Grace [a Tiger] is my friend and I always go with her. I always 
89 go to her bouse and I always play with her' . Great letter! Can I write 'great letter' on it? 
90 Kay: Yes. 
91 [George returns with his finished copy and gives it to n. 
92 T: What are you going to do next? 
93 G: I doo' t know 
94 T: Write another letter. 
95 [Some Ps who have finished call out toT and ask if they can do some pages in their Telecom book 
96 which is the second activity on the Tigers' activities list]. 
97 T: Uh, I'd rather we all did that together if that's all right 
98 Ps: The colouring one [page]? 
99 T: Ob the colour one? That's all right. [Ps who have flllished their letters get out their Telecom 

100 booklets and start working in them. Kay brings her 'good' letter to n. 
101 T: Excellent. Get an envelope. Sparlcy, will you get Kay an envelope, please? Ob, Scou'll do it. 
102 Show Kay so that she knows where to get them next time. 
103 Scott [to n This bow you spell u? 
104 T: That's exactly bow you spell it [Jan comes to T with her letter). George, will you get Jan an 
105 envelope, please and put this in the envelope and post it? [to Kay who comes toT with address]. 
106 Excellent. Copy it onto that one. Good one. All right! While other people are packing up let's leave 
107 our letter writing, leave our letter writing and let's have five minutes on computer games while that 
108 other mob are doing tests [Ps pack up their writing and go to play on the computers]. 
109 VOO:S9:00 
110 T: [calls out from his desk:] Righto, Telecom books out please. And I've only got to wait for two 
1 1 1  people to do that 
112 Telecom Booklet Activity 
113 T: [stands in the cen tre  of the room] Good. Yesterday we went through .. . !  was just saying to the 
114 other kids [points to the blackboard] there's two things I want to do before hmch which is Telecom, a 
115 sheet on sportS - a quick thing on that, and then you've got to do something for me. All right? [T 
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116 assists Grace to move her desk near to Kay and then sits on his desk]. Rigbto! Pencils down and eyes 
117 this way. Just wait for you, Grace - grab your Telecom book. Yesterday we went through the white 
118 and yellow pages of the telephone book and then we did this [holds up a page of the Telecom activity 
119 booklet]. Now we're going to go through a couple of these activity sheets. Like people to get-
120 actually I'd like people to choose any three they like but not the colouring in ones [pages]. Any three 
121 they like and Ted and myself will come around and help. A lot of you in here are quite capable of 
122 reading through and doing it yourself but you others pick out the ones you want to do and Ted and I 
123 will come round and help. Rigbto! Any three you like. Off you go. [Ted Fraser leaves to collect a 
124 group of children]. 
125 VOI:Ol:OO 
126 T: Righto! Any three sheets. If you need any help put up your hands. [Kay and Jan raise their bands. 
127 T stands behind Kay to assist her. The activity she bas chosen requires her to read three sentences of 
128 this type: 'your bouse is on ftre. Who do you call - the police, the ambulance or the ftre brigade?' and 
129 then to find and write the correct emergency telephone number. T also assists Jan who sits next to Kay 
130 and after a time be asks a third Aboriginal girl to move up with them. He spends most of his time 
131 with these three girls, reading out the sheets, pointing to where they should write the telephone 
132 numbers. George calls out for Ts assistance.]. 
133 T: [calls across room to Mike] Mike, do me a favour? Go over and read through the pages with 
134 George will you? [Mike goes to sit with George) 
135 Sparky: [calls out to T] Roger n? 
136 T: Wait a minute. I'll just help these girls and then I'll come over. [The three Aboriginal girls 
137 working with T are still having difficulties understanding the questions). No. You call tbe ambulance 
138 [T wallcs to the centre of the room and other students bring their papers to show him. Ann bands T her 
139 work and asks if she sbould help another student]. 
140 T: Yep! Good attitude! If someone' s finished you write your name on it and leave it on my table to 
141 be marked and then you go and help someone else. 
142 Mike: [who's been helping George] George bas finished two sheets. 
143 T: Good on you, Mike! [T walks baclc to the three Aboriginal girls and begins another sheet in the 
144 telecom booklet]. Now I want you to get this sheet [points]. No, not that one, this one. O.K. Now 
145 for 'time' ... 
146 Sparky: [calls aaoss the room] Roger! Roger! rve ftnisbed. 
147 T: Good. Put it on the table. O.K., Mike [who's been helping George), now go and do your own 
148 sheets and Sparky and Chas go and help George [Sparky sits beside George. Marty leans over Mike 
149 who has started to work: on his own sheet. Marty watches him for several seconds then goes toTs 
150 desk and looks through the pile of completed work:. He fmds the same page that Mike is working on 
151 and gives it to him to copy]. T comes to stand in the middle of the room and Lyn, a non-Aboriginal 
152 Tiger, comes in from another class]. 
153 Sparky: [to T] She [Lyn] hasn't brought you a lolly! 
154 T: [laughs] Hasn't she? I said to Ted yesterday, 'Lyn hasn't been bringing me lollies because the 
155 otber teacher she goes to bas been eating them'. 
156 Lyn: No. I left some on your table. 
157 VOl : 15:00 
158 T: O.K., Papers on my table and I want everyone sitting here on the floor. 
159 Writing 'Dreams' 
160 V01 : 1 5:30 
161 T: Put names on the papers you want to be marked and put the others in your desks and come over 
162 here. I've got sheets to give out I can give one to Kay who's ready and I can give one to xx who's 
163 ready [students come to sit on the floor with the teacher in a circle]. I'm waiting on Jan, Marty and 
164 George. 
165 George: Wbaat? 
166 T: Wbaa? Wbaa? [T counts the seconds it takes for all the class to sit but George is slow to come]. 
167 Sparky: George is on detention! 
168 T: No be's not. Mind you, you've made him move faster. Right. Our circle. Jan, can you leave that 
169 till later? And I need everyone in the circle quite obviously. George, can you move round please 
170 [repeats] and there's a space for Ted too [the Special Assistant sits in and T bands out a sheet that is 
171 photocopied from the sports page of the local newspaper]. All right, I want everyone to put their sheet 
172 down. Wbere's this sheet from? 
173 Ann: The N.T. News. 
174 T: Yes. When? 
175 Ann: Four or five days ago. 
176 T: Five days ago. So when was that? 
177 Ps: Friday! 
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178 T: L$t Friday. This was on the last page of Friday's newspaper. O.K. Start off reading, Mike. Big 
179 voice now [the children are asked to read in turns armmd the circle. The article is about a local 
180 Aboriginal footballer, Joey Jarvis, who bas decided to give up playing for a southern league and return 
181 to Darwin to play for the local team and study through T.AF.E.]. 
182 Sparky: [reading) 'plan on going to T.A.F.E.'. 
183 T: What's that? 
184 Ann: Tertiary education? 
185 T: You're on the ball! So it's technical and further education for adults [individual students complete 
186 the reading]. All right Tbe article is about a guy from Darwin, a Northern Territory 
187 footballer ... Wbat's the point of the whole article? 
188 Ann: He's giving up football? 
189 Sparky: Cos be's gotta get an education? 
190 T: So be's giving up football allogether? 
191 Ps: No. He's gonna play in the Northern Territory. 
192 T: Yes. He's going to play for the local side. What's be going to do for the next twelve months? 
193 Mike: Going to go to T.A.F.E.? 
194 T: Yes. He's going to go to T.A.F.E .. All right, what's the one line, what's the one line that sums 
195 up the whole article about footy and education? 
196 Jeremy: Footy doesn't last forever? 
197 T: Footy doesn't last forever. But what does last forever? 
198 Ps: Education! 
199 T: Yes that's right and remember we had Joey Jarvis' [the footballer] mother come and talk to us? 
200 [class discusses the footballer and the writing in which students are to indicate their 'dreams'. T stands 
201 up at blackboard]. When I was eighteen I might want to go to the National Aboriginal dance in 
202 Sydney; I might like to be married ; play football, whatever I want [two Ps talk and T waits and looks 
203 down at desk until they quieten]. Two reasons I want us to do this. Jack Perris [the southern football 
204 coach who was a guest speaker in the Tigers] the other day said very clearly that we all dream and we all 
205 have things we want to do. Sometimes when there are things that I want to do in my life dreams come 
206 true. Jack Perris played VR.. footy - that's now the AFL - when he was sixteen. And Frank [the 
207 Aboriginal footballer in the news item] got his dream - be played Melbourne in the senior game. He 
208 got his dream. His next dream is that by the time be is twenty-five he must have a very good 
209 education. I would like to know very much what your dreams are so we have teo minutes. I want to 
210 know what your dream is. You can do one of two things - you can write about it or you can draw a 
211 picture. If you want to draw a picture that's fine. I want to know what you will be doing when you 
212 are eighteen years old and then what you will be doing at twenty-five. Maybe you are a mum at home 
213 with three kids. What ever you want to do [Marg and Ann giggle together]. At twenty-five you might 
214 think 'At twenty-five I don't want to be married with three kids. At twenty-five I want to be travelling. 
215 Like Mike bas great world knowledge. Maybe his dream is to travel. Jeremy's dream is that by the 
216 time he is twenty-five might be that be wants to run the Northern Land Council. I don't know. All 
217 right? Jamie's dream, I don't know, might be by the time he's forty to be head of the Conservation 
218 Commission, head fella of the whole of the N.T. All right? Go back now and do it on the next page 
219 of your language books. You've got a language book. if not, letter-writing book. Quickly. 
220 V01:24:00 
221 Students get up and move to desks. T gives out house points to those who are fastest. 
222 T: Jamie, what bouse? Ann, what house? Good on you, Jamie! [to another student] Use your 
223 language or letter writing books, which ever. In the future. lbis is writing about your future. 
224 Sparky: Do it in our letter writing books ? 
225 T: That 's fme. 
226 Jack: Any nwnber? 
227 T: [to Jeremy] Where's your book, your book? Have you got your book? 
228 Mike: [calls across to Marty) When I'm fifteen I'll be in Smith House [a juvenile detention centre] 
229 and at thirty fll be in Berrimah prison, and by the time I'm fifty I'll probably be dead [laughs]. 
230 Marty: And I'll probably be the first white man to ::u [laughs]. 
231 T: 12.35, at 12.35 I collect all these [he moves into central area]. We have seven minutes. 
232 [Students work quietly. Grace assists Kay with her writing]. 
233 T: Jack, you have to write that one up then draw the picture. I said in your book. What is this thing? 
234 It is not a book [T goes over to Jack's desk, opens it and gets his book out]. Now you have to write 
235 that down. 
236 Jack: Do you write sentences? 
237 T: Yes you can write sentences. It makes it easier for me. 
238 [T and Ted Fraser walk around the class looking at pupils' work]. 
239 Ted: (points to BB] Pity it's not longer; you'd catch up to my age. 



240 T: [to Kay] You've got to think. what do I want to do at that age, what will I be doing? What you 
241 are at eighteen what do you want to be doing. 
242 Ted: [to Jan] When you're eighteen? Go to teachers' oollege? Make dresses? Work in a clothing 
243 shop? You think. you think what you want to do. It's all up here in your bead. 
244 [T and Ted Fraser return to the central area]. 
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245 Ted: At my age I still don't know what I want to do. so bow can these poor kids know what they want 
246 to do? 
247 John: Ob yeah, Ted. that means more gray hairs! 
248 Marty: Yeah Teddie! You should be writing this too! 
249 Ted: Yeah but I'm past all that. That all happened to me a long time ago. I'm over those ages so I 
250 don't have to do it 
251 T: [to Sparky wbo's fmisbed] Write your name on top of the page and put it over there [points to 
252 desk]. 
253 Grace: [toT] Wbere do you have to go to learn to be a hairdresser. 
254 T: To T.A.F.E. [to Sparky] Can you go and get lunch orders please? Marty, you go with him 
255 please. 
256 Jamie: [toT] Where did they fllm Bonanza? 
257 T: I think that was in California. Ob where they made the film? Universal Studios. Bonanza? I 
258 think that was tbe Ponderosa. That's not real. 
259 Jamie: Yeah but wbere's tbe place where that ranch was? 
260 T: The land? You want to own that rancll? Ob you mean Yellowstone National Park? You want to 
261 go there? 
262 John: Yeah. 
263 T: [talks witb three pupils by their desks] Yellowstone National Park, National Parks in America 
264 Good idea 
265 Marg: I've seen that Park where you're not allowed to take your horse in there. 
266 T: Ob yes I've seen that Where they let you in but tbey don't let you out 
267 Marg: No they won't let you take your horses in. and they want to bring the wolves back. You have 
268 to walk xx. 

269 T: Oh yes, you're right! That's right. And they want to reintroduce the wolf into that area. Three 
270 minutes to go to lunch [Ps attend to their writing and Grace still assists Kay with her writing). 
271 V01:33:00 
272 Luocb bell rings. 
273 T: O.K. let's go straight out so you don't waste your luncll time. Just leave everything on your desk 
274 and go straight out to lunch. 
275 [Ps exit classroom). 



Appendix D 

Tbe Bunjis' Discussion on Sex Education 
(5/11/B; Rll(A): 588-620) 

The older Bunjis have gone to t.be sex education class and the younger ones to their maths classes. 
Dante and Duffy stay to talk to Mrs. Banks rn and Howard comes in late. 

Howard: Where's Cholly? 
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T: He's gone to the health lesson [sex education]. Oh, you're supposed to go too! Did you bring back 
your note from mmn and dad? 
Howard: No, cos I was sleeping over a1 my nana's. 
T: It's a bit late but you can go down to Mrs. Vasey's class now and just say sorry that you're a little 
bit late. 
Howard: It's too late. 
T: It is a bit late. Just say sorry you're late. 
Duffy: I'll go with him. 
T: Will you go with him? 
Howard: They'll be .finished by now. 
T: No they won't. [to Duffy] Next year you'll have to have these special year seven health lessons. 
Duffy: Nuthin'! [laughs] I'll be going to Alice Springs! 
T: You know what that's all about? All that boy-girl stuff? 
Duffy: Yeah! 
Dante: Oh that's disgusting. 
T: Ob no it's not. It's not disgusting at all. You wouldn't  be here for a start if it was thai bad. 
Duffy: [excited] I seen it on T.V .• Miss. 
Dante: Yeah, and in lots of books. 
Duffy: And they showed how that sperm looks like a little tadpole; how it goes all the way up. 
Dante: Yeah and bow fast it goes and gets real big. When it's bent over all t.be time it looks lilce a 
little alien. 
Duffy: And when it dissolves, it's mn, you can just see it starts to get a little heart and that, and it 
goes [very softly] 'boop, boop'. 
T: You know the best thing, the biggest thrill of all is when you're grown up and you're fathers, and 
when you have babies, and that happens to you. 
Dante: No, Miss Banks, that's the worsest thing. Babies are too noisy. 
T: Ob no! That's the most exciting thing; and Dante, you're so good at looking after babies. And 
when babies cry, you don't care if it's your baby. 
Dante: [cries] Wah, wah. 
T: You only get mad if other babies cry all the time. [to her maths students] O.K., let's get into this 
work. Anything we don't do now we'll have to do at lunch time, I'm afraid. No slack ones around 
here. 



Appendix E 

Mrs. Banks' 'Buzz' Game 
(16/10/B; R4(A): 126-270) 

Mrs. Banks' nine pupils are sitting in a circle on the mat She is sitting on a chair close to the 
children. 

T: O.K., are we ready for Buzz? 
Pupils: Yes 
T revises the rules of the game. 
T: So we cotmt by ones and when we come to a multiple of three we say? 
Jim: Buzz! 
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T: Boy! Wbat's a multiple of three? [pupils give answers] . Yes, it does. Multiples of three are all the 
numbers in the three chart. Is twenty-seven a multiple of three? 
Pupils: Yes. 
Leon: No. 
T: Is twenty-eight? 
Pupils: No. 
[f gives a few more examples and pupils answer correctly 'yes' or 'no'). 
T: Ob, I'm not going to trick you today. You're all switched on today. O.K., we'll start with Lyn [a 
child from the Special Unit], and she'll start with ooe. 
Fergus: I think I'm gonna blow up. 
T: Ob, I hope not 0.1(., Lyn, ready, steady, GO! 
Leon: [to Fergus) If you blow up we'll all get a shower. [Lyn pauses then says 'three']. 
Leon: You're out! 
T: lbat's a multiple of three. That was just a practice start Now let's start again [pupils go around 
saying the numbers until Leon calls another child 'out'). Oh. you duffer. In the middle. [f responds 
'good' or 'yes' to children as the game continues). 
Leon: Ah. ba! You're out! In the middle! 
T: Oh, bad luck. In the middle. 
Dante: Twenty-seven? 
Leon: Ab ba! You're out! [f stops the game to explain to Dante that three times rune is twenty
seven, and since this is a multiple of three, it is a 'buzz' word]. 
Leon: He's out, Miss! 
Matt: Don't tell him. [Fergus gets out) . 
Leoo: Ha! You're out! 
T: Ob, Fergus, bad luck. 
Leon: Look a1 Cbas, Miss, be's not in the middle. [the group startS another round and pupils take 
several turns each until Fergus makes a wrong call).  
T: Fergus, ob Fergus. Hop in the middle [the outside group becomes smaller]. 
T: Ob I think Cbas is going to get tricked now. [Pupils lose their place and T picks it up by re
tracing moves with pupils assisting her. Mabel says the last number of the round]. Mabel always 
knows where we are, doesn't she? She always listens. [Another pupil gets out). 
T: Ob bad luck. 
Fergus: I got trouble to know who's in and who's out [f repeats the last few numbers pointing to 
the pupils as she does this and she names the children who are still left in the game). 
Cbas: Buzz. 
T: ()b, good. On the ball now. [Mabel, Cbas and Dante are still in the game and Mabel takes a long 
time to give her number). Say it in your head first, Mabel. Ob, after 35 comes? 
Mabel: Buzz. 
T: How cane you said 'Buzz'? [Pupils giggle). 
T: She's [Mabel) laughing, look. How come? What were you going to say? What's in your bead? 
Fergus: It was 'Buzz', Miss. 
T: I know it was, but what number did that stand for? I'm just seeing if she knows it. 
Mabel: [pauses before answering) 36. 
T: 36! You did know it and you're a real good girl. So now we go back to? 
Pupils: One. 
T: One. Fergus, fast now. We've got to get speeded up. [Pupils go around until Dante says 'hot 
dogs' instead of 'buzz' for six. Pupils and T laugh]. 



T: Five bot dogs [points to the next child]. 
Fergus: Five bot dogs! [The class continues to play]. 
T: [to Cbas who is taking time to give his answer] Say it in your bead first. 
Cbas: Fourteen? 
T: Hub? [be's next] 
Hub: Sausage pie! [Pupils laugh]. 
T: 'Sausage pie' really means fifteen [class plays on until Hub and Cbas remain]. 
Cbas: Twenty-three. 
Leon: Ah, ba! You're out! 
T and Pupils: Nooo, twenty-three's not a multiple of three. 
Leon: Ob yeah. 
T: A two-man battle, everybody. [to Hub] Twenty-three? 
Hub: Buzz. [Hub and Cbas go on playing until Cbas makes a mistake and pupils call 'out']. 
T: Normally I'd let it go but he said the number before, and in a two-man battle to the death .... 
Fergus: You CAN'T let it go. 
T: That's right So bow many points for Hub do you reckon? [pupils call out numbers of house 
points]. What bouse. Hub? Yellow is it? 
Cbas: It doesn't matter cos I'm in yellow anyway. 
T: Right, so yellow rules anyway. [softly] But red bouse [her bouse] really does. 
Pupils: Ob, Miss. 
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Appendix F 

Story Reading in the Bunjis 
(22/11/B; RlO(l): 093-218) 

Mrs. Banks is sitting on a chair in front of her children who are sitting on lhe carpet She is reading 
from An Indian in the Cupboard, by L. Reid-Banks. 

1 T: So Bernie [a character] is back. We need lO tell about Bernie to lhe people who are new. so tell us 
2 everything you know about Bernie. 
3 Kate: He's a cry boy. 
4 Cbolly: He cries, Miss. 
5 Albert: He's supposed lO be a big hero man, but he cries. 
6 Cholly: But he does really good drawings 'n lhat 
7 T: He's a very good artist 
8 Ps: Yeah. 
9 Gerry: And he's a cry baby. 

10 Cbolly: He's a sooky one, ay? 
11  Ps: Yeah! [overlapping talk). 
12 Duffy: And he doesn't like drinking in bars. 
13 T: Oh yes, that's another thing. Do you remember that? 
14 Howard: He's smelly and he doesn't like ... 
15 Gerry: He likes drinking and he likes ... 
16 Kate: Ob yes. Miss, and be doesn't like drinking out of that thing, Miss. 
17 T :  Ob I don't remember that bit. Tell me 
18 Cbolly: [laughs] And he doesn't like taking a shower. 
19 Dante: Yeah. that's what I said. xx [unintelligible] 
20 Ps: Ob yes. 
21 T: But be does like whiskey, doesn't he? [Ps overlap talk]. 
22 Kate: But be jumps into lhe river. 
23 Dante: And he has a shower in tha1 waterfall [Ps laugh]. 
24 T: O.K. Here's the last sentence of that chapter [in an American drawl] 'Waal, I'll be eternally 
25 hornswoggled!" [Ps laugh] When he finally got out at last, "If it ain't y'all!". What does 'Y'all' 
26 mean? 
27 Duffy: You mob! 
28 T: 'That's right. 'That's what they say in the movies, isn't it? 'You all' means 'you mob'. 
29 Duffy: I don't know bow you can talk like that, Miss. 
30 T: It's not easy. Not easy 
31 Dante: One of the teachers talked like that, um, Miss X. 
32 Ps: Yeah. 
33 T: Did she say 'you all'? 
34 Hub: No. but.. 
35 T: That accent? 
36 Hub: Yes 
37 T: Do you know why? 
38 Duffy: Cos she was from Canada 
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39 T: 'That's right Canada· s just north of America and when you· re watching movies and lhe people talk 
40 like that, those movies are usually made in the United States. 
41 Dante: And they don't even know wbal 'dude' means. 
42 Duffy: [laughing] But they're all aazy! Miss. did you watch Full House last night? 
43 T: Mmm. .. O.K., now let's get onto Bernie's Brainwave [lhe title of the next chapter. T reads two 
44 sentences wbicb include 'wishing be could wring the little man's band' and 'bang him on the back') .  
45 What does tha1 mean, 'wring his band'? What would happen if be ... [Ps are laughing]. 
46 Duffy: Oob, be would ... 
47 T: Would wring lhe little man's band? What does that mean? 
48 Cbolly: Shake bands? 
49 T: Shake bands and shake it very bard, doesn't it? [T goes on reading]. 'Horse came up behind him 
50 and said 'Well I'm here too!'" 
51 Dante: Yeah, come on! 
52 T: [reads] 'his horse bunted it . .' 
53 Dante: Wbaat? [Chas moves chair noisily). 



54 T: We bad chair noise yesterday that annoyed me. 
55 Dante: Oh I thought you said PUNCIURED it. 
56 rr pauses waiting for Chas to quieten but he continues with noise]. 
57 Cbolly and Duffy: Ob, Chaaas. 
58 rr continues reading in a strong American accent]. 
59 T: "Wal, doggone, I thought you was just a hallucination!". What's be mean? 
60 Kate: He thinks be's just seeing things. 
61  T: That's right "Wal, whaddaya know! If it ain't that little Indian gal!". 
62 Albert: [very quickly] Girl! 
63 Duffy: Indian girl! 
64 rr continues with reading and Ps laugh at the language and accent. Thea comes in. T says 'Hello, 

432 

65 Thea' and continues with story. Cholly, Duffy and Jon giggle at Thea's new sandals which have bright 
66 white straps and thick black rubber soles. Thea sits quickly and tucks her feet tmdemeath her. T stops 
67 reading in mid-sentence]. 
68 T: [looking at Ololly) O.K. What's the problem? 
69 Elen: They're talking about Thea's shoes. 
70 T: Ob, you like Thea's shoes? 
71 Duffy: No we weren't tallcing about Thea's shoes. 
72 T: They're lovely. Someone buy them for you? Did mum buy them for you? 
73 Thea: Yes. 
74 T: They're lovely. 
75 Duffy: Yeah, they're good, Thea's shoes. 
76 T: Ob good! They're all jealous, Thea. 
77 Duffy: No, not me! I'm a boy and they're girls' shoes. 
78 T: That's good. O.K., so what's happening [in the story]? Who's come back? 
79 Cbolly: Bernie. 
80 T: Yes and you listen to what happens now '"Jebosofat! Never did trust those Frenchies!"' [T reads  for 
81 some minutes without interruption). 'Indian gave a loud cry and .. .' 
82 Ps: Aieee. 
83 T: 'and his fingers became books'. Show me bow his fmgers became books. [Ps make 'claws' with 
84 their bands). How would they do that? Yes, like that because be's really tense and angry. [Treads on) 
85 'at a lyncbin" - what's a lynching? You know when they talk about lynching somebody? In the 
86 cowboy movies? What do they mean by lynching? 
87 Howard: Going to jail? 
88 T: Hanging. When they're going to lynch someone they're going to get them and bang them. 
89 [Cbolly is whispering to Thea]. 
90 T: [to Cbolly and Thea] Is there something you two want to talk about or? 
91 Cbolly: Nub, SHE was just talking to me and saying something about money, Miss. 
92 T: [quietly) Just put the money away and listen to the story. rr reads on and the dental nurse comes 
93 in aod asks for Howard]. 
94 T: Ob bo! See you later, Howard. [Ps laugh and T reads oo). " ... Bernie and Little Bull going back 
95 together". What's Benlle thinking when he says that? 
96 Kate: Nub, be doesn't want to go. 
97 T: That's right He doesn't really want to go back. does be? 
98 Dante: No, be's really scared, Miss. 
99 T: Yes, that's right [T reads  'bandanna' in sentence] Remember what a bandanna is? 

100 Ps: Yes. 
101 T: What is it? 
102 Kate: A scarf they tie arotmd their neck. 
103 T: [continues with story that explains 'bandanna' in context] I think Kate was right [ reads] 'It's a 
104 problem because the big people won't fit in the cupboard'. 
105 Duffy: [intetjects) I know bow they can do it. they can get the key, that magic key. 
106 T: Where do you think the magic is? 
107 Kate: In the key! 
108 Cbolly: In lbe cupboard! 
109 Duffy: No, in the key, in the key. 
110 Cbolly: In both of them [laughs). 
I l l  T: M.mmm, that's something we don't know. •And it was a foot high'. A foot high is about 30 
112 centimetres. 
113 Jon: Huh? 
114 T: A 'foot' is the... [Jason enters). 
1 1 5  Jon: Here's Jason, Miss. 
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116 T: That's the old fashioned measurement for 30 centimetres. Could you show me 30 centimetres? [Ps 
117 demonstrate length from floor with hands and T advises Zac on moderating bis estimate]. 30! 30! 30! 
118 Oooh! [too much) Oob, oohh! 
119 Jon: Look at mine, Miss. 
120 T: Zac? Yes. A little bit smaller. Leon's is just about right 
121 Cholly: This? [his length] Ob no! [the Special Unit teacher comes in to ask Thea about Hub wbo's 
122 away). 
123 Thea: He's still got boils, Miss. 

124 T: Oh, be's still got boils? 
125 Chas: Miss, I saw the other Hub Thomas at the shop. 
126 T: There's only one Hub Thomas. 
127 Chas: Tbe one that's his brother? 
128 Thea: Tbat's not Hub, that's Justin [herolder brother)! 
129 T: [to Chas] There's only one Hub Thomas. You couldn't have two people born with the name 'Hub' 
130 in the one family, could you? 
131 Thea: That's Justin. 
132 Jon: Just-UN [play on Justin and 'just one'). 
133 Chas: No, not Justin, that big boy in the family. 
134 Kate: Miss, can I go to the toilet? 
135 T: You'll miss the story. O.K., but burry back. [T goes on reading] "Looks like a whole bunch o' 
136 folks laying in heap in a box". Now what is be talking about? 
137 Jason: He's talking about the army men lying in the box. 
138 T: What army? 
139 Jason: Cowboys? 
140 T: Remember when the boy went and bought a box? 
141 Ps: Yeah. 
142 T: What other figures were lying in the box? 
143 Jason: Doctors and that. 
144 T: And there was a surgeon, wasn't there? 
145 Duffy: [laughs] Hey, the surgeon might get the chop straight off! 
146 T: And lawyers? And businessmen ... 
147 Cholly: And JUDGE, Miss! 
148 T: That's right 
149 Chas: They wanted to get it, Miss! 
150 T: [continues reading] "a whole bunch of folks lying in a heap in a box" ... "down in a biscuit tin". 
151 know where they are now. They're talking about the old ones [repeats last line and continues with 
152 reading]. Uh, Cbolly, would you mind twning around and looking here, please [continues with story 
153 and then holds up a picture in the book] And here's a picture of Bernie xx... 

154 Dante: Bernie's ugly, ay? 
155 Cholly: And Miss, you remember when we found that finger puppet in the library, that cheeky . . .  
156 T: Animals? Oh yes. 
157 Cholly: That's like that Omri one, ay? 
158 T: Oh yes [Gerry asks to go to toilet]. You'll miss the story. Just wait one minute. Not mucb left 
159 to go to the end [T reads  to the end of the chapter] . Why do you think Omri's being cautious? 
160 Jason: Because just in case they might come back in time and burt bim. 
161 T: Yes. 
162 Dante: Yes and also there's too much to take care of... 
163 T: Oh, listen to what Dante's saying. Keep explaining what you mean. 
164 Dante: Ob like um, be can take care of about three or four of them but be can't take care of all of them 
165 cos they'll probably all split up. 
166 T: And do you mean too that Omri is probably worried about the responsibility? 
167 Dante: Yeah. 
168 T: Because they're not just like little toys that you can just put away and not play with, are they? 
169 Howard: Nub. 
170 T: They've got to be fed and looked after, bey? 
171 Ps: Yes. 
172 Cholly: Does Omri feed them? 
173 T: Well be has to get food for them. They'd find it difficult to get their own. 
174 Duffy: They're too small. 
175 T: And I tell you another thing about those little men, they all had minds of their own. 
176 Jon: Hub? 
177 T: They bad tempers. We know Little Bull had a temper and a boy can't manage a nta�t 's feelings, can 
178 be? It's not like having a little kitten that you can make do what you want You can make kittens or 
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179 puppies do what you want but you can'tmake a man do what you want if you're a little boy. O.K. so 
180 Omri thinks about all those things, doesn't be? 
181 Duffy : That's like little man and big boy, ay, Miss? [the relationship between Omri and the little 
182 Indian]. 
183 T: Exactly. 
184 Gerry: Are they men or little boys, Miss? 
185 T: They're men. Do you think? 
186 Duffy: They are. 
187 Cbolly: They're men, Miss. 
188 Duffy: So little men, big boys! [Cbolly repeats this]. 
189 T: And Patrick? How do you think Pat sees them? 
190 Cbolly: He thinks they're just like little kids. 
191 T: Yes. He thinks they're just like toys; living toys. 
192 Jon: Hey! TilE REIURN OF TilE UVING TOYS! [Ps laugh). 
193 Kate: That's funny, ay? 
194 rr reads on to where toys are described as individuals 'and each one is a very different person']. 
195 T: See, you're right, Dante. [reads] "all different kinds of weapons in the box. Howitzer guns, bows 
196 and arrows, band grenades". Would they have come from the same time? 
197 Dante: No. And Patrick's told that be won't be going home today. 
198 T: Is that good or bad? 
199 Ps: Bad! 
200 Dante: What's that? No. Good, Miss. 
201 T: You're not listening. 
202 Cbolly: That's baaad. Good that Pat was going to go home and x.x. 
203 T: Yes. Now things are going to get difficult, aren't  they? [to Leon] Can Howard have his chair? 
204 [Leoo moves and T reads  oo) 'his feeling to put the toys in the cupboard bad subsided'. What do you 
205 tbink 'subsided' means? 
206 Jon: DECIDED? 
207 T: No [sbe repealS tbe sentence]. 
208 Ps: x.x. 
1f:f) T: Do you think it bad calmed down? 
210 Jason: Yeah. 
211 T: It bad calmed down a little, hadn't it? [repeats sentence and goes on readUlg to the end of the 
212 chapter). So that's the end of that chapter. The next one is called Target Omri. 
213 Duffy: Ob, Miss, I bet you they put the soldiers in the x.x and zzzzzz [makes noise of machine gun]. 
214 T: I tb.ink - what do YOU think Omri is going to do? [Ps call out ideas). 
215 Duffy: Ay, Miss, what happens if they put 'em in the box and the soldiers go 'AIM. FIRE!' [Ps 
216 laugh and Duffy makes the sound of a banle with heavy gunfire]. 
217 T: If you were Omri, what would you do now? Because be's going to have to worry about Pat. 
218 because Pat's staying overnight 
219 Dante: I'd just stay up all night and make sure that Pat stays out of trouble. 
220 T: What would you do, Leon? 
121 Leon: Yeah, I'd do the same thing. 
122 Chas: I'd get my mum or an older person. 
123 T: What about Ellen? What does Ellen think she'd do? If you were Omri? [Ps call out ideas]. I 
224 know what /' d do, but r m waiting to see if someone else would do the same thing as I'd do. 
125 Duffy: I'd bide in tbe cupboard and get the key. 
226 T: What would you do, Albert? 
127 Albert: What? 
128 T: What would you do ? 
129 Alben; What? 
230 T: Ob, you're not listening. 
231 Cbolly: Miss, I'd bide the key. 
232 Duffy: Yes, me too. That's what I said. 
233 T: Yes and Jason said it too. 

234 Albett He might sneak in with that little boy? 
235 T: Yes, be might sneak: in with the soldiers in the cupboard. 
236 Kale: I'd bide the soldiers. 
237 Dante: I'd lock tbe door and lock him out 
238 Duffy: He might be biding there and an army man arrives and xx [gives sound effects of punching and 
239 fighting). 
240 Cbas: He might be in there with the army, Miss, look [at the illustration in the book). 



241 T: Yes, it looks lilce he does. Well I think I'd do what Jason said and a few other people said and I'd 
242 hide the key. 
243 Duffy: Ob, yeah, in the cupboard. 
244 Dante: No! Not in the cupboard, because the army's in there. 
245 Kate: Can I go to the toilet? 
246 Howard: And there's big mobs of places to bide it. 
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Appendix Hl 
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