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Foreword

This book is concerned with a description and an analysis of six R

innovative programs of early childhood education for Aboriginal
Australian children. It is an important account which should be
read with care — and perhaps in some cases with shame - by
politicians and administrators concerned and responsible for the

:_du‘;:ation of Aboriginal people as well a3 by professionals in this
ield. S ' '

- The six programs began operation in the years between 1967

" and 1969 in four Australian States and in the Northern Territory. . .. . ...

As the authors point out, the time was ripe in two ways. First,
~ there was an emerging consciousness among Australians that, as
the vernacular would have it, ‘Aborigines had not been given a fair
go’ and that major p! were necessary to attempt to redress

" the shameful balance. The 1967 reférendum in Australia, ‘by the
greatest majority ever recorded’, had reversed two major discrim- .

inatory clauses from the Australian Constitution. Education was
seen as one way of enabling Aborigines to ‘take their rightful
place’ — whatever that might mean ~ in the total Australian com-
munity.

At the same time, the great crusade for ‘equality of opportunity’

in the: United States had produced the famous ‘Head Start’ pro-

gram, which in the somewhat enthusiastic words of one of its
principal authors: ‘still stands out as one of the major social
experiments of the second half of the twenticth century’. The
fundamental thesis of Head Start was, and still is, that active
educational intervention in the pre-school years can compensate
for inadequate and ineffective home backgrounds and can pro-
mote intellectual development in such a way that children from
such backgrounds are not disadvantaged in their later primary and
sccondary schooling. ' : L .

O




Putting these strands together, some educators in the various
Australian States pressed for experimental programs in early
childhood education for Aboriginal people. There were major-
differences ir: their objectives and in the activities developed, as Dr

Teasdale and Mr Whitelaw clearly show, but, with the exception

of Lex Grey in New South Wales, all directors of programs ac-
cepted the deprivation-compensation hypothesis and without ex-
ception placed their faith on the education of the young child, and
through the child, of parents and communities as a critical means

- of improving the lot of Aboriginal people. .
"~ The story of the programs is an exciting and a sobering one. It is

exciting because, as can be seen even from the limited evaluative
data, euch of the efforts was successful in its own way. ‘Placed
together’, Teasdale and Whitelaw claim, ‘it is clear that they have
plaved a very dominant role in shaping the direction of early

. childhood-education provision for Aboriginal Australins since
1967, S B

The story is sobering because, in the short run at least, the
lessons of the programs have not been well learned, other than in
the narrow context of the communities in which they operated.
Dzspite their impressive findings, no real effort was made in any
State to pick up the ‘financial tab” when external funding ran out.
In a sense this failure of government or other authorities to take
advantage of the findings was predictable. It too, is a product of

two forces. First, in Aus -politicians and education admin- . . .

istrators, with one or two honourable exceptions, have never been
particularly convinced that there is a need for early childhood

- education. A brief flaring of interest in 1973 died quickly and

provision for early childhood|is still largely child minding for the
poor and expensive pre-sc for the middle classes and the rich. -

- And secondly, despite the referendum, Aboriginal people are -

still low in the scale of government prioritics.

- Given these two strands - neglect of the pre-school child and
neglect of the Aborigine, what chance was there for further
development of good early childhood educational centres for
Aboriginal people? The book demonstrates the need for, and the
positive consequences of, good programs. It is to be hoped that the
book will stimulate interest and action at all levels of responsi-
bility. : ;

Teasdale and Whitelaw’s account has been put together with
commendable patience and scholarship from what was often in-
adequate description and imperfect evaluative data. This is no
criticism of those engaged in the original work, for they were few
in numbers, concerned with the day to day development and.
delivery of activities, usually in the extraordinarily bad conditions
which chnractefize the environment in which Aboriginal children

oy



are all too often forced to live. The story is iold objectively, but
aympatheticnlly. It has much to say to the theorist as well as to the

. practitioner,

The Bernard van Leer Foundation, which provided the basic
funding for four of the programs, is pleased to be associated with
the production of the book. Its thanks are due to the Australian
Council for Educauonal Research which, not for the first time,
has seen the social nmporumce of the wide dissemination of in-
formation about innovative educational procedures for disadvan-
taged people in Australia. - :

13 May 1981
Hugh Philp‘

- Consultant for Asia and Oceania

. (._Xi.) E .




; Preface

During the past fifteen years there has been a rapid upsurge of
interest around the world in the early education of children from -
under-privileged and minority backgrounds. Within Australia
this trend has been particularly evident in the expansion of early
childhood services for people of Aboriginal descent. The main :
impetus for\change came during the late 1960s. It was becoming™. .
increasingly clear to-educationists that Aboriginal children were -
not succeeding in the centralized, white-oriented systems of edu-
cation in Australia. A new approsch was needed, and the field of
carly education seemed to offer the greatest opportunity for o/
~ chicving an overall improvement. Severa) groups of educators

around the country therefore initiated action-research projects in
an attempt to develop more effective early childhood programs for
'Aboriginal Australians. 1t was expected that these programs would
“help to overcome some of the initial educational disadvantages -
encountered by Aboriginal children, thus paving the way for
‘higher levels of school achievement. ‘ : ,
In reviewing early childhood isions in the field of Aborigi- .
nal education it has been possible to identify six major action-
research projects that were initiated during the late 1960s:
The Bourke Project was started in 1969 by a group of child
psychiatrists and psychologists based at the University of New
South Wales.. A pre-school was established for disadvantaged .
white and Aboriginal children in the outback New South Wales
-town of Bourke, and a compensatory program based on the highly -
structured methods of Bereiter and Engelmann (1966) was de- \
veloped. The project is a continuing one, although its emphasis; N\
now has broadened to include greater community involvement : .

- and a less structured teaching program. \
The New South Wales van Leer Project also commenced in 1969, -

12




% . ‘
and was based in the Department of Adult. Education at the.
University of Sydney. It had the broadly-based objective of fosier- w
ing Abongmal identity via a program of individual, famxly and |
community development This was achieved by supporting Abo-
riginal groups in the establishment of family education centres |
where parents provided learning experiences for themselves and
their young children. Twelve centres were esiablished, mainly in
northern New South Wales and in the Sydney metropolitan re-
gion. White leadership of the project phased out in 1974, and all
activities now are the direct responsibility of the Aboriginal people
themselves.

The Victorian van Leer Project was the responslbnhty of staff of the

Faculty of Education at Monash University, and functioncd be-

tween 1969 and 1972, Experimental pre-school programs were
developed for Aboriginal groups in two contrasting settings, one in

- the country town -of Swan Hill, the other in metropolitan Mel---- -~ -

bourne. The proiect achieved considerable success in fostering the
children’s cognitive development, but did not continue after fund-

ing phased out at the end of 1972,

The South Australiar van Lecr Project commenced during 1969, and

during the following year two pre-schools were established, one

for Aborigines of the Pitjantjatjara tribe at Ernabella, the other for

people of Abotiginal and Afghan descent at the isolated northern
township of Marree. The project was directed by education staff of

the Flinders University of South Australia, and sought to prepare

children for more effective entry into the formal school setting,

and to encourage active parental involvement in the pre-school
program. Although the project terminated at the end of 1971 the

pre- schools were taken over by other authonues and thus have

been ongoing ventures. ‘ '
-The Katherine Project. was established in-1970 by.an interdepart-.... ..
mental committee representing the various government suthor- B
itics responsible for education in the Northern Territory. It was

intended as a demonstration project with special emphasls being

placed on the development of language and communication skills

~ by Aboriginal children in the first four grades of the primary

school at Katherine. Extensive contact also was established with
parents,and ata later stage the local pre-school became involved in

pro;ect activities. The project was discontinued during 1973, but

its influence continued to be felt in the Katherine school for some

years thereafter.

The Queensland van Leer Project was initiated in 1968 by senior y
staff of the Department of Education in that State, and com-

menced with an extensive survey of the oral language use of young
Abcriginal children. Data from this survey then were used to

develop a carefully sequenced teaching program that was exten-

Ry
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sively trialled with children in the first three grades of the Aborigi-
nal schools at Cherbourg and Palm-Island. This language pro-
gramnow has been revised extensively, and has been implemented
in all Abongmal schools throughout the State.

The six projects outlined above undoubtedly have had a signif-
icant influence on provisions for the early childhood education of
Aboriginal Australians during the past decade. It therefore is the
purpose of this monograph to review each project in detail, and to
assess the relative impact of each on the field of Aboriginal educa-
tion. In order to undertake this task the authors have travelled
extensively throughout mainland Australia, and have spoken with

‘a wide cross-section of researchers, teachers and administrators

working in the fields of Aboriginal and early childhood education.
Centres visited include Canberra, Sydney, Bourke, Tingha, Mel-
bourne, Swan Hill, Katherine, Darwin, Brisbane, Cherbourg,

~ Townsville and Palm Island. In particular, people associated with

each of the six propectc were interviewed at length, and the trans--
cripts of these interviews have proved to be an invaluable resource
in the preparauon of this monograph. Where direct quotes from
the trangeripts have been made in the text these have been ack-
nowledged accordingly. !

The authors wish to record iheir indebtedness to all of the
people who have collaborated with them'in the preparation of the
monograph. Discussions invariably took place in an atmosphere of
openness and co-operation, and the authors are deeply apprecia-
tive uf the extensive assistance provided by each of the 60 or more

___people with whom discussions were held. The support andinterest

of staff of the Bernard van Leer Foundation also is recorded with

_ appreciation, especially that of Professor Hugh Philp, Foundation
consultant for Asia and the Pacific.|

Finally, it should be noted that the monograph has been pre-

- pared for worldwide distribution through the Bernard van Leer

Foundation information network. It therefore assumes no prior
knowledge of the origins, history, culture and present-day lifestyle
of Aborigines. As a result most Australian readers will not find it

. _necessary to peruse the introductory material, and may prefer to -

begin reading from Chapter 2.

G. R. Teasdale and A. J. Whitelaw
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Aboriginal Australians: A Historical Perspective

It is the purpose of this monograph to review recent developments
in the early childhood education of Abonsmal Australians. The
monograph will focus particularly on six sction- mearch projects
that have been carried out during the past decade. .

Early education is defined as any form of educative actmty
provnded for children dunng the first seven or eight years of life.

The term Aborigine is used to describe the descendants of the -

original occupants of Australia, following the definition generally
accepted for legal and ndmlmstrauve purposes by the Austrahan
'~ government:

An Aborigine is a person of Aboriginal descent who identifies as an Aborigine .
- -and is-accepted as such by the community in which he or dnehm (Adnp!ed :
* from Australian Information Service, 1976: 1) -

Census data based on the above definition indicate that an es-
timated 140 000 Aboriginal people live in Australia today. They
therefore comprise apptoximately 1 per cent of the total popula-
_tion of the country. Their distribution is shown in anure 1. To
fully appreciate the current status of Aborigines in Australian
society it is necessary to understand something of their historical
background, and to know a little about the land that was theirs
alone prior to its occupation by Europeans in 1788.

Australia ~ The Land

Because of its isolation and uniqueness, Bechervme (1967) has
described Australia as a ‘world of difference’. Although its pres-
ence probably was known to Europeans as early as the eleventh
century, the country was regarded as uninhabitable because of its




2 Early Childhood Education of Aboriginal Australians

low, flat and dry coastline, together with its lack of spices and
other commodities sought by the early traders. This was not
surprising, for two-thirds of its area comprises plateau averaging
between 300 and 600 metres above sea level, and only 7 per cent of
the continent exceeds 600 metres in elevation. It is the most arid
continent in the world, with over half of its land mass receiving an
average rainfall of less than 25 centimetres per year. As a consequ-

" ence, over 20 per cent of the continent is classified as desert.

Australia has been separated from other land masses for 35
million years. Although its isolation has decreased in recent geo-
logical history, it is still the earth’s most isolated continent, having
only a very loose connection with Asia through & chain of islands
and the Malay peninsula. The other southern hemisphere conti-
nents of Africa and South America are in excess of 8000 and 11 000
kilometres respectively from Australia’s shores, thus leaving An-

~ tarctica as its nearest.continental neighbour. Blainey (1966) aptly. -~ - -

concludes that as mountains characterize Switzerland, so distance
is characteristic of Australia. :
Because of its isolation from other land masses Aus;nlia has

been deprived of their flora and fauna. Hence a range of animal

and plant species has developed that varies considerably from
those of other continents. There were no animals that could be
domesticated such as the sheep, goat, horse or cow, nor were there
any plants that were suitable for cultivation for their sceds and
fruits. In relation to other contin=nts, then, Australia seemed to be
truly ‘uninhabitable to early European visitors. Even Captain .

~ James Cook, who saw the more fertile east coast, wrote:

But the Country itself 3o far as we know doth not produce sny one thing that

.can becomé an article in trade to invite Europeans to fix a settlement upon it.

- However this Eastern Side is not that barren and miserable country that
‘Dampier and others have described the Western Side to be.(Cited in Becher: -
vaise, 1967: 13)

Nevertheless, Cook recognized that Australia could be made ‘
habitable to Europeans if, and only if, the required plants and

_animals were introduced. He was right. Quite remarkable changes

have taken place during the cight or nine generations of European
occupation. Australia has been transformed, large tracts of land
have been cleared for cultivation and grazing, and even the desert
areas are being changed by extensive mining operations. But while
the new Australia is still developing at a rapid pace, the old
Australia is just as quickly disappearing, much of the charm and
uniqueness of the early flora and fauna having been lost for ever.
And in the same way the life style of the Aborigines has been
devastated by European occupation of their land, and can never be
the same again. '

18




A Historical Perspective 3

"The First Australians AN :
Details of the first human habitation of Australia are obscure.
Questions of how. the Aborigines arrived, why they came,.and
from whence they origisiated, are still a matter of conjecture.-In
.view-of the isolation of Australia from other land masses it is most
likely that groups travelled down |over a span of perhaps 65 000
years via the chain of islands that links the continent with South-
East Asia. Such an explanation is quite fessible, for during the
Pleistocene period the sea was 150 to. 180 metres below its present
level and the Australian land mass was far more extensive than
now, especially in the regions where it incorporated the
island of New Guinea. A
~ Blainey (1975) points out that there are scores of different routes
which the Aborigines could have used when coming from the . ‘ :
- —north, and that the first-crossings might have been the accidental ... ... ... . .
- outcomes of hunting expeditions. No. matter which way they
came, sea crossings had to be made cither by swimming or using
fragile canoes, and the men must have been accompanied by gbme -
women. The crossings could have taken place over a long period of .
time, but in view of the rising of the sea level it is unlikely that any
groups of Aborigines arrived later than 3600 years ago. It is still
possible that another longer migration route will be established. /
Regardiess of how they came, it is likely that they were the first /|
people to travel across the sea on voyages of migration. Blainey -
© (1975: iii), for example, asserts that: L o _

Long before the rise of Babylon and Athens, the early Australians had -
_ impressive achicvements, They were the only people in the world’s history'to
_ sail across the seas and discover an inhabitable continent.

f
‘Current anthropological evidence has confirmed the prese/nce of

Aborigines in Australia for over 40 000 years, altho h it now
appears likely that excavationls in North Queensiand Wil reveal
human habitation of the continent for double this period of time.
Once Aborigines had beccmne established on the mainland it is
unlikely that the occupation of the whole continerit proceeded in
any systematic way. The movement down the/east coast could
have been relatively rapid, whereas the occupdtion of the desert
areas probably was much slower. '

In the same way that one cannot establish the origins of the early
Australians through their migration routes, 0 it is impossible to
determine their origins in terms of language. During the time
taken to traverse the continent even one basic language would have
undergone considerable change, and the passage of time together
with the relative isolation of speakers of each dialect could readily
account for the presence of over 300 distinct languages by the ti N

W
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4 Early CMIJW Education of Aboriginal Australians

, researchers believe that

néfjor linguistic inroads into

ply, however, to link the Abor-

Juistic family, although they do
ntiation of these languages is

and ofyelnoflouliaohtion +

of European occupation. Neverthe
there were two and possibly three
Australia. They have failed comp
- iginal languages with any other lir
agree that the number and diffe
likely to have required many thé
forthmmdqenomdevelo mér
Nohel it onpmurecuvedﬁomumdyof,
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tion. Evennowntitnot -

major migrations during the Pleistocene period, but later studies -

ne/frequencies have not been able to confirmor = ¢
her than to indicate that genetic heterogeneity .
: of the uncertainty of their originsin termsof -
r.ciallﬂ'nil yé the Aborigines have been given the separate
clamﬁanonoAmeyphyaiml anthropologists.

Culture Co)lucu Prior to 1788 §

It a ‘that from 3600 B.C. t0 592 B.C. theAmtnhnncon
tinent wxs completely isolated from other peoples. Between 592
andSS B.C. .small groups of Chinese visited in order to make
ical observations, and occasional visits were made subse- .
quemly It is certain that Arab and Fortuguese sailors also visited
Australis prior to the Dutch in 1606, and that the Indonesiansalso
- méde some visits about the same time. The Macassans were fre- -
ﬁuentvmtontoﬂbﬂhemrqiomfroml@on,mdmdewum ;
fullswmgmlnswhenGovermArthurPhﬂhpamwdonthc S
~Opposite side of the continent. X
Until 1788 no visitor had penetrated beyond the immediate
coutllfnnae and 50 the basic social structure developed by the
Aborigines had remained untouched, When the Europeans ar-
rived they progressively established contact with Aboriginal
groups, although this took place only slowly because of the dist-
- . ances involved and the inhospitable nature of much of the terrain. -
In fact, it was as late as the 19608 before Europeans made contact
with some groups of Abori.inesintheweatem desert region.

Abonainal Life Styles in 1788

The population of Australia immediately prior to European settle-
ment has been reliably estimated at 300 000. Undoubtedly the
extent of the population was governed by the social laws which the
- Aborigines had evolved in order to live in harmony with their food
supply. Considerable fluctuations in population probably occur-




. ¢ o A Historical Perspective §
‘

red during earlier centuries as a result of climatic and other .
conditions. :

. The first Australians no doubt broughf with them some of the
. tools known to mankind in the period from 40 000 ta 6000 B.C. As

hunters they would have brought the spear, although they subse-
quently.invented spearthrowers and the boomerang. They were

able to make tools such as the axe from stone and bone, and used | _

these for killing, cutting and digging. Additionallv, they could
spin various fibres into string which they used to make nets and
snares. Fragile but nevertheless serviceable canoes were handled
skilfully on rivers, lakes and lagoons. Coupled with their highly

developed powers of observation, they were able to use these tools

to obtain their sources of food from both the land and the sea.
They could make fire at will, and used it for both warmth and

__cooking, while their knowledge of how to obtain water in desert ... .. .

regions is still almost incomprehensible to Europeans. -

- But their food supply consisted of more‘than the results of the’
hunt. They had a wide and detailed knowledge of the edible seeds, -
berries, fruits and roots. of plants which became their vegetable
diet and sustained them when their .meat sitpply was low or
non-existent. Their knowledge of the food which the desert could
yield was unlimited, and grinding stones were used to crush seed
into meal. Many plants were especially prized for their healing
qualities. In fact, it is only recently.that Europeans have begun to
recognize the Aborigines’ very considerable skills with medicines .
and drugs. : ‘ - ‘

~Their-whole existence depended -upon travel, for by moving- - -
about the countryside in small groups,.seldom greater than 50,

~ they were able efficiently to harvest the foods throughout the. .

seasons in widely scattered ‘areas. Thus their housing was tem-

porary and their worldly possessions consisted of what they could

carry. They had to keep on the move as there were very few foods
that could be hoarded satisfactorily in times of surplus. Although
some trade of foodstuffs occurred, it generally was of limited
scope.

This'nomadic life of food gathering took place within carefully»

,. defined tribal areas to which they were bound closely by their

religious beliefs. The Aboriginal people generally were not aggres-
sive, and knew nothing of organized warfare. In fact, they were
completely without any armament other than the spear, and the
various tribal groups had no ambitions to enlarge their territories
at the expense of others. ‘ _
In summary, at the time of the arrival of the first Europeans
Australia was peopled by a race that exploited the land in accord-
ance with definite routines derived from the seasonal supply of
tfood and water. They were a deeply religious people, their religion
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being based on the paiterns and rhythms of nature. Furthermore,
they were an intelligent people who had evolved a complex system
of social organization and thus had learned how to maintain a
; o - delicate balance amongst themselves in a land which had been.
» L - regarded as uninhabitable by others. They were completely un-
E : prepared for invasion by a people who were the products of
Europe’s industrial revolution. ' A
. i /

European Colonization, 1788-1850 :

The British Government regarded Australia as a penal settlement
and its policies were formulated accordingly. The governor was
instructed to have friendly intercourse with the Aboriginesandto
protect them from convicts and settlers, The Aborgines were
. expected to live separate and segregated lives. Because of this, all
" missionary activity initially was discouraged.
Unfortunately the first white settlers generally were people who
found it difficult to live alongside members of their own society, let
- alone those of another culture. Without exception, however, they
considered themselves to be superior to the Aborigines, whom
they regarded as being more like animals than human beings.
They were totally insensitive to the demands of a culture which did
not incorporate the major aspects of their own: individualism,
barter, Christianity, and the English law system. Consequently
they were inflexible in their attitudes to other value systems and
disregarded completely the vast store of knowledge and insigh
- that the Aborigines had acquired for theirownsurvival. - ... o oo
The British Government later ruled that Aborigines were to
given the status of British subjects, thus implying a need to
protect, assimilate and civilize themn. This was in contradiction to '
" their earlier policy that European settlers and Aborigines were-to- - .-
live separate and segregated lives. The British did not see thisasa
- contradiction, but regarded British citizenship as a major conces-
sion to the Aborigines. The latter, however, could see no ad-
vantages in such an arrangement. There appeared to be sound
reasons for their non-acceptance: what they saw concerning the
operation of a penal colony did not attract them to a British way of
life, and they soon realized that among the newcomers the upper
and middle class systems were clearly defined. Thus all Abor-
igines, irrespective of tribal status, were regarded by the British as '
having no status higher than that of servants, and all dealings with
them took place on this basis. The Aborigines were quick to note
that they were not being consulted in matters concerning their
welfare. ' ‘ .
It was inevitable that the two groups should clash, and early in
the nineteenth century the relationships between them were at a

e
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very low ebb. This was probably the most important period of
crisis between them, as in most cases the Aborigines were being
treated with arrogant superiority, often accompanied by consider-

able brutality. This does not mean that nothing was bemg done for -

the Aborigines —~ many of the difficulties were arising directly

from the Europeans’ complete lack of understanding of their -

culture and life style. In fact, in relation to the resources and needs
of the colony at the time, a great deal was being attempted.
Judgments therefore should not be made in terms of what was
~desirable, since resources were not even able to meet the needs of
the new settlers.
In summary, it is undcrstandablc that as a result of human
conservatism the two groups operated in terms of their own cul-
. tures, and any common ground therefore was hard to find. The
British authorities were sincere in their efforts to promote the

—.welfare of the- Aborigines, -but only. on- terms. that.created.-an . ... .. . ... _}

‘impossible situation for them. The Aborigines, on the other hand,
had developed a social system and a set of religious beliefs through
which they could live in harmony with nature and with one
another, and so could see no reason why they should forfeit their

" culture for the British way of life as they saw it operating in the

colony. They were a proud people who wanted to be treated as
cquals in decision making and in their status within British
society. Unfortunately the sympathetic attitudes of the British
Government were not shared by the early settlers, whose progress-
ive exploitation of tribal lands brought disruption, fragmentation

_ andoften destruction to the lives of many Aborigines. King-Boyes
v o (1977:°99)- provides an apt summary of the situation in the follow-"

ing terms:

It would be difficult to find two cultures of greater contrast than the European
- -and the traditional Aboriginal; the former exploitative and competitive, the . - .

latter conservatory and cooperative. Even without the problems posed by
differences of language, technology and external appearances, it is doubtful
that a meaningful dialogue could have been established between the two
peoples for their aspirations were diametrically opposed. The philosophic

o

concepts basic to traditional Aboriginal life would have been beyond the

comprehension of most of the Europcans with whom lhe Abongmes made -

inttial settlement contact,

Major DLvelopments 1850--1967
In the latter half of the nineteenth. century the various States

assumed responsibility for Aboriginal welfare, and the earlier-

determination to regard Abongmcs as full British sub)ects gave
way to a series of protective provisions. Thxs was a grim period for
the Aborigines whose population had fallen from 300 000 to an
estimated 75 000 within 100 years of thc European occupation of
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thcu' land. Some of the ma)or factors underlying this tragic d
have been summarized thus:

Theocmpnﬁmofuibdhndsbyunknfomedthcinvadcdmbetoencmch

~ permanently upon lands of neighbouring tribes and divorced them from their

o +  sacred aress. Their cyclic,life pattern disrupted, the education of the young _
| . wudmurbedndmpdmzcumhd&unupmdedaudumdm ‘
. ' ‘ number, thus reducing the development of future tribal elders. ‘ .

The wanton killing and maiming of men and the abduction of women for
prostitution and slavery resulted in disruption of family life. The effects of this
were accelerated by the abduction of small Aboriginal children by settiers and
the frequent practice of sbandoning them at adolescence. -

The introduction of Eutopean diseases and alcohol further contributed to
fragmentation of Aboriginal society and helped to promote the apathetic
attitudes erroneously a butedbytheBumpumtomfeﬁormwuecmnl \
capacity. (ch-lm : 109)

" Between 1860 tnd 1911 ‘each of the mte authorities enacted -
lemhuon that placed Aboriginal people under the guardianship
of official protectors. Restrictions were imposed upon their move-
ment from place to place, alcohol was prohibited, employment was
regulated, property was managed, and even marriage between
Aborigines and other races often was controlled. The latter, of -
course, did not prevent an increasing tendency for loose (and often .
forced) liaisons between European males and Aboriginal women

| that resulted in a rapid increase in the numbers of people of mixed -

" descent. Since the offspring from these lisisons invariably were
cared for by the women, they continued to be indentified 'as *
Abonpnantherthanmembenofthewmepopuhnon -

" . -Federation was achieved in 1901 without the States loaing their . _ '
.responubdma as guardians of the Aborigines, and control
“measures gradually were increased during the subsequent four

- decades. Segregation and protection thus remained the goals of
successive state governments. During this period the Aboriginal -
population continued to deécline, and they generally were con-
sidered to be a dying race that eventually would dmppear.

Welfare provmons were bu'ely adequate:

'chnmm,lrmleofclothm;mdblmm were issued at an increasing
number of ration depots and segregated institutions. Often police officers
were required to enforce the policy on Aborigines not rzsident at government
settlements and denominational missions.

The policies affected primarily the nnmbenommnamdthe
increasing number of part-Aborigines living in farming and pastoral aress.
Twmmmddthcdmmmmrﬁummdmumﬂmmdn
established in more distant regions. To an extent these served to shield some
communities from the drastic changes whi

services and schooling, mission bodies usually involved. Anheoutm ‘
governments did Jittle more than minimal subsidies. ,
By the 19208 most Aborigines were effectively separated from the life of the
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 wider community. Poveny prevailed. Formal education at commumty (i c. "
white) standards was within the reach of only a handful .. . Incressingly

' pert-Aboriginal children were taken from Aboriginal lurmundmn andplaced - -

m msumuom (Austnhnn Information Semce. 1972\ )

ﬁve-year period between 1961 an
in the state capitals doubled. .
~Consequently a larger proportion of whites were co:mng into

| 'closcr contact with Aborigines, and mcrewngly more positive and

humanitarian steps were being takén in relation to their welfare.
Following consultation between state and federal authorities in

-1951 a policy of; assimilation was formulated, the basic premise

 being one of equal treatment of the Abongmes and their progres- ' ;

-sive merging int¢-the dominant. European culture. Although the "~ -~ - oo
in good faith, its failure was inevitable be- "

policy: was prop

" cause it had not evolved as a result of discussion and negotiation

with the Aboriginal people, nor did it recognize the integrity and
worth of their culture. Resistance to the pohcy eventunlly became

so strong that it was replaced by a policy of integration through

.which the two races would live side by side, and supposedly would

be able to enivy equal opportunities while at the same time retain-
ing as much of their own culture, language and tradition as they
wished.

Despite increased effort and expenditure during the l9603,-the

'results generally were disappointing. The gap separating the two
- cultures seemed to be widening, and most Aborigines continued to
~ live under very depressed economic conditions. Too many whites =~ =~ -

/.

o By the 1950s the Abongmnl populnuon not only had begun to
}mcrease, but also had started to txove into urban areas, and in the
1966 the Abonxmal populnuon -

~still regarded them as inferior and hence suited only for the lowest -

this period it is possnble to distinguish four overlapping types of
Aboriginal community which had: evolved from the earlier con-
frontations between the two races:

(i) Groups of Abongmes living on large, isolated reserves on

(1) The detribalized residents of smaller reserves which had
been established in rural areas of most Australian States. As noted
by McConnochie (1973), their way of life genqnlly had undergone
a greater change than in the tribal reserves, and in many cases had
become less cohesive and stable,

(iii) Fringe- dwelhng groups who lived on the outskirts of

country towns and cities, genenlly in very depresaed circum-

stances.

" (iv) City dwellmg Abongtnes who generally occupied low

standard housing in working class areas.
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| “The year 1967 proved to be something of a watershed for the
U - Aboriginal people. During a national referendum the Australian
S _electorate, by the greatest majority ever recorded, voted in favour
.  of removing two specific clauses from the constitution that dis-
criminated against Aborigines. As a direct consequence, the fed-
eral government was able to share responsibility for Aboriginal
affairs with the States, and to include the Aboriginal population in
official census figures. The referendum thus opened the way for
more effective collaboration between the various authorities, and -
heralded the beginnings of a new era when the Aboriginal people :
themselves would become more actively involved in policy formu- -
lation and decision making. S "
Sa far, nothing has been said about the tole of education in the
. history of contact between the two races. The following chapter
begins with a brief account of the development of the school
=" system for Aboriginal children, thus providing a historical back-- -
drop to the subsequent examination of recent developments in
early childhood education. - SN Coe :

[
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Educational Provisions for Aboriginal
Australians

- Aboriginal Education: A Brief History .

Prior to the European occupation of Australia, the Aboriginal
people possessed a complex and rational system for the education
of their young. McConnochie (1973: 111) has degcribed it in the
following way: .

As with all societies, there was both & formal and an informal education
system. The informal system was based on the close social life of the group.
Children watched how their parents behaved, imitated them, were instructed
by them, and learned froin them . . . In this manner, many of the {unctional
mores of the group and many of the day-to-day skills were learned.

However, there wus also @ formal instructional system. This was most
formalised in the initiation of young people into the ceremonial and mytholog-
ical aspects of tribal life; the “rites of passage™. The teachiny of songs and -
dances, male and female initiation ceremonies, and the introduction of boys

_ into the sacred life of the tribe, were all occasions of extreme formality and
seriousness. Many of the more specific social and economic skills, such as
hunting, manufacturing weapons, and learning the social commitments -to-
wards members of the tribe also were taught in this formal situdtion.

Largely insensitive to the traditional forms of training within
Aboriginal society, the Europeans made varying attempts follow-
ing their arrival in 1788 to provide schooling for Aboriginal

‘children. Despite the unselfishness and benevolence of their

motives, the Europeans simply did not appreciate or understand
the Aboriginal culture, and so their efforts were almost totally
unsuccessful. Approaches to the education of Aborigines during
the carly decades of European settlement fall into four broad
categories.

Attempts to Educate the Individual

Arebano and Bennelong are two of the best known of the Abor-
igines who were captured and given special treatment in an effort

11




12 Early Childhood Education of Aboriginal Australians

to persuade Aborigines generally that it would be to their ad-
vantage to accept the British way of life. They were taken into the
household o; (he first governor, Arthur Phillip, who hoped to win
their trust, civilize them, and then make them ‘ambassadors to
their people’ (Barnard, 1962: 52). Initially the captured men
co-operated and the scheme appeared to be succeeding. The at-
tempts to convert the masses by the conversion of individuals

eventually was a complete failure, however, for the British were

not prepared to accept the Aborigines as equals either socmlly or
vocationally, and the Aboriginal people rejected as traitors those
mdmduals who associated with the whites in this way. (

Accgptancc of Aboriginal Children into White Families

In their efforts to help Aboriginal children, some whites accebted |
them into their families, and were very pleased with the initial

. success of this lppl‘OICh The idea was doomed to failure, how- .. ... .

ever, for the white population could only visualize the Aborigines
in the role of menial labourers, and 30 oriented all their training
accordingly. In some instances they pampered them in their
homes and then returned them to the tribe when they left
Australia.

Formal Government Schooling

The first ‘Native Institution’ was established in 1814 by Lachlan
Macquarie, governor of the colony at that time.'He wrote of the
venture in the following terms:

I have determined to make an experiment towmh the civilization of these

natives . . . As a preliminary measure | intend t0 establish an institution nt

Pmnmatu, first on a small scale under the direction of 8 Mr William Sh o
~+ « +, whom 1 shall appoint as Superintendent for Educating, and bnnpr

to habmofmdmttymddecencytheyouduofbmh sexes, commencing Y (hc

outset with six boys and six girls. (Cited by Woolmington, 1973:22) -

Macquarie’s experiment achieved some success, and similar in-
stitutions were established during the ensuing two decades. Theiv
basic orientation was the preparation of Aboriginal children for a
servant role, special emphasis being given to domestic skills and -
needlework for the girls, and to agriculture and carpentry for the
boys. On completion of their schooling, however, most children
reverted to the life style of their ‘uneducated’ peers, and by the
1840s the white settlers generally regarded their efforts to educate
Aborigines as discouraging, if not completely fruitless,

Missionary Activity

Church missions were permitted to work amongst the Aboriginal
people from carly in the nineteenth century. With few exceptions
the missionaries were convinced that the Aborigines only could
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progress if given an education based on the Christian religion.
They appeared totally unaware of the fact that the Aborigines
" themselves were a deeply religious people, and that they held
~ spiritual values that were part of the very fabric of their social and
economic life. Despite théir sincerity and dedication, therefore,
the missionaries likewise achieved only very limited success in
their attempts to educate Aborigines for roles as servants and
unskilled tradesmen.

In summary, then, the first white settlers were al:.0st completely
unsuccessful in their efforts to educate the Aborigines, despite
sincere attempts by well-meaning missionaries, administrators

and prominent citizens. The failure of the whites lay in their totally . ...
ethnocentric attitudes. The worldwide process of European col-

onization at this time was based upon the presupposition of white
---superiority, and this was reflected in every facet of their relation- - - - - -

ships with the Aboriginal people. The white settlers had no real
appreciation of the complex social, religious and cultural life of the
Aborigines, and it was inconceivable to them that any Aborigine

could belong other than in the servant class. All attempts at -

schooling therefore were based on preparing Aborigines for low
status positions in European society.
- In spite of the early failures and disillusionment, white mis-

sionaries, administrators and philanthropists continued in their.
attempts to educate Aboriginal children. Nevertheless, the history

of Aboriginal education during the latter half of the nineteenth
century remained one of frustration and disappointment. The
" development of the school system for Aborigines paralleled that of
Aboriginal welfare in general (see previous chapter). Little provi-
sion was made by the States for children living under tribal condi-
_ tions until the beginning of the twentieth century. The main work
was carried out by dedicated missionaries anxious to civilize and
protect the Aboriginal population: Education was closely allied to
the teaching of their doctrines, reading in particular being neces-
sary for the study of the Bible. Aboriginal Protection Boards,

established late in the nineteenth century, did attempt to prepare

Aborigines for life on the reserves by giving them a very rudi-
mentary type of education in which a great deal of emphasis was
placed on manual training. Funding was very limited, however,
and on some reserves the teaching was carried out by reserve
managers who had neither training nor experience as teachers.

Ay part of the policy of protection and segregation which was
still operating in the early decades of the twentieth century, the
tribal children were discouraged and even debarred from attend-
ing public schools with white children. In the following years the
situation gradually improved, and as policies of assimilation and
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14 Early Childhood Education of Aboriginal Australians

welfare came into vogue so there was increasing emphasis on
~ providing Aboriginal children with the same standard of education
as whites. By the early 1960s the education departments in all
States had agreed to accept responsibility for the education of
children on church missions and reserves if asked ‘o do so. By
1967, with the exception of only a few schools, the departments
were responsible for the education of all Aborigines at primary and .
secondary levels, thus bringing to a close over a century of mis- -
sionary dominated endeavour in the field of Aboriginal education.
Despite their sincerity, commitment and perseverance, however,
the missions had achieved relatively little of real educational value.
Inadequate buildings and equipment, the widesptead use of un-
- trained teachers, and severe financial constraints, seem to have
been the major causes of this slow progress, together with the
- continuing ethnocentric attitudes and European-oriented sylla-
" ‘buses that dominated most of the schooling that was provided. ™ " "~ "~
By 1967 the field of Aboriginal education was still a relative
backwater. Despite genuine attempts to upgrade the quality of
schooling, progress did not match that which had taken place in
‘the education of white children. If anything, the gap between the
two groups had widened. For classroom teachers there was little
‘'status in being appointed to an Aboriginal school, and there were
'no opportunities for career advancement in the field of Aboriginal
education. Consequently teachers thought in terms of the policies
and approaches of the schools in which their futures lay, and gave
little thought to methods of improving the education of their
Aboriginal pupils. = o , o
- Basically, however, the problem lay in the nature of the school-
~ ing provided. The systems of education in each State were strongly
centralized, and had been devised to meet the needs of the major-
ity culture. School curricula therefore were based largely on whité - -
middle class values and standards, and relatively little was being
done to adapt them to meet the special needs of Aboriginal chil-
dren. In this sense the system had remained unchanged for 150
years: education was still being imposed on the Aborigines by a
* _ dominant European society. In many places nts were sending
their children to sciiool only because they had a'legal obligation to
do so. Irregular school attendance was endemic; consequently
Aboriginal children made little progress and vocational oppor-
tunities continued to be severely restricted.

Consultation between teachers and Aboriginal parents was al-
most non-existent; very few Aooriginal adults were involved in the
schooling process (and then only as aides, cleaners, gardeners,
etc.); and aspects of Aboriginal language and culture did not
o cupy a central place in the curriculum of most schools. Facilities
had not yet evolved whereby white teachers could be trained to
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develop Aboriginal children within the context of their own ex-
periential and cultural background. It was natural, then, that
parents should display either hostility or indifference, for the
schools appeared to be interfering with their life styles and values,
if not openly depreciating them.

Pre-School Edutation

The situation with regard to curriculum and teaching techniques
was not very different at the pre-school level. Overall, relatively
little attention was being given to pre-schooling for Aborigines,
-~ and where provisions did exist they generally reflected white
middle class values and gugifbaches, the teachers often were un-
trained, and financia! resources were limited. In most States the -
~ education departments had not assumed direct responsibility at. -

the pre-school level, either for Aborigines or for whites. Govern-

" ‘ment subsidies were available for pre-schools, but establishment -~~~ T T

and maintenance relied heavily upon parental and community
interest, with the result that a disproportionate number 6f pre-
schools wege located in the more affluent residential areas of
Australian tities, and thus catered almost exclusively for upper
middle class white children.

~ In the Northern Territory tne federal government provided
substantial support for Aboriginal pre-schools as early as 1939,
and by 1961 four centres had been established on government
settlements. Gilbert (1962: 12-13) has described their aims in the
followinig way: o

Pre-school education on government settiements must be seen as part of this
total programme of social change (to promote the advancement of Aborigines
“ towards life in and with the rest of Australian community); whilst the same -
~ broad principles ayply as with normal pre-school centres, of necessity there
must be some variation in the implementation of the programme for Aborigi-
nal children. S

Begause of the stage of development of many Aborigines on settlements in
the Northern Territory, time and emphasis must be given to the development
of acceptable hygienc and eating habits, oral English, and lcceplmce;:"::‘d in
thegroup . . . /

It is now recegnised . that an effective tool in achieving the aim of assi-
milation is the training from an early age of the Aboriginal children in our
social patterns . . . We feel we must continue to support the tribal family unit
and not remove the child from its influence, though the Aboriginal family unit
must undergo some radical changes before it can function in an analogous way
to the norm of the family unit in our culture. '

Despite the very narrow and ethnocentric focus of these aims by
today’s standards, the above statement clearly reflects the basic
philosophies held by most white Australian educators at that time.
In fact, the approach in the four Northern territory pre-schools
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. was quite innovatory: perental involvement was encouraged,

natural play materials were used, and Aboriginal assistants were
appointed to help the trained *eachers following a short course of

specialized training. Nevertheless, it should be pointed out thatat

least some obeervers at the time did feel that the pre-schools were

introducing conflicting demands, thus confusing the children and

increasing their feelings of insecurity.
In making an overall review of pre-schooling for Aborigines
during the mid-1960s, the following kinds of provision can be

identified:

(i) Pre-schools established and staffed by the various church
mission groups; this was the most typical kind of provision, ‘es-
pecially on the more isolated reserves and settlements. The mis-
sions generally experienced difficulty in obtaining the services of

__suitably trained teachers, funding was inadequate even to cover
the most basic needs, and continuity of effort was almost impos-

sible to achieve. The aims of the pre-schools generally dovetailed
in with the broader social welfare objectives of most missions - to

" bring the Aborigines up to white standards of living and thus

expedite their eventual assimilation into the wider society. In
general, the mission pre-schools had limited educational goals,
and the only known evaluation of the effectiveness of such a
program showed that the pre-school had no apparent influenceon .
the cognitive development of the part-Aboriginal children who -

" attended. This study was carried out during 1973 at Port Augusta

in South Australia by Tessdale and de Vries (1976). (A brief report

. .of the research and its outcomes is presented in Appendix I.)

(ii) In sddition to the government sponsored pre-schools of the
kind that were operating in the Northern Territory, some state

governments had accepted limited responsibility for pre-school
* " ‘provisions on Aboriginal reserves. In Queensland, for example, <

several pre-schools had been established, and the training of indig- . .
enous pre-school teschers was begun in 1965 by the then Depart-.
ment of Native Affairs in that State. Likewise in South Australia,
the Aborigines Protection Board had established pre-schools on

_several of the reserves, and was given some assistance in their

operation by the Kindergarten Union.

(iii) Small numbers of Aborigines attended white pre-schools,
generally in the iuner-urban aress of cities, and in the larger
country towna. There is no systematic record of their involvement
in this way, and i is difficult to assess the extent of their attend-
ance. Undoubtedly some of the Aborigines attending these pre-
schools were children who had been adopted or fostered by white
families, and for all intents and purposes were being brought up as
Europeans. Under these circumstances the children generally
made satisfactory educational progress. Dasen et al. (1973), for

2
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example,ina siudy of 35 Aborigines adopted by European families |

in Adelaide, concluded that the children in their sample were able
to profit as mych from the intellectual oppormmnes offmd to

- them-as were: of Europtan descent. - _
(iv) From time to time various philanthropic societies were

involved in sponsoring Aboriginal pre-schools. The Save the Chil-
dren Fund, for example, accepted responsibility for establishing
and running a number of pre-schools for Aborigines in New South
Wales country towns, and at Port Lincoln in South Australia. The
Mcnmofmueunmmmmldemdmmnupumw

" similar to those found in white homes, and 50 the activities were
typical of the tndmonnl white pre-uchool periods of free play,

painting, games, music, and story telling. Additionally, special
stress was placed on nutrition (through the provision of nourishing

meals), hygiene and general health practices. At Port uncoln{.--""l‘
" “emphasis also was placed on linguage development and consider-

able time was spent in encouraging children to speak up cleirly,
experiment with new words, mdspukmunmmnuuycomc!
sentences. A follow-up study by Teasdale and de Vries (1976) of
the Aboriginal children who had attended the Port Lincoln pre-

school prior to 1972 showed that the program had significantly

improved their level of English language ability compared with
their peers who had not attended pre-schiool. (A more com-
plete summary of the findings of this study may be found in
Appendix I). )

In summary, it is clear that relanvely pto;reu was being

~ made in the overall provision of . for Aboriginal chil-

dren during the mid 1960s. There were isolgted instances of
genmne concern and effective educational progress, but generally

~the situation was in the dokirums, largely because of the continu-
- ing ethnocentric emphasis of most programs. Pre-schooling was

still being offered to Aborigines on white man’s terms, and the

" reaction of most Aboriginal parents continued to be one of disin-

terest. A more effective and realistic approach was needed, but it
was not until 1967 that the first real signs ofpmgreu started to
emerge. , o :

T
h

A NewEra

The year 1967 proved tobea watenhed in the ﬁeld of Aboriginal
education, and during the subsequent decade more change was to
take place in basic philosophies, approaches and provisions than
had occurred throughout the previous 179 years of European
settlement. The watershed resulted from the confluence of several
factors: the national referendum; changing community attitudes;
# growing awareness of the extent to which the education system
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K had failed the Aboriginal peopie; the influence of North American

wrilings in the field of compensatory education; and so on.
Another major source of influence was a nationsl seminar on

" Aboriginal educition that was held during Auguit 1967. The ~
seminar was organized by.the then director (Colin Tatz) and staff

of .the Centre for into Aboriginal Affairs at ‘Monash
University, and brought a wide cross-section of 80 people
from all mainlapd States Territories of Australia. Seminar

papers and discussion summaries Ister were published in s book
entitied Aborigines and Education (Dunn and Tatz, 1969). A séc-

-_ondmdondplhuiu“opmodbyAhchol(theAbormnll

Affairs Department of the then National Union of Australian
University Students) early in 1968. Again approximately 80 people

‘came together from around Australia for a three-dsy summer |
__school 10 examine the teacher's role in Aboriginl education

Undoubtedlythemmmmh.dlmtmpommhuﬁuon

subsequent events. They were the first ever national gatherings

that bm.htmherpeoplewithnhuedmmimuom—
g‘t;mu the effectiveness of Aboriginal education. Significantly,
lhummnhdudedupmmuﬂmﬁomthevmmmof
people, and their point of view was expressed with

clnritylndvi.om The noted Aboriginal poet, Kath Walker, had
3 thmouyanthonuhmnmn(lm 104—5)

'Thouwhohydownpuncyfordnﬁmndmuonoﬁhehborune ustat
_nlltmammuwmofhudwtymdpﬂde,mdcmmwbe” m tosee

domguwmﬂth"mkwnheAboddwm-dwdlm are leaming . -
nbomﬂnﬂiwpan’s of life from the rejects of that socicty resultsof :

this we see todsy, and mmmmmm,mmmm
inhuman. Unless an enlightened, humane policy is drawn up/and acted upon

by qualified people of thchhwnginehdnﬁmd live and die on
tlnftin.eofﬂwnpdm‘"‘ society, ss present can bring
- him only se far as that

European-Australians must concede that their failure fo help Aboriginesin

the past stems from the fact thutdnyhavcmermﬁudme ‘miseing link’
in the chain of harmony ~ the ‘missing link’ being the Aboriginal advisers and
‘Jeaders. Smlythcdmebumwhcuhbmﬂnuunbemhedwd
ukedtohclpmtlnumdvmmtlkmmd ble talks, involving the

leaders of various communities, must take place/before any policy can be .

accepted of acted upon.

‘J
o

In revnewmg the chmes that have occumd in Abongmal
education since 1967 it is nmporum to note the mﬂuence of
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developments in the field of early childhood. The present authors,
“having compared developments during this period across the
various levels of Aboriginal education (pre-school, primary, sec-
ondary, adult), firmly believe that the field of early childhood
education provided the most far reaching stimulus for change.
- Almost all of the significant innovations and developments oc-
curred at this level first, before gradually spreading to other levels -
of Aboriginal education. The main resson for this can be readily |
. identified: during the 1960sithere was a new emphasis throughout '
the western world on the importance of early child development.
- In educational terms, a firm foundation in the first five years was
considered essential for later'success in the school system. Interest
in pre-schools thus proliferated, and increasing numbers of re-
" searchers, curriculum developers and administrators jumped onto ‘
...the ‘band-wagon’ of early childhood education. Within Australia
the field of early childhood became a prime focus for educational .
research and development, and funding became more readily
available for initiatives at the pre-school level. This inevitably
carried over into the field of Aboriginal education, where the
provision of pre-school facilities was seen as the most promising
~ solution to the problems of school failure amongst Aboriginal
children. ' -

It is clear that a great deal of the stimulus for change arose from
several major action-research projects that were implemented at .
the early childhood level. Certainly no studies of comparable
magnitude or scope were carried out at the primary, secondary or

.- tertiary levels of Aboriginal education. Of particular interest is the .
fact that four of these projects owed their origins to the Monash

~ seminar. Colin Tatz had especially invited a representative from
the Bernard van Leer Foundation to attend the seminar as an

" observer. The Foundation subsequently expressed interest in re- -
ceiving proposals for action-research with Aboriginal families, and
s0 began the negotiations that led eventually to the funding of van
Leer projects in Queensland, New South Wales, Victoria and
‘South Australia. A further two projects, with funding from other
. " sources, also were initiated at about the same time, one at Bourke
in the far north-west of New South Wales, the other at Katherine
in the Northern Territory. In view of their wide significance a
~ review of the work of these six projects comprises the major focus
‘of the present monograph. Placed together, it is clear that they
have played a very dominant role in shaping the direction of early
childhood education provisions for Aboriginal Australians since

1967. - <

Before proceeding to a detailed review of each of the six pro-
jects, it is necessary to examine briefly their theoretical under-
pinnings. 3




. Theoretical Bases of the Six Projects
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Each project had to start with a rationale and a set of ob;ecuves

- The formulation of an underlymg philosophy proved to be a
esome and consciénce-stirfing task for some. Otherssaw the

issues as quite clear cut and had definite ideas and purposes. The

contributions of each researcher, teacher and tdmmutmor un- .

doubtedly were influenced by their prior experiences, prejudices
and training. Nevertheless, thmuemtobavebeenthmmmr
sources of influence that had ] pervmvc effect upon the develop-
ment of the projects. -

The New Zealand Folh Movement

During the Second World War in Wellington, New /Zuhnd
groups of women whose husbands were absent with the armed

- --services met-together for mutual support. In this way the-play - - -, -
- centre movement had its beginning, and during the éuboequent

twe decades it spread t New Zealand, tlnﬂ

‘one-of -the t influences in the field ofur childhood
eduemonm try. Early in the 1960s the tspread -

to the i MNewZuhnd and within five years some 200
Maori communities had established their own play ¢entres

Lex » Who was closely associated with the early develop-
ment of phymmovemenumonctheMionpeople(aee
‘Chapter 4), describes it as a family-oriented folk/movement that
acknow the central role of education in the lives of indi-
and grandparents, equally with its role in the life of
the individual child, of the family, and of the community or
neighbourhood (Grey, 1976). Its essential feiture was parental

control and mponnbnhty groups of parents and children met
- with one another in order to embhsh, organize, equip and main-

tain their own centres.

In May 1967 11 Maori play centre suﬁermon attended the
triennial conference of the Australian Pre-School Association in
Canberra. Six members of the group subsequently visited the
north coast of New South Wales and met with Aboriginal people in

changes that were to have a sngmﬁcant influence on developments
in Australia.

The strong emphms within the folk movement on family par-
ticipation and responsibility had an immediate appeal to the
Aboriginal people. Aboriginal society, whether traditional or de-
tnbalmd, is based on a very tightly knit family structure. In fact,
the importance of the family has increased with the progressive
breakdown of traditional hfestyla As Grey (1974: 8-9) points
out:

" several communities. Thus began a series of cross-cultural ex-
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Whatever clse is destroyed as a pebple is driven into apathy, the last strong-
hold to be destroyed is the family network. As pressures are placed upon a
style of living, so people compress into their family network . . . Today, the

New South Wales Aboriginal family is as compsct, tight and reuhent a :
T network fonﬂmmembmuuhacverbcenmthmypcopk S

The family-oriented philosophy of the New Zealand folk move-
ment therefore was in close harmony with the values of the Abor-

‘iginal people, and offered them the chance to strengthen even

further the concept of the family as a basic social and educative
unit. Furthermore, the emphasis on local responsibility struck a
responsive chord. Abongmes for too long had been offered educa-
tion on white man’s terms, and mcreasmgly were agreeing with
Kath Walker that: ‘Surely the time has come where Aborigines
can be approached and asked to help in their owsi advancement!’
Many Aboriginal groups were ready to accept greater responsibil-

“ ity for the education of their children, and the New Zealand folk =~~~
‘movement thus provided them with a suitable model that would

assist in their search for self-determination..

T'he North American Compensatory Education Approach

The second source of influence was almost diametrically opposed
to the New Zealand folk movement, especially in terms of its
educational implications. It had its origins in North America

. during the early 1960s, and arose largely from a series of interlock-

ing economic pmblems lncreasmg automation was resulting in

* decreasing job opportunities for unskilled workers with the inevit-

able consequence of escalating unemployment. This was seen as a
tremendous wastage, not only of financial resources paid out as -

'unemployment and social service benefits, but a wastage of human

resources also. Blame for this wastage was placed largely on the

_inadequacies of an educational system that had failed to meet the

needs of many children from lower working class and depressed
ethnic minority group backgrounds. Hence the concept of the
‘deprived’ or ‘disadvantaged’ child arose, and substantial re-
sources were brought to bear on the problem.

The concept of disadvantage was seen as cyclical, with the basic
problem being perpetuated from generauon to generauoh Wil-
liams (1970: 2-3) described the situation in the followmg way -
when discussing what he terms the ‘War on Poverty’ in the United
States:

Just as employment disadvantages underlay economic disadvantages, it was

reasoned that educational disadvantages tnderlay those of empluyment. And

when causes for educational disadvantage were explored, spcculmon ledtoa

kind of developmental dnudvamlge associated with being reared in a home

quncrmg trom economic disadvantage. Thus a cycle was fully defined. (See
B Y ngurc 2)
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- Figure2 Thecycle of disadvantage‘-' e -
Source: Williams, 1970:3.

'fEducatiohisu—focuied particular-attention on the concept of

developmental disadvantage, believing that the major- problem

was one of retarded inteliectual development due to lack of early ~ &:

environmental stimulation. With increasing emphasis being
placed on the concepts of cumulative deficit and the irreversibility
“of early retardation, and with a growing swing to environmental
explanations of child growth and development, the provision of
adequate pre-school programs seemed to afford a much needed
solution to the problem. A wave of optimism is apparent in most of
the literature of this period. The answer had been found: intervene
" in the cycle of poverty. by providing compensatory experience:
" during the pre-school years. Experimental programs proliferated,
particularly in North America when public funds became widely
“available for this purpose. ’ '
The compensatory education movement had an undoubted in-

38 N
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fluence in Australis, particularly during the late 19608 when the

/ six projects under review were being established, Paradoxically, in -

g fact, its influence probably was strongest st just the time when!
-—————timism-and-realizing-that-the issues were.not 23 simple and clear
: cut as had been assumed. o

- The Traditional Australian Approathes to Early Childhood Education
= The majority of people associsted with th various projects under
review had been exposed for most of their lives, both as children
and as adults, to a white, middie class oriented system of educa-
tion. Despite their attempts 10 break from traditional moulds and
~ work within a more crestive and innovative framework, their prior
experiences undoubtedly had s pervasive influence. Furthermore, -
__ in some Statés project staff were working within the constraints of
-with the relatively inflexible and conservative outlook that is
characteristic of most large organizations. For both of these
reasons, therefore, the influence of traditional approaches to early
childhood education must not be overiooked. -

The basic features of the traditional approach to pre-schooling
in Australia have been aptly summarized by Scott and Darbyshire
(1973: 12) in the following way: :

(a) ums are more heavily influenced by teachers’ observa-

tions of individual children’s general progress and current in-

terests rather than by some common, sequenced curriculum forall
- .. children; (b) there is concern with all main areas of development,

activities which allow for creative effort and for the sharing of

learning; (d) qualified teachiers are employed: (e) parents are in
active communication with teachers, but not usually responsible
for taking a teaching role in the program. .

© A Differential Impact - T CT
The above three sources of influence had a differential impact on
the development of each of the projects. Two of the projects -
Bourke and New South Wales - were relatively free of any outside
" constraints. There was no requirément that they fit in with
existing structures and organizations, and the co-ordinators there-
fore were able to develop a relatively independent stance. In both
cases a very strong commitment was made to specific philosophies.
‘Aspects of the North American compensatory education approach

rather than concentration on a narrower range of skills more . -
. _directly related to academic progress. A high value is placedon

- ideas; (c) self-initiated play is considered an important source of -

existing structures and resources, and thereforebsd tocontend )

EY 2 HETEIRALIN S
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were dominant at Bourke, while the New South Wales project was

based almost exclusively on the New Zealand folk movement.

The Victorian project also was reasonably free of organizational
coastraints, but in contrast to all of the other projects the members

of its planning committee deliberately avoided any commitmentto

~~-a particular-approsch. In fact, they had a far more basic starting
pmnt,thudchﬁnhuhemmddcnbpium.ppmpnm
frame of reference. Thus they sought to interact with Aboriginal .
:hm.mm-mmmwmﬁ/

competisatory education and folk movement approaches appearto
be antithetical, an attempt was made to incorporate the twoin a
single statement of purpose. The union was an uneasy-one, how-

As time went by, the philosophy of the New South Wales
ject came to have an incressingly strong influence on the other

project
proiecn lnpu-dcuhr mmbcumedwwudsmtet

early childhood education,

aithough
: onlythe thAmﬁmmbmfdhwedtheNewSoumWalu

exampie of actually giving parents the nyibility for running & o
lvlavin.mnwodlomeoﬁhemll that influenced the
development of the projects, the six chapters will pro-

vide a detailed description of each peoject in turn. The chapters
will follow a similar format, dealing sequentially with the setting,
} ) of activities, the evalua-

| uod, and the wider achievements of particular project under

review.
Finally, a note on nomenclature: thefourml.eerpmbcmwﬂl

be identified by the States in which they were located. Ineachcase .~

they were based in more than one centre in the State, and hence
became known as the New SouthWﬂet,Vmomn, South Austra-

lian and Queensiand van Leer projects. Each of the remaining two

projects was located in a single community, and so they have

i

L
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become widely knowa by the names of these townships. The
+ present monograph therefore will adopt the established practice of
referring to them simply as the Bourke and Katherine projects.

=
I

41




The Bourke Project

’
v

~ The Setting

When Australians wish to describe an area that is geognphncally-

remote and isolated they often resort to the phrase, ‘back of
Bourke’. Somehow the township of Bourke has become identified
as the gateway to the arid interior of the continent. Yet it is an
attractive place, and from the air appears as a green oasis on the
banks of the Darling River. Located some 850 kilometres north-
west of Sydney, Bourke has a population of 3500, approximately
one-quarter of whom are of Aboriginal descent. Dunns the 1960s
about one-third of the Aborigines were living in makeshift housing
at a reserve on the fringe of the town.

In 1966 a research project was commenced in the Bourke region
by John Cawte*, a professor of psychiatry at the University of New
South Wales. Its aim was to study the applicability of the princi-
ples of community psychiatry and medicine to a rural setting. The

results of this survey highlighted the need for urgent action to

ameliorate the very depressed circumstances of many of the Abor-
igines. Project Enrichment of Childhood therefore was established
during 1969 with financial backing from the Australian Mineral
Industries Research Association and the Australian Department of
Aboriginal Affairs.

The purpose of the project was to provnde compensatory pre-
schooling on an mtegnted basis for both whites and Aborigines.
‘The management of the project became the responsibility of Barry
Nurcombe*, a psychnmst, and Paul Moffitt, a clinical psychol

R RPN P

*uwte and Nurmmbe are bmh ethnopsychumsts with extensive research
experience amongst Abprigiiial groups, especially in Northern Australia. Their
involvement in the field of pre-school education was a logical extension of their
interest in npplymg/ the principles of community psychiatry to Aboriginal

umtexln
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Figure 3 New South Wales showing location of Bourke

F ogist. When the latter left during 1972 to take up a position in -

i North America, Philip de Lacey of the University of Wollongong
took over his role as co-director.

During the latter months of 1969 an old house in Bourke was
purchased and renovated. Two large and attractive teaching arcas

_were provided, together with a kitchen, oifice and toilets. The
teaching areas were well sepa~1ted from each other to allow con-
current programs to operate without any interference from each
other. By the beginning of 1970 two teachers had been appointed,

and the program commenced at the start of the school year.

The QObjectives
The project at Bourke was based firmly on the North American

compensatory education model, so much so that an early paper
setting out the rationale of the study simply was entitled: ‘Cultural

~Bowrke ' )
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deprivation and language defect’. In this paper (Nurcombe and
Moffitt, 1970) the underlying philosophy was explained in quite ,
straightforward terms: the Aboriginal children at Bourke we
deprived of certain patterns experience that are of major import-
ance in later educational t. The total picture is of
series of interlocking and Mf-perpetuating, vicious circles; mal-
nutrition, infection, mfem » low achievement aims,
- and concept im » and-social disintegration. ost
critical time and place to intervene and reverse this process is
dunngtbepre-nchooiyun In particular, the ’s major
scholastic handicap is an impoverishment of Bn;[uh language.
Thereforethurothcrdstﬁplmmmtbuubordxmted to the need
to improve their commupnication skills., ‘
Writing about the ptonct some three years later, Nurcombe
continued to paint m ‘equally clear-cut plcmre

" The project be.;,‘h an intervention hesed on the deprivation model, thuo"' T

- fringe-dwelling Ahotmdopondynpnmuyxhoolmunlybeauuof

. their poor verbal competence in standard English. The deficitis due theoreti-

Pre-school intervention should, therefore, stress language development. The

most appropriate form of language stimulation for the Australian rural setting

therefore should be devised, esid, developed s3d rfined. (Nurcombe .
 1973: 626)

Despite the strong emphsais on language development, atten-
tion also was paid to other cognitive and affective areas. Nurcombe
elsewhere refers to the need to develop competencies in the aress
of cognition, perception, spatial skills, and also in the ability to

sustain seperation anxiety, to coucentrate and attend to formal
school tasks, and to derive pleasure from achievement (Nur-

“combe, 1976: 120).

When compared with the other projects, the objectives of the -

pre-school at Bourke were very clearly and comprehensively
specnﬁed One gains the clear impression that the directors of the
Bourke project kmmﬂywheumeymmmdwhmhey‘
wanted to achieve in the long term. Nurcombe (1976: 126-7), for
~ example, set out a precise list of aims that remained eseentially the .
sameoverthelouryurpuiod 1970-73. The aims were sub-
divided into affective, perceptual-motor, language and cognitive
objectives, and lists were provided of specific skills that would be
taught systematically to all children.

It was inevitable in the educational climate of Australis during
the early 1970s that such a clear commitment to a compensatory
approach would generate criticism and controversy. Nevertheless,
the project staff maintained an ideological stance based upon the
deficit model, although some acquiesacence to opposing viewpoints

nmy
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is evident in their later publications. Writing in 1974, for example,
they stated:

‘The Bourke pre-school will continue to employ and test teaching strategics
which enrich the learning environment of the culturally disadvantaged. While
at the same time the cultural difference of the groups is respected, our aim has
been and will be to foster maximal intellectual development in adaptation 10
the social environment, (Taylor et al., 1974: 33)

One can sense in the above statement at least some acknowledg-

ment of the positive features of the Aboriginal sub-cultures in

Bourke. This also is reflected in an extension during 1973 and 1974

of the objectives of the project. Although the compensatory em-

phasis was continued, attempts were made to link the teaching

program much more closely with the children’s day-to-day experi-
~_ence in the home and local community (de Lacey, 1974). Greater
liaison. N , _

" The aims of the pre-school have continued.largely unaltered
since 1974, although the above modifications to the compensatory -
approach have been clarified and restated. Thus de Lacey (1980)
now talks about a ‘pragmatic deficit hypothesis’ providing the
rationale for the Bourke program. Essentially this concept repre-
sents an attempt to retain elements of the old deprivation/deficit
approach while avoiding any derogation of the culture andlife-
ways of minority groups. This seeming illogicality is explained by
de Lacey (1980: 5) in the following way:

. . while there are elements of the traditional Deficit Model which are
antithetical to the interests of minority-group children, there are at the same
time other components which seem euengnl to the sttainment of major
educational and social objectives. These are thé elements that recognise the -
long-standing and continuing resilience of the anglo-derived base of Austra-
lian culture. It is now possible to bring the cognitive development of most
minority-group children closer to modes that can lead to the attainment of key
skills often resulting in greater school siccess . . . Furfthermore, it is now
becoming clear that, through research undertaken at Bourke, Weipa and
¢Isewhere, this objective can be substantially attained without prejudicing the
development of positive self concepts and using content appropriste,to the
ccology of minority groups. . {

On the basis of the above statement, then, the prime goal of the
pre-school becomes that of helping the children of Bourke to
acquire those skills that will allow them access to social, economic
and political power in Australian society, while at the same time
preserving the values and life styles of their own particular sub-
cultures (de Lacey, interview, 1980).

ERIC 45 PTOY £ARY RVATIAD
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The Program

An i important feature of the
attention that was given to the

pro;ect was the very careful
tion of research design. The

other projects all seem to have started by selecting a particular .

go s rogram and then turning to/the problem of evaluation. At
UrKe,

- mental - med:odology was-

devised to fit in with it.
The basic design involved |

mental groups (E, and E;)

selection each year of two experi-

(PPVT). Elchuoupthenw divided on the basis of PPVT scores
into two classes for t purposes, one upper ability and the
other lower ability. In words there were four classes: E,
upper: E: upper; E, 7; E; lower. Ability grouping was used in

- --~this way for the sake of the teachers. It was felt they would cope -

more effectively if marked intragroup variations in learning rate
were avoided. /

All children were ptc-teoted on initial emry to the pre-nchool |

Each of the two ex tal groups then was exposed to a dif-
ferent teaching for nine months, At the end of the year
they were post-tested in order to determine the degree and charac-
teristics of any changes that had occurred. The children then were

tested again for follow-up purposes after they had spent eight -

months in the regular primary (i.c. elementary) school program.
For ethical reasons, the project co-ordinators did not feel iumﬁed

in inclyding -a-simultaneous-no-treatment-control group in the

- study. Nevertheless, they did test in 1970 & comparison groupof
children in their first year of regular primary school who had not -

had any pre-school experience.

Selecuwpmcedurumvolvedd\emmhymofthePPVTto -

test all children in Bourke who would be eligible to commence

pre-school in the following February. Nurcombe (1976) notes that
thc popularity of the pre-school was such that all eligible children
were brought voluntarily each year for testing. From the total

_ number of children tested (this varied between 50 and 73 in any

one year), the 44 with the lowest scores were chosen, the parents of
. the remainder being advised that their children were progressing

- well and had no need of the special program. All children thus
excluded were white. Conversely, all the Aboriginal children in
Bourke were selected each year, together with a small number of
whites most of whom came from relatively disadvantaged back-
grounds. Since the mid-1970s it has not been necessary to exclude
any applicants. Declining birth-rates in Bourke have resulted in
. less children of pre-school age. Almost all four-year-olds in the

tched in terms of age, ethnic mix,.
and performance on the body Picture Vocabulary Test




The Bourke Project 31

town now attend the prc-school, with Aboﬁgmes usually compns-
ing about half of the total enrolment.

The basic approach between 1970 and 1973 was to compare the
effectiveness of two contrasting teaching programs that differed in
terms of degree of structure, teacher- versus child-centredness,

. and precision of sequence. All children attended the pre-school for

two hours each day, two classes being held in the morning and two

in the afternoon. Morning and afternoon classes were switched
several times during the year. Each teacher taught each programat
each level. Thus one teacher might take classes E, upper and E;
lower for a year, the other E; upper and E, lower. Because the
teaching programs varied considerabiy each year, separate de-
scriptions will be given on a year-by-year basis, -

In 1970 the comparison of programs was polarized by studying a
hig;hly structured versus a traditional unstructured approach. The

__latter was designed to resemble as closely as pomble a suburban
‘Australian pre- s«.hool, with the usual free play activities followed

by periods of singing and rhythm, art and craft, outdoor play,
nature study, and so on. In particular, however, the teachers
sought to expose the children to a more stimulating English
language environment through story telling, poetry, verbal games
and conversational play.

The structured approach was based on the controversial and
widely publicized program devised by Bereiter and Engelmann
(1966). Nurcombe ( l976 91) has provided a very clear account of
its main features:

Working with a group of ﬁve children, the teacher asks for individual and

group responses to her questions, changing rhythmically from one to theother - -

and rewardiny the child who tries with verbal praise (or, initially, with candy
or dried fruit). Incorrect responses are immediately corrected; but the child is
always rewarded for trying. Shouting responses are reinforced, and there is

much repetition — pattérn drill - of basic language structures such as identity -

statemnents, attribution, interrogatives, negatives, polar upposites, compara-
tivex and superlatives, and and or constructions, prepositions, and if-then
constructions. The general atmosphere is one of excitement, demand, noise,
and involvement such that the inhibited child i carried along by the spirit of
the group and the teacher, through her request for individual responses,
always knows how each child is functioning.

‘I'he advantages of the techniques are five-fold: the deliberate building in

the ¢hild of a need for and a pleasure in mastery; the clear objectives and the
well-designed steps for reaching them; the built-in feedback system for the
tcacher associated with the individual responses; the absence of competitive
pressure between children; and the highly economic use of time in that the
teaching technique ensures the maximum, intense teacher-child contact.

The Bourke project, unable to afford the luxury of Bereiter and
Engelmann’s small classes, had to be content with a teacher-child
ratio of one to eleven. In adapting the original program, more
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’ emplnm‘wu placed on language activities than upon skills in

other areas. The daily two-hour sessions incorporated three 30-
mmutepenodlofintendvemdhuhlytmxmndmpmk, :

interspersed with periods of equivalent length that were spent in

 free play or snack time. The free play periods provided both

tucherandpupibwuhamryowmumtytomupeme

hl”lbmhapuimmm mnpoaedwthele:&ter-
.. Engelmann program. Test results had indicated the relative suc-
cess of this approach, and s0 its use was continued. The results also
showed, bww,ﬂu:ndthuwu 1970 had produced

gains in those paychomotor aspects that had evalusted. Ac-

mdhﬂynmmdwwmmhq:ofmt

- a8 the experimental varisble in 1971, One experimental group- - -
- . therefore was taught using the Frostig program for the develop-

budonﬁve

2 meutofvhlllm l.p.dﬂc

perceptual programs
hence /were retained in 1972, As a coantrast to the Bereiter-
program, however, it was decided to expose one of the
tal groups to a semi-structured program that was more
d{recdyrehtedtothcchﬂdnmmdtyupeﬂenm Although
_‘having the same basic emphasis on linguistic development as the

were relmvely mcoeuful and

experlenoeuhluluumdcommteduponthdnemdtyfor"' S

Bereiter-Engelmann approach, the new program attempted to -

build upon structures already present within the children, rather
than introducing concepts thntmndﬁcxdornﬂentotheh
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expericnce.\ mmbwdhrgelyupon?ueuprm
ciple of optimal discrepancy which ssserts that new learning will
occur only when there is some connection between the new con-
cept and the present cognitive structure (Teylor et al,, 1974).

The introduction of the new program was a significant develop-

ment for the Bourke project. Known as the extended-experience

program, it was initiated and prepared largely by Philip de Lacey.
Compared with the Bereiter-Engelmann approach, the teaching
techniques were less formal, less direct, and less strvctured, with
‘momemphmplloedonthemmofhelp)uthechﬂd
] todtvebpannmabuuformtdlectudmdhuumde-
.. velopment. The program sought to draw upon the child’s experi--
ensge-;r;ordenofmmdevelopmtmﬁvewmmumbe 1976:
1

() by mmuhtmg the use of language m sponuneoua or

(id) byotpmﬂn;mucnvnymthemmrdenmonmem o

(e g. by using excursions, nature study, etc.);
" (iii) by fostering more divergent thinking, in contrast to the

convergent processes heavily emphasized by Bereiter and Engel-
mann;

(iv) by stimulating a sense of individual identity and fostering a
positive self concept through the experience of success; and

(v) byarranging puter parental involvement through the pro-
vision of homework*. -

Theaboveprogrampmeduhnvelynmwfulmdwnre-
tained in 1973. However the specially devised perceptual-motor
pmgrambythenmploduuncmfmmulutothei’mug-
program and its use was discontinued. During 1973, then, the two
experimental groups were exposed to the Bereiter-Engeimannand -
_extended-experience programs respectively. Additicnally, the
Froougmmmnwhnobothmpofor%mumdmly -

Until 1973 the Bourke project was based almost exclusively in
the classroom. Mthoughuguhroonmwumnnmneduchyw
with parenu,theydndnotpunuputedmcdymthetuchma
- program. Their involvement in the pre-school itself was limited to
cleaning and to. the preparation of food for snack time. The
teachers also saw many of the parents each day when they used the
pre-school station to pick up and return those children
requiring transport. ‘Nevertheless, many outside observers feit
that there was a basic discontinuity between home and pre-school,
despne attempts within thc extended-experience program to in-

"~ *Homework invoived the completion of simple tasks requiring parental assiat-
ance; for example, the construction of different coloured objects, and cutting out
Fnct:m d:f :lbncta of different shapes and sizes. (See Nurcombe, 1976:237-41 for
urther details.)




* example, the teacher offers illustrations of big and small, tall and shors)
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volve parents through ‘homework’ activities. Parenta generally
were not familiar with the content of the teaching programs and so
the activities of the pre-school were hot being reinforced in the
children’s homes. Conversely, the t programs still used
many concepts and approaches that were.alien to the life style of
the children and their families. -

Probably in response to criticisms of disc nnnmty ang lack of
effective parental involvement, an important
the beginning of 1973 by the addition of a

~ teaching program. Two additional teachers appointed, one

Abormmlmdouewhnte,mdlprogmn i thatalottedin

explains its operation in the following way

- For thirty minutes each week one of the linison teachers visits the
child. There, in the mother's presence, the teacher conducts with
planned lesson on s particular topic. i the lesson is on polar

thin, The mother it invited 10 join the interchange. After the lesson the
"is given relevant material (scissors, coloured paper, books, predenn&lpuz
zles, written instructions, problems) to compiete with the child before the -
scheduled meeting in the following week. Each week's lessons are designed, a3
far as possible, to complement, consolidate, and extend the new concepts

introduced in the pre-school that week. :

Since 1973 the Bourke project has continued to operate, albeita
little uncertainly at times due to occasional staffing difficulties and
the need to negotiste annually for funds. The latter has posed
particular problems due to disagreements between government

‘departments at both federal and state levdis aboyt the most ap-

propriate source of funding. In 1978, for example, the federal

Department of Aboriginal Affairs wnthdrew support, seeking to

transfer responsibility to the Department of Social Security. Dur-

~ ing the resulting imbroglio staff at Bourke went unpaid for two

months until the Department of Social Sécurity provided interim
support. Attempts then were made to shift responsibility across to
the state go nt in New South Wales. Eventually a com-
promise was reached whereby state and federal authorities agreed
jointly to fund the pre-school. Support still needs to be negotiated
annually, howevcr, and considerable time and effort «re wasted in

‘protracted negotiation. The resulting uncertainty also has an un-

settling effect on teachers, parents and the local community.
Unfortunately the directors of the projéct have not pubhshed
any further dcscnpuons of the teaching program, and it is not easy
to obtain a clear picture of modifications and developments that
have taken place in recent years. It appears, however, that a

- marriage has taken place between the Bereiter-Englemannandthe
extended-expenence programs of 1972-73 the resulting umon ‘
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~ being known as the ‘modified Bereiter-Engelmann approach’. A
deficit hypothesis therefore is still being accepted as the starting

point for a structured enrichment progrem that seeks to foster the

children’s language, number and conceptual development.

The basic pattern of teaching continues, the children still at-
tending in separate morning and afternoon groups with the two-
hour sessions being timetabled in alternating 20-minute periods of
intensive instruction and free play. The shouting out of responses
remains a basic feature of the teaching method, following the
recommendations of Bereiter and Engelmann (1966). Increasing
emphasis, however, is now being placed on the use of objects and

_events from the children’s immediate environment, especially -

during language activities. Excursions are being used to good
effect in this regard, and increasingly are becoming the source of
language drills as children recall their experiences and the teacher
__incorporates them intg the lesson content. The use of videotape

recording equipment has provided the children with an éntertain- " T

ing yet effective means of reviewing specific incidents and experi--
- ences that took place during a visit. In recent years the teaching

program also has incorporated storiés and activities basedupon =~

Aboriginal culture, and there has been positive recognition of the
values and lifeways of the local Aboriginal community. The aim
here, of course, has been to enhance the self-image of pupils and
develop pride in their Aboriginal heritage. :
Unfortunately the home-school lisison program has operated
only intermittently since 1976 due to restrictions in funding.
During 1977-78 it ceased to function, and subsequently a teacher
aide has been employed for only one half-day per week, her task
being to visit the homes of all children with the dual aims of linking
~ pre-school learning experiences with family and community ac-
tivities, and trying to engage parents in a mutual effort to support
their children’s development. The two teachers also have shared in
the home visiting program from time to time. In one sense the need
for a program of this kind has declined due to the very close
rapport that has been established between the pre-school and the
local community. In particular, relationships with the Aboriginal

" people of Bourke have strengthened considerably and there is now

far more informal involvement by mothers in the day-to-day run-
ning of the pre-school. Furthermore, most of the teacher aide
pusitions have been filled by Aborigines, up to four being em-
. ployed on a hgif-time basis in any given year. As in other projects,
participation of this kind has provided a particularly effective link
between pre-school and community. : ‘
The pre-school continues to offer s range of support services,
including the provison of medical and dental treatment, daily
‘transport, and a nutritious snack for esch child. A library also
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operates, the children being allowed to take appropriate books
home on a regulsr basis. :
Relationships with the local infant and primary schools were
slow to develop, and oné suspects that in the early years of the
. project their staffs had little appreciation of what the pre-school
© wis' trying to achieve. Cennmlydxeuunomdenceofmy
. systematic attempt being made to provide follow-up experiences
" for the children. luppunthntthedmctonof:lupmnctpvc
. relatively low ty to the question of continuity of schooling,
ferring to focus their energies almost exclusively on the pre-
" school. Thuuunfonmte Although time-consuming, it would
|have been a fruitful enterprise to develop sufficiently effective
J’upponmthmﬁmnhoolmchmtomwfollow-upmmto
_bemplememednthnlml Fortunately the situation has im-
)‘ prov.d a grest deal in recent years as the pre-school has become
!
|

-more embedded in the local educational scene. Philip de Lacey, - - - -

the current consultant to the project, reports that the schools now S
show much'more interest in the activities of the: pre-school, and are
trying tomplemcntmoﬂhuppmucbumdmthodmutthe
-'pre-ichool has begun (interview, 1980). '

" What is the future of the project? Before withdrawing in 1978
the t of Aboriginal Affaire initiated the establishment
Malocalcomminee to administer the atfairs of the pre-school. It

arranged that a committee of approximately 12 members be
( snnually st an open public meeting, with half of the
:membenhmcompmin; Aborigines. Full financial and adminis-
: _mnve responsibility  was shifted from the University of
- Wollongong to the local committee at the beginning of 1979,
Philip de Lacey’s role changing from that of project director to
- educational consultant. - Since then all government funds have -
~ been paid direct to the Bourke committee, members having re-
sponsibility foi employment of staff and disbursement of all funds.

Ann Eckermann, an anthropologist who lectures at the Armidale
. College of Advanced Education, has been appointed as a second

consultant, and hss played an especially effective role in the area of

,community-school relationships

Unfortunately the mpective funding and support roles of the
federal Department of Social Security (Office of Child Care) and
the New South Wales Department. of Youth and Community

Services still had not been clarified fully by the end of 1980, and

there remained considerable uncertainty regarding the long-term

future of the Bourke pre-school. It appeared, however, that the
local committee would need to continue annual negotiations for
barely adequate support, thus maintaining the frustrating pa

of previous years.

A\
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The Evaluation .

Compared with the other five projects, Bourke was exemplary in -
the attention given to evaluation, at least in the eatly years of its
| operation. Even those who disagree with the basic rationale must ... ..
- ' admit that Barry Nurcombe and his colleagues approached this - - ;
aspect of their work in s thorough and sys fashion. As ~
. indicated earlier the experimental design was central in the plan-
ning of the project, involving pre-, post, and follow-up testing
using a variety of standardized instruments. Although there was
some variation from year to year, the following tests were used
fairly consistently: the revised ITPA (generally only the auditory ‘
association, visual sssociation and grammatic closure sub-tests); , b
mrm;mmm,mm.udmwm
- sub-tests of the Wechsler Preschool and Primary Scale of Intelli-
gence (WPPSI); the Draw-a-Person Test (DAP); the Nixon Test g '
- of Classification; and, since 1973;the Boehm Test of Basic Con- - .- - cooee =
cepts. All of these are well-known standardized instruments, ex-
cept for the Nixon ‘Test, which requires children to manipulate 20
‘wooden rods that vary in terms of colour, height and diameter, the

-

or other of these attributes.
Nurcombe (1976: 143) has provided a detailed justification for
the selection of these particular tests. He concludes thus: .

The aress of evalustion should be checked agninat the stated objectives of the
pre-school. It will be noted that although we have attained a reasonable
coverage of the language, cognitive and perceptual-motor objectives, we have
not been abie to find or design tests of the affective objectives with acceptable
reliability or validity. So far as possible we have attempted to use standard =~ -
tests that are suitsble for Australian school-children and have had adequate

. ~studies of reliability and validity. = e

N \ . : : ‘
- Straightforward procedures were used for the tabulation and -
analysis of the data: scores of all pre-tests, post-tests and follow-up
tests were expressed as means and standard deviations for esch

. teaching technique, ethnic group and tescher, and for upper and
lower ability classes, for no-treatment controls (when available, on

. follow-up), and for various combinations of these variables. The
researchers were especially interested in comparisons between
structured, semi-structured and unstructured classes, and in 1971
and 1972 between the Frostig program and the locally devised -
perceptual-motor program. A simple yet cautious approach was
taken with data analysis: ‘Whenever comparative gain scores were
used for statistical analysis, care was taken to ensure that pre-test
scores were not significantly different; in fact we ascertained that
they were virtually equivalent. One-tailed ¢-tests of significance

© BEST COPY AVAILABLE
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were performed on all comperisons’. (Nurcombe, 1976: 143-4)
A brkf,ywby-ywmmarynowwxllbemvenonhemm

outcomes 9of the evaluation:

1970: Overall, the children participating in the tudmonll, un-

mucmndpmnamshowedmodutwmomhnemumonly

the auditory recepgion, auditory association and verbal expression
sub-tests of the revised ITPA. The structured program, on the -
" other hand,; produced more substantial gains on these sub-tem,

‘together with aignificant improvements on most of the other in-

struments that were used. Though not fully conclusive, it ap-
that splitting the structured classes into ability groups

peared
facilitated teaching. Neither program produced changes in the test
of perceptual-motor co-ordination; there was some evidenge, in

~ fact, that both groups lost ground in this ares. Aumoregenenl
» level. Nurcomhe(l976 l.'oO)concluded that: '

.qumﬂv&wmn,thm—nhodmmnnumtmm .
Children who at the begianing were bewildered, inhibited, and mute were by "~ .

the end of the school year mixing well and concentrating on problems for up to
forty minutes st a tine; moreover, they were able 1o answer questions directed
to them, gain plessure from:schisvement, and respond to praise. Superficial
- obsesvation-revealed no difference in this result.

unstructured clasees, lﬂhwhiumdAborUmlmothmhsdbeenmny

reliable in attending at their scheduled times.

197 1: 1t will be recalled that in 1971 all children were exposed to - |
the structured Berelter-Engelmann program, but that contrasting
perceptual-motor programs were implemented. The results show-

-edthatbothethmcgroupuchnevednmﬁmtgmondlmuof— e

verbal lbnhty There was one exception only: Abonsmul children

did not improve their performance on the grammatic closure

sub-test of the ITPA. Overall, none of the gains were as impressive

~ as those made by the structured groups in 1970, while Nurcombe

(1976: 150-1) also adds that, aside from the PPVT, ‘Aboriginal
gains were less than white gains despite the fact that Aborigines,
uniformly, had lower pre-test scores (and could have been ex-
pected to show larger regression artefacts). Whites approached or

-exceeded- the norms-on all post-tests: Aborigines remained well - -
“below the norms, still, on post-testing’.

Compared with 1970, modest improvements in percep-
tual-motor functioning were attained for both ethnic groupson the
two newly introduced programs. Although the gains were not

striking, it appeared that both programs had the potential to
influence children’s perceptunl-motor development.

1972: The major innovation during 1972 was the intro-uction of
the extended-experience program based on Piagetian principles. A
comparison of the effects of the two programs on the combined
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_ethnic groups shows gains of approximately equivalent signifi-
cance on most measures, The structured program, however, was
‘superior in its effect upon the visual association sub-test of the
ITPA and the geometric designs sub-test of the WPPSI. Overall,
the gain scores of Aborigines in the two programs were not sig-
‘nificantly different, although there was a general trend for the
structured program to yield superior results. A similar pattern was
evident for the whites, except that visual association perfcrmance
again was significantly better for the structured group. In sum-
mary, although the extended-experience program y:elded promis-
ing results, it was not as impressive as the Bereiter-Engelmann
program in achieving gains. Nevertheless, since it was an innovat-
ory program that had never been applied before, the Bourke
rescarch team felt that it sheuld be polished and implemented
again the following year.
Evaluation of the two perceptual-motor programs again showea
. rclauvely modest gains. The. Fmsug program tended to be su-

pcnor, and therefore was retuncd on its own for the following year S

in preference to the locally devised program.
1973: The basic approach in 1973 was little different from that of
the previous year, except that the locally produced perceptual-
‘motor program was dropped and all children were involved in the
newly iniroduced home-school liaison teaching. Overall, the re-
sults showed the 1973 programs to have been less successful than
“those of 1972, although significant gains continued to be made on
most tests. Thc extended-experience program in 1973 apoeared to
produce superior results with the Aboriginal children, while there
was inconclusive evidence that the structured program was more
effective for whites. -

Regrettably the results of the teachmg programs since 1973 had |

still not been published by the end of 1980, even in draft form.

~Although pre- and post-testing has continued each year except -

1977, the data do not appear to have been analysed systematically,
and there is no way of determining the extent of any subsequent
improvements in the children’s gain scores. The only remaining
data therefore are those that were generated in follow-up studies of
the children after they had commenced regular primary schooling.
~ ~A control group of 23 first-grade children who had never been to
pre-school was tested at the Bourke primary schools in 1970. The
following two y:aw the first and second intakes from the pre-
school likewise were tested, thus allowing a time lapse of cxght
months from completion of pre-schooling. Also in 1972 testing
was carried out with another control group of 36 first-grade,
non-pre-school children who were matched for age, sex and race
with 15 Aborigines and 21 whites who had attended the pre-school
in 1971. The general pattern to emerge from the data analyses was
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Figure 4 Graphs showing the results of testing the 1970 Bcrcilcr—l’ingclmanh
sample

Source: de Lacey etal., 1973:173.

for the pre-schoolers to perform at higher levels than the controls
on all comparisons, although only about one-third of these reached
a stauistically sigrificant level. This pattern was much the same for
both Aborigines and whites. Graphic representation of the pre-,
post-, and follow-up results of the pre-schoolers also provided a
fairly consistent pattern on all tests: the Aborigines scored lower

" than the whites on pre-testing; they gained at least as much as the
whites at post-testing; and they lost a greater proportion of their
gains than the whites at follow-up testing. An example of these
trends is shown in Figure 4, These graphs are based on the 1970
sumple that was exposed to the structured Bereiter-Engelmann
program. Overall, the Aboriginal children showed a considerable
regression in performance after only eight months of regular prim-
ary schooling, leading de Lacey et al. (1973: 175-6) to conclude
that:

ERIC, -
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. . an crosion of gains made at pre-school is not unexpected since low income
children tend 10 be exposed 1o non-consolidating experiences before and after
school while they are attending the enrichment program and most of the time
alter they leave. It appears then that substantial and permanent cognitive
gains are likely only after a modification of total life experience.

A second follow-up study was carried out in mid-1974 when
approximately 10 children who had attended the pre-school were
selected from each of the first four grades of the Bourke primary
schools (de L.acey and Nurcombe, 1977). They were matched as
far as possible according to age, grade, sex and race with children
who had not attended the pre-school. In this way it was hoped to
follow up each of the pre-school groups from 1970 to 1973 by
comparing their test performance with that of non-pre-school
controls. Unfortunately, however, the study had three major limi-
tations: (a) No attempt was made to differentiate between chil-
~ dren from the two contrasting pre-school programs each year.

(h) ‘The samplz sizes were too small for realistic comparison (the

average when data were analysed separately for Aboriginal and
white samples was five). (¢) The only non-pre-school Aborigines
were children whose families had migrated to Bourke after they
had turned five. They therefore were not a representative sample
of local Aboriginal children. '

Not surprisingly, the results of the study were somewhat incon-
clusive, with relatively few comparisons reaching statistical sig-
nificance. Nevertheless, the authors claimed that

. the results show a significantly consistent trend for children who have
attended vhe pre-school to perform better on the test battery than those who

have not. The finding is generally true for both Aboriginal and white popu-~—

latiuns, (de Lacey and Nurcombe, 1977: 87)
Overall, it was concluded that the project could claim considerable
success in terms of the persistence of cognitive and language gains
during the first four years of primary school. The present writers,
however, consider that the published data do not support such a
confident conclusion. It would seem more appropriate to conclude
that, despite the considerable erosion of initial gains, there was
limited evidence of the positive effects of pre-schooling persisting
into the fourta year of primary school, k

It is disappointing that restrictions of time and funding have
prevented a more thorough evaluation of the Bourke project. The
careful attention given to asscssment in the early years of the
pre-school has not been maintained, and by the end of 1980 still no
data had been published on the effectivencss of the 1974 and
sibsequent experimental programs, cither in the form of pre- and
post-test comparisons or follow-up studies ot larer school pertorm-
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ance. It appears, however, that testing has continued (except
during 1977), de Lacey (interview 1980) reporting that the basic
trends of the early findings have been maintained; i.c. test results
have shown greater gains for the Aboriginal children, but the
whites have retained their gains for a longer time.

De Lacey (interview, 1978) has identified two additional find-
ings that are of considerable interest. First, pre-testing has re-

- vealed a gradual rise each year in the cognitive and language

abilities of the children entering pre-school. He attributes this in
part to the influence of older siblings who formerly attended the
pre-school. and also to the positive effects of the home visiting
program. Second, subjective observations suggest that the pre-
school children are more voluble and articulate than their non-pre-
school peers once they enter primary school, and that they respond
more readily in group discussions. These behavioural differences
apparently persist for some years, perhaps even into secondary

-school.. Unfortunately, however,- they-have-not been researched - - - )

with sufficient rigour to allow firm conclusions to be drawn about
their nature and extent.

In summary, it appears that at least during the early years of its
operation the Bourke pre-school was very effective in achieving its
immediate objectives in the language, cognitive and perceptual-
motor domains. The Bereiter-Engelmann and Frostig programs
seemed particularly successful in this regard, although the con-
tribution of the extended-experience program must not be over-
looked. Quite clearly, these conclusions only can be supported to
the extent that one is prepared to accept evaluation procedures
based solely upon the analysis of standardized test scores. While

- the project apparently was successful in the short term, the follow-

up studies were less definitive in their findings, although there is

some evidence that the benefits of pre-schooling might be persist- -~ - -

ing into/ the fourth grade of primary school.

The Achievements

One of the most unique features of the Bourke project is the
continuity that has been achieved during its decade of operation,
staff changes notwithstanding. In particular, the underlying phil-
osophy ‘of the program has been maintained despite the gencral
unpopularity of a deficit hypothesis amongst Australian edu-
cators. One cannot help but admire the persistence of the project
directors in following through their objectives in the face of quite
widespread criticism and antagonism, As Nurcombe has stated:

The noisy pattern drill of the Bereiter-Engelmann program often disturhs
thuse who are used to gentler, less direct teaching . . . Others have been
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upenly hostile on the basis that we are deslmymg Aboriginal identity, wasting
our tume on irrelevancies when the most important problems are otherwise
imedical, legal, housing and so forth), imposing discredirrd middle-class
white aspirations upon an alien group, or focussing excessively on language
without adequate v:nsonmomr foundation. (Nurcombe, 1976: 175)

Although sensitive to criticisms such as these, the project
directors have avoided the temptation to change their approach to
suit the educational climate of the day. Instead, they have been
prepared to tackle their critics head on:’

We do not apologise for a deficit hypmhcsis It is quite defensible on prag-
matic grounds, We still think thart it pmvndcq the most appropriate und
productive direction for us to take, us long as it avoids any detogation of the
vilues and lifestyle of particular groups. (de Lacey, interview, 198113

In reatfirming their rationale, de Lacey and Nurcombe have ex-
pruscd several beliefs:

(i) The Aboriginal people of Bourke have not been able to make

realistic choices about their future because they are not aware of
the range of options open to them, nor do they understand the
lmpluatmns of choosing a particular option. Self-determination
therefore is not feasible at this stage.

(1) Real choice is Lontingem upon the ability to manipulate the
political and economic systds of the majority society. In relation
to the Bourke Aborigines the followmg questions thus arise: ‘How
can we help them to decide, acquire, and use what they want of our
culture? How can we help them attain a position where choice is
possible . . . a position where they can pursue their own goals?’
(Nurcombe, 1976 186). ..

(1i1) The answers to these quesnons lie in the provision of
intensive school intervention programs, especially during the early

childhood years. Hence the highly structured approach of the

Bourke project, and its strong commitment to working at the

pre-schoul level,

(iv) The immediate goal is school success and thus greater
ducess to the dominant culture. The longer term goal is for the
Aboriginal people to contribute to the education of their own
children. Once-their opporrunity for choice has been developed,
and once they can take responsibility for setting their own educa-
tional goals, then the current approach of the Bourke pre-school
will become an anachronism,

One basic question arises trom the above: how successtul has
been the Bourke pre-school in achieving its immediate and longer
term goals? The results of testing already have been elaborated in
detail. It seerns tair to conclude that the pre-school has achieved
short-term suceess, although educational gains have eroded quite

onY c'\"'ﬂ-\-»
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quickly, partly because of lack of attention to follow -through
. pro.nmmthepnmrylchool The trend for each annual intake
mmndnhdyhkhernm-mmummmuum Un-
doubtedly the pre-school can claim mcrednfonhu,elpemlly

thruugh its home visiting program, although it is impossible to -
mdnnhuwhnmofomcvimmenulchmumchu

the introduction of television, general improvements in living
conditions, better health m,undmoneﬂ'ecnve approaches to
community development (see, for example, Kamien, 1978).

The wider social impact of the pre-schooi is harder to gauge. It
will be recalled that the project grew out of the field of community
psychiatry, and one therefore would expect a careful evaluation of
. its success from this broader theoretical perspective. This has not
happened. Formal evaluation has been limited solely to the stan-
dardized testing of achievement. Impresalonistic reports thus pro-
vide the only available evidence in the social/community domain,

__and only three findings of any substance can be identified =

(Nurcombe, 1976; de Lacey, interview, 1978):

(i) There has been very wide support for the pre-school from
many sectors of the local community. Tradesmen provide services
at low or no cost, goods are supplied at considerable discounts, and
the Bourke Shire Council has contributed substantially to the
upkeep of buildings. The threat of closure dus to funding restric-
tions in 1977 drew a strong reaction from townspeople, with
petitions, public meetings, and other practical expressions of
su .
(ii) The pre-school has served an integrating function in bring-
“ing together Aboriginal and white parents iu & positive working

. .relationship, and in bringing together Aboriginal groups fromthe =

different resideatial sectors of the town. In this way the project has
had a cohesive influence on the Bourke community, particularly
durms periods of ethnic unrest,

“(iil) Parental support for the scademic goals of the pre-school“
has strengthened. Parents believe the program is giving their
children a better start at school, and they seem anxious that the
current emphases rcmain. There is evidence that parents are
becaming more directly involved in decision- making, especially
“through the local committee formed dunns 1978.

In summary, it appears that the project has started 1aoving
beyond its short-term goals. There are signs that the pre-s.:hool is
now making a contribution to the wider community, and that
members of the community (especially parents) are sccepting
gr;atclr responsibility for educational decision-making in the pre-
schoo

Finally, what has been the impact of the project oumdc

Bourke? Within Australia it has been viewed with considerabie
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suspicion by traditional pre-school organizations, and amongst
“early childhood educstors there has been relatively little support
~ for its objectives and methodology, As a consequence, there is no
evidence of other pre-schools sdapting the Bourke program for
their own use, except at Weipes South in north Queensiand where
the directors of the Bourke project have served as consultants to a
:mnlAbon.iml pre-school sponsored by the mining industry
. Disinterest amongst peactitioners must be blamed in part,
however, upon the project directors. Whilst they have publistied
numerous research reports in the academic litersture, they have
failed to write many popular accounts of the dsy-to-day operation
of the pre-school. In particular, they have not published a detailed
account of the program and its implementation, nor have they
transiated their research findings into a format suitable for the
ordinary teacher. \ , , .
On a more positive note, the pre-school now is being used for

~~teacher education- purposes; with students from several colleges - - - - - -

- and universities undertaking periods of teaching practice there. It
also has attracted considerable international interest from teachers
and researchers, and has received valuable support from staff of
the Esst-West Centre, the Educational Testing Service, the Uni-
versity of Georgia, etc. However the Bourke project does deserve
more Australian recognition for the significance of its contribution
t«; the fields of Aboriginal education and early childhood
education. ~ : '
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... The Settm;

The Deplmnent of Adnlt Bducmon at the Umvemty of Sydney

_ acoe&t;d an ongoing responsibility for Aboriginal adult education
»

and appointed a staff tutor (Alan Duncan) to work full

‘time in this area. Some years later, during a visit to New Zealand,
~ he saw at first hand the Maori play centres that were developing

under the guidance of Lex Grey. Hewuclearlyhnpmudbythe'
possibilities of this approach for releasing intrinsic motivation
amongst Aborigines, and on his return explored ways of encourag-
ing the development of such centres in Australia. Desmond Crow-
ley, director of the Department of Adult Education, takes up the

story:

On another occasion, before the project began, I attended a weekend confer-
ence of Aborigines conducted by Alan Duncan; it was called to discuss -
possible ways of advance, and it was at this gathering that the ides of family

: 'edmﬁonmunwnf‘mtwodtothenmidm and wai feceived with -

interest, As part of an entertainment programme for the Saturday evening,
Alan had brought a film of s Meori concert party: the impact of this film on the
conference was electrifying. Enthralled at the sight of a dark-skinned people
who gloried in their race and its culture, the Aborigines insisted that we replay
the film over and over and over. Evemunlly, atabout 2 a.m. , we insisted upon
going to bed. (Foreword in Grey, 1974..ii) . : -

Lex Grey was able to visit New South Wales during March 1967
and meet with groups of Aborigines from the north coast region.
Subsequently three communities announced their intention of
providing educational opportunities for themselves and their chil-
dren under school age along similar lines to the Maori play centres.
Added stimulus was given to this resolve when Alan Duncan
arranged for a group of six Maori play centre supervisors to visit
the communities and talk at length with the people about the
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activities and obpectwes of the New Zealmd centres. A second visit
by Lex Grey later in the year further strengthened the operation of
‘thenedcﬁngmupl.ltwuonthhoccumthatthepeople .
decided to call their venture ‘Aboriginal Fumly Education '
Centres’, or, to use the abbreviated form, ‘AFEC’, ' S
’ Thepotentul of the AFEC movement wumcogmndby
Desmond Crowley and his staff, and much behind-the-scenes
discussion and negotiation ensued. The end result was the estab-
lishment of the New South Wales Bernard van Leer Foundation
Project in January 1969, La}g:y was persusded to cross the
Tasman to take. up the position of project co-ordinator for a
five-year term, and in addition to substantial van Leer funding the
New South Wales Department of Child and Social Welfare, the .
then Commonwealth Office of Aboriginal Affairs, and the Uni-
versity of Sydney all made long term commitments to provide
fmancul support.

Thc Objectives

In sharp contrast to the Bourke project, ch Grey re)ected com-
‘pletely the basic tenets of the compensatory education approach
when laying the foundations of the AFEC movement. Notions of
deprivation and disadvantage were anathema:

AFEC complements and supplements family education - it is not a com-

pensatory programme.,
AFEC accepts the vnlues lnd npencnm of people — it does not regard
* people s underpri
AFEC accepta lhe life style and circumstances of the peoplc it does not
' - regard people as disadvantaged.

AFEC sccepts the universality of c&ucmon Litis fot all in every society -
ndoesnotnmdpeopleudepnved (Grey 1974 137) :

~_ The basic assumption that guided the development of the New - - -
South Wales project was the view that education begins in the

family. The project therefore was based firmly on the philosophy
of the New Zealand folk movement. Parents and children meeting
with one another as family groups provided the basic educative
and learning experiences. Parents were not so much teachers as
fellow learners with each other and with their children. The
fundamental task of project st«ff therefore was to support families
and to facilitate their learning together. Resource staff themselves
were not seen as teachers, but as co-learners, able to learn along-
side people of all ages, parents as well as children. In particular, as
Grey (1974: 161) was careful to stress, thexduof‘atuchertuchmg
children is foreign to the AFEC concept’.

Another assumption that Lex Grey has emphasized many times
in his writings is the importance of developing the individual
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self. -conceét. The following three statements are répresentatjvc of

the viewpoint he has expressed:

through AFEC, families and their members can widen their focus, rise

o hl'ci;(hmholdol‘lom,mdnleqeorm_l;mdpm themselves as individ-

uals. (Grey, 1974: 14) .
..Emphldtbphoedwindividudpmhmuducleu.weu-deﬁnednlf-
concept; on exploring what it means to be an Aborigine living in today’s
?:;;d -iz;ndno(oninumnuoobyo(hminthelimomboﬁ;im.(ﬁrey, _
a: ‘
The peoject . . . aimed at supporting Aboriginal people whilst they con-
struaedtheirmnll—cmsrtmdnapudfuﬂ,otumuhupmﬁbk
towards full, responsibility for/ what they constructed. (Grey 1974: 93)

Elsewhere Grey also speaks of the need to encourage and footef '
among Aboriginal people a stronger proclivity for self help, s more

effective form of social cohesion, and a stronger resolve to develop

their own lifestyle. ~ ~ ~ ©
- A third assumption of central importance is that perceptual -
needs to be fostered in both parents and children. Percep-
tion is defined by Grey (1974: 33) as the ability to classify objects
and materials according to their various properties (shape, size,
colour, etc.). He believes that academic failure, even among well
motivated Aboriginal children, has its origins in their different
style of perceptual growth. Support therefore should be given to

Aborigines who wish to achieve those cognitive tasks that western

technology requires of them, and to achieve these tasks on a parity
with non-Aborigines. In order to achieve this, Grey (1972b: 117-
24) favours a carefully sequenced program that develops the

" child’s classification systems via the manipulation of concrete =

materials involving visual, auditory, tactile and movement

The self concept and perceptual growth are closely interrelated

in Grey's approach. His philosophy probably is best expressed in
the following statement: o

AFEC then comes to mean for people their growth perceptually . . . as a
result of meeting together as a family with others . . . (This group of families]
may foster, in ways that are meaningful to them, the experience, use and
growth of those basic skills available to them among group members. Through
theshuin.ofluchupuiemthcyfunhﬂexpmdthedepthmdthe
direction of their personal, perceptual growth. Their incressed growth in
competence ss people and a4 learners builds confidence and establishes a sense
of worth, pridc and identity. Their self-concept clarifies. They continue their
search for learning and to grow in skills . . . [They are] living their way of life
more fully with more understanding to themselves; and they are seeing their
children grow under their care in this same way of life, yet with skills more
advanced than they, their parents, have. (Grey, 1974: 153-4)
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" Figure 5° New South Wales showing location of country AFECs
" The six basic aims of the AFEC movement (Grey, 1974: 180-1) .
" reflect the above phtlouo phy: o o T ' o

(i) to participate in learning activities with children;

(i) to encourage self-involvement by adults in community,
family and personal concerns as these affect the Aboriginal com-
munity, family and individuals;
. (iii) toopen the way for more frequent parent-child interactions
to occur;

(iv) to open the way for growth of understanding between

(v) toopen the way for self-understanding by parents; -

(vi) to open the way for more adults in the community to
interact. :

In further commenting on t}\g second aim, Grey (1974: 165)
notes that adult responsibility was focused around five dimen-

N
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sions: their own children; aduiinistration of the AFEC; liaison
with other AFECs; developing their crafts and languages; and
becoming voluntary pars-professional supervisors in the AFEC.

The above aims highlight the very broad focus of the New South
Wales project. It was not concerned with early childhood edu-
cation alone, but with a wide ranging program of social and
community development. Nevertheless, the present review will be
concerned mainly with the first and third aims; i.e. with the early
childhood education vomponents of the AFEC movement. The
wider social implications of the project only will be mentioned
when thcy sppear to have influenced the provision of educative
expenenm for children.

The Program ' -
It is almost impossible to distil the essence of the AFEC movement

profusely illustrated final report on the project could not fully
capture its ethos. Eilcen Lester, an Aborigine who worked full
time as an AFEC field officer for three years, came closest to *
expressing in written form the essential quality of the movementin-
a compelling paper that she read at the 1972 sociology of education
conference at La Trobe University, Thu is illustrated in the fol-
lowing bnef extract:

We have had a four year taste of controlling our education centres thmugh the
family ~ long enough to begin to realise that we like what we have tried and
10 see a way shead. No longer is there darkness or gloom at the weight of
numbers of white men suppressing us. With our own voice, able to coatrol our
own education, we can see now how to be ourselves — Aborigines contributing
in the ways we choose in the Australian society. (Lester, 1975: 193)

" But how was this transformation achieved? Tt)»niﬂye'r this

and examine the basic features of an AFEC. By far the clearest
statement available is contained in a small brochure that was used
to publicize the movement in New South Wales. Its contents have
been reproduced in full in Appendix II, and provide a clear
indication of how the project was introduced to the Aboriginal
people of New South Wales. As previously indicated, a nucleus of
threec AFECs already had been operating for eighteen months
prior to the project’s inauguration. With these as a foundation, the
brochure subsequently was used to publicize the movement in
other Aboriginal communities in New South Wales. Communica-
tion by word of mouth undoubtedly hastened further the dissemi-
nation of news about the project, and requests for information
began to filter in during the early months of 1969. Project staff
responded by visiting communities on invitation to discuss with

~into a few pages of printed word. Even Lex Grey’s lengthy and =~

“question we need to go back to the beginnings of the movement™
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the people the resources that could be made available to them.
These consultations were entirely open and unpressured. Staff
simply shared information, snswered questions, and then with-
drew. There then followed, in most cases, considerable periods of
waiting while the various communities, each in its own time and in
its own way, gave consideration to the implications of being in-

volved in the movement. ' A

Quite understandably, such an open-ended and non-directive
approsch resulted in a seemingly slow beginning. In fact, Lex
Grey saw the first two years of the project as no more than a rolling
start, during which time the Aboriginal communities were making
gptheirmindubouttheaedendnbdthembctmdiumﬁ.

evertheless, by 1971 about 100_families were involved in the
movement, and 11 AFECs had been established with a total
attendance of nearly 250 children (see Figure 5). A twelfth centre
was added later in the year. Peripheral to the project itself were a
" further nine non-Aboriginal AFECs. For administrative purposes -~ -
the 12 core centres were grouped into three geographically distinct -
areas (northern tablelands, north coast and metropolitan), each
served by a full time field officer. '

One of the essential features of each AFEC was the fact that
parents had total responsibility for all aspects of its functioning.
The families controlled and administered their own affairs with no
nutside interference. A distinctive style of organization did
emerge, however. Lex Grey himself has described a typical AFEC
at work:

Once * decision is made by the parents to ite an AFEC, other decisions
" follow as to when, where and how often to » and 'what to do. There is a
runge of 11 to 30 children up to the age of six present at one time in any of the
* ecleven  centres in the projecty along with between 8 and 20 mothers and -
grandparents. A group of 3 to $ grown-ups interact directly with the children

" "for one third of the session which can Iast from 2 to S hours. Thea they change
over and interact directly with each other by discussing what the children are . .

being, doing, learning, saying and thinking. For the section of time spent in
discussion, the project has designed special observation-discussion materials.
In the remaining third of their time, the grown-ups hav» the opportunity to
consider themselves as persons. During this time they have chosen so far to-

- design, make and repair educational equipment, develop their traditional arts
and crafts, video-tape their programme, o¢ enjoy one of several social/educa-
tional activities. (Grey, 1972a: 11) - o

Although strong emphasis was placed on parental decision-
making, very extensive guidelines were provided for the content of
the programs. This seems to be one of the anomalies of the project,
for while Lex Grey claimed to be non-directive he nevertheless
provided a very elaborate curriculum that in places seems unduly
narrow and restrictive. Compare, for example, the assertion that

BEST COPY AVAILARLE
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the AFEC program is flexible, dynamic and seif- genemed (Grey,

1974: 264) with the statement that: ‘Few other programmes
dcmudamwcfullymucmnd,uquenmlappmchm
AFEC'. (Grey, 1974: 262).
Theumec\micuhmmuudforbothpannumdchndnn
Admdmmwmmechm;m,
and-by alongside them through very careful and detailed
observations. The process for parents, then, was one of intersction
, mmmmmmam followed

omn&.mwd:dthnnlmp! perceptual development; and
speech development. The first of these — growth of self concept -
was considered to be the most important. The emphasis here was

"~ not on contriving special activities or situations, but on developing .

an swareness of how the self concept grows through the ongoing

~--process of living and interacting with others. Nevertheless, 2 -

numberoflpemﬂcncﬁwduwmmended (a)mnpmd
meetings; introductions and intimate face-to-face talk; (b) per-
sonal and social stories, songs and action songs ~ made up, said
mdm,udma&dumxdwvld»up,(c)pbomphl
thumb prints and palm prints of the children; silhouettes ou

onp-peudumnm.@)wmmw:m © -

special occasions of personal interest for talk and listening, such as
birthdays or the visit of a relative; (f) mirrors to talk to and in
which to see oneself; (g) paintings, dough, clay and carpentry of
the children noticed and talked about in ways special to them; and
(h) books to take home that 'were made in the centre with children

by perents, and around themes significant to the children. ‘What

was focussed on above all was the quality of the continuous per-
sonal relations among those with whom the children lived .

: Cauwuukentommthemdmtmofthmrehuom |

after every temporary break - the breaks that place trust of one-

self and others under stress. It is trust on which the self concept

fqéds, imperceptibly’ (Grey, 1974: 173).

aecondcummﬂumamdmthnofperupnnlmmh In

order to foster this aspect of development two series of basic form

boards weredeumed Grey(l974 324) describes them thus: " B

rhebondomduuncdtofummwpemptwmthofw size,
colow,pattern,ﬁ.uumund and to present a child with ways of attacking

various problems. In esch board there is but one variable that differs from -

another board before or after it in difficulty.-All other variables are held
constant. Bylhhmﬂi.hdymdodnqmofddﬂculdahumpof
perceptual tasks basic to reading and mathematics is available to children from
six months of age to eight years and older. The attraction of the boards lies in
thcucolourmdmtheoelfp.cinuhnmbuutimomenqmnceloftheboud

b
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In view of the apparent significance of the form boards within the
overall program, there are a number of baffling features regarding
their use: {a) production difficulties resulted in only one set being
available throughout the full five years of the project; (b) Lex
Grey’s admission that, ‘It would be false to imply that in the time
of the project the boards came to be either fully understood or
udequately used. It is correct to repeat, however, that the boards
remained one of the most in demand of all equipment’ (Grey,
1974: 330); and (¢) the lack of an adequate theoretical and/or
empirical justification for selecting form boards in preference to a
more broadly based perceptual-motor program of the kind being
used at that time, for example, in the Bourke project,

A third important strand in the curriculum was that of speech
development. Grey was highly critical of the compensatory educa-

‘tion approach to speech and language development, and was

_careful to stress that within AFEC speech was promoted within =~

the context of daily interaction. Spccch was not to be isolated by
allocating specific periods for instruction. Grey viewed such an
approach as false and artificial, since it did not lead to the building
of a self concept. Nor did he accept the notion that,

. . because Aboriginal adults spoke badly, with faulty grammar, and simple
syntax, . . . parents were poor models for their children; and that 4 teacher
would be needed. The project view . . . was that as parents and children
spoke more and more often, s they spoke more carefully, more precisely,
more clearly, and as they spoke they huilt more advanced speech patterns into
one another imperceptibly. As they talked more precisely they noticed more,
came to question, sec details, formulate vategories, establish classifications

_and propertics und to conceptualise rather than verbalise. (Grey, 1974:

200-1)

Thus speech was seen as an integrated and functional aspect of the:

- curriculum that grew from the ongoing interactions and relation-

ships between people of all ages. Herein lies thie most essential
difference between the Bourke project and the AFEC movement.
Whereas the former emphasized verbal bombardment by trained
teachers in a special setting, the latter emphasized the natural

growth of speech through its increasing use by all members of a

community,

Specific guidelines for fostering children’s speech have been laid
down in the AFEC carriculum rationale, My Egg, My World
(Crrey, 1972b: 133..4), and a brief selection from them deserves
reproduction here:

How we ralk is entirely a personal matter. Each of us has a way o tulking,
slowly or fast. "t individual patter is 1 be kept inviolate, Naturalness s a
keynote, aloug with precision and quality. The quality or level gt which nne
ralks with chaldven s o situational and developmenral matter.
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o

(i) During in 'tc: moments buby talk is encouraged as very desirable, as a
language of emotion, feeling, reluuomtup and as a conveyor of syntax.

(1) During social moments patois or c.olloquml slang talk is encouraged as
very desirable, ‘ease and fluency of ideas is conveyed, with brief, functional
nominalising.

(iii) During interactional moments about interesting experiences 2 precise
syntax and vocabulary, with care for grammar, are encouraged.

(iv) During more formal occasions a carefully chosen, well-articulated qpec\.h
18 used.

All four styles operate in the AFEC programme.

The content of the curriculum was transmitted to parents via
several different audio-visual media which together comprised the
core of the parent education program:

& Several sets of photograpluc slides were prepared. I‘hese
depicted, at cach of six stages of growth from birth to school

" agc, children’s physical development, movements, motor co-
_ordination, and performance at a number of different cumculum“ o

activities.

¢ Ten 50-minute sound tapes were made, each dealing with one ot
the essential features of the AFEC movement. These tapes were
designed to promote discussion ‘mhex than passive audnence
listening.

¢ Discussion booklets were produced to accompany the lapcs and
serve as reminders and summaries of contents.

e Enlarged (30 x 45 cm) photographs of children at play were
found to stimulate worthwhile discussion amongst small groups of
parents.

o [.arge charts, similar to those which appcar in My I:gg, My

World; also were used as a discussion aid, and to clanfy and

reinforce basic concepts.
o Parent workbooks were at the hub of the progr These
provided the structure for the detailed written obse Alzons that

~ parents were required to make. Six sequential workbdoks were -

prepared. The first two were regarded as preliminary, and a parent
who completed them gained a basic understanding of the rationale
and approaches of the AFEC movement. The following four
workbooks provided a more advanced level of pafaprofessional
training. By the end of the project, 54 parents had completed the
first book, 34 the second, 21 the third and 4 the fourth. The final
two workbooks had not been attempted by .iny Aboriginal
parents.

s As companions to the first two workbooks, a series of discussion
booklets was produced. Called the Early Education Series, they
asked further questions and provided additional examples and
illustrations. .

* At one stage in the project finance was obtained from the
Australian Council for the Arts for the purchuse of videotape

| & t
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equipment and the short term employment of a skilled film maker.
"This added yet another dimension to the program, particularly in
stimulating parental observation of children. A g

With such an extensive program of parent education, it was
essential that each AFEC should have wide support from a range
of different resource people. The project co-ordinator and re-
search assistant both made regular visits to the various centres
upon invitation. Additionally, each of the three regions was served
by a full time field officer. An Australian-born Sicilian was
appointed to the north coast cluster when the project first com-
menced. Early in 1970 a tribal-born Western Australian grand-
mother, Eileen Lester, accepted the position of field officer to the
metropolitan AFECs, having previously been employed as a social
worker amongst Aboriginal people in Sydney.- An appointment
was not made to the northern tablelands cluster until the following
year when the first of two Maori families came specifically for this

purpose. All three field officer positions became vacant at the end- IR

of 1972, and all three were filled by Aboriginal appointees who had
received extensive training as part of their earlier involvement as
parents in the project. :

The field officers visited AFECs only on invitation, and gener-
ally for only one day at a time at intervals of three to five weeks.
‘There was one basic principle concerning all visits: the effort and
responsibility for running an AFEC belonged to its members alone.
Field officers were not there to do things for them, but to join with
them as co-learners and share their interest, expertise and under-
standing. Nevertheless, Lex Grey (1974: 223) emphasized thata

petent and more confident: ‘Field officers themselves mig S be
exhausted by the interaction when they left, but the__y shquld icave

""" the Aboriginal community freshly strengthened.

- Another significant source of support and enrichment was the - -

cxtensive program of cross-cultural exchange between Maoris and
Aborigines. In fact, this was one of the most exciting features of
the project, and added a totally new dimension to the field of
Aboriginal education. Aborigines and Maoris found an immediate

~and close identification with each other as members of dispossess-
ed minority cultures, each subordinated to a dominant western

society in a land where they were indigenes. The Maori people,
however, had developed a much stronger pride in their own way of
life and a morc sustained capacity for self help. It therefore was felt
that they would provide a stimulus for the Aborigines to re-
establish their own identity.

Very careful attention was given to the sclection of Maori
personnel who visited Australia, Personal qualitics such as vitality,
resourcefulness, resilience, and the ability to work alongside

R e
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Fiure 6 Aw AFEC field officer makes a presentation toa Maori visitoria™ .
apareciation of her contribution to the New South Wales project

Finre The chancelloe of the University of Sydney congratulates an
‘Abonginal grandmother on the receipt of ber second ©etler of
Avkunowledgment
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people as co-learners, were considered important. First hand ex-
‘perience in family education was essential, as was the ability to
enjoy working with children and parents. Finally, visitors to
Australia were selected only if they were Masori in the sense that
they spoke the language well and were familiar with traditional
crafts and music.
All Maori visitors came on a voluntary basis, with payment only
of their return air fare and a small living allowance. Generally they
" came for a period of either three oi' six months, although in two
cases where families served as field officers they spent 12 months
in New South Wales. Except in this latter situation, the role of the
Maoris was to induct Australian field staff and to act as resource
people to AFECs, working for a week or two at a time in esch
~ centre. In this way they were able to reinforce the basic concepts
" and emphases of the folk m vement, as well a3 working intensively
. on the parent education program. (See Figure 6.) _
Cross-cultural exchange was not a one-way process, either in
~ terms of the benefits that accrued or the visits that took place.
Maori centres undoubtedly were strengthened by the involvement
of their members in the AFEC movement, while selected Abor-
igines gained new insights and inspiration from visiting New
Zealand. Several reciprocal visits of this kind were arranged,
generally for Aborigines who had completed the parent training
program and been accepted for appointment as field officers.
Finally, m=ntion should be made of occasions during the project.
when AFEC members came together for formally arranged meet-
ings:
Certificate presensations: On completion of each of the preliminary .
workbooks the parents were presented with letters of acknowledg- -
_ ment, while those who completed the later workbooks received
special certificates. Held at the University of Sydney, the presen-
tations were semi-formal occasions, with the awards presented by
the university chancellor, (See Figure 7.) :
AFEC Advisory Council meetings: The project’s Advisory Council
consisted of two representatives from each AFEC, and met in
Sydney once or twice esch year. By the second year of the project
- an all-Aboriginal session took up the first day of each two-day .
mecting. It was from these particular meetings that tentative signs
of statewide cohesion and policy-making began to emerge.
‘The project terminated at the end of tlie five-year period, al-
though financial support continued for a further six months,
during which time the Aboriginal people decided upon the direc-
tion they themselves wished to take. They Agreed that the AFEC
movement should continue because it provided a human approach
where pecple worked at their own pace in an environment which
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was acceptable to them. Accordingly, from mid-1974. the 12
AFECs became a fully independent all-Aboriginal organization.
They adopted s state-wide constitution that established them as
the New South Wales AFEC Federation. Federal government
funding continued, as did professional advice and support from -
the University of Sydney.

The AFEC Federation continued to attract annual funding
from the fedzral government until 1978. Lex Grey served as a
part-time consultant to the Federation throughout this péried, his
mammputbem.thepmnmonofmm.mnmmsydncy
and various country centres. Government funds aven.ed about
$70 000 per year, and were conditional upon parents in each
centre providing $1 per family per week to help cover running
costs. Support was provided for the original 12 AFECs only. An
additional 12 centres that developed after 1974 were not officially
‘recognized for fundiug purposes.

ment of Aboriginal Affairs, and provided for basic administrative
costs such as the provision and upkeep nf a house in Sydney that
wuuwdumoﬁicemdformnnnccommodauon,thepromnon
and running costs of two cars; the training of field officers; and the
basic salaries of field officers, co-ordinator and secretary. In spite
of numerous requests, money was not made availeble for buildings
for established AFECs such as Boggabilla, Toomelah and Mt
Druitt, and activities continued under adverse conditions at these
places. Equipment generally was purchased from parental con-
tributions, and AFEC members were encouraged to use environ-
mental resources to construct their own learning materials.

hostility and ill-feeling, and this was heightened by the apparently
insensitive way that some government officials supervised the
Ce e e disbursement of funds, and by the ease with which other Aborigi-
nal groups obtained support for more conventional projects. It
appears, for example, that additional finance would have been
rcadily forthcoming if the AFEC Federation had developed amore
traditional pre-school approach uung the services of trained
teachers. Such an approach, however, is antithetical to the whole
philosophy of the AFEC movement, and its apparent acceptance
\ ' by government authorities as a criterion for the provision of funds
, led to considerable frustration amongst AFEC members. At a
meeting of the AFEC Federation in March 1978, for example,
delegam were very critical of government funding policies, ex- ,’
pressmg the viewpoint that support was available only on white |
man’s terms, thus denying them the opportunity for true self- i
determnination.

Financial support was channelled via the Australian Depart- =~

Tie inadequacy of government support created considerable
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Another probleni lay in the amount of time and effort that were

being diverted to writing reports, justifying activities and answer-
~ ing questions for government officials. An inevitable consequence
" of government funding seemed to be the endless process of being
investigated, probed and evaluated by white public servants who
-neither understood nor apprecisted the underlying philosophy of
the AFEC movement. In April 1978 members of the AFEC Fed-
eration made a momentous decision: they would rely no longer on
government support. Accordingly they returned to the Australian
Department of Aboriginal Affairs ail unspent grant moneys, and
/since that time have operated as an entirely sutonomous and
self-directed organization. From a white perspective AFEC now
appears to have finished, most outward signs of its existence
having disappeared. From an Aboriginal perspective, however, it
has simply gone underground to avoid manipulation, and is
.- flourishing more strongly thanever. . '

There has been a significant move since 1978 from centre-based .

to family-besed activities. Only three or four of the AFECs con-

. tinue to function as such. Instead, the program is operating at a

family level within the home, and therefore is less visible and more
diffuse. Lex Grey (interview, 1980) belicves that AFEC now has
become a way of life within participating families, and is no longer

seen as a program but a change of life style in relation to children.

Parents thus recognize the importance of early learning, the need

to provide children with a lot of attention and support, and the

value of fathers accepting a significant role in child care.
Progress also has been made in other areas. Cross-cultural links
- have been -retained; not only with the Maori-people but with

similar parent groups in Fiji. Several groups have been active in o
.- preparing; historical descriptions of local Aboriginal communities
~ as a means of more clearly identifying their heritage. The first of

these appeared in published form at a relatively early stage in the
project (Fennell and Grey, 1974), and has served as both an
incentive and a model for subsequent endeavours. Considerable
effort also has been expended on the preservation and teaching of
indigenous languages, on the identification of language belts (geo-

- graphical areas originally occupied- by Aboriginal people who

spoke a cluster of related dialects - at least nine belts have been
identified in New South Wales), and on the development of family
trees. This has enabled individual Aborigines to establish their
authenticity within family and language networks, and also has
provided a framework for the formation of councils of elders. All
of these activities have enabled AFEC members to achieve a
clearer definition of their identity as Aborigines, and to live out
their Aboriginality more effectively in family and community.

~ BEST Cop
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The Evaluation

Conventional approaches o research and evaluation were anath-
ema to Lex Grey. In his view the only valid form of research is that
which can be of immediate and ongoing assistance to the people
involved on an educative, whole-of-life basis: pure research with
pre-post-test construction can do no more than look at fragments
of a total situstion. ' ‘

In reporting on the evaluation of the New South Wales project
Grey adopted a distinctive and highly individualized approach. He
outlines several different forms of evaluation that were used.

The project initially was evaluated by the Aborigines them-
scives. Its basic philosophy and objectives were conveyed to them
via discussion and cross-questioning, and the eventual acceptance
of the project by the Aboriginal people indicated a positive evalu-
ation of its potential worth to them. :

- ..Once AFECs were established, the supportive role of the pro--

~ ject staff was continuously scrutinized by the Aborigines. This

- three basic developmenth, each of which Grey (1974: 343—4)

ongoing evaluation of the project by the Aboriginal participants

promises were made to the initial aims of the project as required.
At various times the project was evaluated by external assessors

who reported on the basis of their observations of all facets of its
operation, and the staff themselves provided continuous, detailed
accounts of the project’s operation, thus allowing their work to be
constantly open for examination by anyone who cared to make
theirmevdmﬁonofthe{pmim.‘ : -

These evaluations of the project’s mode of operation resulted in

considered to be of significance in its own way:

(i) Aboriginal people to sn extensive degree — although in some - -

© communities still in ways hidden from non-Aboriginal obeervers -

began shaping their own: lives, making their own choices, and
negotiating their own decisions. They did not become sufficiently
powerful, however, to negotiate against an intransigently racial
majority in Australian society without effective support.

- (ii) A fresh hypothesis was verified, namgly that for people such

- a8 Aborigines the concepts of disadvantage, deprivation, interven-
tion and deficit learning are false premises from which to begin to

operate an educational program. .
(iii) Family education is a continuing, lifelong process that
warrants much closer scrutiny, providing that the responsibility

© for that process is always with the family, and not interposed into

*.and upon families. In concluding his discussion on the evaluation

of the project, Grey (1974: 346-7) stressed the importance of
self-evaluation:

v
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Self-evaluation by those involved in and responsible for AFEC was, therefore,
regarded by the project as the only finally purposeful form of evaluation.
Seif-evaluation has continued extensively within the pm)ect lhrougbout the
five years. The written and taped evaluations have led to reviews of action and
of pohcy . Evaluations have led to arguments, altercation, withdrawals,
rmgnanona

Despite the rigours of continuing self and cross-examination by members,
self-evaluation is regarded with ultra-caution by officials and most academics
and professionals, especially officials. That objective styles of evaluation are
open to the equal need for caution, and to the dual criticism of being poten-
tially invalid and partial, is less worrisome to them than the acceptance of
seif-evaludtion. Objective style evaluation was invalid, the project decided,
because such evaluation selects one phase of a programme, isolates that,
endeavours to control the variables affecting it, and messures quantitatively
that one phase. The selection of the phase, though considered, is skewed, the
variables are questionably isolated and questionably controlled. The measure
applies to a truncated phase about which nothing meaningful can be stated
until that phase is considered in relation to a functional whole.

While one cannot help but agree with the above criticisms, and
while one can’devclop strong sympathy with Grey's overall
appreach to evaluation, a careful study of his final report neverthe-
less leaves the reader with a sense of disappointment. One feels
that Grey has skirted many of the underlying issues, and that he -
has failed to provide a logical and coherent appraisal of the project.
Regardless of one’s approach, there is no excuse for loose evalu-
ation and impressionistic reporting. ‘Soft’ research of the kind
espoused by Grey still needs to be tight and methodical in its
exccution.. Even self-evaluation, if properly planned and imple-
mented, can provide objective data that can be systematically
analysed and reported. Nevertheless, Grey deserves the right of
reply: ‘Perhaps, finally, the only valid evaluation is the one that
actuates Abongmcs As they say “Time will tell”’ ((:rcy, 1974;
348) : -

l.hc Achtevements

The task of documenting the achievements of the New South -
Wales project is not a straightforward one. Indeed, Lex Grey and

members of the AFEC movement would claim that it is impossible . .

. for outside observers ~ especially white observers - to make a
valid appraisal. A further complication is the influence of Lex
Grey himself. Unlike any of the other projects, the AFEC move-
ment has been dominated by the personality and philosophy of one
individual, and it thus bears the distinctive stamp of his approach.
To understand the New South Wales project, then, one needs to
appreciate the unique contribution of Lex Grey. It is clear that he
is a highly individual and cr .utive thinker, and many consider him
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an educationist ahead of his time. His writings are controversial,
challenging the educational status quo and forcing readers to
grapple with new concepts and philosophies. At a personal level
Lex Grey is. honest, forthright and persistent, and he has es-
tablished extremely effective rapport with the Aboriginal people
involved in AFEC. Brian Ross (1973: 85) has described him as

. . . a charismatic. man of intense conviction, who, through long experience,
has reasoned through to a systematic and rational doctrine with great

* emotional appesl to members of the movement. He offers acceptance as well
as wisdom. He has gained trust for himself, confidence for his methods, and
faith for the future. His empathy and his undenundmz make possibie a level
of communication with the Abori;uul people that is rarely offered to white
men. .

It would seem, then, that Le + Grey as a person is quite inseparable
from the AFEC movement, and an asaessment of one mevntably

- involves an assessment of th; other e e
A further difficulty in appraising the New South Wal project

is the breadth of its objectives. AFEC has sought to foster Aborigi-

nal identity and self-determination via a program of individual,
family and community development. In docutnenting the achieve-
ments of such a wide-ranging program it is difficult to maintain a
balanced perspective. It seems that others have encountered this
problem as well. On at least two occasions outside observers have
been requested by government funding authorities to make an
overall evaluation of the project’s worth. In both cases the outcome
has been relatively inconclusive. One report is confidential and the

- present authors do not have approval to refer to it. The other

report (Ross, 1973) provndes a very comprehenswe and thought-
fully written review that is stongly supportive of the AFEC move-

“ment. Nevertheless, the report does refléct a feehng of unceruunty
- and indecision about some aspects of the project’s activities. Ross

found it impossible to use conventional research techniques such
as tcstmg, obscrvauon, child language analysis and structured
interviews in order to obtain meaningful evidence. Even the
straightforward tabulation of such data as attendance records and -

_ the number of completed workbooks proved to be a relatively -

fruitless exercise. In the end, Ross appears to have resorted to
informal discussions with AFEC members as his basic mode of
data collection. And as Ross himself commented (1973: 31):

In most discussions & minority of senior women dominated. The groups
represented those attending AFEC, which is not necessarily the whole com-
munity and in some cases is a minority,

In other words, Ross only had the opportunity to speak with the
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converted. The viewpoint of Aborigines who had chosen not to be
involved in AFEC was not available. This same problem is evident
- in the self-evaluation espoused by Grey: the viewpoints expressed
are those of the participants. No one appears to have sought the
reactions of other Aboriginal groups and individuals to the AFEC
movement. In particular, there is a lack of data about those
Aborigines who seriously considered forming an AFEC, but chose
not to do so.

In summary, then, the comments that tollow must be inter-
“preted cautiously: (a) they are made by white observers; (b) they
undnubtcdly are mﬂuenced by the personal charisma of Lex Grey;
(¢) they cannot fully do justice to such a wide ranging social
movement as AFEC; and (d) they are based largely on the reports
of those with a strong personal commitment to the AFEC
ideology.

‘I'he most significant outcome of the New South Wales project

““undoubtedly has been the continuation of AFEC as an Aboriginal-

controlled social movement. Since the project formally terminated
in 1974 the leaders of the AFEC Federation have demonstrated
their capacity to strengthen and diversify the activities of the
movement, despite relatively low levels of government support
and pressures to adopt a more traditional approach to early child-
hood education. This in itself represents a major achievement:
AFEC not only has survived but appears to be growing and
consolidating, setbacks and frustrations notwithstanding.

More specifically, however, what have been the outcomes of the
project in relation to early childhood education?

First, groups of Aboriginal adults have assumed direct responsi-

bility for the early education of their children from birth to the age

of five years. Education has been viewed as a process of co-learning

in which parents and children interact and grow in self-

- understanding. Such an approach contrasts sharply with the typi-

cal pattern of early childhood provisions for Aborigines whereby
trained teachers work with older children (i.e. in the three to five
~ years age group), and parents are allowed to function oniy in a
teacher aide capacity. A totally new approach based on self-

—involvement by adults has been developed, and during the five- . .

year period of the project it is estimated that approximately 250
parents and grandparents took the first steps to becoming volun-
tary paraprofessionals in an AFEC. From this larger group, Grey
(1974 Hl believes lh.n

l’Lthm 25 Aboriginal adults in a total of 6 out of 12 AFECs reached the stage
where they got 1o know and accept project staff sutficiently well to make it
possible for Aborigines to take all necessary responsibility, and regard Aborig
el Famidy Education Centres as theirs,

7:’ B{S g,u’l {
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Thisis a significant achievement in th'e relatively short space of

five years, and the fact that this nucleus of Aboriginal people
subsequently has been able to maintain its commitment to AFEC
with minimal outside support demonstrates the underlying
strength of the movement. ,

. Second, it is clear that the children themselves have benefited
from participation in AFEC. Ross (1973: 32), for example, has
documented the following outcomes as reported by parents:

(i) Children are enthusiastic about AFEC and esger to attend.

(ii) Children who attend AFEC develop more rapidly and adjust to school

(iii) Children’s hehaviour in the home has improved tince they started to

attend AFEC. ' S '

(iv) Children are more poited; they are less restless; they are less shy with

‘teachers when they enter school. S
- }

It has not been possible to“dbuinmany:demih about the chil- -~~~

dren's speech development and perceptual growth. Despite the
empkhasis that Grey placed on speech and perception in his formu-
lation of the AFEC program, these aspects of development are not
referred to in his analysis of project ontcomes. In fact, the final
chapters of the AFEC report (Grey, 1974: 335-95) make virtually
no reference to the impact of AFEC on children. Even the com-
prehensive list of 22 project accomplishments (Grey, 1974: 358
66) omits any reference to changes in the development of chil-
dren, except to report that they now attend school with increased

 Elsewhere, however, Grey has claimed that substantial changes
have occurred in children’s responses to learning situations: '

.. . they are learning to concentrate at their play, speaking fluently and -

_ clearly, with shyness and fearfulness a thing of the past . . . They aregoingon
to school readily. All reports from teachers are positive, except for one head
teascher who complained, ‘Aboriginal kids who come from AFECs talk 100
much’. The parents are starting to remark on the never-ending questions from
the children. (Grey, 1972a: 13) ,

More recently, Grey (interview, 1978) has reported that a high
percentage of AFEC children are succeeding in the school system,
that they can read well, and that truancy is no longer a problem.
This opinion has been reinforced by Ray Wallace, principal of the
state schoo! at Tingha, where one of the more successful AFECs
has been in operation for a number of years. He has observed
(interview, 1978) a very noticeable difference in the academic
progress of those Aboriginal children who participated regularly in
the AFEC program before commencing school. In fact, their
language and social development is reported to be equivalent to
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that of their white peers. In families that have retined s commit-

ment to AFEC the children’s through the primary school

mal problems of sbsenteeiam. Overall, Wallace hés concluded that . -
Aboriginal children who have been exposed to the AFEC program .

Third, there is evidence that parents have grown in their under-
standing of children, and therefore have become more éffectve in
their relationships with them. Parents also have achieved a better
" understanding of the purpoe:s and peocess of educstion, and so
have been providing children with more supportive and educative
home environments. Parents who met with Rose (1973) reported

that through AFEC they had come to understand and love their -

_children better, they had tried to talk more with their children,

" “and they could see their children a8 individuals and s0 had come to

© Summary

The role of the workbooks in achieving this attitude change ~ /

amongst parents is unclear. Aithough considerable numbers of
parents compléted the two introductory workbooks, relatively few
went on to the next two, and no one attempted the final two. Since -
the project terminated, the popularity of the workbooks has de-

clined, despite further revision of the first two books by the / -

- Aboriginal people themselves. In retrospect, Grey (interview,/
~ 1978) believes that this style of learning was too white-oriented; -
" and may not have been appropriste to the needs of the Aborigines.

1t would appear, on the other hand, that the support and guidance:
of field officers, including Maori personnel, had a far move signifi-
“cdnt influence on parental sttitudes. The various reports on the
New South Wales project suggest that field staff played a very
important role in the nurture of AFEC families, and that AFECs
- ,fu:::htiglnedmt successfully when outside support readily was _
av e.

It is not easy to assess the overall impact of the New South Wales
project at the early childhood level. Reliance has to be placed on
impressionistic reporting, and bias inevitably results. Neverthe-
less, the present writers believe that the AFEC philosophy, par-
ticularly as it is lived out by a small nucleus of its most committed

adherents, has the potential to make a very significant contribu-
tion to the early childhood education ofeaoﬂdnll'childn'n. Its
positive features include the acceptance of complete responsibility
by parents themselves; the inclusion of children across the full age -
range from birth to five years; the apparently positive effects on.
academic and social development when children move into the

81
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school system; better parental undenundmg of young children’s
needs; and overall enrichment of family life.

For those who argue that the above white viewpoint is mvahd
'thefouowmuumuycomuﬁommAbormndmothﬂwhohu '
;mmcduanAFECﬁeldoﬂim L

' Fonhoﬂmmmmmmrhummhubeendaimdmﬁnhe o

needs and wants of Aboriginal psople, and this, | believe, is AFEC, which is
not only 10 benefit the small child educstionally, but to benefit the adult
Aborigine by bringing out awareness of himeelf or herself as a person and an
Aborigine, awareness of the importance of educstion for their children who

are to grow up in o much more mechanised world than the older generation . - - S

' M,Mmmthchldrmo{tuhymbempombhmmof
tomomn (Eva Mumblerlnl-lnhyeul 1974 6) ,

TM Wldcr lnﬂumu

m New South Wales project also hld a major 1mp|ct on uﬂy'“

/chnldhood developments elsewhere in Australia. Its influence was
/ felt quite strongly in most of the other peojects under review; and
/" also spresd to a number of other early childhood settings, both

white and Aboriginal. lnrcuupect,kuppumhnthenmmgof

the project was miost propitious. Probably by sheer chance it

'mtmtedmpnonolmdeteduummlmovmn

greater parental involvement in the process of

Al"lECmmrememthex'el’otemsﬁrmlyembluyaL thenmethu

worldwide trend started to emerge, and Within Australia AFEC

thus became a mode! for other parent-based early childhood pro-

grams such as the playgroup movement. Lex Grey (1974:. 360) L

: probably was not euuemmg when he claimed that:

tlnAFBCnppmu:h bmhmtemsofchﬂdmmnﬁumtheﬂmmru o
years, and also parents taking responaibility, had a pronounced'influence .

~ upon Australian thinking with regard to the nature of eacly education . . . The
mﬂuencewunotodlnthuhmhuoﬁh“hndemlmvnm mdthe
Save the Children Fund‘pn -schools , . . at state and federal levels.

The philosophf of the AFEC movement influenced to varying

degrees - the development- of- each of the other projects under - |

review, The influence appears to have become stronger as time
progressed, although it is difficult to separate out the impact of the
New South Wales project from that of the more general trend
(noted above) towards greater parental participation in education.
In view of the considerable interaction that took place between
staff of the various projects, and the fact that Lex Grey served asa
consultant to two of them (Victoria and South Australia), it is
likely that AFEC was the dominant influence. It is particularly
noteworthy, however, that nowehere else in Australia was the
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AFEC philosophy aceepted in its true form, except perhaps at

Ernabella. In almost all other situations there was an attempt to

marry active parental participation with the leadership of trained
teachers. In other words,  although AFEC stimulated parental
involvement in these settings, it was not successful in achieving
parental responsibility. It seems that the essence of the AFEC
philosophy ~ self-determination via full Aboriginal responsi-

bility - was not acceptable to white academics and administrators -

in the other projects, and thus its effectiveness was diluted.

S0 far the present review has focused almost exclusively upon
AFEC achievements at the early childhood level. It is important,
finally, to stress that AFEC has been nvore than just an early
childhood movement. In fact, AFEC appea: 1o have had a greater
impact upon adults than upon children, particularly since 1974

when it came under tull Aboriginal control.
© 7 In 1973 Ross described AFEC ds an'incipiént social movement 77 7

with solutiois to some of the most significant problems of the
Aboriginal people. He went on to make the point that:

Social movements suceeed when they fit the needn and wants of members.
Trroughout Australia the problem of identity is a serious one for Aboriginal
people. AFEC seeks to fosier the grawth of identity. Social movements gather
support when they influence and pecome pary of the identity of members.
Aborigingl Australians will reap many benefits simply by being incinbess of
social movernents, for they can lead o integrated communities,

A greut deal would be lost if anything were done to peopardise the develop
ment of AFEC as an Aboriginal-controlled social moverment. AFEC b
aleeady commenced 1o make an important contribution in this regued, As
Aburigines continue to gain self-esteem and with i security, they will hecome
increasingly able to muke of AFEC and other educationa) facilities what thev
will, (Rosy, 1973: 17, 820

[t is clear that AFEC has becorae a social movement in-the sense
d«-mnhu.i by Ross. Committed participants are unanimous 1o
reporting that AFEC has given them a new feeling of pride and
confidence in themselves as Aborigines. It is difficult for outsiders
fully tw appreciate such changes in the morale and outlook of a
minority group. Certainly these changes cannot be documented
precisely and analysed objectively. ‘T'hat they have taken place,
however, is indisputable. The various reports on the New South
Wales project describe them in a number of different ways:

# apathy has been reduced;

. pdr(icip.mts have u better understanding of themselves, Both as
people ana as Aborigines;

* participants believe they are now shaping their own d: stnies
and contributing with worth and dignity to society;

» individual adults have self-coniidence to de things that they
previously had never inigined themselves doing;

5.3
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» the people have accepted responsibility for their own affairs;
+ adults and children are more confident in social relationships,
both with other Aborigines and with whites.

Over and above this, however, the people believe that AFEC
has given them a new sensc of their ‘Aboriginality’. They now have
a sense of pride in being Aborigines, and are developing stronger

links with their Aboriginal heritage. AFEC, for example, has

stimulated a re-emergence of indigenous languages, and selected
children are being trained in their use. Other aspects of Aboriginal
culture also are being strengthened, including the use of herbs and
other traditional medicines, and the return to a simpler life style
using natural foods and resources. These developments are taking
place quietly and unobtrusively, and most white observers seem
unaware of their nature or extent.

-~ Closer links-are being established with-tribal Aboriginal groups. .. . .

in the more remote areas of Australia, and these contacts are
strengthening the resolve of AFEC members to return to a life
style consistent with traditional cultural values. The quest for
Aboriginality also is leading to a growing involvement in the land
rights issue, and it seems inevitable that AFEC members will
follow other Aboriginal groups in seeking their own land, and even
their own schools. 4

The developments outlined above have emerged more strongly
since the Aboriginal people themselves assumed full responsibility
for the AFEC movement, and particularly since they declined any
further government support. In fact, the main focus of activity and

" ¢oncern now seems to be shifting from the early childhood area to

the wider social and political issues involved in the struggle for

“identity and self-determination. This change in emphasis proves-
__that Ross was correct in his assessment: AFEC is developing as a.

significant social movement, and progress Aas been made towards
solving some of the deep-seated social problems of New South
Wales Aborigines. 1t is imperative that AFEC be allowed to con-
tinue its quest for Aboriginality free of any external constraint and

manipulation.



"The Victorvian Project

The Jeitmge

“'I'he inception of at least four of the projects under review can be
traced back to the State of Victoria, for it was there that the
Monash seminar on Aboriginal education was held in 1967 under
the leadership of Colin Tatz (see Chapter 2). One of the outcomes
of the seminar was a decision by several groups to make submis-
sions for funds to the Bernard van Leer Foundation, with the
result that action-research projects were supported in New South

© Wales, Victoria, South Australia and Queensland.

Within Victoria the Foundation funded a period of exploratory
“planning by Colin Tatz during 1968. The Faculty of Education at
Monash University then was asked to undertake the development
“of an action-research project at the pre-school level, and following
detailéd submissions by a planning committee funding was ap-
“proved for a three-year period commencing in January 1969. -
Support later was extended for a fourth year. Although the: Found-
ation carried the major financial responsibility for the project, the
Victorian Ministry of Aboriginal Affairs also made a significant
contribution. The state Education Department provided no sup-

_part, however, since at that stage it was nor involved direcrly in the

ticld of Aboriginal pre-school education,

A prompt start was made to the project with the sppointment ol
Phyllis Scott, a lecrurer in education at Monash University, to the
half-time position of project co-ordinator, ‘The planning commit-
tee decided ro undermke work in contrasting country and metro-
politan settings, and after caretn! investigation Swan Hill was
selected as the rural comimunity.

Approximately 400 kilometres north-west of Melbourne, Swan
Hill was a thriving country town with a population at that stage of
whout 7000, Most Aborigines had been rehoused not long be:

1

80




20 Euarly Childhood Fducation of Abonginal Australians

Saon U

AELRE RN

Figure & Victoog <howing location of Melbourne and Swan Hill

torehand trom tin huts on the ourtskirts of the town to dwellings of
comparable standard 1o those of the white community Their new
homes were scattered throughout the residential area, mhcr than
being clustered in a particular locality.

Only about 45 Aboriginal families were known by the Mmmry
of Abongmal Affairs 10 be living in the Melbourne mctmmhlan
arca, and since upproximately one-third of these lived in a cluster
of industrial suburbs to the north-west of the city this was the
region selected for project involvement.

Work commenced at Swan Hill in January 1969 and with the
Melbourne Aborigines in March 1970,

Fhe Objectives

In common with severul of the other projects, the basic starting
points of the work in Victoria were iwotold: the recognition that
most Aboriginel children were not coping with the demands of the
school system: and rthe beliet that working with presscbool
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children and their parents in an educational program was one of
the major components of a successful attack on this problem.

In formulating specific goals based on the above belief, mem-
bers of the planning committee recognized that they were making
two very big assumptions. There is little evidence that these
assumptions even were recognized, let alone considered, by staff
of the other five projects, and yet they are basic to any participa-
tion by whites in the affairs of Aborigines. The two assumptions
are: that solutions to the problems experienced by Aberigines lie in
changesin Aborigines; and that non-Aborigines can, in fact, assist .
with these changes. In a retrospective appraisal of the project in
1976 Phyllk Scott made the very honest statement in an interview
thar:

Ry the nme project sinff were appointed, these assumptions were buriedin the
“pressure” for-action. “Not-going back -to this starting -point at-the official - - —— . -

planning level now seems inexcusable . . . In planning fieldwork, however,

thete was an awareness of something not dealt with. As this became clearer,

© these unCorlying assumptions proved a source of considerable discomfort.to

ticld stutt throughout the project, '

Despite the cuncq/rns expressed nbove, itis clear that stffof the
Victorian project “approached their task witha high degree of
npenness and sensitivity. ‘They saw their basic responsibility to be
one of bringing univérsity resource people and Aberigines into - "
constructive interaction across cultural boundaries. Staff recog. '

~ nized that they themselves were uneducated regarding knowledge
‘of Aboriginal needs and interests, and therefore sought frequent
opportunities for listening, perceiving and learning.
* Arising from this recognition of their own need to learn rather -

- than to teach, the project staff avoided commitment to any one.
educational approach. They felt it was important not to pre-
determine even the general organization of a pre-school program,
believing that this only could be devised once the particular situa-
tion had been analysed and the parents and other menabers of the

~ local community consulted. Such an approach was justified in the
tollowing terms: 0 e

It 1. 10 bat. un aceepted principle of the cstablished tield of Austealian
pre school education that usetud programmes of educational activity are built
ot ac Tl stady of the progeess and needs of particular groups und individuals;
vn some understanding of the existing coutribution of cach tamily o the
cducition of its children; and on awareness of the nature of the souial con
mnmty 1 which these tamilies live, A general lack of experience in work with
Aoyl tamailies wdeed highlights the need to adbere to the principle,
applyimg it even 1o the wetual organisation of teacher- tamily contact, (Seott
aned Dlaghyuhipe, 9745
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. The above rllionalé highlights one of the unique features of the
Victorian project - the fact that members of the planning com-
mittee did mot seek to develop another visibly different ‘type’ of

. pre-school program, and then set out to demonstrate its value. Nor
' did they seek to transfer activity-oriented programs from other

settings. Hence, while initially favouring the New Zealand model
of Family Education Centres, they eventually decided against the
establishment of even this form of organized activity. There was,
then, a deliberate attempt to avoid a ‘package deal’ approach
requiring a ‘forced choice’ between different kinds of programs.
Instead, the focus was on the needs of plmcullr children and their
famxhcs in ptrnculu situations. The project aims reflect this -
rationale:

(1) to establish bndges of penoml trust and communication

..with Aboriginal families in 'Victoria, in order to.understand what . ... ..

planned educational contributions might appropmtcly be made to
families with young children;

(ii) to dévelop tentative pre- lcbool programs, which, while
allowing such communication, would provide some immediate
educational support and create bases for dcvelopmg future work;

(iii) to define issues needing consideration in educational work
with Aboriginal adults and children, and so try to develop a frame

of reference which would help resolve some of the current con-

troversy surrounding experimental pre-school programs; and
(iv)- to obtain descriptive information relevant to these issues in
education and psychological research. ,

The Program _
As noted above, the Victorian project commenced with no firm

__commitment to any one approach. The basic it of the project was

not to do something for Aborigines, but to find out, from working
alongside them, the kinds of educative experiences they con-
sidered most appropriate for their particular situation. The pro-
ject, then, was to be a learning experience for the co-ordinator and

| her staff, as well as for Aboriginal participants.

" The situation at Swan Hill provided a convenient starting point
Yor this kind of approach. The local Aborigines regularly used as a
meeting place a building called ‘Wandarrah' that had been pro-
vided by the Victorian Ministry of Aboriginal Affairs. Recrea-
tional and educational activities for adults had been develd *ed at
the centre by an education officer employed by the Minisury. A
local Aboriginal Assembly had been ¢ tablished and held its meet-
ings there. In addition to the education officer, several other white
employees of the Ministry also were based at Wandarrah; these
included a welfare officer, a health sister, and visiting social work-
ers. Opportunity thus was provided for project staff to integrate
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their work with existing health, social welfare and adult education
provisions. , ‘ L

Following a two-week visit early in 1969, the co-ordinator was
able to spend one full day at the centre each week throughout the
year. Her first task was 1o establish contact and develop positive
communication. It was recognized that this would be a slow
process that could not be forced in any way. There is a ciear-
reflection of Lex Grey’s philosophy in Phyllis Scott’s awarencss
that, * . . . our task is to invite contact, to offer resources, not to
press for interaction. If this is not voluntary, and prompted by .
some common interest, we will have achieved nothing’. (Scott and
Darbyshire, 1973:64) ' . :
~ And so the project began - slowly, unobtrusively, almost
hesitatingly. It was based in a single room at Wandarrah, although

- .an outdoor play area and suitable toilet facilities were constructed N

later in the year, Separate two-hour morning and afternoon ses-
sions wére held on one day each week. Phyllis Scott describes her
experiences in the fonowing way:

Over the next months, parents and children came into the setting created for
informal communication, some intermittently, some regularly participating
in family-style groups. Children of five down to very yrung babies wete likely

. 10 be present. The adults bringing them changed frori1 wezk to week in some
families; in others mothers usually came and occasionally a father or grand-
father . . . On occasions, no-one came. But usually, therc were several
children with two or three adults, (Scott and Darbyshire, 1973 69)

By the end of 1969 Phyllis Scott was able to report optimistically |

about her initial efforts. The people had shown interest in co-
_ operating with her in providing educational activities for their
young children, and this interest hiad been sustained and develop-

ed during the year. It therefore was opportune to move to thenext -

stage of the project, and at the beginning of 1970 a full-time
teacher gradually took over the co-ordination of the Swan Hill

program. .
Attention then turned to the development of the project in the

metropolitan area. A second full-time teacher was appointed in ..

March 1970 and became directly involved in the metropolitan
work from its inception. In contrast to Swan Hill there was no
established group activity evident among the Aboriginal families
in Meclbourne, and the extent of any type of contact between them
was unknown. Fuithermore, families were scattered across a
number of different suburbs, and it was not fessible to plan a
program around a central meeting place, The selected region
lacked adequate pre-school services, and it was established that
Aborigines were not making use of those that were available. A
home visiting program appesred to be the most feasible way of -
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initiating work. Contacts therefore were mad.: on an individual
basis with each of the 14 kqun families in the region.

The approach to each fafily was low-key and informal: a brief
explanation by the co-ordinator; an enquiry about the family’s:
interest in being involved; an invitation out to the car to meet the
teacher; and an attempt to arrange for the teacher to call back at a

. mutually convenient time. Phyllis Scott continues the story:

Once again, the primary purpose was to identify needs and develop pusitive
communication before institutionalising any particular forms of activity for
cither children or adults . . . Almost ali families wished to participate. Neigh-
bouring children from white families also were invited to join in. Over wo
years, 22 Aboriginal families and 45 of their children have been enrolled, and a
further 9 non-Aboriginal children. The maximum teaching losd has been

found to consist of three to four h.ome visits daily, or other equivalent teaching

sessions elscwhere, (Scott and Darbyshire, 1972:.4-8) .. .. ..

_ Four overriding emphases were accepted in the dngoing opera- |
tion of the teaching program (Scott and Darbyshire, 1973: 78):

0 educulw ‘concern for- all youn'" children, regardless of their ethnic
Ol'i‘in‘ o . .! )

(ii) recognition of the particular position of Aboriginal families in the general
Australian community st present, and interest in supporting their efforts to
cope with a social and physical environment which held sources of practical
and psychological stress, and to build a more secure family setting for the
future; .
(iii) respect for parents’ existing beliefs, values, and preferences for ways of
dealing with young children; and - ‘ :

SN - y

{iv) an absolute acceptance of the parents’ right to sontrol what happens in

their own homes, and concern to arrange teaching sessions so that both

parents’ and children’s immediate needs were considered. -

~ Meanwhile at Swan Hill the teacher was becoming increasingly

dissatisfied with.the larger family-type play group that had been
started in 1969. This form of group activity had served a useful
purpose in making initisl contacts, but it did not provide an
adequate setting for sustained sequences cf teacher-child inter-

- action-that would kelp children to build up learning behaviour and

cognitive skills. In order ro provide greater flexibility the teacher
adopted the more intensive and highly individualized approach of
the metropolitan program. In this way the home-based teaching
sessions formed the nucleus of the program in both centres for the
remairder of the project. As Phyllis Scott observed, this form of
educational activity has several advantages over group learning
situations: ‘

As an observing and modelling situation for either children or parents, home

teaching sessions allow a sufficiently salient adult model for effective results,
‘There are less competing stimuli. Some mothers have made direct comments

90




The Victorian Project 75

whivh indicate awareness of how the teacher talked to the children, asked
them questions or guve correct words for objects; this has been followed by
atterupts (o do likewise. Teachers also have observed signs of observational
learning ~ such as a mother adopllng some of the teacher’s techniques or
protecting the constructive activity of an older child from destruction by a
younger brother. Awareness that this might matter, and why, indicated
change in the adult concerned. (Scott and Darbyshire, 1973: 169)

A general procedure for the waching sessions soon became
established. The normal duration was about one hour, although
sessions were shortened for younger children or when some practi-
cal crisis arose in the home. They involved either a single child,
two or three children from the same family, or a similar-aged child
from a neighbouring family where the parents knew each other
and agreed to co-operate in this way. The basic emphasis was on

- .. -planned teaching sessions for the children and informal learning - .. . .
oppertunities {or their parents. Thus it was understood that the
mother (or a substitute relative) would be at home during the
teacher’s visit difd- was invited, although not required, to attend
the session. Most mothers spent at least part of the hour either
watching or participating.

Joth teachers worked from station wagons which were without
ofticial identification in order to keep them relatively unobtrusive.
Visits were made to cach home once or twice each week. Equip-
ment included some of the more portable materials usually found
in pre-school centres. It was found unnecessary to accumulate the
large supply of equipment normally required when working with
young children in a group setting. Infact, Scott'and Darbyshire -
(1973: 171) emphasized that the real world in and around the
home, together with the human resources that the teachers them-
selves represented, were by far the most important ingredients in
the teaching situation. (See Figures 9 and 10.)

Several variations to the general teaching pattern developed i in
response to sp«.uh‘, needs. In some cases it was not always practic-
able to work in the home, and so the teacher took the children for
walks, visiting local parks, shopping centres and other community

~ facilities, At other times the station” wagon was used for ‘such
excursions. 'These outings were carefully Structured to maximize
their educational value to the individual child. On some occasions
the parents also were involved in order to sensitize them to things
that particularly interested the children, ways of talking effectively
with children abour these things, and conditions under which
these otings can be enjoyable for all concerned.

It was tound that some of the older children respunded betterin
i group situation, and avSwan Hill a room at Wandarrah was used
tor teaching purposes with small groups of children once or ywice
weekly from time to time. Although similar tacilities were neceded
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i

Voot ) Children engage in learning activities in the loungeroom of their
home
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for metropolitan children, no suitable base could be found. How-
ever in both settings some of the older children were catered for
through attendance at regular pre-school programs, and com-
munication between the respective teachers was established.

As the project progressed, many of the families were found to
have problems in using community services which their children
urgently needed. In such situations the teacher was careful not to
take over the responsibility herself, but to use the problem as an
opportunity for educating perents in the use of community pro-
visions. Thus her contribution usually consisted of making a
definite statement about the importance of doing something for
the sake of the child; indicating that some action was expected
from the parents; providing information about what was involved,
and how the children might resct; offering to accompany the

_ parents concerned, both for personal support and to explain any

‘necessary procedures; suggesting a deadline for a decisionyand -

offering practical help with transport.

Although staff of the project had stressed from the outset that
they were not secking to evolve another visibly different type of
pre-school program, it is noteworthy that they were successful in
developing a unique approach to the early childhood education of
Aborigines, and one that offered scope for effective replication
elsewhere. One of its important features was the fact that the
activities could be carried out with minimal physical resources. In
dealing with the needs that were uncovered it was clear that a-
full-scale pre-school centre was neither essential nor even neces-

sarily helpful. As Scott and Darbyshire (1973: 178) point out, ‘The
most expensive and necessary resources for teaching of this nature
are those provided by experienced teachers who can make their
time readily available to assist individuals to new levels of
independence’. ' e - :

In developing a program based on the provision of relatively

unobtrusive human resources, the project staff became almost too
low-key and unpretentious in their approach. They tended to
operate quictly and in relative isolation from other carly childhood
cducators, so much so that some observers criticized them for
being sccretive about what they were doing. Certainly a retrospec-
tive appraisal suggests that they did not communicate very effec-
" tively with others about their work, nor did they scem anxious to
collaborate with the Victorian Ministry of Aboriginal Affairs in
order to ensure continuity of the program after 1972. Thus, when
funding terminated, the project lapsed completely. One of the
project’s main strengths therefore became its downfall, for by its
very unobtrusiveness it failed to attract the positive publicity and
involvement that would have predisposed government authoritics
to provide further suppori.
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The Evaluation

Evaluation played an almost disproportionately important role in
the Victorian project. It will be recalled that one of the four
original aims was to obtain ‘descriptive information relevant to
issues needing consideration in educational and psychological re-
search with part- Abongmal adults and children’. This was achiev- -
ed by a very extensive program of standardjzed testing using no
fewer than six major instruments: the Binet Scale (1960 revision),
the Leiter International Performance Scale (1948 revision), the
Bayley Scale of Mental Development, the PPVT, selected sub-
tests of the revised ITPA, and the research edition of the Assess-
ment of Children’s Language Comprehension. Testing was sup-
plemented by detailed analyses of observational records made

~ by the teachers, particular attention being given to the children’s

learning behaviours and attitudes. Finally, a follow-up-question-

"naire was completed by classroom teachers once the childrenhad =~

moved on to regular primary (elementary) schooling. Questions
were directed to three areas of interest: (a) the teacher’s perception
of children’s progress in basic academic skills; (b) children’s social .
behaviour with peers and adults; and (c) manifestations of learning
behaviours and attitudes which the pre-school program had at-
tempted to establish and/or reinforce. No systematic attempt

seems to have been made to assess parental attitudes and percep-

tions at any stage during the proiect/.’ the entire fc:us being on the
development of the child.
Despite the stress placed on assessment, the tests and observa-

tions were not designed as part of an overall research plan for the

purpose of evaluating the project. Rather, the aim was simply to
obtain descriptive data on each child’s progress. Scott and Darby-

V "shu'c(l973 l9l)outlme th:xr approach in the following way:

i
[The project] . . . was not designed to isolate programme variables in a pre-
and post-test experimental design, nor to contrast results with those of a
control group. The testing programme primnily provided descriptive infor-
mation which helped in deciding teaching pnonues »and gave some indication
of levels of performance ar different time points in a continuing sequence of
learning in individuals, oo . ;

In view of the above rationale there seems little point here in
claborating on the outcomes of the evaluation, since it apparently
way directed solely at helping particular children in particular
situations, and was not intended to be gencralizable clsewhere.

However the authors do provide in their report a chapter dealing

with evidence of change in the children participating in the pro-
ject, albeit carefully prefaced by the following remarks:
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The information .. . is not, then, claimed to demonstrate cffects from
specific teaching procedares, nor to serve as the primary basis for evaluating
this project. However adequate education programmes may be, learning in
children ~ or the lack of it — is the consequence of a total set of interactions
between a unique individual and the structure of his own particular environ-
ment. The privilege of teaching does not, in our opinion, allow one to place set
expectations on what a person showld have learned in a given time, and to judge
his progress in a comparative context. Neither teacher nor learner is in a
position of such omnipotence. o

What can be expected from either is some serious, sustained effort to
provide or to use, to the best of existing ubilities, what positive conditions for
learning can be created in a particular set of circumstances, The differences in

home environments and in personal characteristics with which one child or )

another in our programme had to deal, during the time between tests, were
dramatic . . . ‘ ;
Data . . . therefore are useful. as a basis for planning further work

~ with particular children, and for dealing with matters of continuity in learn-
“ing. One must think out how to build on what Aas been achieved. This

__position is in contrast to that which uses such data tomake judgementsabout . -

. what should have been achieved, or possibly what could have been achieved.
(Scott and Darbyshire, 1973; 191)

Despite the cautious note sounded in the above commentary,
the authors have provided some data relating to the project’s
effectiveness. In particular, they have reported statistically signif-
- icant changes in scaled scores across both the Swan Hill and the
metropolitan programs on all test instruments. Scott and Darby-
shire (1973: 193-4) comment on this finding:

(1) Since care was taken to discard any pre-test data that were
artificially depressed by a child’s inability to cope with the test
_ situation itself, and since pre-testing was delayed in one program,

the results are considered likely to be an underestimate of the total

change in children occurring during the period between tests. -

(ii) Gains were not limited to children whose compirative
starting point was either particularly above or below the usual -
expectations, nor to one program or the other. :

(iii) For just a few children the picture was one of regression
due to diverse problems in both family and child. Such problenis
would only be expected to yield to highly specialized remedial

~treatment of a kind not available in the present program.

(iv) Exactly what the change scores are measuring is likely to be
multi-dimensional, and inclusive of other areas of learning than
just the cognitive. Changes of the magnitude reported for the
present project are thus likely to represent positive and significant
contributions of some kind or another to the children’s overall
developmental progress. '

(v) No claim is made that teaching efforts within program
sessions were entirely responsible for the results, nor that certain
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' tcachmg procedures lud apecxﬁc effects. Rathcr, the results ap-
parently accrued from the overall, collective Cchanges associated
with the introduction of the persons and acuvmes involved in the
pre-school programs.
 (vi) The varying rates of progress of ;‘:dmdml children draw
attention to the dangers of basing one’y teaching approaches on
group resuits. Thedmhnghlmht,momerword: thenegdto
protect the individually-oriented approsch of the present projéct.
(vii) Finally, o the extent that higher scores on standardized

tests of intelligence represent positive educational change, the data ya

domdncatethltthcchﬂdmnenmlledmtheprommnotonly
made progress, but made accelerated gains.

The analyses of the teachers’ observational records an;! the
follow-up questionnaires were uised for descriptive purposes only.

Since they add nothing to the evaluation of the oro;ect yeffecnve- “

~ness they need not be considered further here. -

Insofar as Scott and Darbyshire’s approach to uon allows,
it seetys ~npropriate to conclude that the Y ctorian pm)ect
achie, ziderable success in terms of the children’s cognitive
deveir: .. Inpressive gains were made By most children on a
numb; u different measures, and the ;éthors clearly were not
exaggenuns when they concluded lha;/

It can be wd . that the prolmnqﬁn created conditions conducive to
efforts to learn i m cluldren and tha
tescherr concerned to mtmduce i
conditions which increased the chi
.ment. (Scott and Darbyshire, 1973: 191)

. l'n;hly unstable early environments,
's chances of more optimum develop-

T
1

" The Achievements /// o »

/the data reflect . . . the ability of the

. Interms of observable m(tcomes it appears thnt relmvely litlewas

achieved by the Victorian project. The only positive effects seem
to have been the benefits accruing to the particular children and
parents who participsted in the programs at Swan Hill and north-
west Melbourne between 1970 and 1972. And éven these benefits
are difficult to identify precisely.

As prevxously noted, the project was successful in promoting the

children’s cognitive development. These improvements in intel-
lectual functioning to have been relnnvely short-lived, how-
cver. Discussions held with teachers in Swan Hill during 1978
indicated that the project had made little' apparent difference to
the achievement levels of the children as they progressed through
the primary school. On the other hand the teachers reported that
children had been better prepared for initial school entry - they
socialized more effectively with other children, they were much
~ less shy in their relationships with teachers, and they took part

ERIC LG P«‘MI'LA lE
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more fluently in classroom discussions. Parental contact with the
school also had been enhanced, and teachers felt that mothers had
a better attitude towards the education of their children. The
director of the Swan Hill pre-school also commented positively on
the effects of the project. A considerably higher proportion of
four-year-old Aboriginal children had been attending pre-school
since 1971, attendance had been more regular, better relationships
had been established with mothers, and teachers had become more
sensitive to the needs of individual children.

"~ In summary, all of the people in wed in Swan Hill, both
Aboriginal and white, agreed that the roject-had been most
" worthwhile in terms of the support given to parents and the degree
to which children were helped to socialize more effectively. They
were unanimous in expressing regret that the proiect had not been
followed up in any way. They believed the project had been.
needed in the town, and that it should not have been terminated i m
the: wiy it'was. (In fact, several people commented that
Aboriginal parents and children still needed help and support of\

“the kind offered by the pronct ) Unfortunately the final report on \.\

the project had virtually no impact on local educators and welfare
workers whenix reached Swan Hill late in 1973. It was not widely
read, nor does any action appesr to have resulted from it.

It was not possible for the present writers to make an appraisal of
the project’s outcomes in north-west Melbourne. Unfortunately
no one seems to have maintained any systematic contact with
participating families, and their current whereabouts are not
known. Similarly ne records were kept of children’s primary

school enrolments, and so their levels of school achievement could

not be investigated. The longer-term effects of the project in
. Melbourne therefore-are completely unknown.

The wider impact of the pmmt also'has been difficult to assess.
Despite careful mvesugautm, the Ppresent writers can find no

evidence of the project influencing other pre-school programs in

Victoria, nor elsewhere in Australia. The final report apparently
attracted littie interest, and most of the m'ly childhood cducators
interviewed in Victoria admitted that they had not read it in full
because of its length and complexity. The outcomes of the project
therefore received scant publicity. ‘and/even a collection of papers
from a major seminar on Aboriginal pre-school education held in

Melbourne during October 1973 (i.e. in the month following |

release of the final report) does not ‘include a contribution from
staff of the. Victorian project (Vnc(omn Ministry of Aboriginal
Affairs, 1973).

It probably is unfair, however, . ’to judge the Victorian prroject
.using criteria such as observable oljtcornes and impuct on other
.programs, for project staff had never intended to devélop

\
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particular type of activity that was generalizable to other contexts.

In contrast to the other projects, staff deliberately adopted a more
reflective stance, taking a lot less for gnnted to begin with. The
aims of the project reflected this introspective approoch, for they
stressed the need to define issues, establish priorities, and develop
appropmte plnlooophm To what extent were these underlying
aims of the project realized? A careful analysis of the final section
of the Victorian report (Scott and Darbyshire, 1973: 232-55) indi-
cates that considerable success was achieved at the more abstract,
theoretical level. In particular, the réeport made several basic
recommendnuons which, if adopted, would revolutionize the pro-
vision of early childhood services to many Aboriginal families in
Australia. The most significant of thesc recommendations are
summarized below.

(i) The most obvious source of educmonal problems is not the
formal learning environment of the home, bv the absence of basic
conditions needed to support general child ‘development. At-
tempts to rectify children’s problems by teaching parents specific
child-réaring skiils therefore are inappropriate. Instead, families
require interducnplmnry profemonll support in order to create

“and sustain the basic prerequisites for learning and development.

(ii) Professional support should he planned and co-ordinated /

from the viewpoint of those in need of assistance, with emphasis on
the nature and content of communication at the local level. Cen-
tralized administration cf support by separate government welfare
agencies (¢.g. health, housing, education, social work) is counter-
productive to the solution of underlying problems.

(iii) Parents  cannot become effecuvely involved in planning
and organizing educational experiences for their children until
they themselves have achieved a sense of mastery over their own
lives. Educators therefore should focus initially on adult learning,
with the aim of helping parents to extend their own cognitive skills
and general knowledge. In this way parents will experience the
meaning of education for their own lives, and so will be able to act
with more awareness, knowledge and understanding of the conse-
quences for themselves and others.

(iv) In approaching educational work with adult Abongmes, it
must be recognized that learning and teaching are matters of
human communication and experience. The development of
special activities such as parent education courses is likely to
hamper effective learning, and make participants feel even more
inadequate. Sustained informal communication at a personal level
is the most appropriate method of teaching. This communication .
should focus on the process of managing problems of immediate
concern to parents, thus creating a feeling of personal involvement
and increased c(.):ﬁdcncc in dealing with experience.
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(v) The value of giving high priority to pre-school work with
Abongmal «.hddrcn needs to be questioned seriously. In many
situations the major educational cffort 'should be focused on the
onigins of learning problems, rather than their symptoms in chil-
dren’s levels of cognitive development.
~ (vi) The above suggests that pre-school activities might best be

introduced as part of a comprehensive approach to helping Abor-
iginal families with multiple problems, rather than being initiated
_ separately from within the field of early childhood education.
" Ideally, pre-school teachers should be participants in small, local
planning groups that are in a position to understand the unmedme
- problems of parnculu families and to plan a co-ordinated se-
, quence of field work im consultation with thcse fumhes and others
" in the community.

In summary, Scott and - Darbyllnre (1973: 255) believe that
Aboriginal pre-school programs should piace special emphasis:

e on the nature and content of communication, rather than on the
- organization of activities and control of fycilities and resources;
e on opportunities to increase ability to control one’s experience
and to understand the meaning of education in this sense;
e on creating home conditions which sustain educational pro-
cesses rather than on learning how to ‘teach’ children;
'® on continuity of personal-professional contact with famnhcs,
¢ on adult-child rather than peer group interaction;
¢ on recognizing the range of cultural and cducmonal dxfferences
between Abongmal Auamlmns, '
* on removing the separating label of ‘dlsadvamngcd’ and the
- reasons for it; and
¢ on educational commumcatmn and behavioural freedom.

It is clear from the above recommendations that staff of the
Victorian project did deal seriously with a number of important
issucs relating to the early education of Aboriginal children. In this

.‘ - way they achieved their underlying aims, as well as contributing to

the development of the parents and children who participated in
the project. It is unfortunate, however, that these less tangible
outcomes were not communicated effectively. A shorter and more
precise report, together with appropriate follow-up publicity,
- might have resulted in much wider discussion and debate on the
recommendations arising from the project. Certainly the issues
raised in the final two chapters of the report deserve far more
careful consideration thax they have received up until now.

Finally, despxte the success of the Victorian pro;ect in achieving '

its underlying aims, one cannot help questioning the ethics of
totally withdrawing from a situation of human need without
making any provision for the commumg support of the people
involved. The relatively sudden termination of the project clearly
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was not in the best interests of the Aboriginal families who partici-

pated, and these should at least have been a period of slow phasing
- out, preferably coupled with arrangements for continuity of sup--

port by other community agencies.
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¢ . TheSouth Australian Project

~.

The Semng

- During the mid 1960s, staff of the various government depm

ments associated with Aboriginal welfare in South Australia were
becomxnu increasingly concerned at their lack of progress in deal-
ing with the educational and social needs of Aborigines. Despite

the inevitable depmmental rivalriet they were prepared to work -

togcther on any. project that held promise of achieving a break-
through At about this time Jim Richsrdson was appointed found-
ation professor of educstion at the newly established Flinders
University. Having a strong interest in the teaching of under- -
‘privileged and handicapped children, he sooh-sensed the need for

a different approach to the education of Aborigines in South
Australia, and during 1968 obtained preliminary funding from the
Bernard van Leer Foundation for an action-research pro)ect atthe
pre-school level. Max Hart, a teachers college lecturer in Aborigi-
nal studncs, was seconded from the state Education Department
for appointment as half-time project co-ordinator. By early 1969 a
state-wide survey of pre-school facilities for Aboriginal children
had been completed, and visits made to Victoria and New South
Wales in order to consult with Colin Tatz, Alan Duncan and Lex
(xrcl);, and to observe at first hand the work of the three north -coast
AFECs,

The foundations of the project were deVeloped in close associa-

tion with other interested groups, particularly the state Education
Department, the state Department of Aboriginal Affairs and the
Kindergarten Union. An advisory committee which included
senior representatives from all of these agencies was established to
examme the results of the survey into pre-school needs. The
committee decided to use the funds available to establish two
pre-schools in contrasting settings in remote areas of the State.

The choice was made because:

88
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(1) Compared wnth most othet States, a higher proportion of

| Aborigines in South Australia still lived in tribal settings, retaining
in large measure their traditional languages and life style. A unique
. opportunity thus was provxded for work to be carried ot amongst -

these people.
(ii) Because of the lack of sausfactory research data, the state
Education Department was finding it more difficult to meet the

..ieeds of Aboriginal children auendmg school in remoteareas than
in other parts of the State. -

\{iii) The work which was envisaged was complementary to,and

- did not.overlap in great measure, the propects being planned for

the other States.

Hence the committee’s first selecuon was Ernabella, a com-
munity at that time administered by the Australian Presbyterian
Board of Missions for approximately 200 members of the Pitjant-
jatjara tribe, It is. attractively located in the Musgrave Ranges in
the far north-west of the State, almost 1700 kilometres from
Adclaide and' adjacent to the Northern Territory border., The
children attend a state government school where early instruction
is in the vernacular, wnth English mtroduced later as a second
language.

.With an optimism not shared by some who had lived and
worked there, the committee’s-second sclection was Marree, a
township located some 650 kilometres north of Adelaide. Tineke
de Vries, who later worked as a research assistant at Flinders
Umversnty and assisted with the follow-up review of the project,
has written an especmlly gruphnc, yet accurate, commenmy on
this unique commumty

The name Marree is synonymous with lurdlhnp frusmuon md chlllenge

(It] is characteristic of most railway towns in the Australian outback. Stark

rows of depressingly similar prefabricated houses bordering the railway line
“ are broken only by a few hardy trees. The wide, unsealed roads in the town

provide thick clouds of dust, . . .ot else become quagmires of clay when the

spaamodic rains fall.

To the city eye, it seems that the aridity of the hndscapemd the harshness
of the climate have relentlessly penetrated Marree, leading to the drabness of
its buildings, the slower life-style and the stiliness so typical of isolation.

Marree's population of four hundred, approximately forty percent are
European, being either transicnt railway and highway workers or professional
and community workers (¢.g. school teachers, policemen, nurses, etc.). The
remaining population of mixed Aboriginal, European and Afghan* descent
finds employment mainly on the riilwm. Socially, Marree is much-

*Between 1360 lnd I920 many thousands of camels were brought to Australia
for transport purposes in outback aress. Considerable numbers of handlers also
were recruited, the majority from India and West Pakistan, although u few
originated from Afghanistan, Persia, and Turkey. Although the term
‘Afghan’ has been used to describe the handlers and their descendants, it is
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_pletion of the project. _
Jim Richardson was equally direct when it came o0 specifying '
ntvmtobebuedﬁrmlyouthe

" second mell

88 Early c*mwmi Education ofAboridindMu'maliam ‘

fnanemed, foe each of these groups considers itself to be dxﬂ'erent from the

others, The consequent existence of social hierarchies and community div-

mommwbummfacto(fo:conudmtwnonthepmmoumdcm Y ..

mumty dtvdopcn (de Vneuul 1974: 2-5) .

After numerous delays, generally ocmoned by the dnfﬁculty of g

_.estabhnhmg effective communication over such long distances,
pre-school programs eventuslly were started at Emabella in

February 1970, l.nd at Marree in May of the same year.

The Ob)ecuves ) .
Ih contrast 1o the cautious and even heutant approach of his

_ Xmmn colleagues (see Chapter 5), Jim Richardson was quite

lhemainmkoftheSouthAmmhmpm)ectwasto. |

* establish experimental pre-schools, No other form of educational

activity was considered. It was planned that' conventional pre-

school facilities be provided,

us allowing a smooth take-over of
staff and bmldmp by. the app

the rationale of the proj

compensatory education miodel. The original submission to the

‘Bernard van Leer Foundagion, in fact, reflects much of the ethno-

centrism and misguided optimism of the North American litera-

ture of the time. Thus the submission speaks of the need to break .

down the vicious and self-perpetuating cycle of cultural depriva-

~ tion by providing wefuuy devised pre-school experiences that
~ have been designed: (zulto close the ability and expenm:?ul gap

which exists between culturally deprived children and white mid-
dle class children at the commencement of regular schoolmg, and
(b) through related work in the community and pnm ly with

parents, to change qdvene attitudes and motivation tochool and

education.

The bluntness qt' this early approach was softened as time went
by. Two factors in particular-led to a change in emphasis away
from a purely dompenmory approach. First, the decision to
broaden the perspective of the project by working with tribal
peopleledtoa qeepemng awareness of the rich cultural hemage of
the Abongmes and thus to a clearer recogmnon that the notionof
deprivation quite mappmpmte in some situations. The

m influence on the project was the AFEC move-
ment. Consultations with Lex Grey and observation of the first
New South Wales centres led to a growing emphasis in the two

South Auatrmre -schools on parental involvement. The folk -
"~ movement phi

phy, however, did not replace the compen-
satory approacti, but simply coexisted alongside it. Since the two
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are in muny ways antithetical tlus led to an unresolvable; tension
- within the project This is reﬂectedm the objectives that eventually

were spelled out: Ry ’
- (i) to develop the mtellectual nes of Abongmal children
- . and thus prepare them for more effec tiye entry into the formal
. w. school setting; RS .
(i) to contribute to the physncal tocul and emotional develop-

(m) to develop more favourablc parenul and commumty at- -
titudes towards education; and o
%tho involve pnrenumthemnmnaof the centres and thereby
- develop in them a greater awareness of lhe phyucal, mental and
aocmlneedsofthepre-schoolchﬂd oy o
.. In elaborating upon these mm, Rnchudoon et al (1970 S)
.. commented as follows: ; - \
AtMame themmnhdvdynnmphmed Thcfutmonbechsldrcn
bevnwedonlylndumuxtohwhnemmﬂhnculmn(thouhim
expected that the Aborigines will retsin their own identity and contribute to
the Australian culture). The aims are concentrated simply on offsetting the
\ severe disadvantages in which they are placed in relstion to this culture. At
Ernabella . . . the position is different; Here the original tribal culture and
hnluuewmve It has values which it would be presumptuous to ‘write off’,
explicitly or implicitly, in an educational programme. Wlnht the above-
menuonedumsmmnvwdlhmmwbuddedthnof .

(V) toencourage an awareness of, and deVeIop g pride i m, Abor-
iginal traditions and cultural achievements. 3

Thmmwmtobenmevedthmuchbmdlybuedprc-
school programs especially devised to take account of the
conditions in the two communities. Parental education wasseen td
be of equal importance to the education of the child: - :

In fact, it appeared futile to contempiate the latter without the former. Hence'
the adoption at both centres of the broad family education approach, aiming to -
give Aboriginal parents direct responsibilities in the education of their pre-
school children - to encourage them to obsetve, record, become aware and
attempt to reinforce in the home what was being done in the oentre (Richard-
son etal., 1970: 6) ,

Despite this emphasis on parent education; ‘the basic AFEC ,
" philosophy was only partially accepted, and during the early \
. months of the project continuing dttempts were made to
rationalize some of the differences between the two approaches.

The Program s\ "

Staff of the South Australian project set themselves a well mgh
impossible task — that of establishing exp_cnmental pre-schools in
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90 Early Childhood Education of Aboriginal Australians . .
‘two of the most remote communities in the State and hmng them
fully operational within a two-year period, In addition, they were
‘seeking to-involve: parents in the activities of both centres, despite
the fact thdt noreal interest had been expreued by the Aborigmes ,
_ themselves. Furthermofte, neither community. initially had .
- quate. buildings that could be used as pre-school centres. Hencc v
both pre-schools commenced with makeshift accommodation
- arrangements and the promise of federal government funding for
new facilities. Nor could accommodation be provided forateacher = .
e , at Ernabella, thus necessitating the recruitment and on-the-job <
tmmngofthewnfeofoneofthewhnemmonmﬂ'whohadhad ~ .
.some previous teaching experience. Finally, it proved almost im- .
- possible to obtain suitable field staff who were willing to liveand -~
work at Marree. Although none of these obstacles eventually - ‘
— proved . to be ihsuperable, they did lead to numerous dehys,
_ especially “during the early months of the project, thus making it
“impossible to bring the work to a unsfnctory stage of oompleuon IR
in the time available. : o
Pre-school activities were initiated at both centres dunng the ‘
first half of 1970, and with the project scheduled for completion by
 theend of 1971 it thmbecunetheshortettofalluxohhepmpcu,
at least as measured by the duration of actual field work. February |
1970saw the beginning of the program at Ernabella, the children @
' ts meeting each morning on a patch.of lawn adjacent to l\ '

and

the home of the teacher. During the cooler. winger months, how- \ -
“ever, moved from the open air into a temporary galvanized -
shed that provided some warmth and shelter. Despite these dif-
ficulties, the average daily attendance of children at the pre-school
durinig/1970 was 20. Since all of the mothers were employed each b

urng
day at the mission craft centre in painting, spinning, weaving, o
rug-malung and other craft activities, it was necessary to" arrange
with mission. staff to have two mothers rostered each day to amst Y
with the pre-school. - .

Work oii the new building commenced in May 1970 on a site
chosen by the Aboriginal people. A conventional design was used,
similar to that of most white pre-schools in the State. The bricks
were made by some of the fathers and construction was under-
taken by a team of Aboriginal men working under the supervision
of a white builder. The task thus became an adult education
project in its own right, with on-the-job instruction in the various -
skills of bricklaying, window framing, roofing, plumbing, con-
creting, etc. Use of local labour inevitably slowed the rate of -
construction, and it was not until the beginning of 1971 that the
building was ready for occupation. The advantages of this mode of

~ construction, however, far outweighed the effects of any delays: it
had been an invaluable learning ‘experience for the men con-

4
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cerned, wlnlc the Abongmu ngw saw it as theu' own pre-school
that they themselves had built. '

~Following visits to Ernabells in the middle of 1970 by Lex Grey .
mdoneoftheanﬁddmkm&omNewSouthWales,work_. o

was commenced on the translation of the firstof the AFEC parent
wo;kboolu into Pitjantjatjata: A sequential program of activities

"./——— alsowudcvelopedforthecluldren,apecxﬂemphmbcmuplaoed, |
’ - on pre-number concepts, following preliminary testing with a
. Pitjantjatjara translation of the Caldwell Pre-school Inventory

which showed ‘deficiencies’ in this area. The program %as buijit

around eight areas'in which parents could work with their - |

children: indoor play, music, stories, group activities, classifici-

tion and sorting, acumom,outdoor group actxvmet, lnd outdoor

* games. It was stressed that:

(i) The parents should not only mqke the necuury equipment
and show the children how to play with it, but also should talk

about the children’s responsés as they used the equipment. In this .
way the child could hear the parent talking about the colour,

length, size, shape othcr properties of the mateml and learn

(ii). The parents wcre encounced to xntmduce new ideas
slowly Play shotild be directed into discussions about the proper-
ties of the blocks or stones or measures used. Pitjantjatjara words
and symbols might be written but not taught formally.

(iii)} The child should be allowed io play in the way he/she

enjoyed most. There would be times when all the children might -
ome together for a story and a song, but generally the interestof . -
;he children would dictate what they are going tp do. \
and free

(nv) There was a ce betwcen group aciivities
‘activities, between outdoor and indoor play, and all werq centred
' around the parents - the prepnntnon of interesting activities and
i their ability to help the hildren learn through these ativities.
(Rnchardson et al., 1970: prendux B,p.1) T

It. was not unul the end of May 1970 that the pre-school at

.Marree got under way, and even then it had a hesitant arjd rather

* uncertain beginning. The ohly available venue was the local com-

munity hall, an unlined galvanized iron structure in somewhat
dllapxdated condition. Considerible difficulty had been en-

untered in recruiting a smtable teacher, and the eventual ap-
mmtee had only limited experience in working at the pre-school
level, and with Aboriginal people. Attendance varied considerably
durmg the early months, ranging from 2 to 15 children,.with an

average daily attendance of 10. Parents generally were unrespon- -

sive to the overtures of the white teacher who visited each family a
number of times in an effort to promote their interest and involve-
ment. Eight mothers attended on \t least one occasion, although

!
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only three became actively involved on a régular basis. Part of the
‘difficulty was the existence of different social groups amougst the

, . Aboriginal and Afghan ‘people, so that if certain failies par-
ticipated.in an activity then other familiés were unwilling to do so.

As at Ernabella, a teaching program was developed. at Marree
for use with the childén. The introduction to the program
(Richardson et al., 1970, Appendix A, p.1) provides a concise .
summary of its salient features; - : e

-
<

Thefolkrwin‘mammehhm&dnlwdcfoncﬁvitmmmcmaghml,
rather than as a prescribed syliabus. Formal instruction is not envisaged.
~ Instead, as children become interested and ready for the activities, more
directive teaching will be employed. The basic aim of the activities is to
: ' pmvndem' lﬂil:!hll‘hﬁn. enviroament in which lh;:hnldnnf can learn,
. though the programme is ementially an informal one, it is intended 10 | :
) i .. provide a coherent framework of sequential activities. A thematic approach -
y has been emplk ,incorpuntinahn(uqﬂndnumbeuctiviﬁu,ﬁnemq;or ,
co-ordination skills; and health and hygiene practices. By using a co-ordinated
theme for these \of development it is hoped that 8 meaningful and =+
. . interesting framework will be provided for the child’s learning. ‘ P
. The themes begin with the child and gradually expand into a wider social _
environment. The last theme, ‘The School’, is purpoiely placed in order to
- smooth the transition from pre-school to school. It is envisaged that each
AN  theme may take one, two or even three weeks acconding to the interest shown |
\ i in the topic by both mothers and children. As the mothers and grandmothens ™ |, .
N | participating in the ' become moresconfident in the pre-school
. |'situation and more aware of thé needs and learning processes of the children,
they may suggest more activities and be able to implement them. The emer-.
gence of additional, spontaneous activities, and even of further themes,
should be encouraged whenever possible. - .

\

The following 12 themes were used in the program: faces,
hands, feet, me, mum (i.e. mother), baby, home, our pre-school,
- the hospital, the railway station, the shops and the school. The full
program for the 'second of thése themes has been reproduced in
Figure 12 in order to illustrate the basic approach that was

. adopted. ' c -

After the difficulties encountered during the first year of opera-
tion, 1971 saw quite remarkable consolidation in both centres. At
Ernabella, the new p\ri-school building had reached a sufficient

. . stage of completion for it to be used when pre-school resumed.

- -~ The white teacher who 'had supervised the activities of the pre-

‘ : school during 1970 submitted her resignation at the end of that

| B year, her place being taken by Angkuna\,\gne of the Aboriginal -

» : mothers. Angkuna previously had been a‘teacher’s aide for a

period of over 10.years in the lywer primary section of the school at

Ernabella. Although not experienced at the pre-school level, then,

her considerable ‘on-the-job’ training and experience at the school

helped her to settle quickly into her new role. Angkuna had four
children of her own, two of pre-school age, and so understood the

as
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LANGUAGE ACTIVITIES
* Finger chymes and games
o Simple puppetry

® Short stories

[ ]

lnuduut i talk accompunying all
other ativities

Songs and simple singing games

- Listenming games; ¢.. shut eyes
and recognize sounds, guessing
games involying animal nm-.u,
[HI
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NUMBER ACTIVITIES

o Measurements: Have an activity
box in which the children cellect
HEAVY srones and LIGHT
stones

o Sparial Knowledye: Playing with
a ROUND ball. Bounce or hitit
HIGH gnd LOW

. (Jm\ajuunon(mmm ASETof-

" mothers und a SET of children.,
SETS of round tins and other
shapes

o Number: 2 hands, 5 fingers

2

'HANDS |,

e

FINE MOTOR SKILLS

\

o Feel your own bands

& Feel mum's hands with your
honds

o Clap your hands

o Activity box with different tex-
tured materials in it to feel and
ditferentine

e vy on old gloves

o DPraw with your {ingers in sand

b und in finger paint’

o T'race round your hand i sand

i or with a pencil. Do the siume

o with mum's hand

T Ciiching i TREOWIng balls

‘ ._.J
SO U SRR S U SO T RSP UROP PRI

HEALTHAND HYGIENE

& Wushing our hands:
before we cat;

after goirg to the toilet
(mothers o supervise
children in the toilet).

o Soap and nail brushes available,
mothers to supervise

F igure 12 An example of the program at Marree

\

needs and aptitudes of young clnldren. Furthermore, her particu-
lar position in the kinship structure of the Pitjantjatjara people at
Ernabella made her'admirably suited for such a job, particularly in

giving her authority to discipline the children.

Two other mothers, Pulya and Tjampuwa, were selected by the
‘Aboriginal people to be Angkuna’s helpers. The translation of the
first (preliminary) New South Wales parent workbook had been
completed by the end of 1970, and all three Women embarked
upon the parent education program under the guidance of the
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pronct co-ordmator, subsequcndy completing the workbook and
receiving letters of acknowledgment from the Department of [
.. Adult Education at the University of Sydney. Unfortunately the
“mission craft centre continued to require the attendance of all
other mothers. In general, then, they were unable to participate in
. .pre-school activities, nor did any other mothers undertdke the
t educauon progri.ii. The pre-school therefore was not an
. AFEC in the true sense, although responsibility for its mamge-
ment did rest with the Aboriginal people themselves. ' ‘
= In addmon to use of the workbook, several other steps were
taken to pnovnde training for the three Aboriginal mothers who
. were running the pre-school. Arrangements were made for Eileen
Lester, field ofﬂocr with the New South Wales project, to spend
| t weeks at Ernabella during the second term. As a tribal
r ) K riginal f-om the western desert, Mrs Lester was readily ac-
" cepted by the Ernabella people, and she was able to playam
. effective role as a resource person and parent educator. During the
third term a Maori play centre supervisor came from New Zealand -
-and spent four weeks working in a similar capacity at Ernabella.
Fuully, towards the end of the year, Angkuna spent three weeks
as a'guest of the New South Wales project, gaining valuable insight
and experience from direct participation in the AFEC movenent.
Meanwhile at Marree some very encouraging progress had been
- made. Following the resignation of the teacher at the end of 1970,
. arrangements were made with Lex Grey for a Maori play centre
supervisor to be based at Marree during the early months of 1971.
She was able to spend 10 weeks there, her role being to develop
- and extend the program of activities for the pre-school, to encour-
“"age the involvement of parents, and to traif a state Education ———-
Department teacher to take over from her. She also was asked, if
| possible, to broaden thie scope of the pre-school to include not only
Abonmnes but all young children and their parents in the Marree'
~ community, regardless of their ethnic background. To her great
credit she was able to achieve all of these goals. This was largely -
due to her remarkable ability to communicate with both parents
and children, and to her capacity for sustained hard work despite
sctbacks and difficulties. |
| From the beginning of April 1971 the state Education Depart-
| ; ment released from teaching duties the headmaster of the Marree
| school, thereby freeing him to develop pre-school and adult educa-

- tion activities. For the remainder of the first term he worked in the
pre-school, receiving on-the-job training from the Maori super--
visor. Following her depmure;he assumed responsibility for run-
ning the pre- lchool, maintaining the previous pattern of opening
for four mornings each week. At the beginnir.g of the second term
the pre-schOol/vas able to transfer to a large classroom, part of the
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oncmalMarreeqchoolwhnchhndbeenrephoedbynnewbmldmg
The classroom was under the same roof as the headmaster’s resi-
dence, and when a new home was built for him the following year
the pte-lchoolwuable to occupy the entire building. As at
Ernabella, every effort was mude to provide supplementary re-
sources and training: Eileen Lester spent one week at Marree on
her returt . from Ernabells; a second Maori supervisor visited
Marree for two weeks during third term; and the school head-
mutenpepttwoweethewSouthWala,vmnnaboththe
Sydney and north coast AFECs.
: y there was considerable consolidation at both centres
during 1971 The major contributing factor undoubtedly was the
work of Eileen Lester and of the two Maori supervisors. The
project terminated at the end of the year, the Marree pre-school
being taken over by the state Education Department and the
Ernabella pre-school by the Australian Presbyterian Board of
- Missions. Thus, although financial support from the Bernard van
Leer Foundation finishéd at the end of 1971, both pre-schools
ha\'ebeenongomgvenmmmdconunue to operate along broudly .
sumhrlum :

The Evaluation .

Evaluation of the South Australian ptonct pooed pnmcuhr prob-
lems, especially at Ernabella where any tsting materials required -
translation into the vernacular. After a wide review of available
materials it was decided to modify the Caldwell Pre-School In-
ventory (CPSI) and produce s version shat was suitable for use

. with Pnuntut)m children. This was administered to all children
thought to be in the four to five year age group at Ernabells at the

SFUWO ,and again at the end of 1971. Small groups of children

at/two other Pitjantjatjara communities in the far north-west of

uth Australia also were tested, thus providing a comparison
groug. Each child was questioned separately and orally in his or
her own language by one of the mothers under the oversight of the
project co-ordinator. The relatively small numbers of children
tested eliminated the possibility. of using conventional statistical
techniques as a reliable means of assessing the effectiveness of the
program, and data analysis therefore was confined to a detailed
inspection of raw scores. Overall, it was concluded that:

(i) All groups of children obtained high ratings on measures of P
personal and social relmonslupl, for amongst tribal Aborigines
the children tend to mix very freely with the whole community, ‘.
and to know the names and family relationships of most indi-
viduals within the community. The pre-school program appeared
to have a negligible influence on this aspect of development. This

-
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W is undmundablemviewof thclughlevel of development already
"y noted amongst the children.
T (n)Thaemmmeueinthechndunaknowledgeof

. their environment, although once again most chnldrenbepnprc- |
school with well developed abilities in this area.

. (m)Tbmmamllimpmvementmknowledgeofbmc

number\concepu aithough children experienced difficulties- -
‘in tlmnmductothemdedmrpnce Pitjantjatjara and
‘western systems of numerstion.*

(iv) Most children showed improvunent in motor ability md
colourreoo.nition They generally could draw lines, circles and
squlm.mddaomabletomtpacmmoﬂhmownapm- ‘
ences in thecamp. -

Unfortunately no funhenttpt: have been made since 1971
to evaluate the progress of the children at Ernabella, and the
evaluation of this part of the South Australian project therefore is
based on a very limited set of data. Conclusions can be couched
only in the most general terms: it appears that the program at
Ernabella had some success in improving the abilities of the
children in several of the areas measured by the modified CPS1.

- Formal testing of pre-school children at Marree also proved to
" be of limited value and therefore was confined to use of the PPVT =~
together with an English language version of the modified CPSI;
Tesungwumpplememedbythemeofobmnnondmdnhat B
were devised to give as detailed a picture as possible of each child’s
development. Teachers were asked to complete a comprehensive -
revnewuun;themordsonmmdmdudbuumthuchchddn :
approximately six-month intervals. A major limitation in the Mar-
ree evaluation \was the complete lack of any control or compafieon
groups. Furthermore, all analyses were based only on inspection
of m;n score data. At the end of 1971 the following conclusions
were drawn: ,

Ovenall, the grestest improvements shown by the children attending the
Marree pre-school in 1971 were in the area of language and communication,
By the end of the year most children were interacting verbally with each other, -
with their mothers, and with the teacher. There also wis a very marked rise in

1

*Aboriginal concepts of number ire based on a more sbetract system thnt
relies less on linear perceptions and quantification. There is therefore no
counting system as such, and in most Aboriginal languages there arg no words
for numbers greater than two or three, Because of its complexity, the Abo-
riginal number system is very m.dequutely understond by whités, and the

- present ‘authors know of few serious attempts to develop a themntice
' cuericulum for Aboriginal children that is based on their own p ilosophy of
numeration,
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© to use conventional statistical techniques, and analysis ore

was based on inspection of raw scores. To facilitate this analysis,
all children who had attended pre-school were allocated a rating on
a 10-point scale that took into account both duration and regu-
larity of attendance. The outcomes were not unexpected:
inspection of the data yieldod no evidence that the Marree
school programme has had any lesting effectivencss in terms of the
children’s cognitive abilities, at least ss measured by the ITPA and
the PPVT". (de Vriesetal., 1974: $) :

The lack of observable outcomes at Marree was due to 8 combi-
“nationoﬁ.cton,inc!udlnﬂhenhdnlymﬂnmhuo&hﬂd:u
involved and the attendant problems of research design, the
irvegular pattérn of most children’s pre-school attendance, the
inappropriateness of most standardized testing instruments for
children such as fhese, and the generally depreseed situation that
continued to exist at Marree. The report on the follow-up study
provided an apt conclusion:

:

Problems in evaluation not only were confined to children’s performance on
specific tests. They encompessed far broader issuss and served to highlight
how closely resesrch s tied to valiies in owr society. Thirion (1973) mentioned
the conflict experienced by ressarchers in wanting to be blective and at the
same time useful. Resesrch in compensatory education hes traditionally de-
manded objectivity which took the form of rigid design, the manipulation of
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" 98 Early Childhood Education of Aboriginal A';mdliam
readily identifiable varisbles, and the use of particular evaluative strategics to
determine

the extent 1o which aims and objectives were achieved. These

umucdmpt:ud}“c::dledto account for the unobeerved and
.dynamic eleshents of real- tuations and hence many findings proved.
cither inconclusive or invalid. e
“Marree has been no exception (o this, and the strong conclusion of this
follow-npuudyinhnme,ommdﬂuibklppmchimuded,bgthn
. the level of teaching and of research. In particular, there is o need for closer
- meshing between school and community, and for more descriptive and
person-otiented modes of ongoing evaluation. (de Vrieset al., 1974: 15-16)

The Achievements - ' o : .
The South Australian project did not live up to its original expecta-
tions, and in the Jong run its achievements have been relatively
limited. There are scveral reasons for thiy -
First, the brief duration of the project imposed severe con-
.straints, particularly in terms of acceptance of the project’s objec-
‘tives by the Aboriginal people themselves. The original plans fora
project of two years duration were quite unrealistic. One simply
cannot work within rigid time constraints in Aboriginal com-
munities, for as Lex Grey (1974; 42) points out: L

+ . . there is for Aborigines no linear tiriie, no beginning, no end, buta cycle or
shallow spiral of time. Each Aborigine is alive, was once before alive, and will
be alive again . . . As there is no past, there.can be no future, only an ever
expanding present. | :

Project staff were not sufficiently sensitive to this aspect of Abon;/
inal life, and there was an inevitable culture clash between the
western drive for quick results and the Aboriginal attitudes tg*ime
coupled with their prolonged and very careful consideration offany
proposals for change. ' ' -
" A second problem lay in the very remote locations selected for
the project, which led to difficulties in recruiting suitable field
stafl in the first place, together with subsequent limitations in
communication between field staff and those attempting to ad-
minister the project from Adelaide. ' \
The third problem was of a different kind, and arose from the
. tensions generated within the project by conflicting objectives.
Attempts to weld together the folk movement philosophy and the
compensatoy education approach were not successful, and hin-
dered effective Junication with Aboriginal parents. Particu-
larly at Marree, the Aboriginal people never really understood the
rationale of the project, anid therefore were not in a position to
make a firm commitment to it. The blame for this lay firmly with
project staff for never resolving amongst themselves the ambi-
guities of the project’s aims and approaches. '

s
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Despite the ebove problems, a number of achievements can be

 documented. First, of course, was the fact that two pre-schools
‘were established at an earlier stage than would otherwise have

occurred. Speculation as to the extent to which the project ac-
celerated the development of pre-school facilities for Aborigines in
South A is a difficult'and inconclusive task. Nevertheless,

‘when the mmmeucednathertbemtemnhefedml

govem,menthedehownmymmmptwﬂluﬁnmelmd_
inistrative support in this area. Successful negotiation of fed-
t funds for building the Emabella pre-school ap-
pears to have served as a precedent for subsequent fedéral commit-
construction of Aboriginal pre-schools elsewhere in
ia. Furthermore, during the two years immediately

South A

. following the termination ofthe project, a number of major de-
: velopt;ed'n occurred at themtelevel thmchenputhenmauon
- cuite y:

" Bytheend of 1972. . lthe]SomhAmtnlunDep-mtodeueeuonhed ‘

mummwummmdAwmmm :

throughout the state, thereby setting a precedent for other states in Australia.
There are now eleven fully operational Aboriginal pre-schools, including
those at Ernabells and Marree, dmmmmmam
nal teacher sides. TheSwthAmeMnDem:dMMmhhtm
t all pre-school centres with the exception of Ernabella. A full-ime pre-school
adviser who visits all centres including Emabelia was appointed at the begin-
ning of 1973, An in-service training coursé of seven weeks duration was held
fonheﬁmdmeetthebqhniuonnafudlmmnvolndmmonnnd
_pre-schools. (Rnchmhonend'l‘uldlk. 1973: 38)

In the opnmon of the present writers, these developmenn would
not have occurred so quickly had the project not provided the
initial i unpems, especially by encouraging the interestand involve-
ment of senior administrative staff of the various agencies as-
socmed v7nh the project. In fact, it would seem ressonable to -
that' the project was instrumental in getting the South Aus-

) mhan F.duceuon t to accept responsibility for the

pre- -school education of Aboriginal children throughout the State.
Itis therefore concluded that the project not only helped to bring
forward by at least 12 months the development of other such
centres il South Australia, but also ensured that all centres were
fully mtemted with the local primary school in each community.

The project also had a considerable influence on the way in
which the other centres were established:

(i) Several lessons were learned from the pitfalls and problems
encountered at Marree and Emnabella, thus allowing a smoother -
beginning for the later pre-schools. For ple, sporadic attend-
ance by the children at Marree highlighted the need for transport.
Consequently, when the other centres opened, this wps usually

<
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pro:ltded right from the sun, generally with very enoounzmg :
results,. .

(if) The teaching promml developed by pro)ect staff provxded
a foundation for the curriculum of the other centres, and in the
carly stages at least the new pre-schools drew quite heavily upon
the ideas and approaches that had been unplfmented successfully
at Marree and Ernabells. !

(iii) The concept of parenul involvement was a central feature

“right from the beginning of the other centres, and undoubtedly "

was intfoduced as a result of the AFFC movement in New South -
Wales and its subwquent influence on the South Austnlmn 3
project. ’ ‘
(iv) The close association that developed between the pre- -
uhoolmdthcprimnrynhoohtermhuhli'htedthnmpon
ance of continuity in the early education of Aboriginal children.

 Subsequent pre-schools therefore were established in close prox- -
" imity to local primary schools, and teaching staff from both. -

worked together closely. An incidental benefit of this association
was ah increase in the degree of parental paticipation in the pri-
mary schools. As parents, and especially mothers, attended pre-

schoolmththwchddnn,thcyheamemmfnmﬂmwithmﬂf*' o

mmmmauy,mdmmfdtmounmmthepnmry
sc ‘ ,

Finally, the wider impact of the project needs to be assessed. In
mrocpect,xmdemhmhepropctwnoneoﬁheﬁmmpmken-
mSouthAmunlumamappmhtoAbodmdedmﬁonmd
welfsre. Despite its limitations, therefore, the preagnt writers

. 'believe that the project did play a small part in activating the
changes that followed. ltlhohelpedtocementdomworkm.
relationships between staff of the various government. depart-

ments that were concerned with Aboriginal welfare, and en-
couraged them to think more extensively and creatively about the
needs of the Aboriginal population of South Australia.
lnrelnuontotheimplctofthepronctouuidetheSme,it .
should be noted that representatives of the South Australian Edu-
cation Department sérved on the interdepartmental committee

-that planned the Katherine project (see Chapter 7). Their experi-
- ences with the South Australian project certainly influenced the

namreofthepro;mnu Kathenne,upemllymmmchu
parent and community involvement, provmon of transport, and
continuity of education. |
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. Residents-of the Nogthern Temtoty ‘often eomplnn that the:r

7 needs have been neglected ‘and misunderstood by people elsc-

where in Australia. Llchuunﬁlmmdytheheneﬁuofmyform

of self-governmen _;thmhumdonundonbtedlymmmﬁed ,
bycontrolohhe erritory from Canberra, some 3000 kilometres
away. Educational mamuceofputinﬂnconm,due o

_largely toan  complex system of education involving
,dnvmonofre‘pombﬂi between several government depart-
ments. TheNonhemTemtorynlsohuamuchhuhupercenuge
of Aboriginés in its population (almost 27 per cent in 1971) than

~ any of the States, and tontains the highest number of Aborigines

hvmmhmmmdmdanmuwbuemubondaofm
tional cyltute still prevail. Hezice a wide gap has existed between
the educational feeds of Aboriginal and white children, and this
helps fo explain why there were two separate systems of education
in the Territory prior to 1973, -

(i) Thé Education Branch of the Welfm Division of the Com-
monwealth Department of the Interior was responsible for the

administration of special schools situated on’Aboriginal missions |

,and settiements. This branch had its own teachers and used a i
+.curriculum especially designed to meet the needs of the tribally '
; oriented children in these schools. Considerable emphasis was

placed on literacy.

(ii) The Northern Territory Education Branch of the then Com-
monwealth Office of Education contrulled the Community schools
in which, generally speaking, there was a preponderance of white
children. Since they generally lived on the fringes of white town-
ships, most part-Aboriginal and detribalized children also .
attended these schools. The Commumty schooll were staffed by
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years, nor to the needs of Aborigines alone. Nev
- work progressed, it focused increasingly upon children at the

" of Aboriginal dmcn&

'-ﬂlMtohmaderﬂlbkfwunbythe

”~

teachm secouded from the South Australian Education Depart-:
ment, and they followed the curriculum of that State. In general,

~_the teachers were not trained to cope with the needs of their

Aboriginal pupils, and the curricylum was llrgcly mlcvant for

o such children, -

"In June 1969 a fact-ﬁndmg tour of Northern Temmry schools

wuundmakenbyMﬂcolmmedjoyoeSmw,thenmm

- isters for education in the federal and South Australian govern-
-ments mpecuvely Inevitably they were confronted with's wide

" range of educational ptoblumlnpnmcuhr they found that
" innovation was being stifled, not through lack of teacher initiative,

but because of unreasonable administrative delays snd the inflex-

~ . ..,ible organization of government départments. Of special concern
was the poor progress being made by Aboriginal

Community schools. It was obvious that classrooe/teachers were

frustrated in their efforts to improve situstion for .
Abodyines |

becaunoffutmhcyoodthdreonuol

| Aumunothum,moomrmpmm.uppmo@
other federal ministers for the establishment of a small inter-
- tal committee of senior administrative staff augmented

byothermﬂ'wbocouldbeoo-opteduraqmred The visk of this

committee was to advise on the needs of dissdvanfaged and
| Abo ‘students in the Northern Terntory

, and arrangements were made for an im

late in 1969, the first at Canberra and the second at
town of about 3000 peopie located some 370 ki

| of Darwin. Dunngtheweondmeedn'dmudom - held with
. local community. ltmqreeddmmmn.' p

should be established at Katherine, with special emphasis being

placed on.the development of communication skills. The commit-

tee felt thatdlepm)ecuhouldbeoftwoyundun',mdthnt

the outcomes of the experimental pmgnm should mnde avail-

Northern Territory, and by February 1970 a set of guidelines had
been formulated and a special teacher appointed.
The project was not oriented exclusively to the

pre-school and mfnn{ levels, and catered predominan

The Katherine Pro]m 103 ‘
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The Objectives L 7
Anlﬂmmp,!hemmmmldedemled umnbontthe
needs of disadvantaged and Aboriginal

schools throughout the Northern ‘l‘en-imty conc(uded thlt
the following factors contributed in v dqreutothelow
mdemc.chmmtofthueuuden :

-, environmental factors such as poor Kousir ,lowfamnymoomes'
- | and deficient family care;

®,. poor school attendance due to 1 .ﬁobthtyofthepopuhnon,
mldequunuuiﬁonmd icisted héalth problems, lack of
" sleep, mdmbihtyofpnen toaeethcneedforeduauon,

" o' exposure to educational ¢ thltbomlmle,lflny,’

relationship to the child’s persons mthotfutureneed:

. uate preparstion o tuchmfonhednﬂicuhmkofwork- _

ectively with Abg children;

o mofmmmym . .choommommtrmmm,

e limited ition by teachers of the child’s communication ”
dlfﬁculnu( mn, for example, spoke Englnh at home);

0 verylimited teduution

Thummm problemn uuduthebuuforphdnmx .

. specific' details of th wotktobeurﬁedouutl(nhmnedunng

1970. Members of/the committee were pnmnonm
with a project to implement - not fof them tl of sophisti-

‘catedexperimcn dumortheluxuryofehbomethedrcnal |

. [Th mundetconudbnblepmmtopm- L
duoeuncible 'uqmcklynndooadoptedthepngma o
approach of functional tolutions 10 the problems. In this
way they had tf uoiectopmuomlmthm:h:eemontluoﬂhw

- initial meetir ,hamwdomyuponthegmdmnofm- :

vuuggnn. communication problems of the children and de-

 veloping spefi Enﬂnhhwpmmm,pmaculnlymtﬁe

infant grades.

It was nc unultheendoflwo,fouomngamﬁdmwof.~
progress during the year, that the committee actually put together -
a set of ob 'ves They started with the general aim of using all
availgble fesources to ‘enable the Aboriginal and underprivileged
children/at the Katherine Area School and the Katherine Pre-
school fo in accordance with their ability’ (Hillas,
1974;'29). A number of specific aims then were elaborated:

(i)! To make bers of the Katherine community aware of the
problems, to in them s sympathetic understanding of the
needs, and nektheuoo-omtnnmmmmeachoolmiu
activities. :

i) To' volvethepqrenubydevelopmamthemm.wmnm .
pf the of their children. ln pnmcular, an sitempt wouldbe
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mnde (l) toencoun;ethechxldren sfathentobecomemmested' ' . ,
in their school activities; (b) to enable the parents to further their S
 own education if desired; (c) to creste an awareness inthe parents: . .
-oftheneedforeorrectdmudmfﬁmtdeep,mdtouubhah ' R
habits of hygiene; (d) to assist them to establish their self identity; - A
. - and (e) to assist-them t become part of the total school com- | —
o . 'mumty,uhutheireqmlplmmthdiqundumnnce T .
AT (m)Tomt,mdwhmmy mmevetymcherto . K d
become an integral part of the project.
’ (w)Toptwndefortllchﬂdnnlﬁirmdunbmedsylhbm- : S
'.whxchwouldmpmatefwtbemmdcﬁmmthenr
envnroqmentmdmonnmnbemtomwhnchcotmpondedto
those of the school. .
v) Todevelopuympntbehcnnﬂeﬂhndmzoﬁndjviduddxf
ferences among all upeainymthnprdtochlnmmd‘
€CONOMIC status., - )
_ . (i) Tommepeoplemmmmdumﬁnnmwmnymdm
L -rehnontoothcrmpt,andtodedwhhthmmﬂ busineumd
v« personal problems. -
| o (vid) Toembluheﬁndnwoﬂheproiecttobemadeamhbk ,
" to other community schools in the Northern Territory. \

- These are a mixed bag of objectives, reflecting neither a single
" philosophy nor a unity of approach. In fact, the fourth and fifth
~ aims dre not even compatible, for how can one ask teachers to
, compenuteforenwmnmennldcﬁcmdumdltthem&mev
develop a sympathetic understanding of cultural and economic -
differences? This confused logic obviously stems, as in" South
Australia, from attempts ‘to weld the compensatory, tducation
. model wnthamore eommumtyandpuent onented aypronch !

| The Program ' \

The project at Katherine had a ln;hly pnsmauc orientation, and
the comaiittee’s first concern therefore was to appoint staff and
obtain equipment. Peter Lewis, a person with wide and successful
experience in Northetn Territory schools, was seconded to the
position of project teacher, His initial list of responsibilities must
have appeared quite daunting, and it is t his credit that he tackled
the work with such vigor and commitment. Hillas (1974: 13)*
reports that among other things Lewis was expected to conduct
l classcs in English language for groups of children suffering from -

~ *The only major report on the Katherine project is a two-volume cyclostyled
document prepared by Miss H.S. Hdlu, who was a project teascher during’
1973 and part of 1974. The report is based on minutes of meetings, progress
reports prepared by various project staff, personal ohurvmom, snd | mter
views wnh various people associated with the project. '
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commumcanon problems to provxde in-service support to the
other teachers in the field of language and communication, to

foster parental and community involvement, to help with adult - o

education, and to lisise with the pre-school. An
Aboriginal teaching assistant was appointed to work in close col-
laboration with the project teacher,. andhtermtheyeuammon
was employed as s member of the school staff. She was expected to

‘supervise the cleanliness, health and physical well-being of all
~ children, and to maintain close liaison with parents and health
- officers. The project staff were provided with a car to facilitate

.- parent and community coatacts, an air-conditioned classroom,

and a useful range of teaching sids and equipment.

/" Although a prompt start had been made, thcuplomory}hturl- .
ofmuchoﬁhewotkoemmhnvehmpmdthepro)ectdunn}m -'

- first year of operation. In first term the teacher spent each morning -

. Nevertheless, the children were- receiving far more ‘ini vndual o

*working with groups of children from all infant and primary _

srldawbphpdbmwithdrlwnmmmmuhchuﬂfor"'3

'shon(l lo 25-iminute) lessons. No special program was followed.
The teach appwuohavedmodﬁecurmulumubewen;,

- along, dnwln; upon traditional nnthodiof language stimulation
_ such as pictures and nm talks, 1 ,» linging and poetry, sen-

tence drill, and so0 on. In second t approach was aban-
donedmfavourofulecnu”chddre f the first four grades

and forming them into a special t'mér for the entire
_morning. Once again, fmlytndmonll techmquammtohave o

been used to stimulate oral and written language development.

attention than would otherwise have been the case, they were .-

attending school more regularly due to close liaison with pérents, :

and the strong interest and commitment of the teacher must in
itself have been of considerable benefit to them.

-,

An important feature of the project was the very extensive

contact that was made with A
teacher often visited the camps early ini the morning to meet with
families over breakfast. A useful side-effect of his presence in the
camps at this hour of day was the added inducement it gave for ‘:7

- children to attend school. Afternoons also were free for visi

encouragement being given to other teachers from the school to
accompany project staff. It was felt that this would broaden the
insight and understanding of the teachers themselves, as well as
contributing to; improved relationships with parents. Hillas
(1974; 19) prov:deo the followxng report on the visiting program:

{The project teacher] states that little was obtained from the first few visits,
but gradually parents becathe miore aware of the need for schooling. Children
were bettor fed, and began to attend more regularly, Parents also started to

parents. The project .

takenmofmmtemtmmknmhomemdbenntocomulon.tovinit '
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. school teachers, or in taxis paid for by the Welfare Department.

l

" concentrated particularly on the development of language and

The Katherine ijm 107

classes themulvumdulkwuhthehudmmcnndmchm Clnldrenbmn
to be more interested in their own sppearance and 0 sce themselves on s
parallel with the European children. Thcywmmnahotohelpthcu
youn.erbmhenmdmtm :

l'hepreuchoolat Kldmncahowamtended to become an
integral part of the project. Although the value of pre-school
educution generally had been acknowledged ip the Northern Ter-
ritory, no Aboriginal children had been enrolled at the Kathetine
pre-school prior to 1968. The situation was little different in other
__parts of the Territory. By May 1970, however, there were 13

~ Aboriginal children enrolled at Katherine, although sttendance

was irregular in some cases. Purental involvement was minimal. As
a result of the continued efforts of the project teacher to liaise
 between Aboriginal parents and pre-lchool staff, the situation
improved markedly during the year. Transport was regarded as
cuentiulbecauuoﬂheduumoﬂhem from the school,and
tlnoppommtynpvetolupinmhwiththcpumn Despite
the difficulties involved, transport was provided on a fairly regular

besis for many of the children, either with the matron, the pre- -

By October, some 30 Aborigiives were attending on a regular basis.
The achoolbecmenmdimdymvolvedmmepronct
~ early in 197 1, following tlie appointment of 4 consultant to advise
on the educamn of Aborigines in all Northern Tenitory Com-
" munity pre-schools. She was able to spend a cousiderable amount
of time at Katherine, mdnmoremmuemdmnﬁﬂlyphnned
' approach was adopted. Seventeen of the Aboriginal children were
allocated to a special group that met for five mornings each week.
Two trained teachers took resprnsibility for these children, and

number skills. The day-to-day program was based largely on the
Bereiter-Engelmann curriculum (see Chapter 3), although the
teachers did not use the highly intcnsive tesching methods that are
usually associated with this approach. Aboriginal mothers were
encouraged to accompany their children and to remain a1 the
pre-school with them. On two or three afternoons each week the
two teachers visited camps around Katherine and conducted i in-
formal play groups with mothers and children.

Meanwhile a number of important changes had taken place in

~ other parts of the project. Following a careful review of aims and

achievements at the end of 1970, the project teacher adopted a
stronger sdvisory role within the school and spent the early weeks
of 1971 working intensively with teachers in their classrooms. He
also initiated fhore in-service work through regular meetings and
planned discission with groups of teachers. The special class was
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not reconstituted until later in the term, and it was reduced to
almost half its previous size. Additionally, a preperatory class was
established for those newly enrolled five-year-olds who were con-
sidered too immature to cope with the demands of the normal first
- grade curriculum. After-echool youth clubs, parent liaison and ‘
- adult-education continued as an integral-part-of the project during ———
1971, mostly on & wider scale because more teachers were willing
- to be involved in activities of this kind. '
The project originally was scheduled to finish at the end of 1971. .
wdeddedt&:n mdnmmm date, homeri;‘d&pimhe :
! to replace all project senior personnel school
‘due to transfers away from Katherine. This lack of continuity
must have had a detrimental effect on the project, and highlights
- one of the ongoing problems in remote schools, that of rapid staff

turnover. ng 1972, for example, no fewer than four people
occupied the position of matron at the Katherine school. Some of * -
the di were offset by the appointment of an assistant -
mﬁ;ct X in 1972 and additional specialist resource staff in

An important decision was taken during the firsi term of 1972
when the opecial classes were disbanded. It was felt that the °

. need
for special transitional arrangements for newly enrolled pupils.

- The two project teachers now were able to devote all of their time -
each morning to supporting regular classroom teachers by team-
teaching with them, assisting with programming and lesson plan-
ning, and introducing parents and teachers both at school and in
the home. Additionally, they continu~  the practicc of early morn-
ing camp visits, as well a3 spending ..  “ernoon visiting homes,
assisting with pre-school work am. ! groups, and organizing
sporting activities, youth clubs and adult education literacy

' Clmﬁ ' -
i A second important development during 1972 was the establish-
ment of d transitional pre-school for children under the age of four.
It develdped out of the informal afternoon play groups that the
pre-school teachers had organized, and sought to provide experi-
ences that would allow the children to take greater advantage of
- regular pre-schooling. Strong emphasis was placed on family in-
o volvement, language activities, cleanliness and hygiene, and the
provision of a balanced daily meal. -
It is difficult to ascertain just when the Katherine ptoject fin-
ished. It certainly continued into 1973, despite recurrent problems
of staff turnover. The interdepartmental committee that initiated
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llwpropectwndnbmdedbythemiddkoﬂﬂ3upmofuluse

?hre-omninuonthnuniﬁodllhdmmnlmmthe
- Northern Territory into a single administrative department. Re-
ports from the school, however, indicate that the project was still
bemudmﬁﬁedumchdumlim,mmteofhckohpeml
! funding o outside monitoring.
It speaks well of the project that its momentim “apparently”
continued unabated long cfter the formal administrative structure

. classes, In this way the project ensbled the aschool to become the
pnmemmfotcommunitydenlopmtinknheﬁne.

The Evaluation

school, pnmculnlv with those children receiving langusge in
mucuonmthupecnldm

The fate of the profiles seems obscure. Project reports make
only one subsequent reference to them: at the end of 1972 a brief
summary was given of an evaluation of the project based on the
‘graphs’, as they were then called. Only four conclusions were . . 1
drawn, and even these seem somewhat vague and inconsistent * |
(Hnllu 1974; 59)

'Theuchmm Ly)inllmdnformthe
development of mcnully mvide a qualitative picture of
the child’s functioning, thul mb Pwnm
prepared. Since they nL ohnmuou rather than formal unn.,
they provided a suitable for the Katherine proﬂlu

*
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work.

110 Early Childhood Education of Aboriginal Ausiralians

(i). The project had met with success in some arcas, notably with
Aboriginal children, and with lack of progress in others, particu-
hrlxwithunderprlvﬂqedﬂumpum. ) -

(ii) Although the special cisees had been disbanded during the
year and the children returned to regular classes, a large -per-
centage of the Aboriginal children still were below average in their

(iii) The graphs indicated that European and many part-

- Aboriginal children were the best participators and had attained

the highest standards.

(iv) Underprivileged Furopeans were the grouj: with the
level of participation and standard of work,

. The only other criterion that can be used objetively to assess

- the effectiveness of the Katherine project is school attendance. Itis

clear from the report that regularity of attendance improved in the

primary school; parent-teacher interactions became more fre- - o
quent; and a much higher proportion of Aboriginal children and -
- their parents became involved in the pre-school program. In these

objectives of the project.
Overill, the formal evaluation of the work at_Katherine was

respects, then, measurable progress was made in acluevmgthe

" quitei uate, and no firm conclusions can be drawn about the

outcomes of the project, especially in terms of its effects upon the
children’s cognitive development and school achievements. In

. particular, it is disappointing that a systematic attempt was o«

made to analyse the data collected using the communication
profiles. : v, .

, !
\

The Achievements

Although the outcomes of the project have ngt been measured in
any objective way, it is clear that it did havé an important influ-
ence, especially at the local level. In concluding her report on the
project, Hillas (1974; 107) had this to say: .

" The project has involved many people and all have played a part in the work.
There has heen a noticeable improvement in the physical well-being of the
children, and this hes contribyted to their intellectual development. Parents
have been actively involved and have gained some ides of what education is
about. Katheririe people can be encouraged by their efforts and should be
prepared to step out and take a lead in future similar projects,

The attempts to overcome thie problems of Aboriginal education
in the Xatherine area thus made encouraging progress during the.
period of operation of the interdepartmental committee. As the -

project was oriented towards family education, with similar at- -~

tacks on the social, health and vocational problems of the children,
it encompassed areas of education extending from the pre-school
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to the adult level. Within the tchool melf,, the following benefits
mm to have accrued:
¢ Regularity of attendance improved submnmlly Chiidren thus

were spending more time at school, and grester continuity was ‘

-achieved in their education.

» Tbeemphnhonhedthuremdnumuonmnlwdmanouce
able improvement in the general health of the children.

°e Grester parental interest and involvement was achieved, and
thelchoolbmmemduc!ylnw(medwkhtbehthaine
* commiunity. :

e Correspondingly, the teachers became aware of the home and

community environment of the children, and were able to provide

an educstion that was more relevant to their needs.

. Moreeffecnnmmmnmmndbemmewoﬂ:of

the pre-schools and the primary school.
Durln'thelmctpmleGmohhepmentwnm

(Whitelaw), who was a member of the interdepartmental commit-

tee at Katherine from 1971 to 1973, paid a return visit 10 the town
tomakeuubnctmumtoﬁhelonwmoumu He

- found that:
‘OThemndtiomlpte-lchoolhtAWndmdothcrdn-
advantaged children was still opersting under the guidance of a
- highly tra edtuche,whobythuhldbamamb«ohhe
* Katherine Area School staff.

& There had been further consolidation of the work of the pre-
schools. By 1976 they were being regarded as an integral part of the
pnmﬂi%hool whermtheypswmdyopemedumme
units.

° Abonmnlpuentsmdthecbmmumtymgenerﬂhndcon-
. tinued to be involved in schooling at all levels.
¢ A much closer working relationship had been established be-

tweenthcmffo{tbucboolmdothupmﬁdondpeopleinthe ,

commumty who were concerned with Aboriginal welfare.
¢ A genuine attempt was being made to provide a pre-school
prognmmkeepmgmthtbeneedsofthﬁ\boﬂgindchﬂdren,
while not neglecting the interests and needs of non-Aborigines.
¢ Although s great deal still remained to be done, the teachers
scerned better trained to work with Aboriginal children, and thus
were more able to understand their special problanundnecds ‘
T above improvements cannot be attributed solely to the
influence of the project. General growth and consolidation in the
field of Aboriginal education during the period under review
inevitably would have led to improvements at Katherine, even if
the project had not been implemented there.at all. Nevertheless,
the present writers believe that the propect was the single most
"’ sngmﬂcnnt factor in achieving such positive change in the Kath-
erine schools.

-
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Refemﬁmﬂymmtbemduolhemduinﬂmofdw |
project. Unfortunstely, during its final phases, major organiza--
mndchmmukhphumtheNorthernTmimedua
tion system, and the culmination of the project passed virtually
uanoticed by those outside Katherine. These changes involved the -
reorganization of the school system under a single authority besed
in Darwin, and the withdriwal of South Australian teachers and
curriculs. Aubouttbemumuchlminthemhn;pohucd
party in Australia (the first for over two decades) resulted in o
‘substantial ahift in government policy. Educationists in the North-
ern Territory and elsewhere were caught up in such a'state of flux
that projects such as Katherine were almost completely over-

It would be wrong, however, to imply that the project had no
-impect at all outside Katherine Despite its geographical size, '
" there are relatively few teachers in the Northern Territory*,and  ~
the informal transmission of outcomes inevitably took place via~
conferences, meetings, circulation of printed reports, staff trans-
fers from Katherine to other schools, and 10 on. While there is no
.evidence, then, that the Katherine project resulted in any major

~~ initiatives or policy changes in the territory generally, it is clear

~ that the lessons learned and experiences gained were effectively
transmitted vis informal teacher communication netwhrks, and
considerable benefits must have accrued thereby in many of the |
schools of the Northern Territory. :

. *The total population of the Northern Tmim in 1974 was 101200. An
estimated 1400 teachers were employed at that __

Aruitoxt provided by Eic:
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The Queénslavnd Project |

The"Setting T o |
During the early 1960s the senios staff of the Queensiand Depart-

‘mant of Education shared thie same concern as theif counterparts -

in other States sbout the very poor scholsstic performance of
Aboriginal children. A genuine attempt was being made in schools -
attended by Aborigines to upgrade the standard of teaching using
conventional remedial techniques: greater attention was given to
the teaching of reading; more money was set aside for the purchase
of remedial reading materials and other instructional aids; and
more lime was spent conducting in-service conferences with
teachers, Nevertheless the¢ results were disappointing, the
children’s performance on standardized tests showing little or no

* improvement, It was becoming evident that a different approach
~ wasrequired. X R

" Meanwhile, the foundations of the Queensland project were
being laid elsewhere in the Department by staff of the research
division, under the leadership of Norman Hart. They had begun a

series of studies in Brisbane on language development of & -

children handicapped by cerebral , defective vision, mental
retardation, deafness and reading disability. Oral language weak-
nesses were diagnosed using the Illinois Tes. of Psycholinguistic
Abilities, and remedial langusge programs then were devised to
cater for the special needs of each group. Although the programs
concentrated. solely on improving oral language, Significant im-
provements also were noted in the children’s reading ability.

In reviewing the approach to Aboriginal education it was felt
that the work of Hart and his colleagues might provide the key to
an effective solution. Thus, when news of the likely availability of
van Leer funding reached Queensiand, a comprehensive submis-

- sion was prepared without delay by Norman' Alford, staff in-

113
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"spectormchu'gcofmurchlndcumculum Hemmtedbya

small committee which included Norman Hart, the proposed

- project drawing heavily upon the outcomes of the Latter’s ongoing

work on language development. Betty Watts, now Professor of

~ Special Education at the University of Queensland, lhophyedm

im t role on the advisory committee. -
mmdﬂued&ommdthcothmmdummm

- that ita prime concern was not with the pre-school, but with the

first three|grades of the peimary or elementary schoal (i.c., with
children between the ages of five and eight). The committee also
dmmmwhmmmmml

" form of English, rather than withi tribal poople who had retained

the vernacular. TmAWmMﬂumnhmduﬂm
for the project: Cherbourg, sbout 300 kilomietres north-west of

. Brisbane; and Palm Island, located some 60 kilometres off the

coast near Townsville (see Figure 14). These were the two largest

. English-spesking Aborigindl communities in Queensland, and”
‘thmoﬂ«edthenummpef«mducﬂuamhaoﬂhekhd' .

envisaged. Furthermore, the two centres were amoagst the most

- geographically sccessibié to members of the project team, and
-bolhh.dthepmedddfumdm-opumwithmdmts

Another important factor in the choice of these sites was the

‘marked contrast between the two centres in opportunities for the

.Aborigines to interact with the white population. Cherbourg,
~ being relstively close to major centres of population, has had s long

history of contact with whites, wheress Palm Island, while readily
accessible by air or lsunch from Townsville, is considerably more

isolated from contact of this kind. Within both communities, .

| however,thelchoohwmmwdedlhnutexclumelybyAbor-

igines, the only white enrolments being the children of teachers .
and administrative staff.

Both communities were established in the early 1900s in the
form of Aboriginal reserves, tight control being exercised upon the
employment, freedom of movement, ownership of property, etc.,

" of their residents (see Chapter 1). For several decades the reserves

were relative backwaters, the Aboriginal people being separated
from w:der community life under the guise of preservation and

protection. Legislation in Queenlhnd during the mid 1960s re-
moved some of the restrictive’ administrative measures ‘and at-
tempted generally to promote thé progressive development of
Aboriginal people. The legislation also changed the nomenclature
of government reserves to that of Communities, and provided for
greater Aboriginal mvolvemcnt in local administration and deci-
sion making.

During the early 1970s both the Cherbourg and Palm Island
Communities had populations of approximately 1200, many of the
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'famiﬁthviubuninpummm i for at least one gen-
eration, The two schools each had an t of about 300

) childrnwhentheuobctmuced.m the school is
~ centrally located, the 160 homes in the unity being built in
rows around three sides of the school. of Palm Island
are more widely scattered, living in - 200 homes along a

- three-kilometre cosstal strip. Thepmtmpopuhdontbmhu

: mmmmmd , and at least 12
-+ different tribal thevmmuplof
older people. An hmh;hmkeddqmoﬁochl
strati that has developed s of the
onpmofthemdenumdthdrm ‘isolation from other
groups. A recent description of life "PalmldmdfmmnnAbor- :
iginal viewpoint has besn provided by Rosser (1978).

- Funding for the Queensland project commenced during 1968,
and by the beginning of the | year three full-time field
stafl had been sppointed, N Hart had been relesied
his college lecturing duties for one day each week, and the first
stage of the project had begun in garnest with a most comprehen-
uveptognjmofbukdm "n S |

y/
The Objectives i

Aborijinllchildmm ucdevelopmentohhechﬂdren
was seen a3 the besic prob) ,mdthmlnngnuevm

described in the documents as being povethhed’ ‘retarded’,
‘insdequate’, and ‘deficierit’. Members of the project eommmee :

therefocecmudmdthttthmﬁmmkwutomvaﬁutethc

extent and manifestations of such deficiencies as limited vocabu- © -

lary and syntactical structure, inability to handle abstract symbols
and complex language forms, difficulties in developing and main-

taining tbouaht sequenca verbally, and restricted verbnlcomm— -

hension.
The above emphuu shifted very quickly during the first year of

field work. Two fpcton seemn to have been responsible: (a) the

personal philosophies and
workers ismc:ed quite

of some of the original field
t line of thinking into the project,

and (b) the experience of data collection during 1969 opened up

newdxmmionﬂorprohctmﬂ‘,cb&obmvldonofAbuluml
children in their natural .4 new awareness of the

social and cultural context of their behaviour. One of the first

full-time appointees to the project, for example, was a highly
qulhﬁed linguist, and' she immediately undertook a preliminary

\
!
|

l ';;é?‘t"d S

strong compensatory education
were quite explicit: the aim of the -

project was to develop a odnpenut«y education program for

. b
Lt T o
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: : Tthlnmlandemt n7 o
S WMY of!hchnmued/mmnnybythechddmmm
.. everyday communication with each other. The following sum-
. mofbumkmmwywimthemdonofw
'.:deﬁmapouﬁdcdmuﬂmmiectwﬁﬁw :

| accomphghthumdonmdnpmbct’nunddyin.phﬂowphy,'
' mdmmemmtuummunmymmwbememme-
~ difference and deficit approaches. This led t0-some of the same :
- ambiguity and tension that occurred in the South Australian pro- - - /
ject. Consider, for example, the inconsistencies between the fol- - .
lowing threemmnenu. all of which have been taken from the
;«ﬁrstmaporrepmonthempctpubhabedbytheQueemhnd
Deplmnent of Education (1970): .

lhefaﬂunofmmtAmMcwdru]unmmdmdmm
7 phyucalormcnulhmdiupbuthhevihblynhudtothecﬂlmrd' . , o
S depnvauonwhlchchlncumuthnmnoritympmthinourm ‘ e
munity. (p. 3) ‘ : S
theQmendnndmLeerpmbcuemmudnllGndelchﬂdm
ntheCherbmullndhthcommumtynhooh,unllur
ssmple of five yedir old Brisbane children . . . Comperison of the mean
per(ommumdmteduovenllmnmdmonoflpmx
imately fifteen months amongst Aboriginal first grade children. It
smuwmm-.mdmmmmof
" the requirements of standerd Australian English, and in no way reflects
ability to communicate with other users of Aboriginal English. (p. 2)
Emphuishbeiuplmdonthedimv«y'dtheuhthpidenlnd
language patterns of young Aboriginal children . . . At no time will

thcrebemymmmthn:\bodﬁull’uﬁnhhnouvdﬂfomof
_ communication. (p. 24)

By 1972, however, the rationale and aims of the project had
been clanﬁed and most of the former inconsistencies had dis-




T ;:;V' _‘ - 'Hl EabrCWB’dummowa ustralians -_'/,"' .
' o |ppmed Thepnmef thcpounve npecuof

r SR | culture. and lan 4 ' to deprivation -
dER e asies tod eange, 4t tok (1974: 114-15) has
. W‘M‘My ' lil»ul-“ pbmmo‘thc

g o project at that time in his sddres Bernard yan Leer Founds-
STEE tion seminar on curriculym aﬂydﬁldhoodp&uauonthnwu,-
- ~ held in Jerusalem during|1972: o \\.
. : ‘ / . ‘ ,

The major aim of the 3 is t0 mm&m r develop facility in

the use of the language srjk usmmm It'is hoped that they

will eventually make use of such English in school andin comper
" able settings. This at should facilitate their cognitive develop-

ment and their lsarn reading and writing skills and should g0 easure a

more successful and satisfying achool career. /

(‘&ﬂ: mdwﬂmﬁn&mﬁnwﬁm?ﬁhw ‘

ten) mww rom thei
diminish the'potency.of the
\ munities. If this were to. happen, chﬂdnnwuld
communicate resdily with their parenty and other bers of their own
\ community, this would result in loés of
to emotional impove ent.
shotld be svaided a1 all times.
It is hoped that through the programme
proficient and secure in the ywo
ils appropriate

place.

The second aim is 1o help mhcmldtodevelopnfnvombleulfoonupt In.
establishing feelings of setf-esteem and pride in self, children need frequent
© experiences of success. | mmpmantdqnbetucherhewndnuocﬂym
‘of each child's level of bt 3q that the introduction of new activities
provides both a challenge and a&n opportunity for successful attainment. = . /-
The third aim is the sfimulation of cognitive development. To this end, the
children need to be heiped to perceive and understand their familiar world
) more accurately. In ﬂon,thmnneed,thmu.hcmfullyulmedupen
., ences, to widen the child lmldnndtohelplhemtodcvelopmecpn

" whuhbeeune duafly more precise and enriched.
s ' : s and critical- thhhn;uhlllnﬁgdtobefonmd The
,childremhould;nd ly become able to use language to-deal moee effectively
wnhpmblam pre tedbytlmreveryduyenvimnmt and those posed

The fourth aim is th fonerin.ofcmuvitybymcoumingcmldremoudopt
novel approaches to problems and their solutions. In addition, their imagin-
~ ation should be stinjulated with a view to the personal enrichmen: of their

've statement of obpecuves was prcpnred dur-

ing\the early monytis\of 1972, and contrasts very markedly indeed
with the initial efrfphs ldnoompenmory education. Itillustrates -~ -
cle the majof uluft in-underlying philosophy that occurred

m/aftheQueenlltndproiect This shift from a
‘cultutgl defi it" to a”*cultural differénce’ position undoubtedly

“ usion and misunderstanding among t
and othex field . As will be seen Inter, however, this w

[ ICo0py Fa'v’.’i'.l.."DL
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overcome fairly quickly via intensive effom:)o provide teachers
‘with in-service conferences and on-the-job training.

| moblecuvuofthemmundumsurpmmgly
little change since 1972. The latest project publication (Queens-
hndDewunemofEduauon. 1979) Liits essentially the same set
of aims as thmt enumerated by Alford (1974), except for two
variations:

(.)mdhmmbemammmmmdmm

English have been clarified, and both now are described os
. dialects. Themstrucnomlmtheufmuumednhclpmg

the child to become bidialectal.

. (il) One more aim has been added, that of promoting language .
: development'ingenerd Expindin.m‘thh,thedocumcntmm o

Thcemphmonhuummthumnﬂ.mmuchmmmemdof
' developing competencies in standard English as 8 second dialect. It indicates
- the overriding importanice attributed to language. in communicating and
~ thinking, kmpccﬁwdthcpdrﬁcﬁhrmdeorebduwhkhthechﬂdmnmy
use. What children say and write is undoubredly of greater importance than
: howlheyuyitorwnuu (anculnnchp-mnmodemdon, 1979; 9)

Havmg conudered the objectives of the project we turn now to
the procedures used in formuhun; the actual tmhmz program.

. The Program _
The first stage of the Queensland project involved an extensive

survey of the oral language use of youag children using a task-

analysis approach. This involved: (a) isolating the language units
characteristic of Aboriginal children from Palm Island and Ches-
bourg who were to commence formal schooling within the ensuing
three months; and (b) comparing these language structures with
- those of two, three and four year old Anglo-Australian children
from suburban Brisbane. Hart (1973; 164) has summarized the
key features: of this approach:

In sccordance with mk analysis philosophy the hn;uage units of the Aborigi-
nal children set the baseline language behaviour; the isolation of language
structures of the various age groups of typical white children define the goals
Llurly The task then remairs to programme teaching strategies to move from

(hem(mtcduodeofAbonuulEn.luhlothemoreehbmudcodeof'

~ Australian English. Thus Australian l:n;luh is taught as a second language
and the time gap between the presentation of hnrd spoken and read forms
*“tlosed as soon as possible.

Samples of spoken language were céllected using radio micro-
_phones concealed in a specially made jacket worn by each child

whose language was being recorded. Approximately two hours of -

language were collected from each child, all language samples
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Figure 15 Puppets are used extensively for oral language activifies, espec-

tally in the area of phonics

being fed into a tape recorder for subsequent analysis. The radio
microphone enabled the children to move where they ‘wanted,. -
thus-facilitating uninhibited language sampling. Every attempt
was made to sample natural interaction with peers, adults, older
and younger children. Following the transcription of the language
samples from the tape recordings, all material was processed using

- a sophisticated, computer-bnsed approach that transformed the

recorded speechi into three separate language concordances. These
concordances provided an index of the range and frequency of

, single words and sequences of words.

The collection and analysis of the language samples occupied
the whole of 1969. They were supplemented by standardized
testing using several measures, including the revised Illinois Test
of Psycholinguistic Abilities and the Peabody Picture Vocabulary

“Test. All of these data then were used as the basis for the second

stage of the project, that of preparing a carefully sequenced teach-
ing program for unplemenumon at Cherbourg and Palm Island.
By May 1970 the first units of the program were ready for use with
first grade children, and over the following three years the pro-
gram was developed and refined progressively until it was being
taught to all children in the first three grades of both schools. This
teachmg program is the cenitral feature of the Queensland project.

~ It is undoubtedly the most thoroughly researched and carefully
prepared program that has been implemented with Aboriginal

" 'HwnLE 136
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children anywhere in Australia. In t'act,'m the opinion of the

present authors, the Queensiand program is the most significant
uchievemnent urising from all six of the projects under review.

What ar¢ the main features of the program? Appendix Il
provides a detailed summary of the rationale, content and method
ofunﬂtkmenunonoﬂheﬁmywoftheprm It will be seen
from thjs summary that: *

(n) is all-inclusive. Altbough it is basically a lan-

it is designed to incorporate all other sspects of the

n:hoolcum ulum in an integrated approach. Concepnmdnknls
which neimﬂymmded-mof miathematics, science,
social studiés, mdwon,hnnbeanmedmthntlncommof
a bmdlybuedhnmdndomt . Classroom ac-
uvnmhivebeenmnudmdinmoﬁheirpomddfmpmduc-

.mgmulnplelurmn;oum(m 1976). The. first year

occupies thowholelcheddny,thmprwidlunmpktr
um for the child’s initial year of schooling. The second and
thudywdocumumnducmdbdmmmth-
some suggestions for integration acroes subject areas, but teachers
mmtmdmakethwmphnnh.iﬂmyupemofmthmt-'

’(u) Thepmmmcomuuolfourbmcumdlmvolvmlbc
development of: (a) oral language patterns of standard English;
(b) reading and writing skills; (c) perceptual skills (listening,
looking, touching); and (d) problem solving and critical thinking. -

(iii) Throughout the three years of the program the four strands -

huve been developed thiough twenty-one blocks of woek, each of
~approximately five weeks duration. All biocks have been or-
ganized around a upifying theme. Thus, in the first year of the
program, the seven blocks utilize the following themes: self con-
cept; personal competence; home and family; animal families;
tk people do; transport and travel; and the world around us.
he themes have been planned sequentially to move from the
individual to the wider socisl environment. Each theme provides
opportunities for a discovery-based approach to learning. -

- (iv) Theprogumuliliuuwidevarietyofmchin.mcthods
emphwzmg active parucnpluon by the children, extensive use of
music, games and other creative ncuvmet, and the utilization of
- resources from the child’s owti environment.

(v) A numbetof innovative aids has heen developed asarmeans

- ~of enriching and strengthening the teaching ogram. These in-

clude the use of: () a tape deck and headphones to develop
listening skills; (b) reading materials developed by the teacher and
based on the child’s own experiences; (c) a family of nlhtmuvely ,
named puppets (¢.g. Pxppo Possum; Willy Wombat) to sustain
interest in auditory activities (see Figure 15); (d) photographic
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: - . . ‘ \ :
- ~Figure 16~ The magnetic-buard allows-children-to-create-their-own written . .|
sentences without having to wait for writing skills to develop ‘

~ slides and prints, film strips (including tachistoscopic projection
of images),"and other visual muaterials; and (¢) a magnetic board
that allows children to manipulate printed language sequences (see
Figure 16). ’
Overall, a great deal of stress was placed on the program starting
-within the context of the child’s home and community experi-
ences. John Dwyer, who was headmaster of the school at Cher-
bourg during the period when the prpject was first implemented
there (and who later became responsible for the wider dissemina-
tion of the project), has described this aspect of the program in the
following way: .

- How is such a programme made to work? First, and most important, it starts
with the child - it builds on the child’s experience, the child's language, the
child’s ideas, the child’s manipulation of materials, the child’s world both
inside and outside the classroom. A warm, supportive classroom atmosphere
is essential. Although situations are contrived "to the extent that certain
selected forma of language are more likely to occur than others, the child’s own
language attemnpts are used as the basis of the language development pro-
gramme. His non-standard utterances are accerned and modified in s positive
way ...

lyn addition, the teacher needs sometimes to take the children out of the
classroom irito their own familiat learning environment. By moving into the
child’s normal interaction space, the teacher opens vast possibilities for learn-
ing about the children - the things which interest them, the language they use
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 (eapecially their terms for (hoepts), and the emotionsl loading of experi-
ences. The problem of relevance is reduced, a wealth of ideas for activities
besed on children’s interests may result. The bonus may be that children will
continue these learning-oriented activities in their own time. Environmental
materials, such as leaves and ahells to establish idess of conservation and
lerietion.ueetilleveihblelheucboolisfmhbedfmthedey,wthn the
school is able to get out from behind its locked door into the “real” lives of the
duldnn (Dwyer 197\5 19-20)

b\

Pnpamlg the Teachm

The success of such a comprchensxve program cleerly depended
heavily upon the effectiveness of teachers in implementing it.
Accordingly the project commmee gave very careful attention to
the induction and in-service training of teachers at Cherbourg and
Palm lsland. It was essential to inculcate the phdoeophy of the
project in such a way that the attitudes and upecunons of
. teachers were changed, often quite radically. During an interview
in 1976 John Dwyer commented that: ‘If teachers firmly believe
that they are building on skill~ that are already there, and that they
are extending the range of these skills, then you have much more
chance of poemve support by teachers than if you start to em-
phasise failure.’

The teaching program itself was deucned deliberately to sen-
sitize teachers to the philosophy of the proiect. Julia Koppe, who
had prime responsibility for the compilation of the program, has
explained this aspect of its development

-

. From the beginning of the pruject we heve been feeding back in [to the
programme] our know of the children's out-of-school uctivities, and
trying to sensitise the teacher to of the child. There Mnys been
this fairly strong component of tuning the eacher in to-the chikiren's realities.

We consciously explored ways of setting up the programme to give lots of
support to the teacher. Many of the actual activities gave opportunities for
teachers to begin interacting with children in a different way. There are
numerous ‘activities where the teacher is acting s obeerver and recorder -
where we tried to develop a fairly informal situation in which the children felt
free to'alk to their mates, In this way we were hoping to expose the teacher toa
lot of the€ children’s ideas and W The basic idea of the teacher needing,
to develop receptive competence in the children’s system has become more
gpenly identified, however, as the project has gone along. (Interview, 1976)

Despitc the care that was taken to change the attitudes and
expectations of teachers, the project team still felt it advisable to
make the program sufficiently robust to withstand many of the
blunders of inexperienced staff. Teachers could virtually pick up
the handbooks and start teaching immediately, so detailed and
specific were the curriculum guidelines. Not only were they given
week-by-week programs together with all necessary equipment
and materials, but daily teaching notes setting out specific content
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forindmdullleuonuho Mded Beca
3 ofm tha i

ble care. and forethought that
pm' o{thehmdbooh theymet

greryons
role to yh!bcpmm.mdnbmmy
tted. (Lnterview, 1976) /

| " Comprehensive cumc\num/mmhmdemhmuc acéept-

o - ance, Aowiver, have not been sufficient on their own, and the
' proyision of effective in- support for those
has been o nuing challenge. The essential

beenoneohuinldochnn'e It has been very

practice for teachery mpleulyuchchilds

"and culmre, uZd hﬁe that whatever a child
/obﬁ.emnnind has validity in the classroom. 'I'h#cur
riculum outlines. have continued to stress that:

UWmﬁmhMcﬂWmhmofrﬂumﬁLcu
expectations, both teacher and children are Likely to be exposed to an unprofit-
.wmmmmwlmmmmmm -
will sn ever-incremsing understanding of the child in Ms world
' that the child operates in a different cultural system and'thathe -
umnmbpvuudhwwdtwﬂcbhuvﬁduhtofmemhu
(Queennludbcmwfnduumn 1979 10)

(

lnordermrﬂnforcethuboveconcepummn;emp i
been given to in-service training for all teachers in .
Aboriginal schools. Strong emphasis is placed on t _ '
coming liseners and observers, and advisory staff with wide =
experience in the van Leer program seek to foster these o
school-based workshops and individual support of teachers. High
stafl turnover, however, continues to dilute the effectivencss of
the in-service program, while funding limitations have resulted in
mtuﬂ‘ncnenudmorymdmoump«mneltomdnuinthem
. : gram at its optimal level.
| . An exciting innovation has been the development of a of

: tenmmhuby.dﬁmymdmw«kinﬂnmeﬂdd .

* kit utilizes audiovisual presentation to elaborate upon a particular
aspect of the language program. Samples of work produced by
children and teachers are included in the visual displays. Kits are
sent to schools only upon request, and then only one at a time, thus

ensuring that thcy are used promptly and not simply stored away

and
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‘ .Omfutmofmemhmmntﬂnmmitmminmmdy‘
. lauumﬂodm«hwudmdmundmmityhm
| Ahhon.hmmmnhewmml!mmdAboﬁdnduduluw

* mature adults who could ldoz“l“ “wider 1
" normally sssigned to aides. In was hoped that the people
chosen would sssume an active leadership role in the community -
: ontheonehmd,udontheodumuumtthuwm '
- adult world in the classroom. Six full-time Aboriginal appoint-
_ ments were made to the Cherbourg school, together with that of an
advisory teacher who had the full-time responsibility for their
~induction and in-service training. The advisor aleo worked with
' metwm,wmmanMnmdmemu
1 'the outcomes of the scheme st the end of its first
year, ti.c udvisor tinde the following u(Dyer 1973:30--1):
- (1) Each assistant’s role can be and diverse.
(ii) There is alueed in this type of program 1o prepare para- -
pmfe,nomhfanpdﬂhﬁmdmhmmm

required to work in the claseroom ae

i jonal team it seems that a satisfactory team
shouldmdudemmethmmmcbmnnhduthemm
of one parsprofcssional.’ :

(v) Pmntsmthutypeofmmumtyueuppnmtlyfumm
mtcmtedmtheeduamnofthmehﬂdmthmmywo\nd
suspect or accept.’

(vi) Mmypnenubnvuhownnrcdmtovldnhuchool
previously, possibly because they have not been really sure of it;
the school has not been perceived as a part of their community. In
uroup,undmthuumupment,duywﬂlmnhuchoolqmte
readily and frequently.

So successful was the classroom umunuchemut Cherbourg
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126 Eerly cww Bdumm of Aboriginal Ausmalians
~ that it m becmc implemcnted by the Queensland Depurtment

of Education in all. Aboriginal schools throughout the State, and -

within only two or three years the indigenous assistants were an

integral and accepted part of the school scene. An important

elememmtheudyummtheedmﬂonot‘pmdpahnnrd -
ing. the recruitment, selection;. and effective utilization of

. assistants. Thhmfaciliuwdbyamoucompnlmdvepmbct

"

=

handbook, Immmcmmmumpmry

- schools (Dyer, 1974).
- The language program also has become an integral part of the
Aboriginal school curriculum throughout the State, and copies of

thethmhndboohpublnhcdbytheQueendmdDepumntof

. Education (1971, 1973a, 1973b) containing the first year of the

program have found wide acceptance and use. More recently the
second and third year program also has been published following
extensive trialling and revision. This comprices an initial hand-
book outlining the discovery component of the second year pro-
gram (Koppe and Burton, 1975), together with separate hand-

_booktformhofthefouﬂeenblochmYmTwodehm
(Queemhnd Department of Education, 1977a; 1977b). Supple-

‘provide detsils of the phonics program,
lanxum and reading games, and songs and stories. Finally, a
comprehensive overview of the entire three-year program has been

published (Queensland Department of Education, 1979). Thisis .

undoubtedlythcunglemtunﬁﬂdocumemprepuedbypmnct

- staff, and those interested in the Queensland program would be

wellodvuedtostudyuwdullypriortorudinsmyohheomet '

materials. It provides a particularly concise and coherent summary
of the overall program, setting out its history, rationale, objectives
and content inaclear md syatemauc format.

The Evaluauon \ . .
Evaluation of the Queemlmd project was , based almost exclusively

~ on standardized testing of the: children. This seems rather surpris-

ing in view of the procedures used to develop the language pro- .
gram in the first place. A more logical approach would have been

to collect further samples of each child’s language in both natural
and school settings, and to compare the subsequent linguistic
analyses with the original concordances in order to assess: (a) the’
children’s facility with standard English, (b) the ease with which
they were switching betweess Aboriginal English and standard
English, and (c) the' effects. of the program, if any, on the .
chﬂdnnwnofAbondmIEulhhmmmnl out-of-school set--
tings. This procedure was not adopted because of the high cost in
terms of staff time and energy, and the concern that it would have
slowed down the more important task of developing the program.

“ /
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Nevertheless/it is disappointing that no sttempt seems to have

" Vbeenmadnocmyomﬁmhctliu\ﬁsﬁcmdymfolhwingupo- '

sure to the program. o S :

As with the other projects, it is also disappointing that no
attempt was made to sssess changes in parent and community
~ attitudes, especially ini view of the importance thst was attached to

this aspect of the project. Even the classroom sssistant scheme

-not-appear-to have been evaludtod formally in-

any way. .
The actual testing prograin commenced early in 1969 following

" the decision to use the complete intakes of five-year-oids at both
schools in that year as comparison groups. These groups began

'nchoolmthgywplaeedinthe'unplemenudonofthmg'd
N t

it as eﬁcctiy__ejy as possible:

 Because of the widely diversified eaviroamental conditions opersting in the .

various Aboriginal commwuities is Quesnsland, ik was unrealistic 10 consider

strictly constituted contral groups of children from communities

 other than the two from which the exparismestal groups were deawn . . .
schools in two relatively small, integrated comemunities it was impossible to

prevent some overflow of new idess, techniques acd enthusiserh from the .

O

teachers and children of the experimental groups to those of the comparison
m"‘ ' - ' . . R
A«wdhdymnmmnm_wavenmhmmmd
teaching environment for ‘the 8 well s’ cxperimentsl group
cmmh:&cmm'wu“ wes held in 1969 in which all
teac  both Island and Cherbourg schools participated. Seminars
" were held to discuss the special problems experienced by Aboriginal children
in learning at school. New techaiques and teaching metericls were discussed,
and subsequently provided for use in the schools. (Quesnsland Departenent of
Education, 1972: 3-4) -

A full report of the pre-testing of the. 1969 and 1970 groups, and
of the post-testing after, both groups had attended school for one
year, has been published by the Queensland Department of Edu-
. cation (1972). Unfortunately no further accounts of the ongoing
cvaluation have been published, and almost a decade later we are
still left with only a very limited set of data on which to make an
objective assesmmnent of the project. There are no published data
on the effectiveness of the second and third years of the special
language program, nor have the results of testing subsequent
experimental groups been published.

The testing program focused on two aress of ability: language

competence and school achieveroent. The major instruments used
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s smcwwsdumommmmmmm -

tomtheforwmthel’PVdethe!Obmcmb—tuuof
the revised ITPA. Alocallypmdueednndmdndindmtof
nmhumbuluy the Enticknap Picture Vocabulary Test, also

as administered. 'l‘hhmtcondmahmofpmnmofobm'
wh:chmpmenwdmclymthechnd,whohdutukedtomme- '
_ theobpct Additionally, the project staff devised two simple tests -

of their own. The first was s sentence reproduction test which . y
—required-thechildren to repest sfter the examiner each of 15 -+ -3

- sentences containing standard English vocabulary and linguistic
structures. The second was an oral completion test in which the
A chﬂdrenmmedamofmhmcoburedpwmmomau[.
| time, whnetheexmmer pmicnlnquunom about the«.‘
.- picture.

' tests were used for post-testing of the samples: the Hull Word -

meenmwu;imtom;uhoohchievmt Two

Recognition Test and a short, specially devised number test con-

- .sisting of 10 items. A further three tests were used only to post-test
the experimental groups: the Boehm Test of Basic Concepts,

together with two specially devised tests of word ‘and sentence . -
recognition. Since the results of these Iatter three instrumentscap =~

nddnothiutothemudmlmﬁonofmcupuimcnwm
they will not be considerod further.

Statistical analyses of the ITPA and vocabulary test mulu“*
produced the following outcomes: ‘

(i) TbecompuioounndcxpmmcmlmupamMmhcom
munity did not differ significantly at school entry on any of the
ITPA sub-tests, on the ITPA total, nor on the PPVT. (These were
the only instruments used for pre-mting both the expenmcnul

and the comparison groups.) -

(ii) Using scaled scores based on the United States norns,
.analyses were made of changes in I'TPA performance after one year
at school. For both comparison groups there were gains on three

sub—tem, these were significant for two (suditory recéptionand ~

itory associstion). Although the results showed losses on seven
of sub-tests, only three were significant: verbal and manual
expression, and suditory sequential memory. In marked contrast, -
the experimentsl groups made significant gains on eight of the ten
sub-tests. Greatest gains were recorded on the auditory and visual
association sub-tests, and on verbal expression. The only aress in-
which significant improvement did not occur were visual closure
and auditory sequential memocy. It should be noted, however,
that the children’s pre-test performance on these two sub-tests
nlreu:y was equivalent to that of the United States normative
sample

(n‘n,) Data from both communities were combined for the com-

parison and experimental groupe separately, the subsequent

g "LE 144




o
B
N

wmmmmmm:m The greatest

~ difference between the groups occurred oa the:verbal

expression
mbm,wmmwmmmmumh;rofme

" visual-motor sub-tests.

(iv) A detailed analysis was made of responséa o the gresamatic |

cbommb-m,ndthefolbwm;mdndomm

nmm-wmmmmmw
m“mmumm the compensatory

‘mnmc&dnthlhmw progranmein

 improving the children’s competance with plarl -4, uneé -ing, and

' | mwm«.(wmd 1m 4l)

(v)&mpuhombumthcmhdkmdnomnﬁam,'
i differences on the PPVT or the Enticknap Picture Vocabulary

" ‘

' Test after one year st school, and it wes concluded that the -

cxpedmaml had ‘not had a differential effect on the
: and receptive vocabularies.

Themuludmmmmmumd'
- more limited value because of the lack of pre-test data. Some tests

.~ were used st school entry with the experimental ,
© - others were not used at all. lt%hmpudbkm&m

whether significant post-test differences also were in evidence at
achoolenuy,mhhpudbhwmmmmthcm

Thﬂbﬁunm-ywmmwmo{_ '
testing:

, (i) Onboththuenuneendud tests the experi-

. mental groups made statistically » . For the former
{est, the post-test comparisons ) differences
between the ‘ and comperison subjects. On the latter,

however, the results were quite the opposite, with the experi-

. mennlmppdmhguuhnﬂundyh'hulﬂelhm

( )TthullWo:dw&nTmudthenmbutmm '

usedforpre-mdng,normtheyuudtopmmdnhlm
alu;d comparison group. Statistical analysis of the Cherbourg
- data,

» shows thet the experimental subjects scored signif- -

icantly hi Mthemwbonmponbothm

In » & review of the overall test results suggests that
during 1970 the first year of the experimental language program
had a very substantial effect on the children st Cherbourg and
Palm Island. Superior performance was evident in most of the

umofhn;ummpﬂmmd&hoolnhkvmmmnm |
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”-,neceuuymexpend et

" research. The children’sp s has continued to be monitored,
but only 1o locate inad s in the program ind thereby feed
specific inprovements and inodifications back into it. Testing and
data therefore have \been oriented to program develop-
- ment rather than the prod A of research reports. Neverthe-

 less, sufficient data apparently

 heavy workload elsewhere. suhmummmdmebmcmch/

prepared by Betty Wauts. Unfortunately,

»-sureofthe thcmmthltdnyhnvemtfeltu

time and energy.on this aspect of the . ‘.

the subsequent two years of the experimental program, butalsoas -
they progressed through the remaining grades of primary school. |
AtPlhnhhndthepimhlvebeen maintained only in' the oral

area, and not in the children’s keading abilities. Further

data have become available during 1980)in a confidential report
y the present
wntmh-venotbeennlumdmton At this stage, then,
despite continued testing dF the childres, there is no way of telling

'howmuchmoreeﬁectiveihepmmhubecomeaumultoﬁts ol
ongoing extension and improvement. ]
" Julia Koppe is the one person who has retained a strong commit-

ment to the continuing evaluation of the project, despite a very'
outcomes in the followmg way:

Themululhowmthniwaunmumimpmvmmbythcupenﬂm :
_ tal groups: The distribution itself is quite different. The performance of the
comparison groups had led us to expect a pattern whereby most children were
low achievers. This did not happen. With the experimental groups we have

begun to see a more normial distribution of performance. In fact, the general .

pmmhubemomofmmmuopmddthcdhmmn,
wheress the typical psttern used to be the opposite. 1

Wedﬁn’tmﬂyidlmthcmyhbhxhhvmcmldm their perform-
ance has been much the same scross both the experimental and comparison
groups. It is the children in the av»rage and below average range who really
have gained some benefit from the experimental

Mhubenmmmuﬁwpnmwhhthechﬂdnnwhohdhkly :

‘severe hearing problems in the early stages. Many of them made slow progress -
mmdiufonheﬂmcoupbdym However by providing a very suppus-
ve programme together with extra suditory sctivities some very considerable
shlﬁlhavemundhmmmdm.mdmwm
muhminnumtmmbhkvel (lnmvicw 1976)

In summary, it is clear, dupmtherehuvedurthofpubhched -
data, that the Queenshnd ject has been very succemful in
improving the school perfonnnnce of the cmldre‘g,gt Cherbourg,

vcbeenco!lectedmdmnlysedto' .
atCherbouuhlvebeenmumod hot only as they moved through o




3 - o | " 1hQunmlndPrd]m 131

| nndtoaleneratemhunmpmvedperfommce,mmmn .\ S
least, st Palm [sland. S

. Havmgmwwedtheformlwdmmnofthcpromwemm
w-nowtoamoresubncnvemmentofthepmpcuovenﬂm
ﬂucnc: v S ,

" The Achievements -~ . I
Althoughoumdefnndm.waphmdoutd\mlws,
QucendnndmmhuhunmoMvaitywhwhhube-
come fully integrated with the continuing program of Aboriginal '

- education in the Queensiand Department of Education. In the ‘

years immediately following 1973, however, there was s distinct S
slowing down in the momentum of the project, probably because
dnhwpommhmuqumdmhmmﬁvedevelop-
ment and support. This was unfortunate for st least two reasons.

First, the project already had acted as a catalyst to change the
,whdednmuonofAbudnﬁeduanoanmhnd(mdtoj

. v/arying degrees in other States as well), and it was most desirable

. that it continue to play an effective role. Secont, additional fund-
.mfmfmmmtmmmmm .
availsble between 1973 and 1975, and another major thrust at that
mgewouldlnveoomohdmdmdmhenedthe project con-
siderably. Instead, mmwhudmmmﬂchmmd
mvolvementmmdnduemiudon and it was pot until 1977-78
uutthenmpemmmmwimthepubhamnomnmd e
- and third year programs and the development of in-service kits for

teachers. It is clear that the project now is moving shead strongly -
. oncemm,;ndthnnvenlmyimpommmdlnuuconmbn-
tions have been made. .

Fiirst, the project has wdthnucarefullyphnnedmd
well-taught program, den;nedmmuoftlu needs,
ablhtieundculmnlhckmnddiupuﬁdmu,mmultm
significantly improved levels of cognitive growth in Aboriginal
children. It demonstrated at Cherbourg, in fact, that Aboriginal
chﬂdrenmapabkofuhmudmiaﬂyatthemkvelu
their white counterparts.

Second, quite remarkable changes have taken place in the at-
mudesandexpemuomoquhmmmmpmmschooh ‘ .‘ ‘ B
The project provided teachers with clear evidence that Aboriginal o
children ‘do have something worthwhile to say, that they can - o "
think, and that they are capable of success in the clasaroom.

Third, as a result of the above two outcomes, the project has
- acted as a catalyst to the whole direction of Aboriginal
education in Queensland. Ten years ago Aboriginal schools were
an cducational backwater, and attempts to improve the situation :
were meeting with little success. The schools also were a profes- .
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pmmoﬁoo Thedmmonnowhulmdy
Mfotdwlt _

umwm»-muhw
uMhm:Mml'nman
spending vast sums of mosey and doing the same old -
. yind that we would aot heve achisved snything educstionally stall. -
hMNMMm&MMwm
Mdnpnhlnmhnkul (Interview, 1976) R AN

wuaomeuafulittrmnfomedthe of
%0 one of enthusiasm and coin-
, and hence Aboriginal schools have become more
nﬁmmmmmuwwmm In turn, the
mammuwwwwmm

*// gram's-publshed in the throe project handbuoks
S g::mmtd&lmdm, 1971, 1973, 1973b) hias received 'wi
~, scclaim, Betty Watts, for example, hnludthinouylboum. -

/ iumhtmmhnhﬁmnﬂnh? Wo{ ST

; the structures that were into the, :

/ . resesrch discovery of the standard

/ _inal English. Ds basic tesching of experience learning, of
/ nﬂm,dmmhdnhdm“
] ‘ ' mmmdm»mmm
/ ‘ mkﬂmhmhmmmpmdu (ln .

mﬁmmpnbawmmmmmuydn-" |

mbutedzhmuhomq\wuhnd pot only to Aboriginal schools,
but also to schools attended predominantly or even solely by white

children. Hundreds of copies also have found their way into
libraries and schools outside Queensland. mw,m@A i

that 3500 sets of the handbooks have been distributed t
Australis. Additionally, staff of the Queensland project have been.
involved in in-service conferences in other States where the pro-
, : _ gram has been introduced. In South Australia, for example, copies
B } of the handbooks have been placed in all Aboriginal schools, and -
| : during 1975 John Dwyer led an intensive three-day wockshop in -
| Adelaide that was attended by representatives (including Aborigi-
nal tescher aides) from each school. Similar in-service activities
havebeeneondnctedlnvmemAmtnln NewSoutthlumd
the Northern T
. Staff of the project, however, have expreseed some
' concern about the wide distribution and use of the handbooks,
a Tpeyoontendthanhemhmonmniunncumcmm
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: . nwmc m
7 package, thmthnmpduauwsymm,unmmnmchto
Aboddmledmdon As the program has spread, it has become
S mmmnmumunmmm
to its users, and s0 it has been modified: some teachers have
: wtth&mhmmmh,mmmmm -

- taken ‘short-cuts’, While others again have just used bits and pieces -

: ofitmamdanfnhm ‘Norman Alford, for example, feels that:

’tbewiderdmmmdthemhubmnmdm |
outofoontml’ | -

L OmuMmhpaophdomtnlnuthh-nohhmdn but
e only the suprficialities. Mnmmmmnummmm
don’tmﬁykmvwhhhdlnbﬂt.(hm, 1976¢) .

Faﬁln,thubovemmmmmu mﬂ’oﬁheQuem-

. land project have achieved success in communicating
Wmdulyiupﬂhnphyul project. And herein lies another
hwm,hhhwmhhﬁn%mﬂm
,,'a ‘ curriculum development generally in Queensland. g
3 (i) Mmydthehdc&uudnppmchahnﬂlminmhe.
. pre-school curriculum. In Aboriginal pre-schools a downward
. extension of the program hes been déveloped and s being taught
ith considerabie effectiveness in some centres. There is clear
------------- évndencuhoof dnmlhﬂmhu&uypu-xhooh

language arts syllabus was developed for use in all primary schools

~. throughout the State. The philosophy of the new syllabus there-

'foreuvetyclonindeedmthepulooophyoﬂhemuerm

© ram. lnmnmthemhah-hdam:mmon:be-
education of all primary school children in Queensland.

(i)  recently a special task force has been formed by the
Queemhndpeparmemof&luuﬁontodﬂdopmumndex--
tension of the language program for Aboriginal children in grades
four t0 seven. The basic framework and philosophy will remain,
the new syllabus simply being a continuation and further develop-
ment of the old. It is hoped eventually to extend this syllabus
throughtheﬁrqg_hmyanofmnduyuchool,mthmmcm
ing emphaais on language function, as well s a continuing concern
with the form and structure of language.

' Sixth, the program is having a substantial impact on curriculum
' development at the natitnal level following the establishment of a- .

Aboriginal children and adults. The project was initiated at the
beginning of 1978 by the Curriculum Development Centre, a
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134 Eerly Chitdhood Education of Aboriginal Aisralians
national organization based in Canberrs and supported by the

~ federal government. The aim of the project is to develop resources

for an integrated language and reading program for all levels of

+ Aboriginal education from pre-school to adult. Phase one of the
~ ! materials, the Queensiand van Leer program being one of the two.

curriculum packages selected for this purpose. Phase two of the

project was begun during 1980 and involved the preparation of -

curriculum modules. Loueen Scott, co-ordinator of the project, .
‘reported (interview, 1980) that these modules reflected some of
the basic approaches of the van Leer ; 1.¢. in their strong
emphasis on rhythm and inwaation, in the use of puppets, and in
their constant awareness of sounds through the use of jingles,
songs, etc. As a result of the trialling, however, it was felt neces-
sary to surpon the program by providing more supplementary .
materials for teachers, Visual resources seemed especially neces-
sary, and so a number of sets of language stimulus pictures were
being developed to accompany the modules. = :
- Seventh, the project also has had an influence on the preparation
of teachers in Queensland, not only via the intensive in-service
work amongst teachers in Aboriginal schools, but at the pre-
service level aloo. Several of the colleges have courses, or

-~ major segments of courses, that are built the objectives,

rationale and content of the program, and ¢considerable numbers
of beginning teachers in Queensland are thus gaining exposure to
the project and its philosophy before they embark on their teach-
ing careers. For experienced teachers, the Townsville College of
Advanced Education offers a one-year full-time diploma course in
Aboriginal education that is very heavily based on the program,
. approximately half of the content being taught by Julia Koppe,
who is now a full-time lecturer at the college. , ‘
Finally, the project has succeeded in improving communication
between teachers and Aborigines. Although more could still be
achieved in this ares, it is clear that the project has had a positive
- influence on interrelationships between Aboriginal communities

~ and white teschers. Parents now feel accepted in most schools,

while teachers have become more at ease in relating to them. A
major influence here has been the classroom assistant scheme that
brought Aboriginal people into the school on a regular, paid basis.
Their involvement undoubtedly served as a bridge between school
and commuanity, %0 much 0 that in some centres the Aboriginal
people now see the school as an integral part of their community,
and not something separate from: it

This is a long and impressive list of project achievements that
requires only one more addition. Unfortunately, however, that
addition is not yet available. We refer, of course, to the lack of
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B " published research resulil; The formal evaluu’ibn of the project
‘ 'has been a disappointing feature, both for its ;mphasis on testing

' " “and for the absence of any published data since 1972, Reliance on

word-of-mouth reports of findings is simply not good enough in a

} . project of this size and scopé. It is hoped that senior staff of the
o . Queensland Department of Education will provide the necessary

support for prompt publication of all igig research data,-
thus rounding off what undoubtedly has one of the most
successful and significant unidertakings in the bistory of Aborigi-
nal education: LT .
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The Projects in Retrospect

The preceding six chapters have examined'in detail the projeéts
nnderrevicw.WemrnnowtoanmpecﬁvenppnMofthq
projects, looking at their i te impact upon the field of
boriginal eéducation, and \st the longer-term outcomes ‘and

Despite their wide differences in rationale and approach, the
) ing point: the belief that some
offered the best solution to

the lot of Aboriginal Australians. ' were heady days of action,
ignovation, vigorous debne.-nnq occasionally heated dis-

t. Staffmpondenitothe@nﬂenpwi&mmiﬂnen '
and-cnthusiasm, working long hours,'often under condi- -
tions. proj it . st this time were in a state of flux. Each
underwent a process of change and development - the basic
aims and philosophies were relatively fluid, especially d the
carly stages. In examining the changes that occurred, it is clear
that there were several major influences that shaped the direction
taken by each project: |

Practical Problems of Implementation

- It is not surprising ‘that staff had difficulty in translating their
objectives into practice. They were faced, of ‘course, with all the
usual problems of action-research: too much pressure to achieve
results quickly; poor communication between project staff; failure
to specify objectives and methodology clearly and without ambi-
guity; the conflicting demands of human need versus research
design; failure of staff to agree to work together in 4 common

\
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direction; and so on. Additionally, however, they were faced with
problems of distance, climate and cultural adaptation. Field staff
often were placed under intolerable strain by the need to produce
positive outcomes whilst working in isolated and physically
enervuting conditions. Imagine, for example, the discomfort of
working in an unlined galvanized iron building at Marree where

summer temperatures consistently exceed 38°C (100°F), and - -

sometimes climb t049°C (120°F). Or imagine the probjems faced
by city-trained teachers seeking to adjust sensitively to the culture
and life style of the Aboriginal people at Palm Island or Katherine.
Inevitably the pressures on field staff created problems of staff
turnover, and the recruitment and induction of new personnel
resulted in considerable delay and discontinuity.

Distance created its own set of difficulties. Bourke, Palm
Island, Marree, Ernabella, and the country AFECs in New South
Wales were all many hundreds of kilometres away from the ad-
ministrative bases of their respective projects, and direct com- '
munication often was slow, time-consuming and expensive. Lex
Grey, for example, speaks of the effort involved for Aboriginal
people in visiting Sydney for AFEC council meetings: ‘That effort
for most representatives was exhausting, so that some hardly even
managed to attend the council meetings once they arrived’ (Grey,
1974: 246). In South Australia, project staff regularly made a 3500
kilometre round trip to visit Marrée and Ernabella, travel alone
occupying five days of exhausting driving over rough gravel roads

“and bush tracks. It is no wonder that field staff in these places
became frustrated by administrative delays, and often complained
of ncglect by city-based staff whom they felt did not understand
the practical problems of working in such isolated situations.

The practical problems that were encountered undoubtedly:
influenced the direction taken by each project. Objectives were
modified, plans altered, and some expectations were not realized.

Interaction between the Proje.cts"

Another source of change arose from interaction between the
projects. Staff from the various projects did not work in isolation
from cach other. They generally were familiar with one another’s
work, and many had visited at least one or two of the other
projects. The people from thefour van Leer projects came to-
gether in 1969 and again in 1971 for Foundation-sponsored meet-
ings. They not only shared information about their respective
projects, but had the opportunity to debate wider issues concern-
ing the early education of minority group children. Several other
common links also provided opportunities for interchange: a
member of the South Australian project committee (A.]. White-
law) held a key position on the interdepartmental committee that

' OT eNTTE F
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planned and guided the Katherine project; Lex Grey served as a

- consultant to the Victorian and South Australian projects; staff of

- the South Austrelian project carried out the independent post- -
testing at Bourke from 1972 to 1974; Betty Watts, akey memberof ¢«
the Queensland committee, carried out a major review of the New
South Wales project; Lex Grey did likewise at Bourke; and 3o on.

All of these interactions between the projects undoubtedly pro- -
vided a stimulus for debate, review and modification. In general, A
the interactions seem to have had a moderating influence, most =
projects tending to converge slightly in their philosophies and
approaches as time went by. There was one exception to this = -
trend, however. Staff of the New South Wales project retained a
strong commitment to their initial approach, external criticism
and comment only serving to strengthen their support of the
AFEC ideology. " o
Interestingly, as time went by the AFEC movement came to |

* have an increasingly pervasive influerice on most other projects.
‘Worldwide educational trends away from ‘notions of deficit and
compensation and towards parent education and family support
undoubtedly contributed.to the growing influence of the New
South Wales project. Nevertheless, Lex Grey's very strong per-
sonal commitment to the AFEC philosophy also played an
important role. He spoke and wrots frequently and with great
conviction, and his. message attracted increasing attention from
staff of the other projects. . -

Political Change - ’ ,

During the life of the projects the field of Aboriginal affairs moved
from a relative political backwarer to a position of some promi-
nence. In fact, it became something of a political hot potato, with
quite acrimonious debate occurring from time to time, especially
during election years. The move into the political limelight was
part of a more general reawakening of social conscience in Aus-
tralia, and served to focus greater attention on those people already
working in the field. It alyo served, of course, to stimulate substan-
tial increases in government spending on Aboriginal affairs.

The effects on the six projects are difficult to assess. Greater
interest was taken, visitors arrived with increasing frequency, and
supplementary funding becarne more reudily available. Further-
more, interaction was not just one-way. Increasing prominence
gave project staff wider opportunity to influence developments in
the field of Aboriginal education generally. For example, a nation-
al workshop on Aboriginal education was sponsored by the federal
government during 1971, and its recommendations helped to
frame government policy. Representatives from all six projects
attended, and a careful analysis of the final report shows that they
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"W

phyed an important role in lhapmc the outcomes of the workshop.

ChcuwAmada .
Auocutedmththemdemn;mmmmAbamndnﬂ'mwua
myfrommuuhmhdonutphmlophytomof
mte;n » and eventually beyond that to the beginnings of the
'uelf-detcmmnm movement. A new attitude of respect for Abor-
npnalculnuemdhfenylewudevem together with a new
* appreciation of the positive and unique contributiots that Abor-
. igines could maxe to Australian society. It seems probable that
: someofthuumuﬁmfonhenchmmammdemdpmboophy
‘stemmed directly from the work of the six projects under review.
In tum,nucleutbatdnchmhadaponﬁvenmmonthe
projects: stafl were encouraged to provide greater opportunity for
‘Aborigines to express. viewpoints and participate. in decision.
making; cosnmunity mimdubeamemehvounblc, thus pro-
viding an incressingly supportive environment in which to work,
andthe;enenlfeehnﬂhnnheudemmrmnz ‘that an Aborigi-
nal resurgence was imminer)t - gave fmh unpenn to the en-
deavours of project staff,

Worldwide Trends

‘Wider international developments also contributed to changing .
emphases and approaches. By the early 1970s psychologists were
questioning@riously many of the sssumptions underlying the
- compensatory approach, and .there was a strong backlash to
“notions of cultural deprivation and linguistic deficit.- Correspond-
: mgly, there was a new emphasis on the cultural integrity of ethnic
minority groups, and notions of cultural pluralism began replacing
those of cultural disadvantage. The work of linguists such as
Labov and Baratz into non-standard forms of English made a
particular contribution through its emphasis on the functional
integrity of minority group dialects. The influence of changing
trends such as theése inevitably filtered through to Australian
- educationists, and led to reappraisal and reorientation of some
programs, and to a broadening and clarification of the 1heoreucnl
-bases of others.

Summary

Most of the projects underwent considerable change and develop-
ment, especially during the early stages. By 1971, however, a fairly
clear pattern had become established, ~ d it is pomble to identify
the basic features of the projects at thns time, The summary table
in Figure 17 sets out the main characteristics at about the mid-
point of each project (i.e. 1971-72), thus providing a useful framc
work for examining their progress nnd achievements,
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OJECT ADMININTRATIVE
. HASE SOURCES OF
FUNDING
Bourke  Plepartiment of (1} Private
Psychiatey, University  enterprise
. of New South Wales (i) Australion
(.'mvumlmcnt

New South Departtnent of (i; van Leer

Wales.  Adah Education, Foundation
Univeisity nf {ii) NSW and
Sydnev Australian

Gowvernments

Victoria  Flhculy of Bducation, 0 van Leer

Monash University Foundation
iy Victorian
- Government

South Sehool of Soucpal van Leer

Austraha  Suences, Finders Foundation
miversitv:

Kathenae Uommittve represent. Australinn
WY VIS GOvern Government
ment departmenty

|

CQueens Cneendand Departs o vane Leer

land ment of Bidncaton Fomndation

5 ‘ it Oueensland
. Guvernmeh)

. ..
ERIC

Aruitoxt provided by Eic:

VRINCIPAL

i Fioure 17 Basic features of the six projects

T Ty

DURATION APPROXIMATE

AGE LEVELS
OF CHILDREN

BASIC APPROACH

MAJOR PRACTICAL
VUTCOME

1969 -
continuing

1969 ..
1974

He9 -
1972

1969 .
1971t

1970 -
1973

199y .

centinninyg

410 8 vears

Ot

m
<
~

ary

2o S years

1109 years

41081 years

+ 808 years

e

Compensatory education.

A seructured pre-school
program designed W enrich *
children’s language, number
andyeonteptual development,

Family education, Parents
given support and truining
so that they could be
fellow learners with each
other and with their
children,

No firm commitnient to any
one spproach. Home hased
teuching sessions conducted
by traivied 1eachers becume
the predominant patiern,

Compensutory education,
with an atiempt to incor-
porate Gnily education in a
cmventiogal pre-schoul
setting,

A brogd-based atwck on the
probleny of school failure,
with emphiasis on communj-
cation skills, home-school
liaison, heatth eate, and
community involvement,

1 anguage development viu
an eluborate and varetully
sequenced program of in-
stritction covering the

first three years of

[ Jwwlin

Estahlishment of an on-going
pre-schoot for Aboriginal and
white children in Bourke.

Establishtnent of the NSW
AVFEC Federation s an all |
Abaoriginal organisation con-
cerned with developing
Aboriginal identity viu pro-
grams of family education,

A series of basic recommenda-
tions regarding the provision
of curly childhood services to
the Aboriginal people of
Yictoria, o

Closc Huison with the SA'De-
parument of Educptlon in the
establishment of both pre-
schools as vngoing ventures.

Snbstuntial impravement inthe

yuality of schooling at afl levels
in the Katherine community.

The production of a languaye
program incorporating ail
other aspects of the sehieul
curricudm inan integéuted
approach,

~—
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Outcomes and Achievements : |
m‘mhﬁulmthpdnthuunddmdondmmu

bctﬂnduenm:hm however, evaluation gen-
- uﬂmuwmdwh’nn It seeme that 30 much
_Ithncndwmwonmmtmd

(1973: 80), foramph mdnhefollowwpoinu

Further, the seting of pre-achool age chﬂduhuhmdo\u
ptomdh. dchﬂtuhudnhhnddapdﬂdum
intervention programmes even more 30. To cur knowledgs, no research study
dmw&udwmﬁnmhnhenup
the problem of validity of the initial essesssment of childres . .
wsmmmmdmhmmd
test results and problems of reliability of scores over time, it sesre at this time
that the main contribution of psychological iests to pre-school education is the
information yieided, nmwthm.ulhwdnmdmof
WMMWW

Despite paying hp-nemce to the hamds of psychometric test-

ing, however, project staff made relatively meagre attempts to find

alternatives. None of the projects came to grips with the question

of objective assessment in the affective and attitudinal domains,

despite the strong emphasis given to these when specifying aims.

" Thus most projects made no systematic attempt to measure

changes in children’s self-concept and emotional stability. In-

stead, mﬂ'hmnedthmcvdmmmthemoﬂmcmemd \ "

cognition, the two most favoured instruments being the Peabody ' Y,

l:;tlure Vocabulary Test and the llhnou Test of Psycholinguistic B
lities,
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Finally, minimal attention generally was given to questions of |
- research design and to the limitations of statistical techniques

‘when processing test dats. Puristic researchers could readily take .
exception to many of the approaches and procedures that were -
used, and undoubtedly would claim little validity and reliability -~
for any of the research outcomes because of the numerous design |
imperfections. In this regard it is surprising that the Bernard van =~ . -
Leer Foundation did not insist upon a more systematic ipproach =~
to evaluation in the four projects that it funded, and that it did not
provide project staff with more support and guidance in this area. _

Given the generally low level of research output, what can be
concluded abput/project achievements on the basis of objectively
measured out 3? The answer is siinple: very little indeed. The
only reliabk: conclusion one can draw is that the activities of the

. Bourke, Victorian, South Australian and Que¢nsland projects
enhanced the language and/or cognitive development of the chil- .
dren participating, at least in the short term. And even this conclu- . .
sion can be supported only to the extent that one is prepared to
accept sssessment procedures based almost exclusively on stand-
ardized testing. There is no firm evidence of the persistence of
these language and cognitive gains beyond the first three or four .
years of schooling, nor have any data been published on the longer
term effects of the projects on school achievement generally.

Seen from any perspective these are meagre outcomes. They
represent a poor return for the hundreds of thousands of dollars
invested in the projects, and an even poorer return for the amount
of human effort expended. Yet the problem lies with the research, ,
and not with the projects themselves. It is clear to the present -
writers that the lack of objectively measured outcomes is not the
result of ineffective programs, but of ineffective and incomplete
evaluation. The story bécomes more encouraging, therefore, when -
one turns to a wider and more subjective review of project achieve-
ments. These will be considered in relation to the children,
“schools, parents, teachers, programs, and community.

The Children ' ,
In addition to the research evidence noted above. staff of all six
projects reported that their programs had positive effects on the
‘children’s general academic and social development. Benefits ac-
cruing to the children who participated in the various projects
included one or more of the following: easier and more rapid
| adjustment to formal schooling; behaviour at school less shy and
withdrawn; clearer and more fluent speech; improvements in ,
general health and nutrition; more effective socialization with
peers and adults; and more regular attendance at school. Although
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o theevndcnceforthmnmptwmnnubmdhmdyonimpm

~ sionistic reporting, there is little resson to doubt that the majority
.olchildmwhoplmdpmdhthcmmdxdbeneﬁtmm
way. lnpamcnhr it seems likely that involvement in the projects

enhanced their perfmnceatachnol,atlunintheudyym |

' The Schools

Anmmmbuimedmmmwmem:dmbhah
ment of early childhood facilities in particular locstions: the -

Bourke pre-school, the New South Wales family education
centres, and the two pre-schools in South Al Additionally
the project at Katherine led to the consolidation of pre-school
ties there, and to the widér participation: of Aboriginal
fuenumd children, while!the schools at and
lltndnwvedamhmnulinputofphymnlmlhmnrc-

hndmbctmbmhawmmmwl ,
~ criterion of success, the provision of physical facilities certainly
“enhanced the opportunity for many Aboriginal children to partici-
~ pate in early childhood programs. The centres themselves there-
' foreshouldnotbeoverlookedunchkvanenumthe:townmht
E TlnPamm '
Al projects made some attempt 10 mvolve puenu in their pro-

" grams, belicving that this would enhance parental understanding
“of child development and thus contribute to a- more educative

home environment. The New South Wales project, er, was
. the only one that had a prime commitment to tal involve-
" ment right from the start. ‘The others soon began to follow suit,
although none went ss far as New South Wales in offering full
parental responsibility. Staff of the Victorian ptoiect,fot example,
moved almost exclusively to home-based teaching sessions during
their final year, while at Bourke a home visiting program was
introduced in order to consolidate the work of the pre-school.

It appears that the proj wercmcemﬁnlmnchiemctlmr
objectives in this area. Subjective reports indicate increasing levels
of parental participation, more openness in discussions between
* parents and teachers, a greater interest in the educational pro-
gram, and more co-operation in ensuring prompt and regular
attendance by children. In the longer term, once children had left
the projects, parents became less fearful about making contact
with their child’s teachers. In Swan Hill, for example, teachers
believe that greater willingness amongst Abongmal parents to visit
schools and discuss their children’s progress can be attributed
directly to the influence of the project.

59 )
BEST COPY AVAILABLE




have been used in a vniety of early .
Aboriginal and white. Likcwhethepamtworkboohoﬁhemw )
South Wales project have attracted considerable interest, along
wuhthesupplemenury tapes, slides mddhcumonbookleu '

TMCM : ’ .
Wnttenmtotheobiecnvuofmtproncumthuodofﬁmﬂy

and community development. It is difficult to assess the impact in
thunm,hwever for none of the projects attempted any sys-
tematic evaluation, and follow-up reports were particularly anec-
dotal and subjective. The New South Wales project undoubtedly

g
128
g

ment in this area was at the core of its philosophy. Ross (1973), in
his review of the New South Wales project, identified AFEC as an
' mclpnent social movement with the potential to integrate com-
munities, strengthen the morale of rhe group, and allow incressing
‘self-determination. Follow-up discussions with the leaders of the
AFEC Federation confirm that this potential is being realized in
mmmumdunAbuUndmhbemememﬁdemin

Themnnoontﬁbutionofotberpmbcuhyinﬂwdevelopmem
of Aboriginal teacher aide schemes. Faced with the problem of
school-community lisison, Aboriginal people were employed to

y AR ST ISR LN "' ,
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did have an important influence on local communities, for enrich-



. munity awareness and involvement in the work of the scho
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mhmthuchoohuclumommg Attheno\ukepre -

school, for example, the Aboriginal aides
vided a strong and effective link with the local community. In

Queensland, mpplemmntyﬁmdhuwubguudmdﬂebpa
~classroom sseistant scheme which proved to dncuhrlyawcpt-‘
- ful in strengthening school-community bonds, s0 much so'that it

" ~mbecamemplaunwdinlllAhwUmIschoohtbxwghoutl \

theSute o , ‘
' 'Dupnuhmﬂedmchmuhcleuthndnpmm
an important contribution to the lives of the children and
'wbopnnuplted,nwenumliﬂﬂn'mhmtothcculmn
hfmyholtheAhui.mlmpk and encoursging grester

. Additionally, the establishment of facilities and the ,
: ofmchiqmmyhevhmdnmmtou_
., their own right. "

Havincmmuindthemhroumonhembcu,
nexttothurwidaunmmtheﬁeldof.\mmeduumn

* The Wider Influence N
| Afuﬂmtof!hemﬂmdthembcunq lome
nndermndm.ofmnrdcvcbpmenumtheﬁddofhbmdnd‘

education since 1968. It will be from Chapter 2 that
relatively slow progress was mdedmﬁcl%&upe—

© tralia forhnmpk,thenumbuofAWnﬂchMumendiu o
pre-school centres throughout the whole State in 1968 amounted

to only 23 (Jones, in Victorian Ministry of Aboriginal Affsirs,
" 1973). In Victoria the humbers were even lower, and by 1971 there
were still only 12 Aboriginal children sttending subsidized kinder-
gartens (Worthy, in Victorian Ministry of Aboriginal Affairs,
1973). Only in the Northern Territory was there a glimmer of
. light. Thefedudmﬂnmntmmvﬂlmmdduabkﬁm
cial support, a relatively innovatoly program had been developed

~(Gilbert, 1962), and by 1967 over, 230 Aboriginal children were |
being enrolled each year in Northern: Territory pre-schools ( /

and Tatz, 1969). /
In the early 1970s the situation changed dramatically when the/
federal government began making funds available to the States for
Aboriginal pre-school edncation. State authorities were invited to
submit pland for the phasing in of pre-school facilities for all

- Aboriginal children over a five-year period, funding being pro-
vided for the construction of buildings and the employment of

advisory teachers \"{’hcre was a flurry of activity np\snbnnp/tm

. | / |
we T e ooy wnLgE

mumndyhnvepm-u
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- Table 1 Expansion of prc‘school faclhtles for Abongmes in
" Western Australia, 1968-73 ~ '

' Year- : . Number enrolled
1968 : o 25
1971 S -89
1972 o 426 i
197.;3 S Ll 658

. R l ’
" (Adapted: fmm J(mcs in V:Ctom,l)epartmcm otAhongmal Affairs, 1973) l\ '

» ' wereprepured bmldmnplmned,tuchenappomted mdthe. :
L ' : mmtabludmmmnnvemuhmery setup. The most rapid expan- - -
sion occurred during 1972 and l973,thcdmm"l‘ablelfmm
- Western Australia mdmtmg iun how extediive was the gmwth.
that took piace.
: Stmlluupmuon took phce mot.het Sutan South Amtnlia
: forexmpk,tlnmteﬁdmnonbepum:mpwdfunn-
| - sponsibility for Aboriginal pre-school educstion, and by the end of
o 1972 facilities had been established in all major Aboriginal com-
- munities, an Aboriginal tesicher aide scheme had been devised and -
|
|

implemented, and a full-time pre-school advisoi appointed. In - .
Victoria the number of Abodpnnl children attending kinder- .-
gartens rose from 12 in 1971 to 109 in 1973, and by theend of 1973 -
20 Aboriginal assistants werebemgunployedmhnderpnemm
| various centres throughout the State (Worthy, in Vlctomn De-
o partment of Aboriginal Affairs, 1973). ‘ s
| - Dnnngthefolhwmgyunthmwuconnnuedexpmmnmd\:
i consolidation, and by 1980 pre-school provisions were available:
| for most AbonpndchxldmnmAmtrﬂu Although these provi- ;
| sions vary in their nature and extent from State to State, they share 7 -
. a number of common features: (a) Parental and community in- 1©
" volvement is strongly encouraged. Devolution of responsibilityto " -
o parems,howevu.hutmmmd,exeeptinuolmdimm po
| - . (b) Programming is fairly traditional and conservative, the pri-
: * -marynmbem.toprepmchﬂdnnforfomd:choohng Never- |
: theless, programs increasingly have reflected a sensitivity to :
L Aboriginal culture, language and lifestyle. (¢) The employmentof .
| At'a;origimlh teacher aides is an established feature of mout pre- .
| . i
| | ' Havmgsmnmmmlthcmajormdsofthewtdmde two .
N basic questions arise: What influence have the six projects hadon
the above developments? And what has been uchieved as a resultof
all this activity?
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TheexpummofAbonandpn—uhoolfmhudwthcdnm
" result of a change in federal government policy. At some stage
during 1970 or early 1971 a decision was taken to collsborate with -
the States by providing funds for capital developments and for
some resource personnel. The real motivation for government
decisions of this kind is seidom: revealed. In this cas: the 1967
referendum had paved the way by giving the federal government

- power to act in the field of Aboriginal weifare, but specific ressons
~_for the decision only can be surmised. In Australia at that time
thmwunomhglodalmmnhonnheimdequxyofwlﬁn
mvumforAbormnumtheﬁddtofhemh,hmﬂn;md
education. Furthermore, within educational and social welfare
circles there was s great deal of interest in early childhood services,
most professionals believing this to be the logical starti: ;g point for
action. It therefore was politically expedient for the government to- -

actuud:d,mdxhemovemncwdapoddedoﬂavomble

- publicity. : _
' Whatrolednddupro)ecuphymthaedevebpmenu?lm :
noteworthy that during this period there were no other under-
takings of similar size or scope in the fields of Aboriginal education
and welfare. mmproiecutoptbermvidedthemmmnova-
tive thrust, and therefore attracted considerable interest. They
were a practical demonstration of the: lunds of development that
" most pmfemomls thought desirable. -

‘The present writers believe the projects served two funcnons at
this time: they accelerated  government action in the field of Abor-
iginal education; and they focused interest at the early childhood
level. Undoubtedly the government would have acted even had
the projects not existed, but developments might not have been so
rapid, nor so strongly dlrected ‘to the pre-school. Few govern-

~ments are likely to stand by and let private enterprise gain all-the
kudos from an apparently successful venture. In this pamc\fm
instance there were several ventures succeeding in the same field,
there was strong professional interest and support, and there was
pressure from other groups seeking funding for similar en-

deavours. It secems inevitable, therefore, that the projects did

provide some of the impetus for government involvement. Q

The projects also had a wider role to play during this period of
rapid expansion:

(i) They stimulated debate about underlying issues and

" philosophies, forcing people to think more deeply sbout their own
approuch to the carly education of Aboriginal children. The
widely dxvergem philosophies of the Bourke and New South
Wales projects, for example, attracted a great deal of interpst-
amongst educationists, Staff of the two projects were strongly
Lommmcd 1o their respective viewpoints, and one could not read
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" 148 Early Childhood Educotion of Aboriginal Australians

their writings and view their documcniary films without being

challenged wcllnfyonuownbebefundadopupemnalmnoe

towards the issues involved.
(i) Themcmpmmdcvelopedmthmmpmmhld ‘

"Ammpauntmﬂummmmunmdcvebpmenthbonmnd; - ;

education. As previously noted, the Queensiand language pro-

mmsoonbecunudoptedmAbonpmluhoohthmughoutme
State, and also had a major impact on the language arts curriculum
for all ‘primary schools in . Curricula for Aboriginal
schools in the Northérn Territory, South Australia and Western

Australia likewise were influenced quite strongly by the Quetns- '

land program; and some use also was made of the parent education
matcﬁnhdevelopedbyLeXGreyinNewSouttha ‘ L
(idi) Proiecttchoothueendmd South Australia and Bourke

| were amongst the first in Australia to use Aboriginal teacher aides

in a systematic way. It seems likely, therefore, that these projects

helped to accelerate the adoption of this scheme across the -

country.
(iv) As pre-school facilities for' Aboriginal chudren expmded

* around Australia, the involvement of parents became one of the

more prominent feanu'u The present writers believe this can be
attributed in part to the influence of the New South Wiales project, ~
A'W‘dmwﬂ‘ﬁbu(‘ruyhﬂmmdedmm‘

was prowdmg 2 pucnctl demommmn at a most ptopmous time,
and though few peoplé fully understood his philosophy, and fewer
still were prepared to accept his concept of complete parental
responsibility, his work did stimulate wide interest in the idea of
parents sharing in the activities of the pre-school. N
(v) Finally, the projects must have had at least a slight mﬂuence
on the process of attitude chnn.e within Austrulis. During the past
decade there has been a growing recognition of the integrity of
minority cultures* and an irncreased awareness of the contribution
that Aborigines can make to Australian society. The staff of most
projects themselves went through this process of attitude change,
developing a deeper appreciation of Aboriginal culture and life-
ways,-and thus becoming increasingly sensitive and supportive in
their work with Aboriginal people. Positive attitudes undoubtedly
were communicated in project.writings, films, radio broadcasts, -

public lectures, etc., s well as in day-to-day contacts with‘people

. ,

*An impomnt mﬂucnce hm has been the muln-cultuml education move-

ment which has been developing rupidly in Australia European migrant-
groups have played an important role in stimulasigg this development.

\
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in the various communities. ‘The projects also were studied in
- detail by students in many teacher training institutions, hopefully
! providing new insights and understanding. -
‘In summary, it is clear that the projects to varying degrees did ' |
have an influence on the field of Aboriginal education, particularly . R
. during the 19708 when the pre-school movement was developing ' : S
at such a rapid rate. But what has been achieved as a result of all
this activity? Has it solved the problem of school failure amongst
Aboriginal children? : . :
The simple answer/to the latter question is no. The latest . |
research findings are quite clear: Aboriginal children are still not
~ succeeding in the Australiah school system. This evidence comes
 from a national study of the literacy and numeracy skills of Austra-
lian children conducted by the Australian Council for Educational
Research, The study assessed the perfotmance of representative
samples of 10- and 14-year-old students ‘on a variety of tasks
considered important for progress through the school system or
for everyday life in Australia’ (Bourke and Parkin, 1977: 131).
Aboriginal students (rom all States and Territoriés were included
in the samples, the research design erisuring that every Aboriginal
‘itudent ire Australia who was in the appropriate age groups had the
same probability of being selected. The results have been sum-
. marized as follows: ‘ , .

Formetub[lhcﬂbcridnduuﬁnu’lknlo(ptrhmmmhed
'thatdtbemnAmdhnmpb,M.nm.mm-
ance was 15 to 25 per cent below that of Australian students oversll, These
students live in situations which require that they be literate; a tribal lifestyle is
not often a possible altevnative for thein. While it is plessing to note that the
majority of these students could perform most of the jasks . . . nevertheless,
- their performance was considerably below that of Australian studenits overall.
Whatever the ressons are, many of these Aboriginal students throughout
Australia are not achieving adequate levels of basic literscy and numeracy
1 necessary for what is considered to be » ‘normal’ life in this country. {Bourke
and Parkin, 1977: 153) W

’

Research evidence such as this tells only part of the story,
however, While the problem of school failure has not been solved,
considerable progress has been made towards a solution, especially
at the carly childhood level. It would be totally unrealistic to

. €xpect such a major problem to be overcome in the short space of
10 or 12 years; indeed it may be unrealistic ever to expect 8
complete solution. In retrospect, the degree of progress duy g the
past decade has been impressive. In 1970 relatively few Aboriginal
children were uttending pre-schools, there was a minimal govern-
ment support, and programs generally were watered down ver-
sions of the traditional pre-school curriculum for middle-class
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‘)50 Early Childhood Education of Aboriginal Australians
white children. By 1980 pre-school facilities were available for
most Aboriginal children, the state and federal governments had
accepted & major funding role, perent and community involve-
ment had become an established feature of most pre-schools, and
programs increasingly were dovetailing in with the culture and
lifestyle of local Aboriginal communities. Considerable improve-
ments also had taken place in the quality of primary schooling,
especially in the early grades. - L . ,

- l n summary, then, the present writers believe that more pro-
; gress has taken place in the early childhood education of Abor- .

. iginal Australians since 1970 than'took place during the whole -
period of white settlement prior to that time. Furthermore, they -
believe that each of the six projects to.varying influenced
the nature and extent of the progress that occurred. Without the o
projects, developments probably would have \been slower, less -
innovative, and less parent and community oriented. -

Looking Ahead ¥
Despite the progress that has been made, is still room for
improvement in the provision of early chil services 10 Abor-
iginal Australiand, In particular, early education is still too
cthnocentric; it is still being offered to the Aboriginal people largely
on white man’s terms. As noted in the review of the AFEC move-
ment (see Chapter 4), federal government authorities seem dis-
inclined to support the idea of educational self-determination. This
is not surprising. Self-determination in the ﬁel& of education cannot
be séparated from the wider quest for social, political and economic
self-detérmination. And full Aboriginal self-determination of this
kind is not something that white politiciany feel comfortable about.
If further significant progress is to be in the early education of -
Aborigines, however, increasing responsibility must be given to the
Aboriginal people themselves. This point has been made strongly
by the National Aboriginal Education/Committee, a 19-member
all-Aboriginal group established by the federal government as an
advisory body. In a major. statemenit of aims and objectives in
Abongmll educatica members of the committee make the follow-
ing points: ' :
The contemporary education of the /Aboriginal people must be & process
which builde on what the Aboriginal ‘are by recognising and using the
traditional methods of'learning. tion for Aborigines should develop
natural potentisl and not, testroy our'birthright,
‘ The cducation services offered to Aboriginal people must aim for and be
; capable of developing Aborigines who are at ease in the knowledge of, and
! pride‘in, their own cultural heritage s well a3 obtaining the academic and

technological skills required of Aboriginal Australians today. To ensure effec-
tive learning we believe the latter must be acquired in harmony with the

/

v ooy frr TR

Q ),.‘,1.],_, vy A
EMC L“‘f hfhfm.x‘id&

r

FullText Provided by enic [




The Projects in Reirospect 151

Aborigines’ own cultural values, identity and choice of lifestyle.
The NAEC believes that Aborigines are better able to understand and
communicate the needs and aspirations of the Aboriginal people, This re- '
quires Aboriginal people being given responsibility for the implememation of N
policies, funding, and administration of programmes in Aboriginal education. :
In order to ensure the effectiveness of education services for Aboriginal
| peuple, Aborigines should play the major part in the delivery of those services,
| " This requires an immediate and substantial increase in programmes, and the
| implementation of new programmes, to train and employ Aborigines in the
field of educution. (National Aboriginal Education Committee, 1978; 3-4)

These are very important recommendations indeed. If they are
tully and promptly implemented by the federal government then
the ycars ahead will be exciting ones for the field of early childhood
education. Good progress has been made, but further consoli-
dation only will be etfective as the Aboriginal people themselves
are allowed to assume increasing responsibility for the early educa-
tion of their children.
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Appendix I: An Evaluation of Pre-S hool
Programs for Aborigines in South A| tralia

K /
/

/

During 1972 and 1973 & major research study was conducted in
South Australis in order to assess the effecti s of pre-school
programs for Abuii~inal children. The research was carried out at

~ Port Lincoln and Port Augusta, these two country centres being .
‘selected because special pre-school provisions Iudyeuuvﬂhble. e

to Aboligines in both cities for a number of years. At Port Lincoln
the children attended a Save the Children Fund Aboriginal pre-

school fromtheueoflwomduhdfyem The activities of this

pre-school were similar to those found in conventiona! pre-school

programs, although considerable emiphasis was placed on

language development. Four-year-old children were encouraged

to transfer to one of the regular Kindergarten Union pre-schools

for a final period of six to twelve months before entering school.
At Port Augusta a play centre had been operating for a number

of years at the Umeewarra Mission. Major emphasis was given to

the children’s social development, and the program therefore was
oriented to free play activities.

The following summary has been adapted frotn\'{‘cudale and de

" Vries (1976).

Description of Research

. The procedure adopted in both cities was to test all Abongmhl
~ children in the first four grades (i.e. Preparatory plus Grades 1, 2
and 3) in each of the state primary schools. Additionally, at Port
Lincoin, an cqumlem sample of European children from lower
SOCi0-ecONoMmic status bnck;munds was tested. All children were
assessed individually using the 10 basic sub-tests of the revised
Illinois Test of Psycholinguistic Abilities (ITPA). Full details of
pre-school attendance also were obtained so that each child could
be allocated  rating on & 10-point scale that took into account both
duration and regularity of attendance.
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The teat results were used to assess the effectiveness of pre-
school prowisions at both centres in several ways. Firt, it was

- possible 1o divide the Port Lincoln Aboriginal children into wo -
. groups (high and low pre-school) on the basis of the pre-school

rating scale. Direct comparisons then were made between the -
results of the two groups using a test of statistical significance that
took into account the effects of age upon performance. At Port -
Augusta s three-way division was made between the children: high

.pre-school, low pre-school, and those with no pre-schooling at all.
i 'Comparisons thenavere made between the latter group and high
pre-school attenders at both Port .incoln and Port Augusta.

Summary Of'Flnd;;IIS\"/ , e

ComwhouqunﬂudiﬂmntuoupuuuutedthnAboﬁgi- -
pre-school

nal children who attended ool regularly at Port Lincoln
achieved at a significantly higher level in some aress than their
peers who were rated as low pre-school gttenders, and achieved at
a very significantly higher level in most areas than Aboriginal
children at Port , who had had no pre-school experience at

~ all. At Jesst part of this superior performance must be attributed to

the positive effects of regulat participation in a structured pre-
school program over a two-and-a-half-year period. :

The free play approach of the Port Augusta pre-school had no
apparent effect upon the cognitive development of the Aboriginal
children, at least as measured by the sub-tests of the ITTPA.

With the Port Lincoln results, statistical comparisons also were
made between the European sample and the high pre-school
Aborigines, and between the Europeans and the total Aboriginal
group. These comparisons were made on the basis of grade level,
scparate analyses being made for lower (Preparatory and 1) and
higher (2 and 3) grades respectively. The purpose here was to
assess the performance of the Aborigines relative to that of the
Europeans a4 they progressed through the school system. The
results may be summarized as follows: '

(i) The high pre-school Aboriginal children performed at a
significantly higher level than their European counterparts on one
ITPA sub-test (visual closure), and at lower levels on four sub-
tests (auditory reception, verbal expression, manual expression -
and grammatic closure), ' .

(it) Differences between Aborigines and Europeans were rela-
tively slight at the Preparatory and Grade 1 levels. Differences
between the two groups widened very considerably, however, by
the time the children reached Grades 2 and 3, with the Europeans
performing at a significantly higher level on six of the ten sub-
tests. The relative performance of the Aboriginal children there-
fore appears to have declined as they progressed through the
school system, ‘
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Appendnx II: The Basnc Features of: ag i
Abongmal Famnly Educauon Cenm. (AF EC)

ln order to publicize lhc New South Wales proiect, staff prepared
a small brochure to desctibe the basic features of an AFEC. This

-brochurepmvndnlverycleuoudmeofhowthepmpctwu

introduced to the Aboriginal people of New South Wales, and :
thcrefore it has been reproducedin full. - \

Abongmal Family Educanon Centres

A Letter to Parents and Grar.dpargnts

Wha: isAFEC? \
“ It is a Centre that parents organise during the day for their

- young children. Grandparents are wulcome too.

It is a Centre where children from birth to school age mix and
iearn, and where grown-ups meet to work and leam with the
children. . '

It is a Centre where clnldun can have fun with and do things
with their hands and their minds. '

- It is a Centre where grown- ups can do things for themselves. In
an AFEC you can enjoy your ti.ne with other mothers. ‘

You can try the things you have always wanted. It is a place
where you and your young children do things together.

Why have AFEC?

Once a heslthy body mattered most of all. Today we need keen
minds as well as strong bodies. Today education matters. Today's
children need to be able to think and learn as well. Very youngl

_¢hildren are as keen as runarounds to learn. Learning is easy for,

the voungest ones. They have everything to learn. They reach out
for learning. This it why AFEC starts children learning soon afted

they are born.

Before they go to school children learn from their parents, The

AN ' !
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moutheyharnﬁommthcfunhcrdwymugomthmrmchfor
learning and the better they will do at it.
 Young children need us, their fathers and mothers, to help them
get started on the road to learning, Tl#eyneeduuoapendum«;
~ with them, each week. In this time we: - o
. Tellthunwhuwmedtodowhmwemchﬂdmn
* Organise things for them to do with their hands and minds.
* Ask them to tell us and show us what they have done.
chweAFBCutomnchﬂdm:uﬂumdullm Talking' -
~helps them HnChMmhkewdoMmdmkuhinp
They to be near as their parents make things. '
" Children meet others and learn sbout themselvés and other
mnthcyphy ’l'bechnldmdolhmpmdmnkethmpu
y
Aschﬂdmdothmp andmnkulmm thcylam Chndren
learn through play. . :
WehlveAFBCuodmchﬂdrencanphymdleam

MmaMAFEC .

AFEChyoun Youmnunndkeepngomg It is your
. education centre, for you and your children. -

In AFEC you bring your young children up the way you bélieve.

You and your children come once of twice's week - ssoftenasit -
suits you and the children. You fix the place. You fix the days. You'
fix the time. You come as & family - all of you who are at home -
~and you go home when you and the children are ready. ~
At weekends and holidays the school children can join in too. |
Each AFEC is a small group of families living close together.
Youneednomthanfounoauchndren uedfmmbmhtoux _
. years,tostartan AFEC. . -

Theflmﬂuofthuechﬂdreumnkedlzhumwnmmmenu,
because AFEC belongs to the families who use it.

You can start as 500n 83 you are ready. Oncumuplmmore
thmtwentychﬂdrenammugimm

ToStartan AFEC -

Talk with three or four other families. If they are keen to know
more,getmtouchmthmauhe.ddreuonthefront Tellus .

where we can meet you. One of us will visit you ~ at no cost to you.
We will help you to work out:
* The best place for your group to meet.
* \Vhether you want a committee or a secretary.
* What to collect for the children’s play.
* How tu get the first session going.
Ol:je of us will, if you wish, visit you regularly, but not every time,
dn _
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*

Suggest more things for the children to do and to make.
Suggest how you can help your children iearn and the equip-
ment you need for them.
Help you start up your own crafts, :
Help you find out more about education, 'jobs, housing,
~ citizenship. :
™, Atrange a small, weekly, educational grant.

* Suggest how you can raise more for yourselves as you need it.
Then one of us will work with you and show you more about

* How to run AFEC. ,

* How to help your children learn.

* How to get more education for youmlves and your children.

The Cost of an AFEC

L 3

* ®

AFECs receive a grant to meet the cost of buymg supphes of

paper, paint, flour and other materials, tools and equipment. The
- grant is $5 a week, just enough to help you along. You raise the

rest. Because no one is well off, you keep the costs down. But

together you can raise what you need - and enjoy it.

To earn this grant, parents and gnndparems of the children:
meet at least once a week; run a play session with the children;’
work with the thldren . .

Any group of parents or grandpurents, anywhere - Abongme or
non-Aborigine - can have help from the Bernard van Leer Foun-
dation Project, Department of Adull Educanon, University of

Sydney. \




Appendlx lll Mam Features of the Queensland

Language Development Program
\

“The following description of the first year of the language develop-
' Mment progran has been condensed from the introduction pub-

lished in the first handbook (Quecnshnd Depanment of Educ-

" ation, 1971: xi-xxi).

| Introduction

The program aims to foster the cogmnve developmem of the

children, recognizing that if satisfactory development does not

take at an early age then ldequate mtellectunl progress is
hkely be hindered.

“ It is.eseential to build upon the assets which each child has
accumulated during his pre-school years, and in no way to under-

mine the child’s concept of himself and his origin. The validity of |

the children’s own form of communication must not be ques-
tioned. Their experiences are regarded as something of infinite
worth to be used s the starting pomt of the program.

Four Qtrandq

The program is designed to occupy the entire school day for the
complete year. It consists of four strands which are integrared
around the language units to be: mtroduc.ed and involves the
developmen: of:

e oral language pattems of standard Enghsh
o reading and writing skills;
o perceptual skills (listening, looking, touching); and
¢ problem solving and critical thinking.
All aspects of the school program have been incorporated into

the elaboration of these strands.
158
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Central Themes | '

Bachlmndudevelopdthm;hmenbloch uch
around a unifying theme. Thunumbeinmduceddunn;theﬁm
year are: self concept; personal competence; home and family; -
animal families; workpaopledo,mmpmmdmvd and the
“world around us.
The bmcpnncnplewhlchmmmnllmmdtonhepmmm
- is the expansion of the child’s concept of himself. The self concept
utheﬁmumnetobeinmducedbecmnthehuwumt‘l’m/l
am’ is the most frequently used pattern among five-year-old
children: This linguistic unit both expresses the concept of self,
and allows thegenemionofmymcnmmmd nﬁnemenuof
that concept.
.~ Awareness of personal compctmelndlkﬂllhmended with 3
themtrod\ncnonoftlnldq unit ‘I can’ in the second theme. . B
- With the introduction. >f the third theme the child is seen in B =
relatio nthhmnlernmlmem,mdtheldfoonoepnhune | o -
exte. to include his relationships with other people, partic- ' 1
ularly his immediate fnmﬂy and near neighbours. A later theme
. includes familiar people in terms of their occupauom, and the w‘
'beanncthcyhoveonthechﬂd'slife -
Fmally, the context is extended to a wider oochl envnmnmcm,
recognizing particularly the mobility of many Aboriginal families
-and the important phoe which relatives, who often live in far-
" distant centres, hold in the children’s lives. :
Although it is suggested that each block occupy five weeks, this
is to be regarded only as a guide. Time schedules may need tow
adpusted to suit theineeds of different groups of children or :
maintain the mtegme‘developmemof all strands of the program. \

Oral Language

Language units introduced in the program move prosresawely
from words and sequences comnmon to both Aboriginal English
and standard English, to those constructions not found in Aborigi-
- nal English. New vocabulary is introduced into phrase and sen-
tence structures which have been firmly estnbluhed Each new
language unit is introduiced in three phases.

Listening

It is essential that children have numerous opportunities to hear a
new unit in meaningful contexts before they are asked to express it
themselvcs Individual lmemng units can be used to provide such
opportumues These consist of a tape deck arid headphones to be
used in association with illustrated books. Children listen to the
tapes which are programmed around the language unit, while "9’
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Iook at theptcmmmd acoompmymg capuonsmmebook
Listening to stories, songs and poems in which the unit occurs in
refmnsotlwyphmuumenioynhleacnmywhnchhuhwhmhe
appropriate structures. Listening materials of this type in the
prommunbculectedonthebuuofobumuomohhcchu-
dxensphyuwdlndmdenmonmcm

Supported Use ' [ ' -

The next step is to give the chﬂdrencxtennve pncuce in using the -
new unit. The greater the variety of situations which allow the unit,
to be used, the more occasions there are for its reinforcement. .

Chnldrenmbeencmmcedwmmrefmmmdkcyphmu
of stories and songs, and to repeat speech rhymes. incorporating
the unit. Individual retelling of stories by the childben and drama-
tizatiun of the stories enable further practice. Gmmwluchcnllfor
responses using the unit can be played. . :

Atthum,anphnhuplmdonrhythmwpamofumu
Rhythmic movement and percussion accompaniment to the repe-
tition of sentences containing the janguage unit are important. Instru-
. ments such as click sticks, bongo drums and shakers are useful.

As an aid to the sssocistion of the oral and written form of the
unit, printed language cards are used. Magnetic tape is affixed to
thebockoflhecuduod\cywﬂhdheremameulbond The
children build up the unit using the cards, and practice is given in
reading it rhythmically. Frequent opportunities for the associ-

ation of the oral and written forms of units develop an
appreciation of writing and reading as forms of communication.
Unsupported Use '

By this stage the children are expected to use the new unit spon-'.
‘taneously in their comment and discussion. Unaided mampu-'

lation of the printed cards in activities with the magnetic board is
~ also expected. " . '

Reading and Writing ,

An important aim of the progratn is to Lsnbhah competence in the
* secondary language skills of reading and writing, which are basic
to achievement in all areas of the curriculum. It is essential that, in
. acquiring these skills, the children participate in enjoyable ac-
tivities which are intrinsically interesting and rewarding.

Ttis equally i important t that the chﬁdrcn develop an understand-
ing of the way in which books communicate ideas. Accordingly, it
is desirable that much of the early reading material be sclected
from the oral language which the children use in discussion'ac-,
tivities. The teacher can listen for use of standard English pat-
terns, which can then be written down and read immediately,




-‘Pmadl.an‘uaa Unm ,

Thehwnniuhmdu«dhﬂnmiommebma

. the children’s sight vocabulary. W’htnthechildlumftmhu

with the oral use of the language units, printed forms are intro-

* duced. They are encouraged to combine these into language se- -
' quences, and resd them aloud. Oral and visual forms of sentence
- structures arp thus experienced simultancously. Using the unitsin - ..

thummbluthechndnntommmirmmm

| mthouth:m.towmumﬂtheyhnvemumedthemonkuh

involved in writing. i

T

E xpevience Reading

‘ ltubuuthnttheaﬂyﬁdiummhlbemmdumdrd-

evant to the children. One way of ensuring this is to record events

from their experience. Each day, iteths of news contributed by the
chxldrencanbtmmdownbythetuchermd‘r«d by the

Thechxldrenmaydwutehbehforobiecumdpacmmmthe

 classroo. Wherever possilsle, sequences of words are preferabie
~ to single words. For example, ‘lt’udo"mhenhm‘dog’helpuo
_remforccmelnngumuniuof the program.

Every opportunity for involving the families in the children’s
progress should be taken. Children are encouraged to take home
captioned drawings and pnmed cards which they cad ‘read’ to

- others,

Practice Reading

A variety of additional material is desinble meum booklets

depicting Aboriginal people in environments familiar to the
children’ have ‘been devised, and the children should be en-
couraged to ‘read’ these. Thecapuonedbooluuwdwnhthc
listening unit also give practice in reading the units of the program.
Some of the material should be fead rhythmically to assist in

developing awarencss of appmpnate stress and intonation

patterns.

Writing

Pre-writing activities to develop the motor skills and fine co:

ordination necessary for wmmg are included in many sections of
~ the program. However, even in the early weeks, writing activities

extend beyond manipulation of pencil and crayon.

A more unpomm aspect of wnun; is the conveying of meaning.
Tracing or copying of sentences is therefore introduced early.
Furthermore, handling printed units develops a sense of ordenng
from left to right, and facilituies the placing of words in theu'

correct position in the hn;me sequence.

176

o Avpendis 11 161




e EWCWWEMM‘,]AWM Amraam R
P"“P““‘Shlls . ‘.":'.;-- S (T

-Pamwmdenndupondimﬂmamnbemm oy
impressions received frof ihe outside world. Such discrimination
uwﬂchﬂd:wnmbmmmuom.deqm&ly

mmmmmmchﬂdmsmpmdupm ,

enceby i varied. assortment of sounds,

u;huindtmum T’hechddmthouldbeencourmdmmme‘
.mdcllmfythae :

Whenﬁnedmﬁmmtmmmnotpncmed uumytofallmto ‘

luyhabmofhuenin; looking and touching. The progtam intro-
ducudmmmm,beunnmlmthmdiﬂemcumdpro-
‘aremnuot‘mednﬂ'm
Chutoomfadliﬂummpplcmemedbymordn upu,books,
pncmrumdﬂlmstnpl Special techni nd:wnllbeunedtohelp
focmthechﬂdmumnuon,andto' s :

Auditory Skdls

" Aboriginal English does oo diciminte between e "vowel

pamalqonndundblends,it‘ euenmlthmhechndrenbenvcn
, i jzing similarities and d:ﬂercncu be-
pveenlounds both non-vocal and vocal.

The use of alliteratively named puppets, e.g. , Susie Seahmke,
mvaluableudmmc:umawmnmofthehnguﬂwnnds

which are used cither rarely or mappropm\ely ‘The puppet

characters are interesting to the children, who readily become

: mvolved in phomc acuvmea bmlt around them.

Visual Skills -

Reading depends partly upon the ability to dmcnnnnate between .

letter and word forms, and punly upon the ability to integrate
these into meaningful word and phrase sequences. The consider-
able visual skills displayed by Aboriginal children provide a basis
for the expansion of many o[ the abilities which underlie success in
learning to read.

Many materials which can be manipulated by the childrenaid in.
the development of these abilities. Projected images have novelty”
value for all children, and use is made of this to increase motivation
and mairitain the children’s interest. Photographs and filmstrips of
the children and their environment promote discussion which
assists in elaborating the seif concept through direct identification.

Other visual material is projected using exposure times reduced
by a tachistoscopic shutter. The basic aim is the recognition of
shapes at speeds considerably more rapid than those usually re-
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- quired forthcmimnlnmnolvuualmm Thenoveltynndz
. " intrinsic appeal of the activity encourages children to attend. The
-upddeammmndmwhknwmmmnmm

Reeommuﬁdmllmmudbyuhnsthechxldmto
o -muchlheptoncwdmmmththeapmnushnpeﬁmm
- individual sets of cards, Discrimination is developed by increasing
. the similarity of the choices. svailable. 'The task becomes more
\ dnfﬁcultutheumtobemonﬂedpmmfmmfmhu .
animal shapes to letter-like figures. .
Oneethechudmhawbemhmnmmmmtm indi-
vidug! shapes, sequences are introduced to develop visual mem-
ory,/Cotrect ordering of the images perceived and remembered is.
an/important prerequisite to success in reading and writing. . "
/Wbenthechnldrenmfnmﬂmwithpmwdhmumumts,
- mword slides are introduced, Initially, unmnadezpotummmed,
: andthechxldrcumhermuchthepmncmnwuhhn;umwds
or respond vocally. Progression to reduced speeds is aclueved :
following greater familiarity with the units,
Sequcncesohhdumthenund,mdthechﬂdrenmnch
projected units with language cards to build up sentencea./ )
complete sentence mlymenbereadbythechddnn A N\

/'/

Problem Solving and Crmcnl Thmlung -

In building upon conceptl which the children have nlready es-
tablished, the program aims to develop strategies and conccptual
skills for problem s0lving and critical thinking.

A close link is maintained between the perceptual training and
discovery strunds of the program. Discrimination of similarities
and differences between objects draws the children’s attention to
their salient characteristics, and leads to -the establishment of
classificatory concepts. Matching and sorting activities, picture
discrepancies, and oddity problems encourage classification into
categories. Fmdma llnnss which belong together or are used in
particular situations assists in expanding associative networlu be-
tweeri concepts, .

Observation of changes, for example, a child grows, ice melts,
cake is cut into pneccs, can assist in the development of conver-
sation concepts. |

4 The vital association and integration of different concepts
necessary for later problem solving can be achieved through the :
use of activities which illustrate more than one concept. For .,
exaniple, an activity listed as seriation, in which the children in the /

* group are ordered by heighit, also aidd in the development of the
self-concept (the child sees who is taller and who is shorter than

7
e
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 himaself )and classification concepts (tall children, short children). »
The concurrent provision by the teacher of appropriate oral lan-

guage units expands both the cluldun s conceptual structures and
_ the time available for verbal expression. '
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