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FOREWORD
It is the responsibility of the Human Rights Commission, within the charter given to it by the Parliament, to promote the observance of the full range of human rights set out in the various international human rights instruments associated with the Human Rights Commission Act, the Racial Discrimination Act and the Sex Discrimination Act. The instruments include the International Covenant on Civil and Political Rights, the Declaration of the Rights of the Child, the Declaration on the Rights of Mentally Retarded Persons and the Declaration on the Rights of Disabled Persons.
Among the human rights articulated in these major international instruments is the right of children to education on equal terms regardless of race, sex, ethnic origin or other status. In the case of children of racial, ethnic or other minority groups, this includes the right to be educated on terms of equality with others and with due respect for their own languages and cultures. The basic right of members of minority groups to have the integrity of their cultures respected is stated in the International Covenant on Civil and Political Rights (Article 27):
In those States in which ethnic, religious or linguistic minorities exist, persons belonging to such minorities shall not be denied
the right, in community with other members of their group, to enjoy their own culture, to profess and practice their own religion, or to use their own language.
The Declaration of the Rights of the Child focuses on the right of the child to
an adequate education without discrimination. Principle 7 states:
The child is entitled to receive education, which shall be free and compulsory, at least in the elementary stages. He shall be given an education which will promote his general culture and enable him, on a basis of equal opportunity, to develop his abilities, his individual judgement, and his sense of moral and social responsibility, and to become a useful member of society.
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It is worthy of note that the Convention on the Elimination of All Forms of Discrimination Against Women is also relevant because it too emphasises the educational process. Article 10 of the Convention spells out in some detail the steps to be taken by signatories to free education of practices discriminatory against women. These include providing access equal to that of men to career and vocational guidance, to curricula, teaching staff and facilities of equal standard, ensuring equal access to scholarships and study grants, providing similar opportunities for sport and physical education, and freeing education generally from sex-based stereotypes.
In February 1984 the Human Rights Commission made a decision to sponsor a number of separate but related studies on the existence of structural prejudice in schools against students from non-English speaking backgrounds (NESB) and the implications of such prejudice for the human rights of students. Within this general framework individual studies would examine particular aspects of the schools system and its operation, such as daily classroom practices, curriculum design and course options, and sporting and recreation activities.
Getting a Fair Go is the second project which results from that series of projects and is a study of the important question of the role played by schools in the perpetuation of social inequality. Focusing on occupational socialization, it investigates the ways in which ethnic background and gender may affect the sorts of preparation students receive at school for entry into the workforce. If it is accepted that the function of education should be to maximise rather than to restrict the aspirations and opportunities of students, it is clearly discriminatory to have a school system in which girls and boys of non-English speaking backgrounds come to regard a narrow range of poorly paid, low status jobs as their inescapable lot.
The mechanisms by which schooling shapes the working lives of students are many. While some, such as examination systems, are obvious, others are much more subtle in their modes of operation and effect. It is a most complicated area, and one which has been subjected to surprisingly little in the way of systematic detailed analysis. It was the perceived need for such analysis that led the Commission to support this study. Dr Bullivant examines closely, from the perspective of the occupational socialization of
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their students, the pedagogical and social world of seven Melbourne secondary schools.
His material is presented in the form of two case studies: one of a single inner city school, the other a composite study of six suburban schools from different parts of the wider Melbourne metropolitan area. Aspects of the schools considered include the effects of ethnic background and gender on student aspirations and expectations, curriculum offerings and structure, careers education and advice, and also the attitudes of both students and teachers concerning ethnic differences and gender. The case studies are preceded by an extensive exploration of the theoretical issues raised in the large extant literature on schooling and society, and ethnicity and multiculturalism, which provides a valuable framework for interpretation of the case studies.
Unfortunately the study was subject to severe restraints of time and resources and hence must be seen as being essentially exploratory, with much work remaining to be done. It was not possible for the researchers to spend more than two days at each school, which meant that it was difficult to investigate some of the less conspicuous aspects of the schools' operations or to probe behind appearances as carefully as might have been desirable. Further, case studies in themselves cannot provide any indication of the extent to which what they reveal holds true elsewhere in the school system; additional research is required to establish the scope for general application of their findings. It is the strength of the case study method that it draws attention to the fact that accurate generalisations about institutions as complex as schools are not easily made and that to understand how schools socialize their students consideration has to be given not only to systemic factors such as curriculum provisions, Education Department regulations and teacher training, but also to aspects of the individual school in question, the particular ethnic and social mixture of its students, its history and image within the community.
The Commission greatly appreciates the skill and effort Dr Bullivant has contributed to this project. The wide-ranging discussion in the theoretical chapters and the close detail of the case studies themselves are testimony of the trouble he has taken to treat this important question with the care it requires.
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INTRODUCTION
The concept of 'go' is deeply enshrined in the Australian culture and mythology. Thus there are such injunctions as 'have a go' (often followed by some colourful description such as 'ya mug'), 'give it a go', 'she's (it's) a goer', 'let's have a go', and so on. All testify to the importance placed on 'go'.
This research report has a similar underlying theme. It portrays two case study schools, in which students at Years 11 and 12 are endeavouring to 'get a go', in terms of forming their career scenarios about future employment opportunities and the kinds of preparation necessary to attain them. We have termed this process occupational socialization.
However, the best laid plans can go astray, as systemic factors within the school and from the wider community can adversely affect students' occupational socialization. In particular, students from ethnic and lower socio-economic (SES) backgrounds may be discriminated against in comparison with their Anglo-Australian peers. This research sets out to establish whether there is evidence for such discrimination and whether students are, or perceive themselves to be, disadvantaged.
Systemic and structural influences on career scenarios
To focus on these kinds of issues several theoretical models have been employed. From the systemic point of view, the way in which each school caters for students' aspirations is achieved through the range and relevance of provisions in the curriculum, teaching and advice that are directly related to planning career scenarios. A comprehensive model of the curriculum is developed to examine this.
From a macro-structural point of view, the wider society, home and peer group also play a part in helping students plan their career scenarios. Parental direction and encouragement, role models in relatives and peers who may already have jobs, the availability of official careers advice from governmental and semi-governmental bodies, together with a whole host of other, often informal influences from the mass media and the general economic climate of Australian society all exert influences. These aspects are examined using a model of the school's ecological context, and each case study illustrates -- often in very striking ways -- how students endeavour to come to tern-, with them.
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The main theoretical model used in the research design for this study combines the SES and ethnic perspectives in a model of ethnocultural hegemony, and is further refined into a theory of syncretic, multifaceted pluralism (Bullivant, 1984; 1986b). Like the more usual social or cultural reproduction theory, which it replaces, the theory also holds that inequalities are reproduced through systemic elements of the school.
The working hypotheses derived from this theoretical formulation do not beg the question as to which group in each of the case study schools appears to be most favoured. That is left open. In theory, it should be the students from the still dominant Anglo-Celtic-Saxon majority. In practice, as much of the evidence from the case study schools suggests, there are strong grounds for rejecting this assumption. Reasons for this constitute one of the main and surprising findings discussed in Chapter 10.
Alternative models
In setting up this theoretical approach, the merits of two other theories of students' career aspirations and occupational socialization are examined in Chapter 2. The first is the claimed correlation between a student's self-esteem and educational achievement. The second is the claimed correlation between increase in students' knowledge about their peers' ethnocultural backgrounds and the reduction in their levels of prejudice and discrimination -- the so-called 'contact hypothesis'. This in turn is held to produce improvement in the academic performance of students from minority groups. Evidence for both these correlations is either very weak or inconclusive, and both are discarded for our purposes.
The phenomenological perspective
In addition to considering the above systemic and structural factors, students' own perceptions of their futures and sources of discrimination are also taken into account. This is achieved by adopting a
phenomenological and social interactionist perspective, which also informs the research strategies employed. They indicate that the most useful method of gathering data in schools is naturalistic and qualitative, allied to some quantitative measures. The former enable a researcher to obtain students' attitudes and perceptions of their life chances and sense of social competence, while the latter are useful to obtain more factual information about students' backgrounds, subject choices and other data of a similar nature.
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A modified case study approach
As noted in the Foreword, full-scale naturalistic research in each school was not possible, so the overall research methodology adopted was multi-site case study. This is a form of condensed fieldwork in a cluster of locations, and is described in detail in Chapter 3. This chapter also summarises the major aims of the research, the quasi-hypotheses which guided fieldwork, and the ecological context of each of the suburban schools.
Originally we planned to use the 'classic' case study form of presentation in writing up the final report, both to convey the immediacy of impressions from staff, students and researchers, and to preserve their human quality. Each description would then have stood by itself as one case of the kind of school that might be found in a particular ethclass. However, due to the need to restrict the length of this report, it became obvious that the case study descriptions would be too long and detailed for each to be included in full. Although we recognise that it is strictly invalid to lump all the case studies together and make generalisations from the data, some compromise was necessary.
Six of the seven case study schools are all located in outer suburbs, and have many commonalities, which warrant writing up our findings in the form of a composite case study, 'Suburbia High School' in Chapters 6 to 9. The remaining case study, 'Inner City High School', is sufficiently distinctive to warrant being written up in full. This is done in Chapters 4 and 5, with the permission of its staff, and provides an example of the rich description that can be achieved through this kind of naturalistic research style.
A further motive prompted the decision to keep Inner City High as a separate case study. In many ways it is quite different from the sensationalised and stereotyped pictures of 'difficult' high migrant density schools in depressed inner-city areas, that are often portrayed in the mass media, or in books from radical writers to politicise the migrant education issue. There may well be such schools. However, the description of Inner City High is a corrective to a tendency to distort their negative features, by portraying a school staff coping well with difficult problems, often in the face of bureaucratic indifference and unrealistic demands on time and resources. If all schools achieved as much as Inner City High is doing, research of the type attempted in this study might not be necessary.
PART ONE
THEORETICAL MODELS AND RESEARCH DESIGN
None of us can truly say that his way of work is necessarily the best way or that it either should or will prevail over all others. All advance in knowledge is a dialectic, a conversation. To hear the relative truth of what one is one's self saying one must listen to what the other worker says about what one's self has described otherwise.
Robert Redfield
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an individual becomes integrated into a social group by learning the group's culture and his role in the group.'
A related concept of direct relevance to the theoretical framework for the present study is 'anticipatory socialization' (Merton & Kitt, 1950). This is 'the learning of the rights, obligations, expectations, and outlook of a social role preparatory to assuming it. As a person learns the proper beliefs, values, and norms of a status or group to which he aspires, he is learning how to act in his new role' (Theodorson & Theodorson, 1970: 397).
(3) Occupational socialization
When it is used to focus on the period of adolescence within the total time-span of socialization -- considered by some theorists to be a life-long process -- such a concept has obvious relevance for understanding how young people learn their statuses and roles in the workforce. However, because it usually refers to a wider frame of reference and can be used to describe how children learn to become members of society generally, we have chosen to use the term occupational socialization for the purposes of this research study. This emphasises an even narrower focus of interest, namely the processes that are specifically concerned with preparing for and planning future careers.
(4) Structural-functional models
Implied in the the above definitions is an emphasis on socialization from the structural-functional or systemic point of view. That is, analysis is mainly concerned with the structures, processes and practices that are taken for granted as 'givens', somehow external to and influencing or constraining the development of individuals.
The child is seen as a more-or-less passive learner of already decided beliefs, values, norms, skills and so on that exist in society, or is being inculcated with them. In either case, the individual does not have much say in his/her socialization. Such a view 'tends to be one of a passive actor being socialized into a consensual institutional framework rather than one which allows the actor to participate in his own conceptual construction of the world and his own fate in the project' (Sharp and Green, 1975: 5).
This kind of system-focused view is comparable to the 'normative' conception of society taken by most positivistic social theorists (see full discussion in Wilson, 1971). Society is seen as rule-governed, and operating on the basis of
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'cognitive consensus'. Societal features such as norms, values, beliefs, roles and statuses exist as external 'reality' independent of individuals, and can be measured and analysed by appropriate empirical, 'scientific', quantitative methods -- the typical bases of much psychological and socio-metric research in education.
From this perspective, the study of socialization commonly, but not exclusively, focuses on the institutions, agencies and activities external to the individual which transform him or her into an adult member of the society, able to carry out the role behaviours incumbent in such .a status. The agency of the school and its curriculum loom large as one of the key institutions involved in this task.
(5) Symbolic interactionist models
Another perspective of greater relevance for this research study is based on taking a symbolic interactionist and phenomenological view of social interaction and behaviour. In this approach, as typified by the work of Berger and Luckmann (1971), Mead (1938, 1964), Blumer (1971) and Schutz (1964,), individuals construct their social realities and views of the world, using information feedback from the environments and numerous socio-cultural contexts and processes with which they interact.
As Mead (1964: 42) has pointed out: 'A self can only arise where there is a social process within which this self has had its initiation.' Thus a child's views of his/her self, objective reality, and 'tacit theories of the world' (Kay, 1970) are constructed by the child itself, rather than merely absorbed passively from whatever information is provided by the formal agencies within its society. One important context within which this process occurs is provided by the school and its classrooms. Other contexts are the home and kin group, the community and local neighbourhood, and the peer group.
The process of socialization, according to Berger and Luckmann (1971: 150) is 'the comprehensive and consistent induction of an individual into the objective world of a society or a sector of it.' It consists of two stages, the first being primary socialization. In this stage the child develops a base view of his/her self, and internalises a view of the objective world 'as the world, the only conceivable world, the world tout court (ibid. p. 154). This process is fundamentally one of having to accept the dictates and interpretations of those 'significant others [that] are imposed upon him' (ibid., p. 151).
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path models have also been used in the major surveys of 17-Year-Olds career prospects and school experiences by Williams and co-workers at the Australian Council for Educational Research (Williams et al, 1980). Their research has also tackled similar experiences of 14-Year-Olds in Australia (Williams et al, 1981). These and other studies have been comprehensively surveyed by Sturman (1985).
Occupational socialization -- a conceptual model
Our research study takes its direction from the conceptual designs of the above research studies. Occupational socialization is taken to be a general process during middle and late adolescence when young persons construct possible occupational scenarios about their futures in the workforce, in the sense of putting together a 'synopsis of a projected course of action or events' (Webster's New Collegiate Dictionary, p. 1032). To do this, they draw upon any experiences of work that they may have already had, together with perceptions of their own social competence, and incorporate into the scenarios inputs from external systems and structures.
(1) Constructing occupational scenarios
(i) The process
This is not achieved quickly or easily. Several theorists have commented on both its complexity and even apparent lack of rationality. As Poole (1983:25) has stated 'the processes by which young people, especially young women and girls, make their first job choice and indeed obtain their first job is by no means clear.' Sturman's (1979) review of the process pointed to confusing and conflicting evidence about the degree of rationality involved in choosing jobs.
In a study of adolescent working-class girls in transition from school to the workplace in Sydney, Moran (1983) employed the concept of 'Materialist Pragmatism'. This holds that people develop theories and knowledge to solve their problems, the implication being that the process is deliberate and rational. However, Poole (ibid. p.25) has also stated that 'Some of the evidence suggests that individuals themselves are the major source of decision-making .... but the process is complex and can even be random or accidental.'
Indeed, Taylor's (1979) review of the career decision process 'suggests that rational models of decision-making are no longer considered particularly valid' (Poole 1983a: 25). Ford and Box (1967) and Psathas (1962) among others
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appeared no more likely to get a job than those who left at the end of Year 10, and those who left during the course of Year 12 were no more successful than end of Year 11 leavers...Those who left school at the end of Year 11 were the most successful group in obtaining employment.'
Findings from the pilot study school selected for our research indicate that students are not in a position nor mature enough to make firm decisions about their occupational scenarios at Year 10, but are more able to do
so at Year 11. By Year 12, more decisions are able to be made, but the crucial year appears to be Year 11. These findings, supported by other research evidence, prompted the decision to target years 11 and 12 for this study.
(iii) Career aspirations versus career expectations
A basic distinction is commonly made between children's career aspirations and their career expectations. As Kuvlesky and Bealer (1966: 274) pointed out these are two completely different and separate aspects of the occupational choice process. To these theorists aspirations are 'essentially motivational', that is, referring 'to a person's orientation towards a goal area' (Timperley, 1974: 67). Expectations, on the other hand, refer to 'the individual's estimation of his probable attainment in reference to a particular goal area' (Kuvlesky and Bealer, 1966: 274).
Timperley (1974: 68) citing the views of Caro and Philblad (1964-5: 465-74), pointed out that these theorists see occupational choice as 'a compromise process, with occupational aspirations taken to represent a pure occupational value without regard for perceived limitations in accessibility and occupational expectations interpreted as a compromise, with aspirations based on some experience of the realities of the occupational world.'
A broadly similar dichotomy was suggested by Han (1969). He argued that there is a conceptual distinction between career wishes and career expectations. The former respond to a person's awareness of the values that society places on certain occupations. The latter are more realistic appraisals of what is achievable given the structural and social restrictions placed on attaining them.
An extension of this line of argument is Edgar's (1974, 1975) use of the concept of the 'social competence' possessed by adolescents. This consists of the skills and competencies necessary for effective action in social situations, together with the knowledge or sense of one's own ability or power, which
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enables an individual to see him or her self as being competent to exercise the skills and knowledge and thus take advantage of future opportunities.
Not all Australian studies have adopted this kind of distinction. Martin and Meade (1979: 9) adopted a measure of 'motivation/aspirations/self concept'. Hunt and Waddell (1982) used only students' occupational aspirations. Saha (1981) used 'student's preferred occupation' and 'student's expected occupation', in a study of 'ethnicity and the determinants of career orientations among urban Australian school leavers.' Carpenter, Western and Foster (1980) adopted both aspirations and career choices and plans as their variables. A study by Punch and Waugh (1980) adopted only occupational and educational aspirations as the dependent variables, as did the major survey of research conducted by Anderson and Vervoorn (1983), and the 'School Leavers Project' conducted by Delin, Saunders and Inshaw (1980).
However, a detailed survey of the literature on research into transition from school to work by children of immigrants to Australia, carried out for the Australian Council of Educational Research by Sturman (1985) used both occupational aspirations and expectations, and made a similar distinction between educational aspirations and expectations (Sturman, 1985). In view of the comprehensiveness of this survey, we see merit in adhering to the same distinction for the purposes of this study. It was also used by research carried out by O'Loughlin and Sinclair (1980) into the 'Vocational Choices of Early Adolescent Girls in 1974 and 1980'.
(iv) Sex as an important variable
An individual's sex has an important bearing on occupational choices, and numerous studies have commented on this aspect and built it into research designs. As Edgar (1974:28) has pointed out:
Sex is by definition a resource which limits both early
socialization experience and potential life situations...Nothing can be
done about one's sex, but how one is expected to behave as a result
and the status accorded to the same actions when carried out by
male o female are subject to challenge and reinterpretation.
A major American study by Harway and Astin (1977) has shown how sex discrimination operates in careers counselling. Anderson and Vervoorn (1983: Chapter 7) and Sturman (1985) have cited numerous Australian research studies that show how the occupational aspirations and expectations of migrant
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(v) Moral positioning
A further distinction can be made between the basic orientations that young people take towards future occupations. Research by Dickinson and Erben (1984) into the occupational socialization of hairdressers, secretaries and caterers in London training colleges providing for these trades showed that young people readily adopt what the authors term 'moral positioning'. This 'refers to a stance that minimizes the economic/instrumental aspects of an occupation, instead emphasizing moral cues and social skills.' The authors argued that 'the adoption of such a stance is a distortion of the real situation, where economic and instrumental considerations are of great importance' (1984: 49). We feel that this distinction could be made between boys' aspirations and girls' aspirations in our study.
Resources and influences on occupational socialization
Numerous factors influence students' occupational socialization. For our purposes we make a distinction between those that are provided by the school system, and those that are available in the community outside the school. These interact in complex ways, and one aim of our research is to establish which factors play most part in the occupational socialization process, and which play least.
(1) Schooling
The importance of schooling has been brought out by Timperley's (1974: 91) comment that 'The importance of the education process as a socialisation agent cannot be over-emphasized.' Timperley also referred to research by Liversedge (1962: 33) in a comparative study of the aspirations of schoolchildren in grammar and secondary schools in Britain. This research concluded : 'Whilst previous experience may be of great importance in shaping the school-child's expectations of the future, the most potent force operating is undoubtedly the experience through which the child passes during his involvement in that part of the educational system to which he has been assigned' (Timperley, 1974: 91). A study by Jurd and Gordon (1980) into school leavers' aspirations in Newcastle, Australia concluded that 'the contribution of the school was seen as important to their future development though the effect of career education on job status was less evident.'
Figure 1
A MODEL OF THE CURRICULUM
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(2) Systemic factors within the school
(i) The curriculum
An analytical framework that conceptualises the factors from within the school is the model of the curriculum we have adopted for this study. In conventional thinking the curriculum is often equated with the list of subjects available for students, and their variety has an obvious bearing on their ability to construct future career or further education scenarios. However, the curriculum is somewhat broader than a list of subjects, and a more comprehensive model will provide the basis for most of our subsequent analysis.
The curriculum can be thought of as the set of knowledge, ideas and experiences resulting from ideologically influenced and value-laden processes of selection from a social group's public stock of current knowledge, ideas and experiences (i.e. its culture), their organisation into sub-sets (syllabuses and units), transmission to clients (students, pupils) in teaching-learning interface settings, and periodic evaluation, which provides feedback into previous processes. A schematic diagram of the curriculum and its processes is shown in Figure 1 above
The inclusion of experiences draws attention to the fact that the curriculum contains more than knowledge and ideas. Equally, it needs to be stressed that all of the processes are not necessarily confined to what takes place within the school campus. Important learning occurs on school excursions and visits. These are not extra-curricular activities as is often assumed. Rather they are extra-campus and have an important contribution to make to the total learning experiences open to children. For example, one of those available for senior students is work experience programs of various sorts, that operate within the community where the school is located. Such programs have to be taken into account in the curriculum model.
(ii) Related features
Three other features of the model need to be stressed. Firstly, the curriculum should partly be, but quite often is not, a response to clients', i.e., students' and parents', wants. More often it reflects teachers' and other educationists' idiosyncratic interpretations of these needs and wants, and can therefore be subject to their unconscious and even deliberate bias. This can occur especially if some teachers and educationists place some of their clients into a category
19
which is considered to be undeserving of a full share of the knowledge, ideas and experiences that constitute the curriculum.
Secondly, all the four processes of the curriculum -- selection, organisation, transmission and evaluation -- are subject to the influences of value judgements and ideologies that are not only held by teachers and educationists themselves within a school, but also emanate from the wider social forces and systems external to the school (see Bullivant, 1981a & b; Lawton, 1975).
We do not need to point out the implications of this feature of the curriculum for human rights. Value judgements and ideologies based on racist and ethnocentric assumptions, which devalue the rights of children from ethnocultural minorities, could lead to the selection, organisation, transmission and evaluation processes being obviously biased against them. This can result in teachers favouring the life chances of children that come from socio​economic or ethnocultural backgrounds that are similar to their own.
Thirdly, the curriculum must preserve the balance between the instrumental knowledge and conceptions that are selected and the expressive knowledge and conceptions. (See discussion in Bullivant, 1981a). This distinction follows from the way we discussed the concept of culture above. However, the problem of preserving balance between the two is exacerbated by several features of modern Western societies: rapidly and exponentially increasing stocks of knowledge due to the knowledge explosion, the cybernetic or computer revolution, obsolescence of knowledge as industries and social conditions change, recurrent trendiness and faddism -- a feature of much expressive culture -- inevitable changes in environmental challenges to which the survival blueprint of culture must respond, and in turn young people must be equipped to master.
This third feature also provides opportunities for educators to exercise bias towards some children and favour others. For example, a curriculum that is unduly weighted with a selection of the expressive aspects from the cultural stock, and stresses life styles may not provide young people with sufficient instrumental survival knowledge to compete for life chances when they leave school.
Instrumental knowledge itself is composed of many parts, some with less value for survival than others. Equipping children with a surfeit, say, of ethnic community languages, history and music in an attempt to improve their cultural awareness, may be of far less survival value in the final analysis than
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mathematics, skills in using computers, and accountancy. This is not to say that ethnic community languages have no intrinsic value, obviously they have. However, they may have less pragmatic value for a person's survival in a society dominated by English.
Fourthly, the evaluation and assessment that are part of the curriculum also provide ways of controlling the futures of students. Many professional careers are gained by passing 'hurdles' in competition for places at universities or colleges of further education, such as the Higher Schools Certificate (HSC) or its equivalent. School staff are thus in a position to monitor how fast or easily students are allowed to climb the 'ladder to university admission and prestigious careers. A corollary concerns the subjects which have a recognised status and survival value for successfully negotiating this ladder. Some are prerequisites for examinations and may have to be provided in the curriculum, despite the inherent attractiveness of subjects with less survival value.
For example, in a school catering for children from ethnocultural backgrounds an ethnic language, even if on the HSC list of subjects, may have high expressive value but may not be useful for obtaining a job or gaining university selection. Only high achievement in high status subjects, such as sciences, mathematics, biology, accountancy, economics will achieve such goals. Channelling children from these into other, lower-status subjects may do them a disservice in the survival race. In a very practical way, children's career choices and life chances thus can be assisted or impeded both by what has been made available to them in the curriculum, and by how they are allowed to negotiate the ladder towards high academic results.
(iii) Careers guidance versus careers education
Part of the process of occupational socialization is assisted in schools by various forms of careers advice. In a study of church schools in Britain, Law and Watts (1977:1) focused on 'careers education', which they pointed out 'is a relatively new addition to educational jargon ... sometimes used as a new synonym for "careers work" and "careers guidance" -- terms which have been in use for some time, even though the activities they describe have always tended to be rather peripheral concerns in most schools.'
Careers education is more comprehensive than merely providing students with 'diagnostic advisory services' that will enable them to make better decisions about their futures, in terms of further education or employment.
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'Instead it sees the school's central task as being that of helping students to develop the skills, and to acquire the concepts and information that will help them to make such decisions for themselves' (ibid.).
This kind of approach enables students to construct scenarios about their futures in the way we have conceptualised the process for this study. It is much more educational than merely diagnostic or advisory, as it extends into the curriculum of the school. Moreover, it is a process that moves beyond the careers interview room, in which information and advice constitute the main source, into every classroom. Providing advice to students about their futures -- probably the most basic form of careers 'work' -- is supplemented by counselling and broad education. In the former, 'the interviewer [focuses] his
skill not on helping the student to make wise decisions (with the assumption that he knows what these should be), but on helping him to make decisions wisely (Katz, 1969)' (Law and Watts, 1977: 1).
From even the most superficial acquaintance with State schools in Victoria, it is apparent that forms of careers advice vary greatly from the comprehensive kind of careers education that Law and Watts see as the desirable model, to the superficial provision of minimal advice, which lets students virtually decide on their own futures unaided. It is rare that a State school can appoint a full-time careers adviser let alone a full-time careers 'educator'. This problem has been exacerbated by the current contraction in funding for education, dwindling numbers of pupils in high schools, and consequent structural reductions in teaching and ancillary staff. It is just not possible for most schools to afford the luxury of a full-time careers educator along the lines suggested by Law and Watts.
Research into students' perceptions of different kinds of careers education in Australian schools supports the above considerations. Delin, Saunders and lnshaw (1980) found in their study that:
Nearly all leavers who had any form of career counselling found it useful and their written comments were very positive on this topic. Overall however, the majority of respondents felt that they had not been adequately provided for in this area. Few leavers, particularly Year 12 leavers, recollected being counselled for unemployment. Interestingly, the leavers from schools which had offered intensive career education courses seemed slightly less satisfied than their peers from traditional schools.
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A review by Morgan (1979) concluded that it is difficult to give a precise account of what vocational guidance and career education mean in Australia. Trebilco (1982: 201) investigated the relationships between the career education programs in Victorian secondary schools and the career maturity of students. He established that At the year 11 level students attending the cluster of schools without a career education program were found to have significantly lower career maturities than students attending schools with career education programs. Jurd and Gordon (1980: 192) surveyed a sample of school leavers in Australia and found that various components of careers work had different degrees of impact on students:
Careers lessons were seen as useful for gaining information (63.8%) and for learning techniques in job-seeking (56.9%).
Personal development courses were found generally useful by 53.5% and in a limited way by a further 16.9%. Some personal development courses apparently had a limited focus, e.g. sexual relationships ... [Work] experience was seen by pupils as helping
them decide about a job (77.3%), understand more about conditions of work (83.5%) and understand themselves better (70.1%).
The same study found that the main source of information about jobs was the careers adviser, counsellor or other staff, followed by the vocational guidance bureau, and family or friend.
In a survey of the progress of non-sexist education in Australia, conducted for the Commonwealth Schools Commission, d'Alpuget (1979) gave a number of examples of developments in schools. These included careers seminars for girls, specially designed vocational education courses and the use of role models to encourage others by example (cited in Earley, 1980: 103). Despite the success of a number of projects this article reviewed, Earley (1980: 104) somewhat pessimistically concluded: 'The success of these schemes is however difficult to gauge accurately. In the past girls have often received biased advice, careers advisers often having their own views about what sorts of occupations are suitable or appropriate for girls.'
The Schools Commission (1981: 93) has been quite forthright in its opinion about the place of careers education in the school, and warned against making it a separate subject:
Career education is often seen as providing the vehicle for unifiying the curriculum around students' needs. The Commission
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The model which external persons use to describe the school is different from those used by its personnel. Mayer (1970: xviii) has drawn attention to this dimension:
By 'processes' [of socialization] I mean all those social
experiences that, one supposes, 'actually' advance people in their role-playing skills or attitudes, and the mechanisms whereby these socializing effects are 'actually' brought about. This, then, is an
observer's model of 'what actually happens' in regard to socialization in the given field. It may coincide to a greater or lesser extent with actors' models -- that is with people's vernacular accounts of their own vernacular socializing practices -- but is not likely to coincide exactly. Some of the practices may seem to the observer to have no 'actual' effect, or to have effects different from those claimed.
In the analysis of occupational socialization in our sample of seven schools a similar distinction will be drawn. We aim to describe vernacular
socialization practices as claimed by actors in the schools (teachers, principal), and observers' views of the actual socialization processes as described by students, parents and others associated with the schools in external capacities.
(4) The external context of occupational socialization
Children do not exist in a vacuum, and the influences on them outside the school play a major part in helping or hampering them in the task of constructing future occupational scenarios. In effect, a school and students are influenced by an ecological context, which describes the set of interactions between it and its environment. Indeed there may be grounds for thinking that external influences on students' academic achievement and, by extension, career scenarios, may be greater than the internal influences of the school.
Saha reviewed many research studies and reviews of research from the 1960s onwards in Britain and the United States, on the direct effect of the schooling on academic achievement. He concluded (Saha, 1983a: 74) that 'the ability for policy intervention ... to fully mobilize the intellectual capacities of a society's youth by the improvement of school and teacher quality has and continues to be called into question.'
Similarly, a study by Ainley (1984) suggested that differences in retention 
rates in Victorian high schools from years 10 to 12 were associated with out-of-
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school factors such as pupils socio-economic and ethnic backgrounds. These were in addition to their location relative to the school and in-school activities such as curriculum and organisation.
An interesting analysis by Knight (1974) proposed that the differences in social, racial, ethnic and class backgrounds that students bring to school are maintained or magnified as a result of their interaction with its organisational structures. The future life chances of the children are greatly affected as a result. Many are 'locked out' of successful participation in academic work and extra​curricular activities, and this produces an ascribed status which 'directs the student to a severely restricted choice of future work options.' For the purposes of our research it thus seems desirable not to play down the importance of in-school factors but assume that they are prima facie on a par with external factors.
(i) External influences
The kinds of external influences mentioned by research workers are numerous. Typical of early studies reported in the 1960s is the comment of Keil, Riddell and Green (1966:123):
...evidence from a wide variety of research suggested that family,
neighbourhood, peer groups, education received, influences from the mass media, the extent of formal vocational guidance all need to be considered, and that experience from these sources, as well as the nature of the work undertaken, are relevant to the development of any particular reaction towards working life.
More generally, Sofer (1970) indicated that making decisions about occupations will be affected by such factors as the amount of information available through the media and official sources, the opinions and influences of key persons to whom the individual is exposed, and the broad employment prospects and state of the labour market. A time element is involved with this last aspect. Students' occupational aspirations and expectations will be different at a time of full employment from what they would be when unemployment and economic instability are major characteristics of the labour market.
An Australian study by O'Loughlin and Sinclair (1980) compared the vocational choices made by a group of adolescents in 1974 with those made in 1980. They showed how the rise of the women's liberation movement, which
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might have been expected to increase girls' occupational choices, was offset by the economic downturn that has been a feature of the late 1970s and 1980s.
(ii) Influences from the home
The influence of the home context is especially important. As Miller and Form (1951) pointed out, planning for occupational futures involves a 'preparatory work period' which 'contains two essential elements: socialisation within the home, and socialisation within the school.' Within the home context attitudes towards work are formed, aspirations developed and patterns of adjustment to realities of the work situation anticipated. Members of the family also provide primary role models who bring information about the world of work. In White's (1977: 1) opinion: 'Parents are usually the most potent socialising force working on the individual in the early stages of childhood ... Powerful influences are brought to bear on the learning child by teachers, adult friends and neighbours, and by peers and others.'
Musgrave (1967) has suggested that pre-work socialization is the first of four stages and precedes actual entry into the workforce. The other stages are entry into the workforce, socialization into the labour force, and job changes. The period of pre-work socialization works in a way that narrows the range of possible roles available for the developing individual, through the experiences he or she has with three key agents of socialization. These are the family, the school and the peer group.
Musgrave's model has been criticised for a rather idealised picture of the process (Timperley, 1974: 80-81), and for appearing to assume that the social structure within which individuals take on social roles is unified and cohesive. This is not the case, as the process of socialization is much more complex than Musgrave's model suggests. As was pointed out above, research has demonstrated that young people often lack any clearly formed ideas about the world of work, rather than having stereotyped views of what various occupations entail that they may have learned. Despite this criticism, Musgrave's views are important for supporting those of other theorists who stress the vital role of the family.
(iii) Social status and class
Closely associated with it are the influences of social status and class. As Timperley (1974: 89) has pointed out: 'There is a good deal of evidence
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especially of daughters. Father's occupation and educational qualifications have been the most-used variables. However, feminist ideological developments in the 1970s and 1980s have drawn attention to maternal influences. For example, research by Poole and associates (Poole, 1984: 26) into the life possibilities of adolescents in Sydney showed that in making decisions about their lives 'within the family, adolescents valued the opinions of their mother and father above those of themselves and other family members or friends. Females considered their mothers' opinions to be more important. Boys were more influenced by the father.'
A study of 'Social background, aspirations and educational achievement among Queensland youth' conducted by Carpenter, Western and Foster (1980) used mother's educational qualifications in addition to father's occupation and educational qualifications as a variable in their model. Among other findings it was established, somewhat surprisingly, that 'among men, having a better educated mother and coming from a well-off family are a decided advantage in ensuring entrance to the tertiary education system' (p. 38). Price and Pyne (1976) suggested that in ethnic families the mother's influence on children is more important than the father's, because she plays the major part in determining their linguistic and cultural development. When such aspects are being researched, the mother's birthplace should be taken into account.
Sindhu's (1980) study of school-leavers in Tasmania used both father's and mother's occupations as variables. He found that whereas both parents and their children have similar occupational aspirations in the first two years of high school, variations take place between school-leavers occupations on leaving school and parental occupations. Citing the work of Ginsberg et al (1951) Sindhu suggested that 'Boys from under-privileged homes, in comparison to those from privileged homes, take little initative in trying to influence their earlier vocational choice' (p. 415).
Following the same authors work, Sindhu (ibid.) postulated that: This passive pattern of earlier selection occurs because fathers in unskilled work are unable to give inner knowledge and thereby enthuse their sons into the upper echelon of work, whereas fathers in professional and sub-professional levels of work,
help their sons in an active way to aim for, and achieve the high levels of work.
An extension of the parental variable was used by Hunt and Waddell (1982) in a study of the occupational aspirations among high school pupils in Perth, Australia. The extension drew attention to the importance of taking into
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consideration parental occupational status, instead of the more usual paternal occupational status, in conjunction with 'occupational situs'.
The latter owes its origin to the work of such theorists as Morris and Murphy (1959, 1961), Samuel and Lewin-Epstein ((1979). It consists of information concerning where a job is performed and what it consists of in operational terms. Hunt and Waddell developed two new situs categories which they considered to be directly relevant to the occupational aspirations of high school students. The first is sex situs: jobs can be classified as male oriented, female oriented or neutral. The second is decision-making situs: jobs are classified as involving decision making or non-decision making.
There is obviously some risk in stereotyping job categories and sex-typing occupations in the notion of sex situs as it may not allow for non-traditonal job choices for girls, however Hunt and Waddell have demonstrated the utility of the concept. They found (Hunt and Waddell, 1982: 46):
The decision making situs of mothers' and fathers' occupation affects the decision making situs of both male and female pupils'
occupational aspirations. Male and female pupils whose parents are decision makers are more likely to aspire to decision making
occupations; pupils whose parents are non-decision makers are more likely to aspire to non-decision making occupations.
(iv) Peer group influence
One of the variables influencing occupational scenarios noted above is the peer group. Members of these can be within the school or outside, either in the workforce or unemployed. A study by Jurd and Gordon (1980) found that family and friends were mentioned by about two thirds of respondents. They 'not only helped in obtaining jobs but were sources of information about occupations, about how to go for interviews and to make applications but in these they rated lower than the school (Jurd and Gordon, 1980: 195). Delin, Saunders and Inshaw (1980) also found that family and friends played a major part in the acquisition of jobs, especially in trades and non-white collar areas.
(v) Ethnicity
A final major external variable of particular importance for this research study is the ethnicity of the pupils and their parents. For our purposes, ethnicity is taken to be a double-sided variable. It can be self-ascribed, as when a member
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dispersed ethnics, and although they may not be readily distinguishable by an outsider they nevertheless retain feelings of self-ascribed ethnicity.
A difficulty thus arises in identifying children from ethnic backgounds for research purposes. Lacking any certain way for children to state their ethnic self-identification, Victorian schools have adopted a criterion of ethnicity which relies on the birthplace of one or both parents as its main distinguishing feature. Thus, for purposes of the Ethnic Education Survey or census which the Education Department requires every year, schools classify as an 'ethnic' any child born overseas in a non-English speaking country, or, if born in Australia, has one or both parents who were born in a non-English speaking country. Using these criteria of ethnicity, details of the languages commonly spoken in the home are also collected.
This is far from satisfactory for obvious reasons, as it concentrates on only one major ethnic factor, namely birthplace, but lacking any more precise measure it will be adopted for the purposes of this research. It has also been adopted by other research workers. For example, a study by Lokan and Biggs (1980: 254) used two such ethnicity variables -- 'Do/do not speak English at home' and 'father born in Australia/other English-speaking country/non-English​speaking country'. Martin and Meade (1979) similarly adopted language spoken in the home and parents' birthplace to identify migrant children for their major study.
The relationship between ethnic background and education
Since the 1950s and 1960s, when the neglect of migrants and ethnics as subjects of research was pronounced, studies into the relationships between the ethnicity or migrancy of children and their academic performance or occupational aspirations in schools have proliferated. Literature on studies in this field has been surveyed by Anderson and Vervoorn (1983) and Sturman (1985). An Ethnic Liaison Officer Working Party of the Department of Education and Youth Affairs (1983) has also prepared a Report on Immigrant and Refugee Youth in Transition from School to Work or Further Study.
(1) Aspiration levels
All studies testify to the differences between children from migrant or ethnic backgrounds and those from Australian-born backgrounds. Individual studies such as those by Taft (1975), Connell et al (1975), Rosier (1978) and Martin and Meade (1979) showed that large numbers of children from non-English-
32
speaking groups maintained high aspirations and stayed on in senior forms at school although they did not have matching academic ability in terms measured by the school.
Sturman (1985: 69) has summarised Taft's (1975) findings that the vocational aspirations of some immigrants is higher than those of Anglo-Australians. Male immigrants from non-English-speaking backgrounds tended to aspire to higher levels than did Australian males. Females of these groups tended to have
similar levels of aspirations. Southern European immigrants of both sexes seemed to have the highest aspirations of those from non-English-speaking backgrounds and higher than other groups from English-speaking backgrounds and Australians. These findings have been confirmed by other research studies (e.g. Poole, 1981; Meade, 1983).
A study by Marjoribanks (1980) adopted the concept of ethclass, in a way analogous to the one we propose to use, and his findings also showed the same pattern of differential occupational aspirations. Children from Greek and Italian families and their parents had the highest aspirations. These were followed by the lower aspirations of Anglo-Australian, middle socio-economic status (SES) families. Lower still were the aspirations of Anglo-Australian lower​SES families, with the aspirations of migrants from Britain below these again.
Smolicz and Wiseman (1971: 8-9) referred to the phenomenon of high aspirations as 'migrant drive'. They suggested that it is a 'type of social mobility orientation in newly arrived families without property and influence in the country of settlement but with a great desire to make good for these deficiencies in the second generation through their children's excellence in academic and professional pursuits.'
However, the persistence of 'migrant drive' in well-established and settled members of ethnic groups, such as Jews and Chinese in Australia, and Jews, Japanese and Chinese in the United States suggests that it may not be solely confined to recently arrived migrants, but may be partly an ethnocultural characteristic. This produces a drive or push towards high achievement, but only after economic security has been achieved. As Sowell (1986:61) points out: 'Education was one of the things the next generation acquired with its affluence; [it was] not the cause of it.'
It is also important to bear in mind that other factors, besides culture-specific drive and values placed on education and work, may have a bearing on the differential aspirations of migrant groups, especially in a country such as
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Australia, which is currently experiencing economic recession. The economic climate of the times, Commonwealth ideologies and policies towards education, family circumstances and socio-economic status are all important.
(2) The saliency of the ethclass
The importance of the last factor, socio-economic status, has been stressed by Sturman (1985: 81): '... the differences found between ethnic groups and Australians in connection with the relationship between socioeconomic status and educational attitudes may be real and of significant interest.' Other studies have mentioned the close correlation between social class and ethnicity. This suggests the importance of stressing these variables in combination rather than separately.
A concept which does this is ethclass, originally introduced into sociological literature by Milton Gordon (1964: 51) to refer to the 'subsociety created by the intersection of the vertical stratifications of ethnicity with the horizontal stratifications of social class.' Gordon also suggested that some consideration of a person's residence (urban or rural) and region of country lived in should be added to the ethclass as important causes that create the subsocieties in which people live. As an analytical tool, the ethclass seems to be very appropriate for the present study, particularly as a basis for obtaining a sample of schools and students to survey.
A block recursive focusing model of occupational socialization
The many variables discussed can now be summarised in a model broadly similar to those employed by Edgar (1975), Williams et al (1980), Saha (1981), Horowitz and Kraus (1984), and Sturman (1985). Its function in this instance is to group variables together in three categories - independent or exogenous, intervening or contextual (semi-dependent), and dependent. Edgar (1975: 12), drawing upon the work of Blalock (1969, 1971) in block recursive analysis, termed his approach a 'lens model'. The term preferred for our study is focusing model, as its function is solely to show, or focus on major variables involved in occupational socialization in schematic form, rather than for purposes of statistical analysis. Figure 2 illustrates the variables and their inter​relationships.
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FIGURE 2
A BLOCK RECURSIVE FOCUSING MODEL
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Perceptions of:
Teacher's advice on careers Facilities in school
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(3) Dependent variables
Two variables or outcomes constitute this group for the purposes of the study. They are occupational aspirations and occupational expectations. Both are assumed to be causally influenced by the blocks of contextual and exogenous variables preceding them. The two blocks of contextual variables are considered not to be causally related, but are mutually reinforcing. They in turn are causally related to the three blocks of exogenous variables preceding them.
Conclusions
A number of influences on students' occupational aspirations and expectations have been described in this chapter. We have stressed the complexity of the processes involved and also outlined some of the factors at work. Achieving future scenarios can also be adversely influenced by a number of societal and cultural factors that are largely outside the control of any individual student. A considerable body of literature exists on such issues, and will be considered in the next chapter.
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CHAPTER 2
OBSTACLES TO OCCUPATIONAL SOCIALIZATION
The process of occupational socialization would be complex enough in the best of all possible societies. In the case of Australia and societies like it, however, a number of features arising from their pluralist socio-economic and ethnocultural composition aggravate the complexity. Access to high-status jobs or tertiary education and their attendant political power, economic resources, and social rewards is unevenly distributed between members of the status-classes that comprise the society, and between members of its constituent ethnic groups as Storer (1975), Fitzgerald (1976), Martin (1978) and Connell et al (1982) among others have clearly demonstrated. Anderson et al (1980: 66) have also noted that there is 'almost a surfeit of evidence in Australia concerning the hegemony exercised by upper socio-economic levels of society upon participation in tertiary education'.
Such an inegalitarian situation provides an overarching context within which young people must construct future occupational scenarios. A major aim of this research study is to establish qualitatively whether there is evidence of discrimination in the systemic features and careers 'work' of the seven case study schools selected for detailed analysis, that might contribute towards this pattern of inequality
It is also a situation historically which reformers in the Australian education system have tried to alleviate, spurred on by a succession of ideologies and theories in education that have largely emanated from theorists in Britain and the United States. These have attempted to formulate explanations of the causes of deprivation and thus suggest means to alleviate them. Australian theorists have uncritically inherited both their strengthes and weaknesses.
Three theories in particular are currently in vogue. Social and cultural reproduction theory is a major and persuasive attempt to show how socio​economic inequalities are reproduced through the curriculum. Culture contact theory is an attempt to provide guidelines for overcoming some of these inequalities by providing curricula and teaching-learning environments
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that stimulate students' learning about other cultures. This is based on the assumption that this kind of learning will lead to a consequent reduction in prejudice and discrimination and better academic performance. Closely related to this, but more psychological in orientation is self-esteem theory. In this the emphasis is placed on the importance of increasing minority students' self-esteem or self confidence, on the assumption that this too will enhance their academic performance.
Social and cultural reproduction theory
(1) Summary of central ideas
The major ideas of this explanation of socio-economic inequality in schooling have been generated among others by such theorists as Bourdieu (1973, 1974), Bourdieu and Passeron (1977, 1979), Bisseret (1979) in Europe, Young (1971), Bernstein (1971), and Willis (1977) in Britain, and Apple (1979, 1982a, b, c), Bowles and Gintis (1976) and Giroux (1981) in the United States. The main thrust of social and cultural reproduction theory developed by Bourdieu and his associates is that what they term the 'habitus' or culture of the dominant group or elite in society permeates all aspects of schooling and, by extension, the curriculum.
Habitus is defined (Bourdieu and Passeron, 1979: 156 fn. 2) as 'a system of durably acquired schemes of perception, thought and action, engendered by objective conditions but tending to persist even after an alteration of these conditions.' An earlier term used by Bourdieu (1974) is 'cultural capital'. It is not so much that the school explicitly transmits this form of culture. Rather it tends to influence every aspect of the school, and in particular what the school defines as success.
Bourdieu (1974: 32-3) stated the relationship between family and class background, education and life chances in the following terms:
For the most part, the effects of cultural privilege are only
observed in their crudest forms -- a good word put in, the right
contacts, help with studies, extra teaching, information on the
educational system and job outlets. In fact, each family transmits to its children, indirectly rather than directly, a certain cultural capital and a certain ethos. The latter is a system of implicit and deeply interiorized values which, among other things, helps to define attitudes towards the cultural capital and educational institutions. The cultural heritage,
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(2) Extensions of the theory into an ethnic dimension
Bullivant (1981b, 1982, 1983a) in Australia has extended the basic theory along cultural lines to suggest that a form of ethnocultural hegemony may be institutionalised through schooling and the curriculum to adversely affect the life chances of children from ethnocultural minorities in polyethnic societies. In a later theoretical development (Bullivant, 1984; 1986b), this has been modified to suggest that ethnocultural hegemony might be one facet of a broader phenomenon of syncretic multifaceted pluralism.
In this kind of situation, dominant sociocultural groups strive for 'social closure'. This entails gaining power and control over minorities through strategies of inclusion and exclusion which utilise such 'boundary markers' as culture, ethnicity, race, status-class, and even gender with consequent maximisation of economic and social rewards for the dominant groups' own members. This theoretical development broadly follows parallel work by Banton (1983) and Parkin (1974) in Britain, and owes much to the work of Max Weber (1968). As Parkin (1974:3) stated:
By social closure Weber means the process by which social collectivities seek to maximize rewards by restricting access to rewards and opportunities to a limited circle of eligibles. This entails the singling out of certain identifiable social or physical attributes as the justificatory basis for exclusion. Weber suggests that virtually any group attribute -- race, language, social origin, descent -- may be seized upon provided it can be used for 'the monopolization of specific, usually economic opportunities ... its purpose is always the closure of social and economic opportunities to outsiders.'
Boundary markers used for exclusion and inclusion vary historically and according to the social and economic situation; what may be grounds for exclusion in one generation may not be in another. They can also be used singly, as with racism, or in combination, as in linking status-class with ethnicity. The concept of ethclass developed in the first chapter is an example of the latter.
Processes of social closure are the key to understanding prejudice and discrimination in society at large and, for the purposes of this study, in schools. It is essential to avoid the weaknesses of a psycholoaistic and reductionist interpretation of these phenomena.
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In an influential review of major theories of prejudice, Le Vine and Campbell (1972: 29-42) came out strongly in favour of a 'realistic group-conflict theory'. This rejects exclusively psychological interpretations of prejudice and discrimination. Instead it 'assumes that group conflicts are rational in the sense that groups do have incompatible goals and are in competition for scarce resources.' A comparable view is put by Schermerhorn (1970: 6): 'If research has confirmed anything in this area, it is that prejudice is a product of situations, historical situations, economic situations, political situations; it is not a little demon that emerges in people simply because they are depraved.'
In a broadly similar vein, Banton (1983) has made 'rational choice theory' a cornerstone of his recent work. However, as a necessary counter to assuming that even the above theories account for all the phenomena of discrimination, Banks (1985) has warned that 'multiple explanations are needed to account for the complexity of racial prejudice.'
(3) Critiques of social reproduction and related theory
Despite the persuasiveness of the general thrust of social reproduction and comparable theories, they have generated a significant body of criticism, which suggests that the power of a society's dominant groups to control the life chances of children from minority groups is not absolute. They are clearly influenced by such control, but are also able to counteract it to some extent. To maintain otherwise is to accept that individuals are merely atomistic units in an integrated society and have no option but to respond to its structures and systems. Such an 'over-socialized' concept of people has been effectively challenged by Wrong (1961) and Turner (1962).
Giroux (1981) has suggested that individuals can and do resist the forces of social reproduction, and are able to maintain some relative autonomy in controlling their lives. R. Smith (1982) in turn has criticised Giroux's ideas of resistance and relative autonomy, on the grounds of his faulty view of culture and muddles over terminology.
As the theoretical model in our first chapter suggested, individuals can and do construct their own realities, utilising 'givens' from society as a whole and from the social contexts in which they live. They are not completely dominated by external forces and 'normative' characteristics in society. As the Schools Commission (1981: 104) has commented:
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Freeland (1980) has suggested that current unemployment among youth in Australia has disrupted the educational process of maintaining and reproducing the workforce. Unemployment produces a 'counter-work' culture, which negates the lessons of schooling and the force of social reproduction, as under such circumstances the legitimation of work becomes problematic. Youth employment schemes promoted by governments are also a form of counter to social reproduction, as they do not allow its operation to proceed unchecked.
However, even unemployment may not fully inhibit the force of social reproduction according to Freeland (1980). This is because the government tends to place an emphasis on such palliatives as careers education, technical training, planned labour markets and work experience programs in schools. These are an attempt to make school leavers more attuned to the demands of industry, i.e. reproduce their relative powerlessness over their own lives.
Musgrave (1980) took a historical perspective to analyse the development of the school curriculum in England since about 1850 and challenge the assumption that class-based hegemony and social reproduction are inevitable. He showed that there was significant local teacher refusal to follow ruling curricular norms. The autonomy that teachers desired on occasions led to pressure and even conflict over what may be taught. Musgrave concluded (1980: 89): 'Teachers, as intellectuals, do not always wish to exercise, in Gramsci's terms, "the subaltern functions of social hegemony". There develops, therefore, within education itself great pressure towards conflict over what may be taught.'
In more general terms, Eckstein and Noah (1985) have criticised a number of studies that employed reproduction theory (including Bullivant's), and the closely related dependency theory on both methodological and theoretical grounds. They suggested that the current popularity of both theories, despite manifest weaknesses, is due in part to frustration experienced by theorists that education has not solved the ills of the world in the post-Second World War period. They also commented on the relative paucity of empirical research to support the social reproduction case. However, in our opinion it is one thing to criticise the empirical research studies that have been carried out, but another to condemn social reproduction theory and dependency theory out of hand: a question of throwing out the theoretical baby with what little empirical research 'water' it floats in.
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Major social reproduction theorists are not unaware of the shortcomings of the theory, and it now seems clear that a re-examination of its major tenets is under way. As Apple himself has commented (1982a: 1):
There can be no longer doubt that schools do seem to be
institutions of economic and cultural reproduction. However, the way
this goes on within educational institutions is exceptionally complex.
A number of recent theories of the relationship between education
and an 'external' society miss important aspects of this complexity.
Carnoy (1983: 31) has pointed out that 'schools contain elements of reproduction and democracy, just as the State as a whole in capitalist and state bureaucratic societies contains these elements.' As a result, although the tendency is for hierarchical power relationships to be reproduced, schools are places where 'tensions' between both 'forces of reproduction' and 'forces of contradiction' are played out.
The essence of the tension is 'between hierarchical work relations/individual competition and developing participative, democratic values -- values that include equality and human worth' (Carnoy, 1983: 32). Apple (1982b: 4-5) has suggested another dichotomy and tension between 'property rights', i.e. the needs of capital, and 'person rights'. These are rights that do not concern the economic system or the 'symbolic property' a person or class possesses, but are rights over the reciprocal norms of authority, such as freedom of expression, freedom of movement and equal treatment before the law.
One way of ensuring person rights -- thus weakening the force of social reproduction -- is for access to participation in decision making in education to be broadened. Regionalisation of schools and the parent and student participation in school councils, that have taken place in Victoria over recent years, are an example of trends that may strengthen person rights. It is clear that the debate over the merits and weaknesses of social reproduction theory has not been played out. Despite some lack of 'hard' empirical evidence from research studies, it remains a convincing model for considering one kind of barrier to effective occupational socialization and grounds for bias in schools against students from lower-class and ethnic backgrounds.
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Countering social reproduction in schools by culture contact (1) The major ideas of culture contact theory
One approach that has been suggested to minimise the forces of social and cultural reproduction, especially in polyethnic classrooms, is based on a cluster of assumptions that comprise what has become known as culture contact theory. Its essential premise is that if people understand the cultures of those from different ethnic (and by extension social class) groups they will develop tolerant attitudes towards them, and this will lead to reduced prejudice and discrimination.
When employed as a guiding philosophy in schools, there is the added assumption that gains in reduced prejudice will carry over into after-school activities and even reduce interethnic competition for scarce resources, and conflict in the wider society. Culture contact and assumed reduction of prejudice and discrimination are also suggested as a way of improving the academic performance of children from minority groups in schools.
Gibson (1976) examined approaches to multicultural education in the United States that incorporated all or some of the above assumptions, and suggested that there were four major types. 'Benevolent multiculturalism' is the type of program that is offered by the dominant majority ('us') to the subordinate minority ('them'). In the United States (as it would be in Australia) such a program is from an 'Anglo' perspective and interpretation.
'Cultural understanding' is the kind of program that is proposed by subordinate minorities and mainstream educators to teach 'us' about 'them'. A more radical kind of program is 'cultural pluralism', which is also proposed by subordinate minorities. It rejects majority-enforced cultural assimilation, and aims for increased power for ethnic groups in schools, through radical changes to the entire curriculum and school organisation for all in ways that reflect the way power is controlled in the wider society. The fourth variant is 'bicultural education', which is proposed by non-English mother tongue minorities to gain bicultural competencies. Gibson found that the most common program was 'benevolent multiculturalism', and that the most uncommon and even resisted by school administrators was 'cultural pluralism'.
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Multicultural Education Program. The Galbally Committee's more general recommendations for multicultural education have been criticised elsewhere (Bullivant, 1981b); here we need only be concerned with those that relate to the culture contact hypothesis.
First mention occurred in the Summary, section 1.38 (Galbally, 1978: 11): 'to encourage a multicultural attitude in Australian society by fostering the retention of the cultural heritage of different ethnic groups and promoting intercultural understanding.' More detailed recommendations occurred in Chapter 9, 'Multiculturalism'. The Committee claimed that damaging effects of what it called the 'cultural gap' can exist where children from ethnic backgrounds move away from or denigrate the culture of their parents. 'It is damaging psychologically and is an impediment to education thus preventing individuals from achieving their full potential' (p. 105).
No empirical evidence was offered for this assertion, rather one infers that it was based on the impressions members of the Committee gathered from conversations with parents, and from their own observations. To avoid the effects of the cultural gap, reinforce the unity of the family, and provide security for children from ethnic backgrounds the Committee suggested 'that the cultural and racial differences which exist among us must be reflected in educational programs designed to foster intercultural and interracial understanding' (p. 105).
(iii) Committee on Multicultural Education
The Galbally recommendations were speedily taken up by the Committee on Multicultural Education, that was established by the Schools Commission. In its Report to the Schools Commission (Committee on Multicultural Education, 1979: 10) the Committee stated that the basic philosophy of multiculturalism should be implemented in
... the organisational structure of schools and the educational programs and activities offered should encourage the development and maintenance of the student's self esteem and personal identity while at the same time offering the opportunity for the student to understand and appreciate the alternative life styles and cultural patterns other than his or her own.
This Committee appears to have drawn back from claiming that learning one's 
own culture in school would enhance an ethnic child's academic achievement
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and future life chances. It was this Committee's report, subsequently known as the MacNamara Report, that became the cornerstone of the Commonwealth Schools Commission's Multicultural Education Program.
(iv) Commonwealth Department of Education
A Commonwealth Education Portfolio was set up by the Commonwealth Department of Education to discuss the implications of the Galbally Report and other publications that flowed from it. In its Discussion Paper (Commonwealth Education Portfolio, 1979), Education in a Multicultural Australia, several major recommendations endorsed culture contact and related theories. 'The primary emphasis in multicultural education should be on the principles of cross cultural understanding' (ibid. p. 8). A new emphasis was also added regarding the trend towards increasing immigration from Asian countries in recent years. The Committee: '... would support giving priority in multicultural education to programs directed to reduction of race and ethnic prejudice over those concerned with cultural retention. Very likely many programs will aim to achieve both these objectives' (p. 12).
(v) Australian Ethnic Affairs Council
The Australian Ethnic Affairs Council also endorsed broadly similar aims in its Committee on Multicultural Education's publication Perspectives on Multicultural Education (AEAC, 1981). They were adopted as the basis of the 'educational ideals' proposed in another publication by the Australian Council on Population and Ethnic Affairs (ACPEA), Multiculturalism for All Australians. Our Developing Nationhood. This stated (ACPEA, 1982: 18): 'Ignorance breeds suspicion and intolerance. Multicultural education is one of the keys to achieving a society in which cultural differences are understood and appreciated. Curricula should aim to give an understanding of the varied backgrounds of all Australians.'
(vi) The Schools Commission
In its initial treatment of multicultural education, the Schools Commission itself tended to favour ideas on multicultural education that were basically similar to the recommendations of both the Australian Ethnic Affairs Council (1977) and Galbally Committee (1978). However, from a statement in its Report for the Triennium 1982-4 (Schools Commission, 1981), it would appear that the

51
attitudes. Not all of them used control groups. Of the studies that did not, 3 showed no attitude change while 9 showed that favourable attitude change had occurred as a result of the educational experiences. Of the studies that used control groups, 5 showed that no attitude change occurred while 13 showed favourable attitude change. On balance, the use of educational techniques to change students' attitudes seems warranted, however, it should be borne in mind that many of the subjects in the studies reported were undergraduates who were not deeply racist before the research studies started. This could be one explanation why no negative changes in attitudes were observed in the studies reviewed.
A very thorough piece of developmental research into problems and effects of teaching about race relations in secondary schools in Britain was carried out for the Social Science Research Council over several years in the early 1970s by Stenhouse and associates (Stenhouse, 1975a: 126-7, 130-41, 1975b, 1977). Three strategies for teaching about race relations were developed. Strategy A involved discussions about race relations stimulated by sets of photographs and other visual material, and guided by a neutral chairman. Strategy B used the same materials but, in this case the chairman was non-neutral. Strategy C attempted to teach about race relations through drama.
Findings of the research were outlined in the Final Report to the Social 
Science Research Council (Stenhouse, 1977; see also summary in Bullivant,
1981a: 59-61). There was no essential difference in outcomes between strategies A and B. Both were moderately effective in combatting interethnic prejudice. Teaching through drama did not produce significant improvements and did not lead to overall deterioration in ethnic attitudes. Schools would be unwise to rely solely on this method if their aim is to maximise improvements of attitudes.
Direct teaching about race relations in the age range 14-16 tended to have positive rather than negative effects upon interethnic tolerance, compared with not teaching about race relations. Although the data were fragmentary and subject to a high degree of error, it would be wise to assume that most of the advantages of teaching about race relations would probably have 'washed out' after a year. In a minority of school situations teaching about race relations is
likely to be counterproductive in terms of bettering interethnic relations.
On the surface, this project would seem to indicate the success of at least this form of culture contact learning probably, one might surmise, because it was
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directed specifically at the affective domain which is most involved in attitudinal development. However, the statistics presented a less positive picture. In strategy A, 49.3 per cent of the experimental group became less racist but 40.9 per cent became more racist. In the control group, 41.4 per cent of pupils became less racist, while 53.91 per cent became more racist. The directions of change in the experimental and control groups for strategy B were comparable.
A well known, extensive survey of research studies that had deliberately set out to improve inter-group awareness and reduce prejudice, especially in schools, was carried out by Amir (1969, 1972, 1976). The survey was stimulated by a request from Israeli policy makers, concerned about the poor interethnic relations between Oriental Jewish children (from North Africa and other Mediterranean countries) and Ashkenazi Jewish children (largely of European background). The survey showed that culture contact did little to reduce prejudice and improve minority group performance in the long run, and would only operate successfully under quite specific, controlled conditions. Some of these virtually preclude culture contact approaches to general classroom pedagogy being adopted in schools.
Amir's positive and negative findings were summarised (1972: 246), and are important enough to reproduce here at some length:
Some of the favorable conditions which tend to reduce prejudice are (a) when there is equal status contact between the members of
the various ethnic groups, (b) when the contact is between members of a majority group and higher status members of a minority group, (c) when an 'authority' and/or the social climate are in favor of and
promote the intergroup contact, (d) when the contact is of an intimate rather than a casual nature, (e) when the ethnic intergroup contact is pleasant or rewarding, (f) when the members of both groups in the particular contact situation interact in functionally important activities or develop common goals or superordinate goals that are higher
ranking in importance than the individual goals of each of the groups.
Some of the unfavorable conditions which tend to strengthen prejudice are (a) when the contact situation produces competition
between the groups; (b) when the contact is unpleasant, involuntary, tension laden; (c) when the prestige or status of one group is lowered as a result of the contact situation; (d) when members of a group or the group as a whole are in a state of frustration (i.e., inadequate
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personality structure, recent defeat or failure, economic depression
etc.) -- here contact with another group may lead to the establishment
of an 'ethnic scapegoat'; (e) when the groups in contact have moral
or ethnic standards which are objectionable to each other; (f) in the
case of contact between a majority and a minority group, when the
members of the minority group are of a lower status or are lower in
any relevant characteristic than the members of the majority group.
Horowitz (1980) also examined studies in Israel to test the success of culture contact and arrived at broadly similar conclusions. Some reduction of prejudice occurred under highly specific conditions, and were maintained in the short term, but were not carried over into others. For example, Israeli soldiers from the two major ethnic groups, Oriental Jews and Ashkenazi Jews, were able to fight side by side without mutual feelings of prejudice, but once that situation was over feelings of prejudice reasserted themselves when the troops were off duty. Studies of the outcomes of the official policy of integrating children from these two ethnic groups in Israeli schools also revealed the same tendency. Horowitz concluded that in the face of such evidence, much of the present adherence to a policy of integration in Israeli schools was motivated more by official ideological considerations than concern for pedagogical realities.
More recent work by Bochner (1982) cited by Fitch (1984: 26) suggested a comparable picture:
... contrary to popular belief, inter-group contact does not
necessarily reduce inter-group tension, prejudice and discriminatory behaviour. Yet one often hears politicians, church leaders and other public figures saying that if only people of diverse cultural
backgrounds could be brought into contact with each other, they
would develop a mutual appreciation of their points of view and grow to understand, respect and like each other. Unfortunately the
available evidence does not support this view, indeed at times inter​group contact may increase suspicion, hostility and tension.
Research indicates that variables which tend to reduce prejudice include:
-- equal status of the participating groups;
-- close rather then casual or superficial relations;
-- contact situations involving interdependent
activities;
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-- inter-group co-operation;
-- contact situations that are pleasant and rewarding;
-- a lack of competition between the groups;
and most importantly a social climate that favours
inter-group contact and harmony.
A study by Berry (1984) on the other hand supported the positive effects of culture contact between the two 'charter groups' of French and Canadians in Canada. However, Berry also pointed out that this may have been due to the fact that many of the positive reinforcing conditions suggested by the above theorists were also present (p. 366).
The variety of claims and counter-claims about the use of culture contact in schools that one can find in the literature cannot be dealt with here in more detail; enough has been cited to suggest that the theory is suspect at best and unfounded at worst. The current 'state of the art' could also be compounded as much by our ignorance of what is involved as anything else. After reviewing a number of theories of cognitive processes in attitude formation and proposing her own model, Laishley (1975: 281) concluded:
For all the proliferation of research on ethnic attitudes in children, adolescents and adults, we still have very little
understanding of the processes at work. The emphasis in research has been on content, which is easier to collect. However, if we are ever really to understand the phenomenon of ethnic prejudice, research will have to be undertaken into the
processes underlying the attitudes, into the development of these through childhood and their maintenance from
adolescence through adulthood. And this is by no means an easy task.
Part of the reason for this may lie in the failure to appreciate the various ways in which problems of race and interethnic relationships can be tackled. Wilson and Trifonovitch (1978), leading theorists at the East-West Center's Culture Learning Institute in Hawaii, have described four major emphases in programs which deal with cross-cultural interactions:
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KNOWING
1.
Programs in which the strength is helping
others to gain information about how people and nations interact and about cultural differences.
DOING
2.
Programs in which the strength is in
fostering actual cross-cultural skill development.
FEELING
3.
Programs in which the strength is in
helping others to develop the
PERCEIVING
ability to perceive, assimilate and
accommodate to new perceptions of BELIEVING
cultural difference. Strong emphasis
is on values and perception
development.
TOWARDS
4.
There are a few programs which are
MODEL(S) OF
striving to blend the emphasis
EFFECTIVE
described in 1-3 above. The premise
CULTURE
upon which these programs are based is
TEACHING AND
that all three are necessary in order
LEARNING
for maximum learning to occur.
(2) The importance of societal influences on prejudice
Our own research and preference for the syncretic multifaceted model of pluralism discussed above, leads us to wholeheartedly support the contention of Carithers (1970: 41): 'There seems to be, however, a general agreement that racial contact per se will not bring about increased tolerance and acceptance.' This was based on a survey of the literature on desegregation and racial cleavage in the period 1954-1970. The major conclusion pointed to the complexity of the variables involved in interethnic relations. As the American theorist, Edith King (1984: 35) has remarked:
... the historical, geographic, religious, social class, economic, political and linguistic aspects of ethnicity intertwine in dynamic relationships to define an individual's or group's heritage, roots and identity. In order to teach effectively for a multicultural society, it is important to recognize the complexity of the concept of ethnicity.
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A further weakness of culture contact theory is that a great deal of classroom and school-based research has explicitly or implicitly adopted reductionist, psychologistic interpretations of interethnic prejudice and tensions. But when one examines sociological and anthropological views on the causes of racial prejudice and interethnic tensions, reasons for the inconclusiveness of many psychological, school-based research studies are easier to understand.
For example, theorists have indicated that influences from the wider social system are closely implicated in the failure of schools to counter racism, prejudice and the failure of children from ethnic groups. In commenting on American experience, Gunnings (1972: 284) stated:
Head Start, Follow Through and Upward Bound, while they are feeble attempts to provide better education for the poor, will always face problems because they are organized around the philosophy that there is something wrong with the child. This clinical approach is inappropriate because it does not treat the cause of the problem -- the system. The systematic approach means treating the societal system; it would be aimed at the attitudes, characteristics, and misconceptions of an unfair system.
La Mothe (1984) has suggested that even though a teacher may promote culture contact in the classroom, if the school is staffed by all-white teachers and principal, the structural message conveyed to black students implicitly devalues their status. Research by Landis, McGrew and Triandis (1975) used a model based on the concept of 'subjective culture' (see also discussion in Bullivant, 1973: Ch. 7). This is defined as 'the perception of the man-made part of the environment, with particular emphasis on the social environment' (ibid. p. 118; also Triandis et al, 1972). These researchers concluded (ibid. p. 141) that 'race and sex may not be the most salient characteristics defining subjective cultural differences (and behaviour) in the classroom ... data indicate that the lack of similarity is related more to social class than it is to race or sex.'
Gilchrist and Wardle (1984) examined two strategies to increase awareness on the part of all children of racist messages in books, and to promote black children's and youths' own language skills. Many stereotyped views of ethnic groups were revealed. This suggested to the investigators that the mass media and television in particular are very powerful instruments of learning, 'there is little guarantee that new information, which counters the stereotypes, will always be recalled. Sympathetic and sensitive classroom work on different
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cultures, on its own, will not combat racism, if underlying myths and distortions are left unchallenged' (ibid. p. 24).
A more radical interpretation based on Marxist and neo-Marxist analysis has been proposed by members of the Centre for Contemporary Cultural Studies in Birmingham, England (CCCS). In a publication strikingly titled The Empire Strikes Back. Race and Racism in 70s Britain, there is trenchant criticism of the politically ideological nature of much educational thinking about prejudice and racism. The Centre suggested (CCCS, 1982: 194):
The concepts of a multicultural, multiracial or multiethnic society
... assumed that equality could be achieved through cultural diversity and thus removed from the realm of politics. Race relations became totally absorbed with issues of black ethnicity at the expense of examining institutional racism. The educational philosophy of multiculturalism followed the sociologists of race relations in the reinterpretation of ethnic cultural forms for the classroom.
A comparable strategy of 'sanitising' difficult issues relating to prejudice and racism has been shown by Bullivant (1981b, espec. Ch. 8) to operate in the Australian version of multicultural education. It has implications that hark back to our earlier model of social and cultural reproduction and social control. A comparable view of the approach was put by the Centre for Contemporary Cultural Studies (1982: 194), which pointed to two aspects that can be identified. Firstly, by making it appear that racism is just a matter of individual ignorance, the sanitising process can take the form of claims that prejudice and racial discrimination would be ended through education in schools that emphasises cultural diversity.
Secondly, the demands of black movements to have an awareness of black culture and history taught in British schools were 'turned by the state into a superficial gesture in an attempt to control the rising level of politicized black consciousness' (CCCS, 1982: 194). In a way similar to the strategy exposed by Bullivant's (1981b) analysis of the Australian government's attempt to sanitise rising ethnic groups' demands, in Britain 'The multicultural curriculum was from its inception part of state strategies of social control. Black culture and history were what the schools said they were' (ibid. p.194).
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Further discussion of this complex issue cannot be pursued here, but one of its striking features is the way even prominent academics and social theorists appear to tacitly acquiesce to such strategies of social control. Several motives
have been suggested by Bullivant (1981b, 1983b), and also by Banton (n.d.) at a Conference on Teaching About Prejudice held in Britain in February 1983. Both views stress the seductive appeal of multicultural education that could encourage such tacit acquiescance.
It is also quite likely that more ideological issues are involved. As Blanc (1984: 38) has suggested:
In a society in which there is a dominant culture and dominated cultures, cultural equality is a utopia. Yet utopia, as 'creative anticipation', ought to direct our day-to-day work. Cultural equality
implies a new balance of power which will not happen if minorities do not fight for it. Social scientists are caught in a conflicting situation which they cannot escape, and must inevitably choose sides and perhaps even make a political [ideological] choice.
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Countering social reproduction by increasing children's self-esteem
A closely related set of ideas and concepts that is possibly even more psychologically oriented than the culture contact hypothesis goes by the name of self-esteem or self-concept theory. Two of the seminal figures associated with it are the American theorists Coopersmith (e.g. 1959, 1967, 1974, 1975), and Rosenberg (1965, 1973 with Simmons). The 'Coopersmith Scale' or its variants has become one of the main instruments used in classroom research studies.
It is also the basis of a thriving research 'industry' that has been developed in the fields of self-esteem theory, race relations and education, despite the fact, as Coopersmith himself notes (1975: 145), that they 'are all under critical analysis and, to some extent, attack. The critical reactions come from within the professional fields of psychology and education as well as from legislators and the general public.'
Key ideas in self-esteem theory
At the risk of stating the obvious, it is first necessary to appreciate that self-esteem and self-concept are not synonymous. An individual's picture of himself or herself is the self-concept. Alternative names are self-image or self. The self-esteem is constituted by the positive or negative attitudes and feelings, i.e. evaluative sentiments, about the self. 'Thus the self-concept is the symbol or image which the person has formed out of his personal experiences while self-esteem is the person's evaluation of that image' (Coopersmith, 1975: 148).
Self-concepts can range in scale and complexity from 'global', encompassing a broad range of attributes and several roles, to 'particularistic' and confined to a specific set of attributes associated with a limited role, such as athlete, son, daughter. Coopersmith (ibid.) comments:
This question of general or specific self-concept and self-esteem is more significant than might appear to be true at first glance. Thus it may be that black children have an unclear image of themselves as effective learners in school and hold negative opinions of themselves as learners but are quite clear and positive about themselves
regarding their capacities and effectiveness in the broader social world outside of school.
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The proliferation of research that self-esteem theory has generated cannot be dealt with at length here, although one major, meta-analalytical review of the associated literature will be described below. Our main concern is with those studies that link self-esteem and self-concept with children's academic achievement, and then make a further association of both with either racial or ethnic differences.
Weaknesses and limitations of self-esteem theory
(1) Inconclusive correlation with academic performance
It is claimed that 'both self-concept and self-esteem are associated with academic performance' (ibid. p.150; also e.g. Combs, 1952; Combs & Snygg, 1959; LaBenne and Greene, 1969; Purkey, 1970). Many other studies have claimed to support this association. However, it is far from being a strong one as Coopersmith (1975: 150) himself admits. 'It is notable that while the correlations between self-esteem and achievement are statistically significant they tend to hover between .20 and .30 and are not particularly striking.'
In addition, the relationship between self-esteem and academic ability does not apply uniformly right across all levels of a self-esteem scale, but tends to be strongest at its lower end. 'Thus while self-esteem and self-concept have been consistently associated with academic performance the relationship appears much more clear in cases of lower esteem than where the student is relatively positive and confident of his worth' (ibid.).
It is also not possible to claim with absolute confidence that poor self-esteem causes poor academic performance, as 'the relationship appears to be circular rather than unidirectional' (ibid. p. 152). Professor Maurice Balson, an educational psychologist at Monash University, has commented to me personally that improved academic achievement may increase an individual's self-esteem, but not vice versa.
Australian researchers, Hattie and Hansford (1980), carried out an evaluation of the relationship between 'self and performance' by employing meta-analysis. They used a sample of 128 research studies derived from a total of 702 pieces of research into this relationship found by a computerised literature search. Their analysis established a data-base of 1136 effect sizes or correlations between variables.
Hattie and Hansford's findings provided further support for Coopersmith's caution. Basing their opinion on one set of statistical measures, they
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commented (ibid. p. 179) that 'it was not possible to reject a null hypothesis that the true relationship between measures of self and performance/achievement is zero.' After considering all other estimates, however, the authors were of the opinion that 'the average relationship between measures of self and performance/achievement is in the range of .21 to .26. However, it may be more meaningful to say the variance in common is between 4 to 7 percent' (ibid.). They also established from their data that 'the relationship between measure of self and performance/achievement is similar for males and females' (ibid. p. 181).
There is also the possibility that the claimed relationship between one's academic performance and one's self-esteem, based on feelings of worth and other personality dimensions, may in fact be due to another factor altogether.Argyle (1973: 356-393) has employed 'self-image' and 'self-esteem' as the basic components of the 'me', which are gradually built up and internalised through social interactions. In effect this is a form of social comparison theory. However, Argyle suggests (ibid. p. 360):
... if self-esteem is based on the reactions of others, we should
note that people respond to one another socially in terms of two main dimensions -- (1) status and power, and (2) warmth and friendliness. Self-attitudes could be assessed along the second dimension too -- the extent to which individuals like themselves or see themselves as 'nice' or 'friendly' -- as persons to whom others will normally react positively, but not necessarily regarding them as superior.
Argyle (1973: 367) commented on Rosenberg's (1965) study of adolescents and pointed out that some of the results could be interpreted in terms of social comparison theory: 'Self-esteem was greater for those who did well at school, were leaders of clubs and were of higher social class.' This may throw some doubt on the idea in 'classical' self-esteem theory that an increase in self-esteem, (component 2 in Argyle's model) will necessarily result from academic achievement (component 1). As Argyle (ibid. p. 383) commented: 'Self-esteem can best be enhanced by receiving approving responses from others.'
Self-esteem theory may in fact be outdated. The Australian researcher, Russell Docking (1980), employed Epstein's (1973) 'self-theory' to investigate 'the relationship between trait anxiety, educational self-theory and vocational
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interest' in a population of Australian high school students. Docking (1980: 77) summarised the essence of Epstein's approach:
Self-theory ... subsumes the idea of self-concept. Viewed as a set of postulates one has about oneself that can be tested and falsified, self-theory is more dynamic than the more static self-concept. Educational self-theory refers to that set of postulates one holds about oneself in the educational setting.
Thus, from all the above, the capacity of self-esteem theory to adequately explain how children's academic performance can be improved or vice versa must be treated with caution.
(2) Self-esteem and interracial/interethnic relations
This applies with even greater force when considerations of race and ethnicity are brought into self-esteem and related analysis. Grant (1973: 401) has suggested that 'simply stated, research in the area of self-concept should more frequently consider race as an aspect of self-concept, as it has done with other factors. The importance of considering race as an aspect of self-concept has serious educational implications.'
Most research on these issues has been done in the United States (e.g. Kardiner and Ovesey, 1951; Pettigrew, 1964; Kvaracers et a1,1965; Proshansky and Newton, 1968; Rosenberg and Simmons, 1973; Banks, 1984; etc.) and in Britain, although there the number is comparatively smaller (e.g. Thomas, 1977; Hill, 1970, 1975; Bagley and Coard, 1975; Bagley, Mallick and Verma, 1975; Tomlinson, 1980; Stone, 1981; etc.). More recently, comparable research extending consideration to gender differences has been conducted in Australia (e.g. Edgar, 1974; Connell et al, 1975; Poole et al, 1976; Poole, 1977; Martin and Meade, 1979; Taylor, 1981; Jacka, 1982).
Coopersmith's own findings in the area of ethnic or race relations and educational achievement pointed to a number of surprising aspects. These throw strong doubt on claims by some educationists that enhancing the self-esteem of children from racial and ethnic backgrounds, by improving knowledge through intercultural contact or learning about their own heritage, will improve academic performance, or vice versa. Part of this approach seems
to imply that the self-esteem of children from racial and ethnic minorities is lower than that of 'white' or non-ethnic children. However, as Coopersmith (1975: 155-6) commented on the basis of his own and others' research in America,
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sample of students was small (n=98), it was clear that black students did not develop poor self-concepts (Banks, 1984: 16):
The findings suggest that Black children socialized within 
predominantly White suburban communities are likely to become
highly attitudinally assimilated into White society and that this kind of assimilation may have complex effects on their racial attitudes towards Blacks and their levels of ethnocentrism. As attitudinal assimilation increased, these children became increasingly more positive toward their schools and neighborhoods and more positive toward Whites, but less positive toward Blacks.
A corollary of these findings was that the attitudinally assimilated blacks were also more 'internal', which in turn was positively related to academic achievement 'and to other success-related behavior' (ibid.). Banks also found that 'Internality was negatively related to positive attitudes toward Blacks and to ethnocentrism.' He went on to comment: 'This latter finding raises a question about whether Black children can remain ethnic in their racial attitudes and attain high levels of internality -- and thus academic achievement' (ibid.).
On the basis of her own research, which exposed many weaknesses in much of the self-concept theory and research in Britain, Stone (1981) launched a trenchant attack on classroom practices and the logic of the current form of compensatory education for young Afro-Caribbeans. This emphasises a 'therapeutic' or 'mental health' approach on the part of teachers, who thereby cast themselves more in the role of social workers. The approach has attempted to assist the self-esteem of Afro-Caribbean and Asian pupils, through a liberal curriculum and watered down 'multiracial education', on the assumption that their academic performance would be enhanced. In reality, as the second chapter of the book points out, such an approach is a major factor in increasing educational inequality.
It also led teachers into making ill-founded assumptions about curriculum development (Stone, 1981: 236):
These assumptions, shared by all teachers irrespective of
teaching style, are based on the belief that black children have poor, negative self-concept and low self-esteem which need compensating
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and enhancing ... I would argue that to see black people and their children as passive beings, simply reacting to structural forces is a
limited view which denies the facts of history and is supported neither by commonsense nor by rigorous sociological analysis.
In Stone's opinion (ibid. p. 251) 'schools should be places for acquiring skills and knowledge and developing abilities associated with these skills and knowledge.The teacher's job should be to teach children these skills and knowledge and encourage the development of general abilities.'
General Conclusion
The sociological analysis on which Stone based much of her attack echoes what we have already said about the forces of social and cultural reproduction, that operate through the curriculum to reduce the life chances of children from ethnic minority backgrounds. 'Mental health' or 'therapeutic' education is yet another example of failure to confront the external social and political causes of deprivation. Like culture contact theory, it is based on principles that are psychologistic and reductionist and ignores the fact that historical, structural and socio-economic forces outside school play a major part in reinforcing educational inequalities by influencing the 'cultural capital' or 'habitus' encoded in the curriculum.
It should not be so surprising that internal, systemic factors in school should be stressed rather than external factors. At least since the Second World War and post-War educational legislation in Britain and other Western countries, a liberal, social democratic ideology has pervaded much educational theorising and attempts at curriculum reform. Multicultural, multiracial, contact theory and similar forms of education are but the latest in a long tradition of such ideologies of pluralist education. In essence, educational reform is seen as the solution to social and economic problems that are fundamentally only amenable to social, economic and political reform. Education is put forward as the solution to inequitable power relations.
A favourable climate within which such an ideology can flourish may have been provided by an overarching meta-ideology, tantamount to an on-going debate with the ghost of Rousseau's Emile. Thoroughly Utopian in its thrust, this meta-ideology maintains that the human condition is perfectible through education, as this is held to be the method for obtaining greater equality of opportunity. Much educational research has thus sought the panacea that will
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achieve this utopian condition (see discussion in Bullivant, 1983b). Reconstructionist philosophies (e.g. BrameId, 1977) have been proposed to bolster the claims of education to be able to ameliorate inequalities in the socio​political condition.
However, all has been to little or no avail. One of the most eminent protagonists of educational reform in Britain, A.H. Halsey, (1972: 6) has been forced to conclude that 'the essential fact of twentieth century educational history is that egalitarian policies have failed.' In short, as Bernstein (1970) has put it: 'Education cannot compensate for society.'
It is for these and similar reasons generated by our own research (e.g. Bullivant, 1981 & b, 1984) that the theoretical model we have adopted for this study expressly rejects both culture contact and self-esteem theories. Our modification of social reproduction theory along neo-Weberian lines is preferred. Thus this study sets out to establish whether barriers to the occupational socialization of both Anglo-Australian and ethnic minority group students are present systemically in what each of the schools offers, and/or are present in what the students themselves bring to the task of forming their aspirations and expectations. This blend of structural, systemic, and phenomenological theory informs the working hypotheses and research methodology considered in the next chapter.
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CHAPTER 3
RESEARCH AIMS AND METHODOLOGY
The overall objective of the research is a logical extension of the theoretical considerations of the previous chapters. It is to study, analyse and describe the kinds of occupational socialization in selected high schools within the Melbourne Metropolitan area, from both the vernacular and observer perspectives.
Research Methodology
The study focuses on evidence that might be found to establish whether systemic or structural barriers are inhibiting equitable occupational socialization, and whether they operate differentially on grounds of racial or ethnic background or gender in each case so as to constitute a form of social reproduction, or ethnocultural hegemony, or a combination of both. In particular, we look for evidence to establish whether prejudice and discrimination objectively operate against students from non-English-speaking and Asian backgrounds, so as to materially affect their occupational aspirations, or are seen by them subjectively to have this result.
However, although social reproduction theory was shown to be the most persuasive model, it is not all-powerful, and evidence may exist to show how it is being counteracted in each school. In addition, we feel that assuming the existence of prejudice and discrimination only against students from racial and ethnic backgrounds might pre-empt consideration of whether some Anglo​Australian and English-speaking students may also be discriminated against, or feel themselves to be at a disadvantage. The necessity to keep an open mind on such issues has influenced the research design that follows.
(1) Specific aims of the research
Although the design of the research does not follow the 'classic' psychometric or sociometric, quantitative model, the aims of the research can usefully be set out as quasi-hypotheses or guiding questions. In more specific terms the research aims to consider:
(1)
whether substantial evidence of structural prejudice is apparent in
those parts of the curricula of secondary schools which are most
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relevant for occupational socialization of students from both majority and ethnic minority backgrounds;
(2) whether the kind of advice given to students from ethnic minority backgrounds by formal careers guidance facilities is qualitatively and quantitatively different from that available to students from majority group backgrounds;
(3) whether the quantity and quality of careers advice given to girls from ethnic backgrounds is inferior to the advice given to girls from majority group backgrounds and to boys from similar ethnic backgrounds;
(4) whether students' perceptions of job opportunities and demands vary both inter- and intra-ethnically between boys and girls;
(5) whether evidence of weak or defective views of competent selves is more apparent among students from ethnic minority backgrounds than from among those from majority group backgrounds; and
(6) whether girls from minority ethnic backgrounds have different, possibly self-defeating, views of their competent selves compared with girls from majority group backgrounds, and compared with boys from all groups.
(2) Case study methodology
The overall methodology selected for the research design is multi-site case study. We considered that the time-frame and financial resources available for the study did not allow nor warrant a more elaborate, quantitative approach. In any case, many of the above aims of the research specifically ask for qualitative data of a type that can better be found by a more 'ethnographic' or naturalistic methodology (Bullivant, 1978a & b ).
Bullivant had employed a comparative case study approach for a major cross-national, policy-oriented study of pluralist education in 1978-9 (Bullivant, 1979), and had also taken part, as a senior research consultant, in a study
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using multi-site methodology in New Zealand during 1983. Watkins (1980:459) has also commended ethnographic or naturalistic techniques for assessing 'such a subtle area as vocational orientation.'
Case study methodology involves research into individual 'cases', in this instance secondary high schools in the Melbourne Metropolitan area. 'Typically they are intensive investigations of single cases which serve both to identify and describe basic phenomena, as well as provide the basis for subsequent theory-development' (Kenny and Grotelueschen, 1984: 37). Stake and Easley (1978) have described how such an approach varies from more conventional research:
The principal difference between case study and other research
studies is that the case is made the focus of attention rather than the
population. In most other studies researchers search for an
understanding that ignores the uniqueness of individual cases, and generalizes beyond particular instances. They search for what is common, pervasive and dependable. In the case study there may or may not be an ultimate interest in the generalizable. For the time being, the search is for an understanding of the particular case, in its idiosyncracy, in its complexity.
It is important to emphasise that it is not legitimate to generalise from a number of cases as can be done in conventional psychometric research; each stands on its own. However, this is not to say that where commonalities are found in a number of cases, these should not be extracted and used in conclusions that attempt to summarise the findings of multi-site research. Adelman, Jenkins and Kemmis (1976), for example, have maintained that case studies allow for generalisations either about an instance or from an instance to a class.
Case study research relies heavily on 'condensed fieldwork', so that a limited time is spent in the field, in contrast to classic ethnographic research which tries to spend at least a year in order to see a complete calendrical cycle of events in operation (e.g. Bullivant, 1978b). Participant observation, which is characteristic of such a lengthy study, is replaced by various styles of interviewing. A_
'transactional' approach, analogous to Rogerian counselling, can be employed for this either singly or in groups (House, 1980). Use of tape recorders is common, as the aim is to encourage individuals to express their ideas in free interaction settings rather than respond to a prestructured set of questions.
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Interview schedules are thus designed to set out the broad guidelines and issues to be followed, while allowing scope for and in fact encouraging, the interviewees to diverge into side issues and even get into arguments with each other when interviewed in groups. This style of 'dialectical questioning' (Bullivant, 1978a) can produce responses that are often more spontaneous than would otherwise be the case in a more formal interview setting. Parts of the data thus obtained are often transcribed in 'raw' or 'journalistic' form so as to portray the authenticity of subjects' responses. As time in the field can be limited data gathering can be curtailed, so extensive use is made of documentary evidence such as syllabuses, official records, personal diaries and other materials.
Often it is necessary, as in this research, to describe the geographical, socio​economic and demographic context within which a case study such as a school is embedded, and to draw the boundary around it. The journalistic style can often locate and describe such a 'scene' and its relevance for the case (school), in a way that has more impact and carries more conviction than other conventional descriptions. Such a style has the added advantage in multi-site case study of being able to establish by journalistic 'suggestion', in a subtle and implicit way rather than explicitly, the contrasts between the various cases that are being studied.
Kenny and Grotelueschen (1984: 38) have summarised the main features of case study:
... data are qualitative; data are not manipulated; studies focus on single cases; ambiguity in observation and reporting is tolerated; multiple perspectives are solicited; holism is advocated; humanism is encouraged; and common and/or non-technical language is used.
(3) The sample
With one exception noted below, the non-random (quota) sample of cases for the research was drawn from state high schools used for teacher-training practice by Diploma in Education students of the Faculty of Education, Monash University, within the Melbourne Metropolitan area as defined for
Commonwealth Census purposes. We felt that the Faculty and any associated research workers would have more rapport with its 'own' schools than would otherwise be the case. We also knew that demands on all schools to take part in research projects are very heavy and considered it better not to 'pirate' schools
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associated with other universities in the area. The one exception was a school that was selected to balance the sample and provide a case which could not be obtained from Monash University lists.
We chose high schools for the research rather than non-government, independent schools, as the former cater for boys and girls (independent schools are usually single-sex) and would satisfy what we term the 'worst case principle'. This holds that 'deviant' features such as prejudice and
discrimination are more likely to be found in a school-microcosm that represents its context and constituency in as many aspects and as faithfully as possible, rather than in one that is more selective.
We also recognised that any school can have pupils which are atypical of the area in which it is located through a process which Ross (1983) refers to as 'leakage'. This is the degree to which pupils are syphoned off into neighbouring or even distant schools. However, we also felt that our sample would still retain sufficient 'accuracy', in Ross's terms, and represent the areas in which they are located.
The names of all the 36 Metropolitan high schools were abstracted from Faculty lists. The schools were ranked in order of the numbers of pupils from migrant backgrounds according to the schools' Ethnic Education Survey carried out for the Victorian Department of Education in July 1984. The ranking list of schools was divided at the median point (which conveniently coincided with 25 per cent) into two groups: those with over 25 per cent of pupils from migrant backgrounds in 1984 and those with under 25 per cent. The former were termed schools with high ethnicity in the composition of their pupils; the latter were termed schools with low ethnicity.
Schools were clustered according to the areas in which they are located. First, they were classified according to the degree and kind of ethnicity in these areas as established through the Atlas of Ethnic Communities in Melbourne (McKay, 1981). To correspond with the division into which the schools themselves had been classified, areas of high ethnic concentration and low ethnic concentration were selected. In addition, we considered that the degree of detail shown in the maps did not permit a more fine-grained discrimination.
Second, they were classified according to the socio-economic status (SES) of the area in which they are located, using maps showing Local Census Districts and SES characteristics prepared by Maher and McKay (1980) and subsequent analys is carried out on changing SES patterns (Robinson, 1984). Three SES
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categories were used: upper-middle to high (1st. to 2nd. quintiles); middle (3rd. quintile); and lower-middle to low (4th. to 5th. quintiles). By means of these procedures, a six-cell matrix was devised for sampling purposes as shown in Figure 3 below. In effect, each of the cells constitutes an ethclass catchment area for the schools in it. Accepting the qualification that 'leakage' may have occurred, it was assumed that the schools in each cell reflected its ethclass characteristics.
FIGURE 3
TYPES OF SUBURBAN ETHCLASSES AND SCHOOLS 
IN SAMPLE
ETHNICITY

	QUINTILES
	HIGH
>25%
	LOW
<25%
	

	1 - 2
	ETHCLASS A 
Mountview High School
	ETHCLASS B 
Northprospect High School
	

	3
	ETHCLASS C 
Southview High School
	ETHCLASS D 
Foothills High School
	

	4 - 5
	ETHCLASS El 
Western Plains H.S.
ETHCLASS E2
	Southeastern
H.S.
EMPTY CELL
	;


ETHCLASSES 
A
High ethnicity/middle to high SES
B
Low ethnicity/middle to high SES
C
High ethnicity/middle SES
D
Low ethnicity/middle SES
El
High ethnicity/middle to low SES - Western Suburbs
E2
High ethnicity/middle to low SES - Southeastern Suburbs
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However, during this procedure we discovered two anomalies. The characteristics of the distribution of migrants and ethnic groups in the Melbourne Metropolitan area clearly show the correlation of high migrant concentration with lower-middle to low-SES Local Census Districts. Two major areas with these characteristics are obvious. The first is located in the inner-city and western suburbs region, i.e. the traditional pattern of Melbourne's migrant and ethnic distribution. The second is located in the outer south-eastern suburbs and is known to have developed through association with migrant hostels and the light industries and car-assembly plants located in the region. As there were only two schools in the low ethnicity/lower-middle to low SES cell -- this being an atypical combination -- we decided to abandon it for sampling purposes and split the high ethnicity/lower-middle to low SES cell into two sub-cells as shown in the diagram.
The second apparent anomaly was known to exist before maps were examined; these merely confirmed it. The association of high ethnicity with upper-middle to high SES is uncommon, but has arisen in the case of Melbourne due to first generation migrants becoming established and wealthy enough to move out of the traditional areas of first settlement into those with higher status. There are only two schools from the Monash University teacher training lists in this cell, and to balance the sample these were supplemented by another school identified from the Departmental schools' ethnic census lists.
To provide as much contrast as possible between schools finally chosen for research we decided to select those at the upper or lower end of the ethnicity ranking. Some schools were discarded because they were not located with others in clusters or were quite atypical of the ethclass. We also wanted to include schools with particular characteristics, such as high Asian student populations or with students from Turkish ethnic backgrounds. Twenty-three schools were finally selected on the basis of all these considerations.
Establishing first contact
Barnes (1977) and Burgess (1984) have suggested that setting up research necessitates negotiating with three sets of persons. The first set is made up of the 'sponsors' for the research. In this instance, they are the Human Rights Commission. The second set is the 'gatekeepers', whose function is to allow the researcher access to the field and to the third set. These are 'citizens', i.e. those
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who are to be studied or investigated, in this case the staff and pupils in the schools.
Each set has its own rights, needs and the values that govern them. Negotiations can become difficult or break down completely when needs, rights and values are incompatible or in conflict with those of the researcher. Such incompatibility or conflict are exacerbated in the case of decision-oriented or policy research, in which many 'political' considerations often influence what might otherwise be straightforward negotiations.
An example of this occurred during research planning. Some months after the Human Rights Commission agreed to sponsor the research, a directive was issued by the Director General of Education in Victoria setting out new guidelines for the conduct of research in schools. The guidelines stipulate the detailed procedures to be followed in order to gain access to schools. The most important of these is that permission has to be sought from the Principal Planning Officer before school principals are approached.
Accordingly, towards the end of 1984 we wrote to him setting out the purposes of the research in the required detail. In the first instance, we requested permission to approach one school not in the main sample, which would be used as a pilot study to trial research instruments and to obtain opinions about occupational socialization from discussions with staff. Permission was also requested, and granted, to approach all the 23 schools in the main sample.
Once these formalities had been complied with and this first 'gatekeeper' negotiated, the way was open to proceed with setting up contacts with all the other schools and their respective gatekeepers. However, it was clear that the school year would have elapsed before much could be done. Accordingly we decided to do the pilot study before the end of 1984, and make preliminary contact with principals in other schools to find out if they would be interested in taking part in the project.
In this first approach a further major constraint had to be taken into account. Advice from the Principal Planning Officer indicated that it would not be desirable to start research in schools before the beginning of March 1985, so as to avoid encroaching on the first few weeks when settling-in and census-taking would be in operation. Form letters incorporating our request and the anticipated time-frame for the research were sent out early in December.
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The pilot study

Rutter and associates (1979) in Britain advocated the use of a preliminary pilot study in one or more schools before setting up the design of their main study. It enabled them to test questionnaires and gain some 'feel' about the many issues entailed by carrying out a major project. In effect, using a pilot study is one way of 'casing the field' advocated by Schatzman and Strauss (1973). The naturalistic approach to research avoids constructing questionnaires and other instruments before going into a research site and strongly prefers a more exploratory approach. On the basis of this one can then construct questionnaires with more confidence that they will be adequate to the task for which they are designed.
(1) The pilot study school

The high school selected is located in a high ethnicity and middle-to-low SES area. This caters for light fabricating and assembly industries which attract migrant labour. Consequently the school has a very high percentage of students of recent migrant backgrounds and is noted for the care and thoroughness with which it copes with regular influxes of children from migrant hostels and language centres.

At the time of the school's Ethnic Education Survey in July 1984, it had a total population of nearly 870 students. Of these nearly 75 per cent were from a language background other than English. Some 460 students were born overseas, i.e. approximately 53 per cent of the total enrolment, or 63 per cent of those in the ethnic survey. In the group of students with language backgrounds other than English, the predominant migrants are from Greek background (25 per cent), Vietnamese background (16 per cent), Chinese background (11 per cent), Italian background (9 per cent) and Spanish background (9 per cent). In all some 37 languages or language backgrounds are represented in the school.
However, these figures do not adequately convey an accurate picture of the ethnic 'mix', as figures for children from other Indochinese backgrounds such as Cambodian and Lao are not included. On the basis of continental grouping, out of the students with language backgrounds other than English 39 per cent are from Asia, 53 per cent from Europe, and 8 per cent from South America. Most certainly, the 'visibility' of the Asian students was one of the most obvious features of the school.
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(2) Visits to the pilot school

Bullivant visited the school for extensive periods on three consecutive days. He held discussions with the Principal, English as a Second Language (ESL) teachers, Year 10 and Year 11 subject co-ordinators, the careers teacher and the student welfare co-ordinator. Part of these discussions was taken up with vetting the trial questionnaire and obtaining advice on questions that might be included or modified.
During morning recess it was also possible to chat with other staff and obtain more ideas about the kinds of students in the school, the problems teachers face with such a large migrant percentage and similar matters. Bullivant also made informal observations of students' activities during morning recess and lunchtime in order to obtain some picture of the on-going 'life' of the school on which to base research strategies in other schools.
In addition, he held discussions with two groups of students to test the feasibility of conducting focused interviews and dialectical questioning in small groups and to trial a draft questionnaire. The first group of nine consisted of four Year 11 boys and five girls from Anglo-Australian, European and South American backgrounds. The average age of the group was 16 years 8 months. The second group of seven students consisted of three boys and three girls from Vietnam and one boy from Turkey. Some of the Indo-Asian students had parents born in China or were of ethnic Chinese background.
The average age of these students was noticeably higher than that of the other group and even then may have been understated, as it is apparently common for students from Vietnam to drop their ages in order to be eligible for immigration status. It was obvious during the discussion that the Asian students were much more mature than those in the other group, but had difficulties with expressing themselves in English.
There also seemed to be a clear 'status authority hierarchy' operating. One of the male students was just over 20 years of age and issued what appeared to be orders and comments in Vietnamese, especially to the female students during the filling out of the questionnaires. This served to indicate the possibility that during discussions with other groups of Asian students comments might be 'controlled' in a similar way, and might merit Asian boys and girls being interviewed separately.
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(3) Interviewing style
In this piece of research and subsequently the style of interviewing was informal, using a tape recorder wherever possible, provided staff and students did not object to its presence. We also made notes as a back-up in case the recorder failed (as often happened) or conditions made tape recording difficult.
For the main phase of the research, we generally used the technique of 'buddy' or 'tandem' interviewing. Bullivant usually led the discussions with staff and groups of students, while his research assistant sat back and monitored the progress of the discussion, its dynamics and the 'body language' of students. In addition she took notes on the major points raised.
We acknowledge the difficulties that beset research based on group discussions: self-selected spokespersons, domination of the group by one or two articulate speakers, 'chorussing', inhibition on expressing views due to having to speak in an open forum, and the phenomenon of 'pluralistic ignorance'. This is 'a situation in which individual members of a group believe incorrectly that they are each alone or the only deviants in believing or not believing in particular values, while in reality many others, if not the majority, secretly feel exactly as they do' (Theodorson and Theodorson, 1970: 301). Despite these difficulties, we maintain that the data obtained are often superior to those from single interviews and encourage one to persevere with the group discussion approach.

The decision to use back-up note-taking was quickly vindicated. The quality of the tape recording varied greatly due to extraneous noise and technical reasons, so the notes proved to be invaluable especially on the few occasions when the tape recorder failed completely. The merit of pursuing this research technique was called into question when that occurred. In its defence it should be noted that much valuable, free-wheeling discussion was recorded. On many occasions its quality was comparable to that obtained by NoeIle Bisseret (1979) and provided invaluable, spontaneous comments that would have been impossible to capture in any other way. Although material subsequently proved to be extremely difficult for a typist to transcribe, this advantage far outweighed the several drawbacks.
We also encountered difficulties due to inadequate classroom facilities in 
which to conduct discussions with students. But on a more positive note these 
problems provided us with unsought data about the schools and their facilities.
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marks they get in their subjects. For many children from ethnic backgrounds, poor English and communication skills pose major barriers to getting good jobs.
The Asian students were very reticent about their lives, and communication in English was obviously difficult. They needed nursing along by very diplomatic guidance in discussions, and this provided valuable pointers to how discussions with Asian students might have to be conducted in subsequent schools. The aspirations of these students similarly exceeded expectations, but in their case four out of the seven wanted to go to university or pursue careers that need tertiary training. Of greater significance was the fact that all the Asian students were taking science subjects. In contrast, all the students in the NES group were taking commerce subjects.
Comments on this pattern by one female member of staff revealed that Asians were 'channelled into science subjects' because they had poor English and in any case wanted to do subjects that would lead to careers in such occupations as medicine, engineering, science, computers. This, the same teacher considered, might even result in Asians getting into key occupations where they would control future developments in Australia. 'What is happening is that soon Australian society will be run by Asians in the computer industry and engineering, because they are opting to get into these areas. They are better motivated than Australian students, work harder and are more ambitious.'
Most certainly, according to the male careers teacher, Asian students in this school are very future-oriented and keen to get academic qualifications, the best careers advice and work experience. They do not waste their time in class; the majority always take advantage of private study times and opportunities to gain more knowledge through subject teachers offering extra coaching and academic activity after school and during the lunch break. Instead of taking part in recreation activites during the morning break, Asian students are more likely to spend the time discussing their future careers. In 1982, the academic Dux of the school was an Asian.

Staff also pointed out somewhat resignedly that all this was in direct contrast to Anglo-Australian students, who make much less use of the careers advice facilities and have lower aspirations. Few of them visit the local Commonwealth Employment Service (CES) office, or look for full-time employment in contrast to both Asians and other ethnic students.
Asian students generally have a much better understanding of work than a 
non-ethnic student, because the large majority of them go out into industry and
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gain part-time work experience while studying for their Year 11 school leaving subjects or their HSC. Although careers advice on both further education and jobs is offered to both Anglo-Australian and ethnic students jointly and not in separate groups, ethnic and Asian students are more likely to be the ones that actively seek out careers advice and counselling.
In retrospect at the point of writing up the final report, it is astonishing how much the pilot study reflected the findings of research in all the other case studies. Many facts about students' aspirations and views of the future which we established in the pilot study echo the previous research studies discussed in Chapter 1. They also foreshadowed those found out through subsequent research, with a consistency that further strengthens their believability.
From the point of view of our research methodology, however, the results of the pilot study substantiated both its overall design and choice of research techniques. These concerned the use of a questionnaire to obtain background information on students, tape recording discussions with both students and staff and collection of documentary material on such aspects as the curriculum and subject offerings.
The pilot research also revealed a number of possible risks that we faced. Of these, the most important was the danger of using blanket terms like 'Asians', which can conceal important variations in countries of origin and ethnic complexity that would have to be taken into account in future research. Despite these and similar caveats, it was also clear that we could proceed with confidence to the main fieldwork phase, but build into our instruments and methodology all the things we had learned from the pilot study.
Confirmation of the final sample and negotiations with schools

Of the twenty-three letters of invitation sent out to school principals just before the Christmas vacation, twelve replies were received indicating willingness to take part in the research. Three replies were received indicating unwillingness to participate. No replies were received from the remaining five schools.
Accordingly, in February 1985, we selected six schools for the final sample so as to be the best possible 'case' for each of the stipulated ethclasses. Each was notified by letter with full details of suitable times for a visit during March and April and the research team's preferred modus operandi. The remaining six schools were put on a reserve list, in case one of the others withdrew at the last moment, and were written to this effect.
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what is described below represents a distillation of the commonalities in the principles, rather than an attempt to 'average out' actual structures and organisations.
It should also be kept in mind that each of the schools from which it is constructed has its own individual variations. Some of these have been written into the case study where they are shared by several of the other schools. Other variations are so idiosyncratic that they probably only apply to the case concerned and would distort the composite case study if specified.
Summary of the six suburban case studies

In Chapters 4 and 5, Inner City High School is written up as a 'classic' case study, and we do not need to duplicate any of its details in what follows. In Chapters 6-9 we write up Suburbia High School, and it will assist our description to bring together in this section a brief summary of the ethclass characteristics of the schools on which it is based.
(1) The ecological community study approach

Although there are numerous theoretical difficulties associated with the notions of human ecology (Theodorson and Theodorson, 1970: 124-4) and community (Sjoberg, 1964; Martin, 1970), it seems legitimate to approach this section of our analysis by means of a combination of ecological and community study methods. The former focuses on the relationships between people and their environments. The latter is a 'method of studying human behavior that focuses upon the thorough analysis of an individual community. It is in fact the application of the case study method to the study of a community' (Theodorson and Theodorson, 1970: 65). As we have adopted a case study approach throughout this research, the latter seems singularly appropriate as a framework within which our data can be analysed.
In what follows, we attempt to locate each school within its ecological context in order to highlight some of the relationships between it and the wider community. To some extent this begs the question whether 'a community' exists in each case, but in view of the limitations on length that have made abridged and composite descriptions inevitable more detailed consideration of this is beyond the scope of our report. Despite this, we still endeavour to convey something of the case study 'flavour' of the local areas from which students
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come and which plays some part in influencing their social constructions of reality and career scenarios.
For ease of analysis the six suburban case studies can be divided into three pairs based broadly on their ethclass characteristics. Firstly, there are Western Plains High School and Southeastern High School, that are characterised by high density lndo-Asian and NES student populations and low SES. Secondly there are Southview High School and Mountview High School that have high density Asian and NES student populations and middle to high SES. Finally, there are Northprospect High School and Foothills High School, which are characterised by low Asian and NES student populations, i.e. less than 25 per cent of the total, and middle to high SES.
(2) The high ethnicity, low SES schools

(i) Western Plains High

After a depressing drive along a main arterial highway, through a dreary and overcrowded vista of service stations, used and new car yards, old weatherboard houses, the occasional seedy hotel or pub, a variety of small shops and scattered infrequent blocks of flats, one turns off into an obviously lower working-class area of small Housing Commission houses: single or double-fronted brick veneer, others weatherboard, many showing clear signs of neglect and poverty. Few of the cars parked outside are recent models; some are 'bombs'. Despite small areas of more substantial and better-off houses, to many observers this could well be tantamount to a north-western 'Waste Land' (Eliot, 1936).
Further out still are factories, food-processing and car-assembly plants, some of them belonging to major multinational companies. On one side of the main highway to the north there is a sequence of railway stations, their names made notorious by media reports of violence and vandalism on the trains. Periodically an ambulance or police van screams by, compounding the depression the area generates.
The area is not supported by adequate services such as transport, social welfare or recreation facilities for youth. There is no local cinema nor theatre, neither is there a local hospital. The lack of such standard facilities is bitterly felt particularly by local youth, one of whom spoke to us for many: 'They think we're
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A migrant hostel some kilometres away from the immediate locality of the school funnels recent immigrants into this area, in part because of the availability of low-cost accommodation and possibilities of employment in the local industries. Some 32 per cent of the population were born overseas. Many are impoverished, some are refugees, most are semi-skilled or unskilled and along with permanent residents look to the local factories and assembly plants for jobs.
Three main industries provide these: clothing and footwear (overwhelmingly female employment), transport equipment (overwhelmingly male employment), and other machinery and equipment. Food processing is another local industry. In all there are some thirty industries located in this industrial suburb. But many of these are declining in the current period of economic recession and
restructuring of secondary industry partly due to international and multinational pressures, consequently there is very high unemployment in the whole area.
Western Plains High School is situated in this ecological context, which is reflected in the school's ranking since 1979 in the Department of Education's assessment as being grossly disadvantaged. It is the only one in this category studied for this research. This is where the harsh realities of lower working-class and ethnic background come together to form a severely disadvantaged ethclass.
It has several consequences. Fifty per cent of students at Western Plains High come from broken homes. Over fifty per cent of families exist on social welfare maintenance payments. Morale has suffered. There is a very high absenteeism rate, at times as high as 80 per cent in Years 8-10. As the local Community Education Officer commented to us: 'What you are seeing here is the culture of poverty.'
The school population totalled close to 450 in 1985 and this figure is declining, as it has been for some years. Seven or eight years ago there were 800 students. The social nature of the school population has also changed due to the abandonment of the fixed zoning system. This has resulted in a diminishing pool from which to draw students. There is a high drop-out rate in Years 11 and 12. Sixty per cent of the students come from the nearby Housing Commission estate that houses some 60 000 people. A handful only come from somewhat higher-status homes that are located outside the estate.
The ethnic composition of the school reflects the ethnic composition of the 
area. Forty per cent of students are Anglo-Australian and were born in Australia.
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The remaining sixty per cent qualify as ethnics. The original migrants to come into the area and school were Greeks, Italians, Maltese and various Yugoslav groups. In the past three or four years the intake has begun to include Lebanese, Turks and Vietnamese. Other groups represented in the school are Australian Aborigines, Iraqis and three Malaysians who are sponsored on scholarships from the Malaysian Government. The numbers of Greeks in particular have declined, matching the out-migration to more affluent suburbs that has begun to characterise this particular group.
Associated with the school are Greek, Italian, Turkish and Yugoslav parents associations. There is no compulsory uniform, so students wear a colourful variety of casual and even sloppy clothes as do some of the staff. These number 38.5 effective persons, an establishment that reflects the low numbers in the school. Among them are a Vietnamnese and a Greek teacher aide and a Community Education Officer.
At the risk of over-generalising, we can say that this is the kind of severely disadvantaged, high migrant-density school that has become virtually a stereotype whenever problems of immigrant education are discussed. But it is not unique and is probably representative of several like it in the western suburbs.
(ii) Southeastern High School

The southeastern suburbs of Melbourne inland from the coastal strip sprawl along an arterial highway and adjacent railway lines that finger out from the city. This is a lower-middle to middle-class residential area, which has grown rapidly in the last twenty years under the stimulus of successive land sub-divisions and quick housing development, that have swallowed up former agricultural and market gardening land.
Industrial development has also taken advantage of the availability of cheap land along this finger, with the result that a string of light industries, car-assembly and other fabricating plants and their related services of all description line the main roads and extend away from them in industrial estates and factory clusters. This kind of development is still continuing.
Further out from the city still, the autonomous market and industrial centre of Dandenong is located based on a cattle yard and slaughter works, major car and heavy vehicle-assembly plants, electrical manufacturing and similar industries. It is also an important commercial centre with warehouses, sprawling
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used and new car yards, fastfood chains, the Dandenong market and large shopping complexes. There is also a TAFE college in this city. All these provide employment opportunities.

The immediate vicinity of the school consists of a mixture of some poor-quality houses, constructed in weatherboard or brick veneer, while others are more substantial and modern and obviously of better quality. The worst houses show signs of severe neglect with broken-down cars in the front gardens, peeling paintwork and broken fences. In contrast, the better ones have neat gardens, attractive decorations and appear well cared for.
In some ways, the southeastern suburbs with their associated industries are the counterpart of the western plains suburbs. Many comparable features are present: a local migrant hostel and a Language Centre, Housing Commission estates, pockets of chronic socio-economic disadvantage. Petty crime and the incidence of jail sentences are high. Lots of homes have videos, but many
problem homes also experience physical violence, alcoholism and broken marriages. Fifteen per cent of the parent population are on social welfare benefits, due to being unemployed or single parents. Fastfoods are common elements in students' diets and the area is well catered for in this respect.
Despite these features this is not a southeastern waste land, maybe due to the 'lighter' geographical character of the area, its relative proximity to the coastal resorts and newer houses including some quite affluent residential pockets. Services such as transport, social welfare facilities, entertainment and medical care are available. Consequently the area has not developed the demoralising features and reputation for severe social pathology that spring to mind when the western plains area is mentioned. The southeastern region has not been as neglected by governments, even though in many other ways it provides a broadly comparable ethclass and context for Southeastern High School.
The student population of the school totals approximately 750 students and has shown a fluctuating pattern in the last ten years. In the mid-1970s it totalled 1150 students, but this declined to a low of 710 in 1982. Since then it has slowly expanded to the current figure. This trend is against the general tendency for school populations in Victoria to shrink due to demographic changes and rationalisation of the education system.
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TABLE 1

LANGUAGE SPOKEN IN THE HOME

LANGUAGE

ALBANIAN

ARMENIAN

ARABIC

ARABIC (LEBANESE) CAMBODIAN
CHINESE

CHINESE (CAMBODIA) CHINESE (VIETNAM) CHINESE (TIMOR)
	DUTCH (INC. FLEMISH)
	
	a

	FINNISH
	
	1

	FRENCH
	
	4

	FRENCH (MAURITIUS)
	
	6

	GERMAN (+ AUSTRIAN, SWISS)
	
	4

	GREEK
	
	26

	HUNGARIAN
	
	6

	ITALIAN
	
	49

	INDIAN LANGUAGES
	
	8

	JAPANESE
	
	2

	MALTESE
	
	4

	POLISH
	
	1

	ROMANIAN
	
	4

	RUSSIAN
	
	16

	SPANISH
	
	5

	SPANISH (STH. AMERICA)
	
	8

	THAI
	
	3

	TURKISH
	
	2

	UKRAN IAN
	
	1

	VIETNAMESE
	
	19

	YUGOSLAV (SERBIAN)
	
	14

	YUGOSLAV (CROATIAN)
	
	13

	YUGOSLAV (MACEDONIAN)
	
	3

	YUGOSLAV (SLOVENIAN)
	
	3

	OTHER EUROPEAN LANGUAGE
	
	1

	OTHER LANGUAGE
	
	2

	ENGLISH
	
	99

	UNSPECIFIED LANGUAGE
	
	1

	
	= =
	= =


TOTAL
351
SOURCE: Ethnic Education Survey, 1984.
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The school caters for a population from ethnic backgrounds that comprises some 47 per cent of the total according to the Education Department's 1984 ethnic survey. Of the number in this ethnic category, nearly 30 per cent were born in Australia and 17 per cent were born overseas.
There is considerable ethnic diversity with some 37 languages represented (Table 1). The major groups in the school are Italian (6.53 per cent), Indo-Asian (6.4 per cent), Yugoslav groups (4.4 per cent), Greek (3.47 per cent) and Russian (2.13 per cent). The number of students from lndo-Asian backgrounds has increased in recent years, partly because of the school's proximity to a migrant hostel which acts as a feeder organisation for its population. Other 'Asian' groups represented are those speaking Indian languages and Japanese. More recent arrivals include Ethiopians. Together with those from lndo-Asian backgrounds they form a very visible presence in the school.
There is a significant proportion of middle-class parents associated with the school, due to the differing characteristics of the areas associated with its four main feeder schools. In general, however, according to the Education Department Social Background Survey in 1984, the majority of parents are factory workers, craftsmen, tradesmen, clerical workers, service workers and lower professionals, administrators or managers. Shop proprietors, drivers and labourers are other categories. In general they do not aspire highly for their children, and in the opinion of some staff are quite apathetic -- apathy being probably the most frequently mentioned characteristic of the whole area and many students.
The presence of a handful of students from middle-class, lower-professional homes in the school population is held to be the main reason why the school is above the cut-off point for classification in the Disadvantaged Schools category. This is despite the feelings of staff, based on their knowledge of the students and their backgrounds, that this is how the school should be classified even though in recent years it has shown an improvement in school 'tone'.
(3) The high ethnicity, middle SES schools

This pair of schools is situated in outer suburban belts of Melbourne which 
have attracted many migrants from their areas of first settlement. As they have 
become established and more affluent, a process of secondary in-migration has 
occurred. The ethclass in which Southview High School is located is the older
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and more established of the two ecological contexts. The other ethclass is more affluent and its position as a high ethnic density area is surprising. However, it too has attracted those former migrants who have 'made it' socio-economically. In general, schools in these areas cater for second generation children from NES backgrounds, as well as for those of Asian descent, who have been established in Melbourne for some time, and the few Indo-Asians who are beginning to move into the area.
(i) Southview High School

Southview High is located in a basically lower-middle to middle-class suburb which has improved socio-economically in the last twenty years or so. In the 1950s and 1960s it was considered to be lower working class, but has since undergone many changes and considerable improvements due to building development. Many streets are tree lined with grassed nature strips. Some of the older homes are being replaced by flats and units. In an area where recent housing development has taken place, more modern houses are valued in the $90 000 to $100 000 price range. Some small parts are even in the 'little Toorak' category (an upper-class, prestigious inner-Melbourne suburb). However, very few students in the school come from these professional homes, instead they go to private, independent schools. The great majority of students at Southview High are from lower-middle to middle-class homes.
Several areas within the suburb contain small engineering works, factories, processing plants and a major white goods and electrical-assembly plant. There is a variety of government and local council services, including a well established office of the Commonwealth Employment Service. The whole area is near a major university, a technical and further education (TAFE) college, a regional shopping complex and several streets of general shops.
There is an obvious ethnic character to some of these: several restaurants, delicatessens and greengrocery shops carry Greek and Italian names; a small but increasing number are owned by Vietnamese or Chinese. The latter reflect the demographic changes that are taking place. lndo-Asians are increasingly moving into the suburb, after a temporary stay in local migrant hostels, while Greeks are moving out to more prestigious northern and northeastern suburbs. The predominant ethnic group is still Greek, however, served by a Greek ethnic school and several Greek Orthodox churches. Graffiti near the railway station advise the reader that 'wogs rule.. .skips suck' (skips or skippies = kangaroos,
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i.e. Anglo-Australians), and also remind one that historically the area has experienced interethnic tensions between the Greeks and other groups.
TABLE 2

LANGUAGES SPOKEN IN THE HOME


	[image: image1.jpg]LANGUAGE





	NUMBER OF PUPILS 
FROM ETHNIC BACKGROUNDS

	
	

	
	


	ALBANIAN
	
	1

	ARABIC
	
	1

	CAMBODIAN
	
	4

	CHINESE
	
	12

	CHINESE (CAMBODIA)
	
	4

	CHINESE (TIMOR)
	
	1

	CZECH
	
	1

	DUTCH (INC. FLEMISH)
	
	3

	FRENCH
	
	6

	FRENCH (MAURITIUS)
	
	4

	GERMAN (+ AUSTRIAN,SWISS)
	
	3

	GREEK
	
	307

	HUNGARIAN
	
	5

	ITALIAN
	
	41

	INDIAN LANGUAGES
	
	1

	LAOTIAN
	
	1

	MALTESE
	
	2

	POLISH
	
	3

	PORTUGUESE
	
	1

	ROMANIAN
	
	1

	RUSSIAN
	
	4

	SPANISH
	
	14

	SPANISH (5TH. AMERICA)
	
	2

	THAI
	
	1

	TURKISH
	
	2

	VIETNAMESE
	
	8

	YUGOSLAV (SERBIAN)
	
	7

	YUGOSLAV (CROATIAN)
	
	9

	YUGOSLAV (MACEDONIAN)
	
	5

	YUGOSLAV (SLOVENIAN)
	
	4

	OTHER EUROPEAN LANGUAGE
	
	2

	OTHER LANGUAGE
	
	24

	ENGLISH
	
	67

	
	
	===

	TOTAL
	
	551

	
	
	===

	SOURCE:
Ethnic Education Survey,
	1984.
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The composition of the student population in Southview High reflects these ethnic divisions. In 1985 there was a total of nearly 850 students, with a staff of close to 70. Of this student total, according to the 1984 ethnic survey 65 per cent were from ethnic backgrounds. Table 2 below gives the subdivisions of this group. It is quite obvious that by far the largest component comprises the Greeks, followed by Italians, Indo-Asians and Yugoslays. The great variety of language backgrounds is also obvious.

The demographic changes that have taken place in the school, reflecting what has occurred in the surrounding suburbs, are typified by the numbers of Greek students. They occupy a numerical position in the school comparable to that occupied by Anglo-Australians twenty-five years ago. Then, Greeks were as lightly represented as Anglo-Australians are now, and this indicates both the degree and speed of the demographic changes that have taken place over the twenty-five year period. 'This school is like a pot pourri -- cosmopolitan and varied', we were told. However, to some extent this is concealed by the fact that unlike Inner City High and Western Plains High all students in Years 7 to 11 have to wear a compulsory school uniform with the accent on tradition, although the students in Year 12 are exempt.
(ii) Mountview High School

Bustling early morning traffic pours along the major arterial road into the city centre through a well-to-do and obviously upper-class residential area. This is the 'sherry-and-Tupperware' belt; few weatherboard houses here. The great majority are brick or brick veneer and many are double storied with large garages and carports. A driver has little time to admire them, but has to be alert to other cars cutting in, bumper-to-bumper traffic, congestion and noise.
One turns off into a side street and reaches the school with a sigh of relief -- at least it will be quieter there -- only to be engulfed by crowds of youngsters milling into buildings and through corridors, chattering, jostling amiably, getting books from lockers, preening hair, crowding around staff in the corridor or knocking on the staffroom door for attention. No relief from crowds here: the congestion is as bad as the highway but not so dangerous!
Mountview High is a numerically big and busy school with a total population of some 960 students, on a cramped site as far as the older school buildings and facilities are concerned. Only after closer acquaintance with the school does one find out that its grounds are in fact quite extensive, as it is adjacent to
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new wide open spaces where expansion has occurred into modern and lavish facilities: a sports centre, gymnasium and computer centre, all close to a large well-maintained sports oval. These were paid for by the school, the local council and the business community and testify eloquently to the wealthy background of the area.
The proportion of the students from migrant and ethnic backgrounds in the school is surprisingly high, as one does not usually associate such a density with an obviously middle and upper-middle class area. But this school is an exception to the rule, because the surrounding area has attracted into it well established and upwardly socially mobile migrants, who have done well enough economically to move out of the traditional lower-middle class areas of first settlement.

Of the total school population 48 per cent are from ethnic or migrant background. Of these, about 17.5 per cent were born overseas in NES countries. Twenty-five languages are represented in the school (Table 3). The major groups from non-English-speaking backgrounds are Greek (19 per cent of the total population), Italian (11 per cent), Chinese (4 per cent) and Yugoslav groups (4 per cent). The proportion of Greek students is increasing in lower forms of the school. There are no recently arrived immigrant groups such as Indo-Asians. Most of the Chinese students are second generation from families that have been well established in Australia for some years.
The socio-economic and home backgrounds of the students are closely related to the predominantly residential, middle and upper-middle class character of the area. There is very little fabricating and engineering industry, but considerable service industry in a major local shopping complex and a large hospital. Occupations of parents reflect these characteristics: there are numerous professional families; many parents are entrepreneurs and middle professionals, i.e. 'good people', so we were told. Some of them send their children to local private, independent schools, but the degree of 'leakage' is not one hundred per cent so that significant numbers of students from such backgrounds are also in Mountview High School. They have also been attracted to the school by its high academic reputation particularly in mathematics and sciences which are both strongly emphasised in the curriculum.
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TABLE 3

LANGUAGES SPOKEN IN THE HOME


	
	
	
	

	LANGUAGE
	
	NUMBER OF PUPILS 
FROM ETHNIC BACKGROUNDS

	
	
	
	3

	ARABIC
	
	

	ARABIC
(LEBANESE)
	6

	CHINESE
	39

	GERMAN (+ AUSTRIAN, SWISS)
	4

	GREEK
	181

	GREEK
(MACEDONIAN)
	
	1

	ITALIAN
	
	104

	INDIAN LANGUAGES
	
	2

	JAPANESE
	
	1

	LATVIAN
	
	2

	MALTESE
	
	2

	ROMANIAN
	
	1

	RUSSIAN
	
	7

	SPANISH
	
	1

	SLOVAK
	
	1

	TURKISH
	
	1

	UKRANIAN
	
	1

	YIDDISH
	
	4

	YUGOSLAV (SERBIAN)
	
	1

	YUGOSLAV (CROATIAN)
	
	10

	YUGOSLAV (MACEDONIAN)
	
	22

	YUGOSLAV (SLOVENIAN)
	
	3

	OTHER EUROPEAN LANGUAGE
	6

	ENGLISH
	53

	UNSPECIFIED LANGUAGE
	1

	
	
	===

	TOTAL
	
	457

	
	
	===

	SOURCE:
Ethnic Education Survey, 1984.
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One result of the professional home backgrounds became apparent during discussions with students. Several commented that they have role models in successful parents or friends of the family, who could give advice on careers or demonstrate the rewards of success and academic achievement. There is no shortage of books in many homes and migrant parents especially demonstrate and actively foster the value of hard work.
The area is also well catered for with a nearby TAFE College and Technical School for students who want to branch out in this direction. Two Language Centres are located in adjacent suburbs. The interests of the parents associated with the two main migrant groups in the school are reflected in the two associations that have representatives on the School Council. The first is a Greek Parents Association, the second is a loosely knit Italian Parents Association. The beneficial results of all these kinds of home and area incentives and provisions are discussed in the following chapters on Suburbia High School.
(4) The low migrant density schools

Two schools are in the low migrant density category, that is with less than 25 per cent of total school population coming from non-English-speaking or ethnic backgrounds.

(i) Northprospect High School

Everything about this school and the area in which it is located spell tradition and conservatism. The surrounding suburbs are residential 'comfortable' middle to upper-middle class; the kind of suburbs listed by estate agents as 'highly desirable', with house prices correspondingly high. Most houses are of solid brick or brick veneer construction and are somewhat old fashioned. Older style timber or weatherboard houses look solid, comfortable and even gracious nestling in well-maintained lawns and treed gardens. All is typical, almost stereotypical, of a long-established and conservative Melbourne suburb, with tree-lined streets, grass nature strips and general air of clean well-kept order.
There is only one part of the area served by the school that presents a contrast. This lies adjacent to the main highway that runs parallel to the railway and gives west-east access out of the city to the newer outer suburbs. Along this
96

route a large shopping centre has grown up together with flats that provide more modern, but lower SES accommodation.
The usual plethora of car yards and service stations line the highway, but there are many pleasant parks and open spaces, churches and Catholic school buildings to relieve their impact. Close by is also a major TAFE College which exerts a strong influence on schools in this region. The residential nature of the area limits local job availability, but this hardly matters as going to university is high on the list of career aspirations for most students and their parents. During an interview with one of the senior staff we were informed: 'Most are not looking to get their hands dirty.'
Given the conservative character of much of the area, it comes as no surprise to learn from a school prospectus that Northprospect High 'is a structured or traditional school in its organisation, subjects, discipline and dress. Emphasis is placed on learning and academic endeavour, on responsible conduct, and on mutual courtesy among all people in the school.' The Australian flag is raised at the beginning of each day. All students wear uniform with a distinctive style for students in Year 11. Several female staff wear smart two-piece suits; some men wear suits and ties. Both are in marked contrast to the informal and even sloppy style of clothing worn in some of the other schools selected for our research.

In 1 985 the student population totalled nearly 600. Like many other schools, this number is declining. Most students come from well-to-do middle-class and even upper-middle class families. However, the area of flats along the main road makes its presence felt in the number of students coming from lower-middle class backgrounds. Some are from single-parent and broken homes. Surprisingly an estimated 50 students are supported by social welfare payments.
An indication of the school's emphasis on academic tradition is evident in the figures for the two upper-year levels. Ninety-three students are in Year 11 and 72 in Year 12. These represent 50 per cent of the intake at Year 7, i.e. half those admitted then stay on or last until Year 12. According to one level co-ordinator part of the drop can be accounted for by the presence of the local TAFE
College. If Year 11 students are unhappy with the academic emphasis they can move to the College which is more vocational. There is little hope that the academic emphasis would change as it has the solid support of parents who are well represented on the School Council. In one teacher's words: 'Parents want a traditional school and a traditional curriculum.'
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Out of the 600 students, 22 per cent were from ethnic backgrounds in 1984. Of these Greek students are in the majority (34 per cent), followed by Chinese (12 per cent), Italian (10.5 per cent) and Vietnamese Chinese (5 per cent). Like the area around Mountview High, this is a suburb which has attracted those second generation migrants, who have 'made it' socio-economically, and have 'improved themselves by moving to the area.' According to one member of staff: 'We very rarely get migrants straight off the boat.' There are no migrant parents' associations, but the Greeks are represented on the School Council by the one Greek teacher.
(ii) Foothills High School

The smell and look of the gum trees that line the winding road to this school, and the general semi-rural atmosphere of the area signify that intangible sense of the 'bush' familiar to those who live in or close to Melbourne's most famous range of hills, the Dandenongs. They provide a very pleasant backdrop for the school. However, adjacent multi-lane highways have cut a swathe through the former bush and have inevitably attracted adjoining light industries and modern factories. These in turn have encouraged the growth of local technical schools and a major TAFE College.
With the exception of these, however, the area is predominantly residential. Housing is typically mixed: older brick veneer and weatherboard houses are common, but others are much more modern and built in fashionable materials and architectural styles. Occasionally one spots a small weatherboard 'weekender' nestling in among gum trees, and recalling the time only some twenty-five years ago when much of the area was used by people living and working in Melbourne to 'get away from it all'. Now the more permanent settlement reflects the outwards sprawl of population and regional shopping centres that has occurred since the early 1960s, due in part to the availability of cheap land, rapid speculative housing development and an established adjacent rail transport line.
The lower-middle to middle-class socio-economic character of population matches its ecological features. It too is a mixed lot. There are a few people who are process workers in the light industry factories and plants that line the main arterial roads into the area, others are skilled workers. Generally, however, many people are self-employed in commercial business, or work on their own behalf as skilled artisans, trade-trained and owning their own small plants.
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There are many in service or semi-professional occupations such as teachers and nurses, also some professionals like young business executives and middle-level bureaucrats in the civil service and local government who either work locally or commute into the city.

Two other distinct groups are found in the surrounding area. The first comprises well established Germans, Dutch and British who have lived there for some twenty-five years or more. They are second generation and speak English at home. There are very few recent migrants. The second group comprises religious communities with a fundamentalist orientation: this is the northeastern 'Bible belt'.
Despite this there is a small but significant number of problem homes in the area, due to substantial unemployment and single-parent families or broken homes. A few homes present more complex problems which have resulted in girls at risk having to be removed and housed in a local refuge house. Overall, however, according to what we were told 95 per cent of students come from 'caring families'.
The total student population is just over 850. The retention rate at senior levels is high: in 1985 there were 170 students at Year 10, 130 at Year 11 and 100 at Year 12. Some of these are due to an intake of students at these levels. The ethnic portion of the population is very low if the usual Education Department criteria are followed. There is a small number of Australian Aborigines and a mere handful of other students including two or three Indo​Asians in the school. None of these warrants a migrant parents' association, although an Italian Association operates in one of the country towns from which the school draws some of its students.
However, an unexpected ethnic consciousness (self-ascribed ethnicity) became evident during discussions with students from British homes. They maintained that they are 'different' in some ways from Anglo-Australian students. The outcomes of this feature are discussed in later chapters.
In many ways Foothills High is also a conservative school and reflects the parental composition of the area. School uniform is compulsory up to Year 10 and optional beyond that level. The emphasis is on academic excellence and a curriculum aiming towards HSC. This policy is fully supported by parents who paradoxically are otherwise very apathetic towards the general running and activities of the school. The main hall/gymnasium is decorated with honour boards showing the past 'Dux of School' in both sciences and humanities and
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the Head Prefect. Honour boards, sporting awards and pennants are prominently displayed in the hall. Display boards, murals, or paintings showing artwork, and photographs of school excursions line walls adjacent to the offices in the main building.
The school has a waiting list for entry at Years 7 and 10 and an increasing student population. This is due in part to an open admissions policy which attracts students at Years 11 and 12 from local private independent schools where they may not be doing so well, or from local technical schools so that they can take HSC. The policy has led to some 30 per cent of students being drawn from far-flung rural areas and towns. The high academic reputation of the school and good results at HSC are also 'pull factors' attracting students. Despite this, Foothills High also 'leaks' students from professional homes to the local independent schools at the same levels; a trend which is a source of irritation to the administration.

The sample of students used to construct Suburbia High School

The total number of students interviewed in the six schools was 167. In each school the numbers of students we talked to were relatively small, and it was never possible to obtain a fully representative sample of all the ethnic groups in any school. This was due to various reasons. Firstly, we had specified that the groups selected for interviews should be no bigger than seven or eight students, so that we could use a small-group discussion technique. As two days only were spent in each school it was often difficult to fit in many discussions if interviews with staff took up a lot of time.
Unforeseen restrictions in schools also affected sample size. In Mountview High School, for example, we were not able to interview any students from Year 11 as they were all doing mini-examinations at their own request. Despite the fact that this was only six weeks into the first term, no Year 11 student could be released for our research. The mini-exams clearly had top priority, to the extent that a section of the school was closed off and out of bounds to other students. This all pointed to the strong academic drive that is a major feature of that school and made it unnecessary for the principal to point it out during an interview.
All the schools adopted the policy of inviting students to participate in the research rather than coerce them; it was their prerogative to come for an interview or refuse. Generally we were fortunate in finding students to be very
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co-operative. However, in Western Plains High several Year 12 Indo-Asian students said they did not want to talk to us and this left a gap in the data. In Northprospect High students we were interviewing made a variety of excuses to get out of remaining for further discussion after completing the questionnaires in the last period of the day. Others were summoned peremptorily by a senior member of staff for her purposes, even though we were obviously still talking to them. Again, we could only go along with these unforeseen happenings as they unfolded naturally, while also noting what they told us about the dynamics of the school and the level of real co-operation in our research.
Conclusions

The design of our research was based initially on the concept of the 'ethclass' which provided the mechanism for selecting a non-random, quota sample with which to work. From the above descriptions of the six case study schools it is apparent that the sampling was quite successful in providing a wide variety of cases, each of which in the main reflects the combination of socio-economic and ethnic characteristics that were built into the six-cell matrix.
Despite the fact that each case study school is unique in many respects, both within itself and as a microcosm of its surrounding ecological context, there are many commonalities. These form the basis of the composite case study, Suburbia High School described in chapters 6 to 9, following our fuller description of Inner City High School in the next two chapters.
PART TWO 
THE CASE STUDIES
The communication of the nature of a culture, a community, or a work of art, is part of the business and joy of human living, and needs to be carried on whether or not there is a strictly behavioural science. So, if the characterization of a community stops at some place
between imaginative portraiture on the one hand, and a statement of a proved hypothesis as to part relations on the other, it may serve, although perhaps only a little, several of these needs and purposes.
Robert Redfield

102

CHAPTER 4

INNER CITY HIGH SCHOOL

Systemic responses to needs and aspirations

Inner City High School! The very name conjures up depressed urban living standards, passionate Victorian Football League loyalties, immigrant concentrations and socio-economic and cultural deprivation, and the type of conditions in a school that verge on a 'blackboard jungle'. Anybody not acquainted with Inner City High could be forgiven for having this mental picture -- a case of giving an educational dog a bad name -- but nothing could be further from the truth. As we shall see, this is one school that does not live up to such a stereotype.
Inner City High is situated in a geographical and social backwater on the edge of Melbourne's central business district. At first sight the school is unprepossessing. A main three-storey, red-brick, L-shaped teaching block built in 1969 occupies the majority of the small site. The building shows obvious signs of its age in the need for new paintwork, broken or damaged walls in places, and the 'worn' look that comes after prolonged and intensive use. There is a newer and more modern, large gymnasium adjacent to the main teaching block. This doubles as an assembly hall. Also on the site are four portable classrooms used for general teaching purposes including a music room. The remainder of the site is occupied by an asphalt quadrangle, a sports oval with soccer goalposts and a few basketball courts located behind the portables.
A short walk in one direction away from the school takes one into a lower-working-class city environment of tramlines and overhead cables, miscellaneous shops, small fabricating and assembly industries, automobile salesyards, petrol service stations, restaurants -- many owned by members of Greek, Italian or Indo-Asian communities to judge from the names on the shopfronts -- discount furniture and hardware stores. Interspersed among these are small, brick or timber single-fronted houses which look straight out onto busy and congested roads. Many were built in the period between the wars and now provide relatively cheap accommodation in the area, a fact that has
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attracted immigrant settlement. Some others have been bought up by 'trendies', eager to move into the inner city region to reduce travelling costs, and have been converted into more stylish dwellings.
Taking another direction away from the school leads one into an inner suburban residential area of larger, more affluent and substantial houses. These are built in the solid style typical of the late Victorian and Edwardian period when this part of Melbourne catered for the well-off middle and upper classes. Some are brick and multi-storied and have been converted into flats. Others are constructed of timber and still retain the sprawling if rather seedy elegance typical of this style. The largest have been converted into small, private schools, nursing homes and similar service establishments.
The school is thus situated somewhat uneasily between two environments: professional middle class on one side, and busy, congested city and lower-working-class, multiethnic conditions on the other. The latter -- constituting a lower SES high ethnicity ethclass -- are the most influential on the composition of the school's clientele.
The school clientele and their needs -- the vernacular model (1) Clientele
The student population in 1985 totalled about 700 boys and girls in Grades 7 to 12, from twenty-seven countries of origin including Australia. The proportion of these from ethnic backgrounds is extremely high. The school uses two criteria to establish this figure: the standard Ethnic Education Survey definition of ethnic, and whether a language other than English is spoken in the home.

The latter is preferred by the school staff as a more useful indication of the degree of ethnic and cultural diversity in the backgrounds of students. Based on that criterion an average of 88.2 per cent of students come from NES backgrounds. This is an increase on the previous year when the Ethnic Education Survey showed the average for the school to be 87.9 per cent of students from NES homes.
As the following Table 4 indicates, the percentages in some grades are even higher. Other figures are equally striking. For example, in 1985 every one of the 25 students in Grade 10M went home to a non-English-speaking environment. At least one class at grades 7, 9 and 11 had a student composition in which all but one student came from a home where a language other than English is the main means of communication. One grade at year 7, three grades at year 9 and
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one grade at year 10 had ten different language groups represented in the class.
The kinds of languages spoken in the home also provide an indication of the variety of the NES backgrounds of students in the school. Table 5 gives the percentage totals of students and the languages spoken in their homes. It is clear that the majority come from Greek (35.2 per cent) and various Indo-Asian backgrounds (38.8 per cent). There are over 26 main languages used by parents or guardians in the homes, with an additional number of dialects. This kind of pattern 'emphasises the educational challenge arising from the diverse cultural and linguistic backgrounds' facing the school staff (Information Sheet on Ethnic Background Survey, July 1985).
Table 4 
Percentages of students from homes 
where English is not the main language used
Grades
Percentage
Year Level 7
84.2

Year Level 8
85.0

Year Level 9
89.0

Year Level 10
90.8

Year Level 11
90.3
Year Level 12
88.6

Average for school = 88.2 per cent

Source: Ethnic Education Survey, 1985.
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	Table 5 
Languages spoken most frequently 
in the home by parents or guardians, 
as a percentage of all homes.
	

	Principal
language
	%
	%
	%
	%

	
	1982
	1983
	1984
	1985

	Greek
	42
	41
	37.8
	35.2

	Vietnamese
	8
	12
	17.5
	19.7

	Chinese (various)
	15
	15
	14.0
	17.2

	English
	15
	13
	12.0
	11.4

	Yugoslavian (various)
	5
	4.8
	5.5
	4.5

	Turkish
	3.7
	3.3
	3.4
	2.6

	Khmer
	1.6
	1.8
	2.0
	1.9

	Italian
	2.7
	1.5
	1.3
	1.6

	Laotian
	
	1.0
	1.0
	


Other languages or dialects spoken: 

Roumanian, Spanish, German, French, Tetum, Maltese, Polish, Hungarian, Pushto (Pakistani), Cypriot, Portuguese, Dutch.
Source: Ethnic Education Survey, 1985.
There has been a marked change in student composition over the last ten years and more especially the last five, which is revealed by the same table. The numbers of Greeks have steadily declined from a figure of 80 per cent ten years ago to the figure of 35.2 per cent in 1985. They have been replaced by Indo-Asians from various countries of origin, whose numbers have shown a steady increase during the same period from virtually nil to the current 38.8 per cent.
At the present time Inner City High School has one of the highest proportions of Indo-Asians in Victoria, and they have now numerically supplanted Greeks as the major group in the school. As the discussion on apparent levels of prejudice and racism below indicates, this change has had several repercussions on the reactions of those students, who were once in the numerical majority, but have been 'displaced' by the new arrivals.
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was a fairly strong reason for doing them for three girls and a very strong reason for one.

All the girls did not know whether doing sciences would teach them to get on well with other people, and this may indicate that their 'moral positioning' is weak, although the aspirations of two girls did not indicate that they wanted to avoid careers that would bring them into face-to-face relations. Two girls did not know whether sciences would give them the skills and knowledge useful for getting a job. All the girls mentioned that they chose sciences because they need help with English and sciences do not need much English. 'We will fail in other subjects where English is needed.'
The aspirations of the girls were a blend of traditional and non-traditional, coupled with considerable uncertainty about the jobs available in Australia. One girl wanted to be a research chemist at university; her father's occupation in country of origin was a driver, now he is unemployed. To her not passing HSC was a major barrier to this aspiration. If she fails she will leave school and get a job (unspecified). Another girl aspired to be a nursing sister also at university; father's occupation now was not specified. The perceived barrier here was failing ESL and poor English, in which case she expected to go to a college or institute of further education.
The third girl aspired to be a nurse in a hospital; the perceived barrier being poor English and lack of experience. Work in a laboratory was seen as an alternative. Her father's occupation in country of origin was a teacher and he is employed in  the same capacity in Australia. The fourth girl wanted to become an engineer at the university; father's occupation in country of origin was not stated, but in Australia he is an office clerk. She saw the main barrier as not passing exams.

(2) Year 11 ESL group of lndo-Asian boys,

The five lndo-Asian boys were in marked contrast to the group of lndo-Asian girls, but like them all were over 17 years of age. Three were doing mixed humanities and sciences, and two were doing commerce subjects. They chose these for a variety of reasons and the general pattern of responses to the questionnaire indicated a greater degree of uncertainty than was the case with the girls. Only two boys commented that their difficulty with English was a reason for choosing the subjects.
109

The boys had mixed opinions about whether the ease of studying the subjects was a strong reason for doing them. The usefulness of the subjects for getting a job was a very strong reason for two boys and a strong reason for another two. For one boy it was not a strong reason. A similar pattern of
responses was evident regarding the interesting nature of the subjects. No clear pattern emerged about the need for the subjects to go on to Year 12. For one boy this was not a reason for doing them, for another three boys it was either a fairly strong or very strong reason. One boy did not know.
However, in contrast to the girls, the usefulness of subjects as guides to getting on with people in a future career was a fairly strong reason for two and a very strong reason for the others. This might indicate a stronger degree of 'moral positioning' on the part of the boys, who by-and-large did not see their futures in clear socio-economic terms and might have been constructing occupational scenarios which emphasise social aspects instead.
Some support for this was evident in their actual career choices. One boy wanted to be a post office or bank teller; father's job was not stated. Not passing exams was seen as the main barrier to that aspiration, and in that eventuality he had no alternative expectation. Joining the post office was chosen by two boys. One did not give father's occupation, the other's father is now unemployed. Not passing exams was cited by one boy as the likely barrier, and he expected to become a car mechanic. The other cited lack of ability as a barrier to the aspiration and did not know what he expected to do instead. Another boy did not have an aspiration and expected to do 'anything suitable.' His father was a car mechanic/driver in country of origin and is a mechanic now. The fifth boy aspired to 'study' (unspecified) and had no alternative expectation. His father was a bank manager in country of origin, but is a restaurant cook now.
(3) Year 11 boys from NES backgrounds

Six boys from NES backgrounds were interviewed. Four were from Greek, one from Lebanese and the other from Italian backgrounds. Five were between 15 and 16 years of age; one was over 17 years. No mathematics and sciences for them -- five were doing commerce subjects and one mixed commerce and humanities.
Their reasons varied. Only one boy gave as a strong reason for choosing them that they are considered not to be very hard. The other five boys felt that this was either not a strong reason or was fairly strong. The subjects' usefulness
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in providing worthwhile knowledge and skills for getting a job was a fairly or very strong reason for doing them, and the subjects' degree of interest was also a fairly or very strong reason. For three boys in the group the use of the subjects to go on to Year 12 was a very strong reason while for the other three it was not a strong reason. Feelings about the usefulness of the subject in teaching them to get on with other people were not strong for three boys, fairly strong for one and very strong for two.
Aspirations and expectations were also quite mixed, and to some extent could partly reflect the immaturity and even silliness of these particular boys. One aspired to be a police officer, but felt that he might lack interest in the job and that in any case there could be too many people going for it. His expectation was to join his father in a takeaway food business. Two boys had aspirations to go on to university or a college of advanced education. One thought that a barrier would be the difficulty of getting into higher education, the other feared getting behind in classwork. If they did not succeed one would 'start his own business', the other was not sure what he would do.
Of those that gave their fathers' present employment, two boys aspired to upwardly socially mobile occupations. One wanted to be a hairdresser -- a source of continued mirth from his friends during the entire discussion -- the other wanted to be an accountant. The barrier to the latter was considered to be poor results and the alternative expectation was to be a mechanic. The potential hairdresser expected to go back to school or take up an apprenticeship. Another boy wanted to join a Technical and Further Education College, but saw the unemployment situation as a barrier and expected to come back to school and do Year 12.
(4) Year 12 STC girls from non-English-speaking backgrounds

We also interviewed five seemingly very self-assured girls from Greek, Italian and Yugoslav backgrounds and one somewhat overshadowed Australian boy all at Year 12 STC. The ages of three of the girls and the boy were between 17 and 18 years, the other two were over 18. Two of the girls were doing
humanities subjects; the remaining girls and the boy were doing mixed commerce and humanities including mathematics. All the girls thought that the fact that these subjects are interesting was a fairly or very strong reason for taking them. For the boy it was a fairly strong reason.

Figure 4

Courses of study for Years 10. 11. and 12

Year 10, 1985 

English/ESL
Mathematics
Soc.Sci.
Science
Health
P.E.
ESL/Humanities
Mathematics
Science
Health
P.E.

Year 11, 1985 
	English
	Maths. 1
	Chemistry
	Maths.
	Physics
	Maths. 1

	English
	Maths. 2
	Physics
	Gen.Maths
	Chemistry
	Maths. 2

	English
	Accounting
	Economics
	Biology
	Advan. Typ
	Legal Studies

	English
	Accounting
	English 2
	Mod. Greek
	Graphics
	Maths. 2

	E.S.L. (1)
	Outdoor Ed.
	Art
	English 2 English 2
	Commerce
	Health

	E.S.L. (2)
	
	E.S.L. (1)
	E.S.L. (2)
	Commerce
	


Year 12. 1985


	English
	Pure Math
	Applied Math
	Physics
	Chemistry
	Biology

	English
	Legal St.
	Human Devel.
	Art
	Accounting
	Greek

	E.S.L.
	
	Pure Math
	Eng. Lit.
	Aust. Hist.
	



	English
	Math
	Graphics
	Human Devel.
	Integ. St.
	Creative Arts

	English
	Commer. Studies
	Phys. Ed.
	Commun. Lana.
	Women's Studies
	Business/ Leaal
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The curriculum -- vernacular model

(1) Selection of content -- general provisions

The part of the curriculum for Years 10, 11, and 12, i.e. those levels most relevant for students' needs and occupational aspirations, consists of a selection of subjects shown in Figure 4 above. For the years up to and including Year 10 the curriculum is organised on a traditional 'core-and-elective' basis. Staff feel that this structure is best suited to provide a broad general education, which should be covered by all students, even though this allows for a very small number of optional electives.
At the end of Year 10 students have to make a decision, with advice from the Year 11 co-ordinator, whether to specialise in mathematics/sciences or humanities/ commercial subjects if they go on to Year 11. However, although the co-ordinator sees it as his job to 'get kids to think about their careers this is not easy ... a lot of kids have not given career choice serious thought.'
The available choice between the two groups of subjects has had the effect of polarising the student population at Years 11 and 12 into those choosing what they see as the more prestigious mathematics/sciences (two thirds) and those doing humanities/commerce (one third). The additional effect has been to reduce the scope of subjects, for example, there is no geography nor history offered at Year 11 in 1985.
According to senior staff, the structure of the subject offerings and operation of the curriculum at Years 11 and 12 are based to a very large extent on students' expressed needs and preferences, provided staff are available and willing to offer subjects. 'What we try to do is to meet the needs as students see them ... we don't make the students fit the blockings ... which is what happens in some schools.' Subject choices are made by each student at the end of the academic year in consultation with the careers teacher and the relevant level co​ordinators, who have final say in deciding which students are to be promoted or allowed to go on to the next year.
This system allows for subjects at Years 11 and 12 to be arranged in 'blocks' to maximise student choices. In theory a student can build up any combination of subjects by choosing one from each block. The structure of the blocks thus varies from year to year.
At Year 12 there is a broad division between Group 1 HSC subjects and 
Group 2 subjects approved by the Victorian Institute of Secondary Education
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(VISE), as it was in 1985, for the Schools' Year Twelve and Tertiary Entrance Certificate (STC). The school has seen a need to run both types of courses to cater for 64 students and 45 students respectively.
STC is more vocationally oriented and allows for a broader education than HSC Group 1. It attracts those students who are not so academically able but want to stay on at school. Other students who are academically able may well choose STC as a more realistic and practical course than HSC. Neither of these groups of students may want to go on to university, even though the STC qualification is recognised by some tertiary bodies for entry purposes.
The present structure of the curriculum in upper levels reflects the increase in numbers and consequent demands of some students from NES and more particularly lndo-Asian backgrounds for mathematics/sciences at Years 11 and 12. In the late 1970s some staff were thinking about discontinuing all HSC Group 1 subjects, because of the poor academic performance and low socio​economic backgrounds of the students who made up the bulk of the school population at the time. Other staff argued against this idea on the grounds that especially students from lower socio-economic backgrounds should be given a chance of going for the HSC Group 1 course if they wanted to.
Then came the influx of Indo-Asian students and a reduction in the numbers of some students from other NES backgrounds. As a result of strong student demand it was decided to retain the Group 1 subjects and increase the provisions for mathematics and sciences based on students' choices, with the positive results that are evident in 1985.

(2) Evaluation and assessment for promotion to year 12

STC is open to all students who have completed Year II. Some students can transfer to STC from the HSC Group I in the first six weeks of the academic year if they become aware of their limitations. Unlike the HSC Group 1, STC does not prescribe courses of study but uses negotiation in class to decide the direction of the course, and can draw on about 200 subject titles listed with VISE. This kind of student participation is an essential component of the STC philosophy and structure. English is compulsory and students must gain a total of 12 units including three of English to complete Year 12.
In contrast entry to Group 1 HSC is not automatic. It tends to attract students who are more academically able and motivated to study. Group 1 subjects are limited to a set prescribed number of choices which are mainly, but not
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examination, do so. In 1985 there were 19 students in this category. This is an anomalous situation for others as students who were born overseas, but have been in Australia for six years, do not qualify for this concession.
At Year 12 ESL is blocked so as to be parallel with English. Five regular periods of ESL instruction are thus available, and in addition ESL students can get five periods of support teaching more on a one-to-one basis. A broadly similar arrangement operates in Years 10 and 11. ESL students -- in bigger numbers at these levels -- are blocked with English and get five periods of ESL. This is also blocked as an elective so that a total of eight or ten periods of English can be used.
Those who are from NES backgrounds and are not doing ESL, but still need more work in English, can take mainstream English from Block 1 subjects and English II from Block 3 or 4. For some students this is compulsory while others choose to do the extra English work. 'They [year 11 students] feel they would rather do ten periods of English a week than choose to do a sixth subject.'
The staff are aware that these arrangements have certain disadvantages but maintain that they are justified. For example, Year 11 students do not have any free periods for private study. Ten periods of ESL per week are seen as a necessary if restrictive measure.
By forcing students to take 10 periods of English per week we do limit their subject choices, but we feel it's in their interests to do that. Now a maths./science student can still pick up his maths. 1, maths. 2, physics and chemistry, that is four subjects, and two lots of English. That's going against the principle of a broad general education but ... the needs of these students are more important than English
[speaking] students, so they should be taking English

ESL staff see a direct connection between the need for ESL and students' career aspirations and success. Many of those from NES backgrounds who come into the school have had interrupted schooling and are conceptually behind their Australian peers. If they do not have ESL such students would be stuck in an ordinary school-learning situation.
What we're doing is retaining them, keeping them at school and building up their communicative skills which then will allow them at least to go out and sit through an interview ... If it's the least we do,
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that's what we do. It's a great achievement that a school like this supports such a diverse ESL program ... In a way we do help ... We don't necessarily guide kids in a career choice ... but we give them some sense that they can achieve it.

This strict policy and the amount of ESL provision do not result in a drop-off in the numbers of students; in fact the proportion of students from NES backgrounds actually increases as one goes up the school. This is due to many wanting to stay on to obtain HSC Group 1 qualifications and the career opportunities these open up. This applies particularly to Indo-Asian students, very few of whom take STC. In addition, the reputation of the school and its concern to assist students from NES backgrounds are so high that it has attracted students from other areas, even from suburbs at a considerable distance from the school.

Some indication of the success of these policies is not only reflected in its high retention rate already mentioned, but also in the examination results at HSC. In 1980 the HSC pass rate was 27 per cent of 38 students, while in 1984 the pass rate was 60 per cent of 88 students. In part, this improving rate of success could be attributed to the increasing percentage of highly motivated and bright lndo-Asian students doing HSC. They concentrate on mathematics and sciences, in which most have knowledge and concepts from previous education. Lack of facility with English may not be a major inhibiting factor in such subjects, even though the language of mathematics in itself is very difficult.
However, despite the provisions that are made for students from NES backgrounds, some extraneous difficulties work against their interests, being generated by family circumstances rather than by the school. For example, Greek families are content to stay in the local neighbourhood; only in the latter part of their lives have they begun to move out and away from its influence. In contrast, Indo-Asians see living in the local area as a transition stage and are prepared to shift out as soon as possible to higher status outer suburbs. The reaction of ESL staff to this is unequivocal:
We're upset about it from the school's point of view. We're a sort of second-stage language centre ...it is a bit of a transit camp for some kids ... people move from the flats so there is a fairly high turnover there and out to the eastern suburbs or whatever ... We know that when the children leave here and go to B
High, for 
example, they don't get the support they really need ... We're
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disturbed to see students moving from the area because we know

they'll be missing out when they get to the other areas. And we've got students who travel to us from a long way away, having dropped out of school in their own localities.
Parental involvement in their children's education is seen as a mixed blessing, especially at Year 12:
This year there are 19 doing ESL at Year 12, but there's no background of English in the home. Parents don't know how to help with informed discussions, talk, and just understanding the system.

They tend to get on the back of Year 12 kids all the time. 'Hard work, hard work' doesn't really help at that level. Parents think they're
doing the right thing by putting on a lot of pressure, but in many cases it works against them.
Other parents see the need for their children to do ESL as evidence that they are academically dull. It has to be explained to them that the students are not coping with ordinary subjects because of lack of English.
The school gets a special ESL component to cope with the large numbers of recent immigrants from NES backgrounds. This component is less than what it is needed, so the school has allocated 12 staff to this area by reducing other subjects. The demands on staff are very great, as Indo-Asians are arriving all the time and there is a big range of problems:
Some Timorese, new recent arrivals, have never been to school, even though they are sixteen or seventeen years of age. A lot of
students have no schoolwork skills let alone language; they've never been used to sitting at a desk and working at schoolwork. It means
with refugees you put them in a strange classroom environment for six to seven hours a day and expect them to work ... and carry on just like other students ... it's beyond them. We need to help them in
social aspects as well as education aspects. Psychological problems and suspicion of authority are very common.
There is a feeling among staff that the school has to tackle these and other problems apparently with little assistance from official bodies. Staff allege that the number of external visits in the area of TESL or multicultural education has been minimal, and the school has had to cut back on ethnic teacher aides to maintain the financial allocations to other areas.
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nursing (10.7 per cent), childcare (8.9 per cent). Other careers listed by a small number ranged from dressmaking, fashion design, beautician to secretarial studies, journalism and computing. One girl listed engineering as a first preference and one gave motor mechanic as a third preference.
The students were also asked to give reasons for their choices, and expressed a variety of personal views. The pattern of career choice is very limited. As the careers teacher commented:
... there are numerous other reasons for limited career choice. These range from low self-esteem, or conversely, unrealistic ideas as to their potential; lack of exposure to other career possibilities; lack of knowledge about job requirements; lack of role models; parental pressure regarding what is an appropriate career for a boy or a girl. It is so important that we attempt to devise strategies and broaden career options for both boys and girls.
This has not been for want of trying on the part of the careers teacher, and the picture she paints is far from encouraging for those educationists who are trying to get girls to aspire to a wider range of occupations.
I think that a lot of things we have tried to do to encourage girls into non-traditional lines of work don't succeed, and whatever you say to them about hairdressing and child-care etc. being dead-end jobs, leading nowhere, it doesn't seem to be very effective. Now I think for that sort of thing ... we must get to the parents ... They are the ones to be addressed and maybe that means advertising in the ethnic papers and things like that ... I think perhaps that's where the money should be going now.
I think that getting to the girls themselves is not the right kind of thing, because there has been a lot of that sort of semi-feminist stuff around for a good five or six years now, and I don't see it is effective. At the grass-roots level girls don't see it as being relevant to them, and I just think you have to keep on exposing them to as many different kinds of occupations as possible, and let them see that you can combine jobs with marriage and child-rearing as well. That is something very important because they often won't look at that ... they still see someone with a career as being that you couldn't combine it [with something else].
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Despite these views one curricular response to the needs of girls consists of a Year 12 STC elective course called Women's Studies. It caters mainly for girls but in 1985 included one boy. The aim of the course is to look at the role of women in society, through a sort of affirmative action framework to raise the awareness of girls. At the end of 1984 several staff ran a research project in the school to stress the notion of equality of opportunity, with particular emphasis on making boys aware of how girls can be belittled and discriminated against in class. An in-service curriculum day was also held in 1985 on the theme of equal opportunity.
Physical education staff also make special provision for girls in the area of sport and physical education. The gymnasium is reserved for girls on one afternoon a week when a special program is organised for their needs. A girls' rowing team has also been organised by PE staff, and girls have been able to field their own soccer and cricket teams, despite denigration from the boys. In 1984 the careers teacher also ran an after-school class in self-defence for girls in an attempt to heighten their self-confidence and counter the more extreme effects of boys' pushiness.
This class ceased in the following year, but she has maintained contact with the group of girls and takes them out to various organisations during scheduled 'Activities' periods at Years 10 level as one of several groups, in an attempt to expose them to various kinds of possible occupations. 'It has been really good fun and a place like Epworth [a local hospital] was wonderful, and it shows you a lot of things ..: it is a limited number of kids that you can do that with. But I am glad that it is girls because in one way at least they are here.'
Despite these provisions for girls, however, the general opinion is that they are metaphorically pushed out of sport by boys who attempt to take over facilities. There is considerable sexism in the school -- boys versus girls --with Greek boys in particular being extremely 'macho'. Other aspects of this tendency are discussed below.
able to field their own soccer and cricket teams, despite denigration from the boys. In 1984 the careers teacher also ran an after-school class in self-defence for girls in an attempt to heighten their self-confidence and counter the more extreme effects of boys' pushiness.
This class ceased in the following year, but she has maintained contact with 
the group of girls and takes them out to various organisations during scheduled
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'Activities' periods at Years 10 level as one of several groups, in an attempt to expose them to various kinds of possible occupations. 'It has been really good fun and a place like Epworth [a local hospital] was wonderful, and it shows you a lot of things ... it is a limited number of kids that you can do that with. But I am glad that it is girls because in one way at least they are here.'
Despite these provisions for girls, however, the general opinion is that they are metaphorically pushed out of sport by boys who attempt to take over facilities. There is considerable sexism in the school -- boys versus girls --with Greek boys in particular being extremely 'macho'. Other aspects of this tendency are discussed below.
(5) Multicultural education

(i) General provisions

The multicultural and multiethnic composition of the school is reflected at least in principle in recommendations for multicultural education set out in the ESL Faculty's Guidelines. In addition to making provisions for ESL, 'all teachers are teachers of language' and should be aware of its importance across the curriculum. Ways that teachers might use to foster an awareness of multiculturalism set out in the guidelines are to:
(i) Acknowledge contributions of other cultures where appropriate, e.g. Archimedes (Greek), Abacus (Chinese).
(ii) Include multi-cultural activities where appropriate so students can draw on their own experiences and share them with others, e.g. the family, migration, food, events and festivals.
(iii) Where possible use the ethnic teacher aides as resources, e.g. to translate lists of terms

- to provide information about events, festivals.

to assist in activities, e.g. making of Greek Easter eggs,

lanterns for the Chinese Moon Festival.

The staff guidelines also encourage staff to use the correct spelling and order of lndo-Asian students' names and to make every effort to learn and pronounce them as correctly as possible.

Ethnic languages are also included in the curriculum. Chinese is taught in the school as a community language at Years 7 and 8 in a Department organised by one teacher. Although not trained in curriculum materials development she is
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the outskirts at the moment. It's a matter of getting staff in subject areas confident enough to have somebody to help support them. We would like to see units of work being prepared for kids so that when they want to do units of work in sciences they would understand.'

However, other staff are not so convinced. According to one senior administrator:
I think that multiculturalism means many things to many people. Now, what I would think it means is that you do as much as you possibly can to raise the self-esteem of children from ethnic backgrounds, and try to make students from other backgrounds
tolerant of each others' ethnic backgrounds. You do that by things like publicising the Chinese New Year and making sure that everybody in this school is aware of the Chinese ... same with
Greek festivals, Turkish and so on ... with flags around the school.

That's all in theory ... the amount of it is fairly slight ... I am 
conscious of not enough being done ... we get caught up in the
day-to-day running of the school and teaching subjects ... we are certainly conscious of the need to do something about it. This did lead to an invitation to run a Chinese festival in Term 3 this year, but cutback in finances has led to plans being rethought. In my
opinion, there needs to be more published guidelines about what other schools are doing.

In another teacher's opinion: 'It's a bit bitty, but perhaps that's all that can be done.'
Comments on the curriculum -- the observers' model (1) The general selection of the curriculum
(i) Research team

The availability of STC at Year 12 is a valuable provision for those students who do not want to take HSC Group 1, and the liberal entry qualifications -- open to anybody who has completed Year 11 -- make it doubly attractive. Prima facie it seems quite undesirable that all students who want to should be admitted to Year 12 under a Regional directive, as having obviously unsuited students in classes at this demanding level puts a strain on staff resources.
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(ii) Students

The students we interviewed made several comments on the curriculum with particular reference to the suitability of subject choices and the STC course as a whole. Some of the boys from NES backgrounds commented that unless one is very careful it is possible to make the wrong choice of subjects, so that after Year 11 career choices become very limited as there is little chance of changing the course. Difficulties with English were the major concern with the Indo-Asian students, but they did not comment either favourably or unfavourably on the ESL provisions in the school.
The major comments came from the group of STC girls. They obviously appreciated the availability of the course because it not only provides academic training but also includes the work experience program that is regarded as very useful. It enables them to see if they like jobs and gives them a lead to what job to go for after leaving school.
However, the STC is not accepted as a qualification to enter several tertiary courses. Some universities demand 18 units as an entry standard, but in 1984 some only did 15 units and found that they could not get into what they wanted. STC is not seen as the equivalent of HSC. As one of the girls commented somewhat bitterly: 'A lot of people knock it down and say "sorry you want HSC". I don't see why people should get knocked down if they have the ability. It shouldn't be allowed -- a lot of people go blank on the tests, you know, and get a shock.' All the girls agreed on what they saw as an anomaly in the STC system and felt that it hampered their chances of pursuing the types of tertiary education they wanted.
(2) The multicultural component

(i) Research team

At the time of our visit one of the most obvious features was a huge red banner in Chinese and Vietnamese strung above the entrance to the main teaching block. It was the time of the Chinese New Year and it was being officially symbolised in this way. The banner would be taken down as soon as the festival finished and a different one featuring another ethnic festival would be erected when the time came.
There is some other evidence of 'public' recognition of the multiethnic and multicultural composition of the school such as signs around the place in ethnic languages. The school library is well stocked and contains books in
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(1) ESL Teachers

The ESL teachers constitute a Faculty, headed by the ESL co-ordinator. It is highly organised, and details of its work are duplicated in a booklet which also contains a wealth of other information on desirable ways of helping and accommodating ESL students in normal classes and is made available to all staff. The Faculty provides courses and support from Years 7 to 12 for students of non-English-speaking backgrounds who have not yet reached competence in the English language.
Two groups of these are identified and helped in the school. First-phase learners are those who have been at an Australian school for less than six years and who have not yet reached competence in English. Second-phase learners are students who have near competence in English. Generally these students have been at an Australian school at least six years and in many cases were born in Australia.
The function of the three ethnic teacher aides covers a number of areas which are peripheral to careers guidance. They support teaching and are available to assist all staff and the regular teachers regardless of the Faculty concerned. They assist with such activities as meetings with students, pronunciation of students' names, vocabulary lists, development of units of work incorporating the culture of students into school programs, the preparation of visual materials and understanding the ethnic backgrounds of students. They also undertake interpreting and translating, work in conjunction with the pupil welfare co​ordinator and can be invited to take part in school excursions or to assist with other special activities.

(2) The role of level co-ordinators

The staff of direct relevance to occupational socialization are the level co​ordinators at Years 10, 11 and 12, the careers teacher and the student welfare co-ordinator. Among the many duties of the level co-ordinators are a number set out in the staff guidelines directly concerned with occupational socialization. These are giving advice on educational and vocational guidance for pupils, planning parent-teacher nights and interviews with parents and planning the courses and subjects taken by students particularly in the higher forms. In these tasks the level co-ordinators should work in close liaison with the careers teacher.
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Although the involvement of level co-ordinators in career guidance and organisation appears to be substantial, some of their perceptions of their marginality in this role revealed reluctance about assisting with careers guidance in any formal way. Level co-ordinators tend to send students to the careers teacher and leave most of the formal guidance to her. This policy is due to the current regulations in Victorian education governing the legal responsibilities of teachers towards their students. If one gives incorrect advice to a student that involves him or her in a loss of employment opportunity, legislation allows for the student to sue the Education Department or the teacher in the courts for legal redress and compensation.
Unless one has absolutely accurate details about such a matter as choosing a career it is safer to leave this job to a specialist such as the careers teacher. As one co-ordinator put the position: 'I would try to guide a student as far as I could, especially on Careers Day, but leave most of it to her ... She has been chosen for her skills.' Another senior co-ordinator does not get involved in careers advice even informally. He leaves it to the careers teacher who is available most of the time and has interviews with about 60 per cent of Year 11 and all 12 students individually.
The same co-ordinator was also not in favour of making instruction in careers education a formal part of the curriculum. 1 think that's rather artificial. This is really a policy decision as to how much time you can take from students' total curriculum to give it to the careers area.' Although careers education is not a structured part of the curriculum the careers teacher is able to negotiate with other teachers so that she can take a unit on topics related with careers.
(3) The careers teacher

This is a full-time position, 'within VSTA (Victorian Secondary Teachers Association) guidelines', currently held by a female member of staff. 'Full-time' is something of a misnomer as her specified duties also include teaching one Higher Schools Certificate (HSC) English subject for 5 periods a week. The careers teacher's task specification consists of the following responsibilities:
-- Counselling of students on such issues as their options after

leaving school, job seeking, subject choices etc.

-- Compiling and disseminating information re tertiary courses, apprenticeships, specific job requirements etc.
-- Liaising with community groups, parent groups.
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-- Liaising with staff re curriculum decisions and taking careers

classes in individual subjects.

-- Organising work experience. In this school this is available to

students in Years 10, 11, 12. Students are encouraged to take an active part in organising this part of their curriculum.

-- Organising careers information seminars.

-- Maintaining contact with school leavers.

Despite the extensive list of tasks the position entails, the careers teacher was not specially trained for it. She was appointed by consensus of her colleagues in the school, but had had no prior experience of careers education work. During her first term in the position she did a four-week in-service course only.
The careers room operates as a drop-in centre for students especially during the lunchtime when the careers teacher always makes herself available. It is well equipped with a great variety of materials, such as pamphlets and leaflets on careers from the Commonwealth Employment Service, posters displayed on walls, several easy chairs and a telephone. This last is apparently regarded as a luxury as some careers teachers do not have one.
During the lunchtime a variety of girls and boys do drop into the centre for advice either by appointment or spontaneously. The constant comings and goings, interruptions to conversations and phone calls all convey an air of business yet informality which seems to suit the style of the school.
The careers teacher organises a careers day for Year 11 students. Local industries send representatives and she tries to select industries in which students will be interested. Occupations are listed according to students' choice. Work experience programs are organised for some students in Years 10 and 11 and for all Year 12 STC students.

The careers teacher puts a great deal of emphasis on encouraging students to find out about jobs themselves, rather than her always finding something and pushing students into going. Every second week on the average she also speaks to all the Year 11 group in Assembly about careers, but acknowledges that as there are about 100 students this is not very effective. At the end of the year she tries to give each of these students individual counselling to plan their courses for the following year.
The work experience program for the Year 12 STC group consists of two or three weeks out in the local industries and with employers. Prior to this period the careers teacher spends considerable time working with students in the
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group on careers skills such as interview techniques and self-presentation, and also works on the kinds of skills that will be expected in certain occupations in the work situation. Simulation games and videos are used to put over these ideas. Practice at job application letter writing is also encouraged and done in conjunction with the English and ESL teachers.
Classroom work in the unit on careers education that the careers teacher organises as part of other courses uses the booklet, Take it away ... a book for school leavers. This is produced by the Central Region Transition Education Committee which was funded by the School-to-work Transition Program. The book deals with a range of issues of relevance to young people when they leave school and includes not only information on employment and further study, but also such aspects as consumer law and protection, community services, use of leisure and migrant welfare.
The school also organises a 'contact system' which operates in third term at year levels 10 and 11. Each staff member at these levels is requested to select 4-5 students and provide them with counselling regarding their subject and career choices, and also maintain a degree of pastoral care over their well​being. The organisation of this system is the responsibility of the careers teacher.

Her basic method of helping students is to 'provide down-to-earth advice' on where to find information about jobs, rather than take students individually for one-to-one counselling. 'For efficiency when giving careers advice you can take a whole class ... but counselling needs one-to-one, you just haven't got time.' Nevertheless this would be her preferred method:
I think personal counselling is the most important thing you can do and you have to have time for kids ... Judging from other schools I
think that people can get too bogged down with work experience ... to the detriment of personal counselling ... I think it is valuable for an awful lot of kids but you can spend your whole time organising it too.
The careers teacher admits to giving advice slightly differently according to

the ethnic background and different needs of the student:

Yes, I probably do ... probably not consciously so much ... I mean, with a group of Asian students I'll spend a lot more time
explaining what jobs are and mean, because they'll ask as well. With kids of Greek background or whatever I'll be briefer and to the point.
Very often with them I'm more aware that I'm combatting prejudice ...
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if I suggest male nursing to a boy, they'll be the ones to say 'oh God, we don't want to do that'. Greek kids will come out with those things much more readily ... sort of a shower of prejudices ...

Asian kids will think much more carefully ... With the Asian kids it's very seldom that they come to me. Like in Year 12 now ... the Asian kids basically know where they are heading, and they've looked at the tertiary guides, and done all those things ... the few Australian students in the school are in some ways probably the easiest to help, as they are more familiar with the system.
The careers teacher also makes use of local employment agencies like the Commonwealth Employment Service and its Youth Officer. However, there is a problem of a high turnover of staff in that office ... 'which is a nuisance really because just when you've got one sort of trained --not that they are not helpful, but you can spend six months just telling them what to do initially -- they turn them over every twelve months.' So she also uses the Careers Reference Centre in the City and the Vocational Orientation Centre
The latter is particularly good, and she employs this quite often as it will counsel individual students:
Yes, individuals ... kids who are really stuck ... the kids that are

semi-stuck I send to the Youth Officer, but kids who are really unsure and I don't know what to offer any more I send there and they are good ... obviously for those kids there isn't a quick solution anyway, but they are a good resource.
In the careers teacher's opinion careers advice should really be integrated with the curriculum, but she does not push this and recognises that it seems to be difficult in the school. The problems of timetabling have to be recognised. It does involve getting other people to assist and that is not easy. 'People are either too busy or feel they lack skills.' Ideally the careers department could do with another two or three permanent staff and more cash.

(4) The pupil welfare co-ordinator

This teacher also plays an important part in occupational socialization. To assist this work he has his own room and an outside telephone -- 'very important but not always available in many schools.' He is also a teacher within the school rather than a specialist and takes five periods a week at Year 7.
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His training has been minimal, a matter of fifteen days a year on an in-service basis through the Psychology and Guidance Branch of the Education Department. His background experience was an important prerequisite for this. However, this is probably enough in his opinion, as a psychologist from that branch also comes on one day a week to the school and carries out intensive counselling where it is required.
The pupil welfare co-ordinator works in close collaboration with the careers teacher, but tends to concentrate on a different emphasis. This is students' self-esteem and self-confidence, whereas the careers teacher tends to emphasise the more practical issues of getting a job. The pupil welfare co-ordinator's task is to know the background and current circumstances of students and through discussions, interviews and continuous supervision to provide support particularly in long-term, time-consuming cases.
He helps visiting counsellors in their work and also maintains close contact and working relationship with the three parent organisations affiliated with the school. These are The Greek Parents' Association, the Vietnamese Association and the Chinese Speaking Parents' Association. He and the careers teacher are planning to meet all the associations and get them more actively involved in careers planning.

Observers' Model

(1) Research team
The main general comment that should be made concerning the provision of careers advice relates to the inhibiting effect of the current Departmental legislation, which puts level co-ordinators and other non-specialist staff at risk of litigation if they offer advice to students about their futures. The level of co​operation between the careers teacher and other staff such as the pupil welfare co-ordinator appears to be considerable, so it is regrettable that the law as it stands at present, doubtless with the best of intentions, has the effect of reducing what might otherwise be done.
It seems apparent that the school has a well-organised system of careers counselling and 'pastoral care' despite the fact that the careers teacher is not truly full time. Although some additional provisions for the careers room would be desirable according to comments we received from the careers teacher careers education is well catered for in the organisational and material sense.
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Table 6
Degree of use made of the kinds of sources of 
information about occupational socialization

	STUDENTS
	SOURCE 
CATEGORIES
	DID NOT 
USE
	MOST
FAIRLY
NOT
HELPFUL HELPFUL HELPFUL

	lndo-Asian
	Family
	9
	3
	16
	2

	Boys
	School
	6
	8
	16
	1

	(n=5)
	Community
	16
	2
	6
	3

	lndo-Asian
	Family
	10
	6
	6
	1

	Girls
	School
	10
	5
	13
	

	(n=4)
	Community
	17
	1
	6
	

	NESB
	Family
	16
	13
	4
	

	Boys
	School
	22
	9
	4
	

	(n=6)
	Community
	22
	6
	10
	4

	NESB
	Family
	16
	6
	7
	1

	Girls
	School
	15
	6
	10
	4

	(n=5)
	Community
	17
	1
	5
	7

	Anglo-Aust.
	Family
	2
	3
	1
	

	Boy
	School
	4
	1
	1
	

	
	Community
	2
	2
	1
	


(2) Students

The clients perceptions of the careers advice they receive from all the 
sources listed in the questionnaire in Appendix 1 vary according to their year
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levels and ethnic background. For purposes of our discussion the sources can be divided into three categories: Family -- those from family, relatives and friends outside school; School -- sources provided within the school; Community -- those from outside school in the wider community, including the mass media.
The degree of use of the sources varies between not having an item available through most helpful or fairly helpful to not helpful. For each of these, the following table summarises the total number of mentions of use made of all the kinds of information in the three categories of sources, for the students from Indo-Asian and NES backgrounds discussed above. The responses of the sole Anglo-Australian boy are also listed (Table 6).
The first most obvious feature is the large number of mentions of all the sources in the Did Not Use column. The source that is most neglected is community resources, although there is little or nothing separating this source from family and school in the case of the girls from NES backgrounds, and from school in the case of boys from the same backgrounds. The surprising feature is the large number of mentions indicating that the latter did not use either school sources or community sources, but some did find members of the family, relatives and friends either fairly helpful or most helpful.
In the case of lndo-Asian students the fact that they did not use some members of the family especially father or mother, could reflect either that they are dead or still in country of origin. Older sisters, other relatives and friends who have jobs got most mention as being most helpful or fairly helpful by Indo​Asian boys, while Indo-Asian girls mentioned older brother, older sister, other relatives and friends.
Fewer girls than boys from NES backgrounds found their family or relatives either most helpful or fairly helpful, and the majority of girls did not use these sources maybe to resist pressure to conform to traditional female careers. The sole Anglo-Australian boy stated that his father, mother and older brother were most helpful while his older sister was fairly helpful. When the answers to questionnaires are analysed in more detail further patterns are evident. Within the school two sources stand out. All but two students mentioned the careers teacher as being fairly or most helpful. She was regarded as most helpful by boys from NES backgrounds and fairly helpful by all the lndo-Asian girls. Indo​Asian boys found her either fairly helpful or most helpful. The sole Australian
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boy in the sample listed the careers teacher as being fairly helpful in his occupational planning.
All but four students across all groups mentioned information in the form of books and special courses on jobs as being fairly or most helpful. In general, however, apart from these to judge from the number of mentions in the Did Not Use column, other sources of information within the school were not used. There are some exceptions. Ethnic teacher aides and ESL teachers were fairly helpful to a majority of Indo-Asian girls and boys. The majority of these also listed other sources within the school as being fairly or most helpful in contrast to all other groups who did not use them.
These patterns seem to indicate that lndo-Asian students were concerned to utilise a range of the information sources in the school as much as possible, and this would be consistent with what was mentioned by teachers about the strength of their aspirations and determination to get on. The careers teacher also referred to the way in which Indo-Asian students utilise as much information as they can find.
Another source that received majority mention by all students as being most helpful or fairly helpful was friends at school. This may bear out the research considered in Chapter 1 which found that this influence is quite high in occupational socialization. Overall, the sources outside the school were least used by all students, and some sources were seen as not helpful while some sources were mentioned as being fairly helpful. These were advertisements in papers, on the radio and television.
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CHAPTER 5 
INNER CITY HIGH SCHOOL 
Inter-ethnic relations and ethos of the school
In the previous chapter we considered the students' attitudinal and behavioural reactions to the way Inner City High School arranges its systemic provisions to meet their needs. In this chapter we compare the views of staff about the inter-ethnic and social relations within the school, with the students' perceptions of their own reactions to these features of their occupational socialization.

Tensions between and within ethnic groups -- the

vernacular model

(1) Inter-ethnic relations

The staff we talked to were unanimous that some inter-ethnic and racial tension exists below the surface in the school, but were agreed that it is not a major factor now, although some years ago strains were more apparent. Then occasional open tensions did occur and this applied especially to students in ESL withdrawal classes, who attracted prejudiced comments from other students. According to one ESL teacher: 'Most of the time it doesn't exist here. The Indo-Asians almost outnumber everybody else -- those in the minority would be foolish to try anything. We do a lot to try and foster better relations between groups.'
In fact, Anglo-Australian students are the ones to feel threatened and this has led to some leaving the school. However, it would appear that matters are not as strained as they were in past years when the graffiti 'Wogs rule, skips suck' was common on school walls.
Recent entry cohorts of NES and Indo-Asians students from primary school are very self-confident, and in 1985 'burst in and took over the school. It was like, y'know, this is our place and now you can go jump. They're really incredibly aggressive and self-assertive. There's none of that hiding behind shell-shock or sense of being disadantaged or concerned that they'll never make it in the world of school.'
This kind of comment from one of the ESL staff also applied to the younger Greek students: 'all puppy dogs really, really terribly aggressive and self-
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assertive.' For this reason, tensions may be more apparent in lower levels of

the school than higher. According to one staff member in the ESL Faculty:

We find it essential to concentrate on the Years 7 and 8 levels. There is covert racial tension underlying activities in the school ... in the sense that children's attitudes have developed

from adults ... and because if you have Vietnamese kids they stick together, and you mix with somebody whose cultural assumptions are the same. Cultural separatism is breaking down but it is still a feature. They are quite willing to talk to each other in interaction in classroom situations. As soon as they go out into the playground
there is a tendency for them to separate.

And you can't lump the Asians together either. The

Vietnamese and Vietnamese Chinese have been forced to be lumped together although they themselves have some tensions between them ... There is a huge amount of tension between those people who come from Vietnam and those that come from Timor. I think that the Hakka-speaking Timorese Chinese are really annoyed that the Vietnamese Chinese can't speak Hakka, and can only speak Cantonese or Vietnamese. The Vietnamese

Chinese, of course, don't really like the Vietnamese, but they have been forced by the Timorese kind of isolationism to join up with
the Vietnamese in certain circumstances. I have seen this kind of thing happening in [school] camp ... there are certain leaders of the particular ethnic groups who can cause a lot of trouble. You have to isolate them very quickly.
This is an aspect of the school which many staff may not see, as it may be that the special sensitivity of the ESL teachers and their regular contact with the Indo-Asian and NES groups make them more aware of inter-ethnic tensions. As one ESL teacher commented:
I don't think the staff are terribly aware of it. And also it is breaking down. Last year you would see those groups completely separate. This year I've noticed that people are outside playing volleyball now or handball ... and there's a tendency for
somebody to just wander into a game, and there's a Vietnamese and there's a Chinese, and there's another who's a Greek ... as the kids go up into Years 9 and 10 they become so familiar with that ... I think it is breaking down.
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In any case it seems from several comments that all senior students in Years 11 and 12 have more things on their minds than being racist. Con c ern to do well in studies and the demands of the STC and HSC courses take over, and there are very few incidents in class that indicate serious racial antagonism. 'Any problems have been in the Year 8 or 9 or 10 area ... by the time they get to Years 11 and 12 everybody is sitting next to everybody else, and what they're worrying about is the physics problem ... and the whole racial thing seems to disappear.'

This even applies in the case of Indo-Asian students, whose motivation and dedication to hard work -- not usually thought of as major Anglo​Australian values -- might be expected to arouse jealousy among their Anglo peers. According to teachers at the senior level this does not happen. Students work well together and in some cases the lndo-Asian students stimulate other students to emulate them. They provide 'incentive role models' in one ESL teacher's opinion. Teachers universally commend their attitudes to work and are glad to have them in class as they present no discipline problems, work hard and are invariably polite and exemplary students.
However, there are tensions between other ethnic groups. Asked how Turks get on in the school, one senior master commented with a laugh: 'They're good at fighting. When Turks and Greeks get together it's a real ding-dong.' From other comments we heard family discipline is possibly at the root of this. 'We seem to have a lot of problems with Turkish kids, behaviour problems, concentration in class ... just in the last year or two this has been the case ... I try to trace it to the home -- the severe discipline contributes to the problem.'
Turkish girls are especially severely disciplined. 'The situation is far more stern for a girl. The solution for the Turkish girl is often that parents send her back to Turkey. For the girl more than the boy it tends to be a greater problem.' A further reason may be that Turkish parents do not see their stay in Australia as being permanent. It is after all a Christian country and they have the idea of themselves as 'guest workers' who will eventually return to Turkey.
Other inter-ethnic tensions are generated outside the school but are brought into it. Occasionally there are brawls between gangs of, say, Vietnamese and Timorese in the local community during the weekend, and the Timorese come to school on the Monday very scared that they will be got at by the Vietnamese kids. Gang violence also occurs between other ethnic
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groups -- Greeks, Turks, Yugoslays, Anglos -- and these squabbles can be brought into school 'not very often, but if something happens outside some kids can get involved in it.'
In such cases the pupil welfare co-ordinator is able to exercise a powerful mediating and conciliating role with leaders of the various ethnic communities, as he is becoming known to them all and occupies a neutral position vis-a-vis the factions. In consequence there is some evidence that tensions are slowly beginning to break down. School socials are held during the year and until recently were almost exclusively attended by Greeks and Anglos, but slowly more and more Indo-Asians are coming in and joining them.
Some racial tensions are generated and even encouraged by parental attitudes, and regrettably this appears to apply most to Anglo-Australians. As the pupil welfare co-ordinator put it:
In many ways I think the Anglos are the sorriest lot in the school ... for two reasons. Firstly, the Anglo parents were very threatened by what was happening here and a lot of the racism that comes through is a direct 'quote', just like a parent speaking. For example, we had an Anglo child who wrote a very racist note and passed it to a Turkish boy. He was reported to his parents who wrote back. 'I do not believe that my son uses this type of language, because only wogs use this type of language'.
Even when the Anglo-Australian child is clearly in the wrong, the parents

lay the blame on others. 'I've had kids who have been given detention, and

parents come to school and, instead of helping, say "my daughter tells me

that the Asians never get detention." I keep saying the Asians don't arrive to

school late and do their homework, but they don't see it that way.'

Other tensions are generated by common stereotypes about recently

arrived Indo-Asians. In the words of the pupil welfare co-ordinator:

I hear ... and the thing that distresses me most ... all the Greeks and Italian and Turkish kids saying, and Anglos saying: 'the Vietnamese land here, they're given $1000 ... they've been

here six months and they've got better than we have.' The cycle's really reversed ... because I keep saying to these kids I remember the Australians saying that about your parents when you came here, about the Greeks, about the Italians.
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Some Anglo-Australian students in particular feel resentful of the fact that the ESL Department takes up so many resources. The pupil welfare co​ordinator again:
And one kid said to me 'all the wogs and Asians get better than we do.' Anglos feel threatened by the presence of
Vietnamese shops, languages [and say]: 'Why do they come here ... why don't they speak bloody English?' I once thought of setting up an all-Australian Anglo Parents Association, but felt torn by the idea what if it became a we-feel-sorry-for-ourselves group ... an

aggressive racist sort of group.

All the others were set up as a support group for their community and for their kids here. I do think that the Australian parents do need some sort of self-esteem and confidence building. But because they feel the way they feel it's so easy for that lack of confidence to turn to a nasty aggression ... and this is where my dilemma is.

The same attitude affects Anglo-Australian students in the school, with apathy being possibly the most obvious characteristic of the attitudes to school work and care about standards. There is little drive from home or interest in school and responses to letters on the part of Anglo parents. 'They sit around feeling sorry for their position, and blaming anything outside without realising that there is blame, but it's not the wogs' fault, it's not the Asians' fault.'

(2) Intra-ethnic tensions

Tensions are generated by social and cultural dynamics within ethnic groups. They are not 'racial' in the common usage of that term, but nevertheless generate pressures on students within the school that can also spread to relationships between them and teachers. In the final analysis these kinds of intra-ethnic tensions can have a serious effect on occupational socialization.
The transient nature of the school population already mentioned causes problems. It is difficult to get any kind of welfare and careers program established before some families decide to move on and the program collapses. Part of this involves parents' misperceptions of the role of careers education. In the careers teacher's opinion: 'Many parents see careers as an interesting part of the school ... but like most European parents they see it as a resource within the school, rather than perhaps as an important
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functioning of the school. They still see English, mathematics and science being important in the classroom.'
Family problems are common, but those in some NES and Indo-Asian families involve excruciatingly human dilemmas that can cause particular difficulties for students' occupational socialization. There is the example of the Vietnamese boy, a brilliant sixteen years old in Year 9, faced with the choice of leaving school to get a job in order to sponsor his mother out of Vietnam to Australia, or to continue school and go to university and become a professional and then bring her out. He feels that he is selfish staying at school and his dilemma is generating behavioural problems in class.
The converse can also apply. For example, an apparently straightforward family re-unification can cause problems for students. This happens in cases where the father or children may have grown away from the relative who is coming to Australia and tensions build up at home with consequent side-effects in school.

The high, unrealistic expectations of parents from NES backgrounds are a constant problem and some cases have been referred to above. 'First there are the incredible expectations of Greek parents that "my son will be a brain surgeon or my son will be a university professor or whatever", and often the kid just cannot live up to that.'
Secondly there is the general attitude of Greek and Turkish parents towards their daughters. Lots of cases of indifference to or outright lack of support for their education quite frequently come to the attention of the careers teacher and pupil welfare co-ordinator, when appeals for special consideration in the HSC examination have to be lodged. The pupil welfare co-ordinator again:
You might have a Greek girl doing HSC, and her parents are very traditional and just don't see why she should have any education at all ... and this kid's trying to cope with HSC and dad will come home at one o'clock in the morning, after playing cards or something, and he'll wake up the kid and say 'where's the coffee?' ... and the kid has to cope with those sorts of things. Or sometimes mum, who's lovely but doesn't understand, says: 'Look, you're locking yourself up in your room all night, come out, have coffee with us, watch television.' And the kid keeps saying 'but I've got to study'. And the parents say 'You're seventeen or eighteen, you don't like us any more, you're not part of the family.'
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Indo-Asian girls are not affected in the same way as their parents see education for girls as an important avenue for upward social mobility. As one ESL teacher pointed out women have much more status in Asian society and quite often control the purse strings. In China women hold down senior government positions.

In fact, the retention rate at HSC for Vietnamese and other Indo-Asian girls in the school is much higher than for the boys. One reason for this is that the Indo-Asian boys may have to go out to work and earn money. They are able to do this as a lot of the Indo-Asian students are much older than stated on paper for school records.
In the careers teacher's opinion, pressure from parents and even peers have much more impact than her advice. It is stronger with children from NES backgrounds, who are influenced by their parents more than Australian children. As she pointed out:
The Asian girls are much less affected by parental pressure. Asian kids are much more concerned with their parents'
expectations regarding success and monetary gains than any

other group of kids I have known. They are much more affected by that than by anything I say. I have never known Anglo parents to
be so dogmatic about what they want as especially Greek parents can be. If their girls want to be a computer operator or something
like that, they are very often criticised for it, and get a lot of flak. It's not considered feminine or traditional -- girls who want to go and do tertiary subjects have a really hard time, but a lot do still ... it
doesn't seem to stop them, but they will still go into very traditional areas. They would not go into engineering or anything like that.
Fortunately this does not apply to all the girls from NES backgrounds. In

senior school according to the careers teacher, there is an appreciable

difference between the Greek girls, who were born in Australia and are quite

assertive, and those born in Greece who have to conform more to the Greek

female stereotype. Several of the former Greek girl students have developed

feminist attitudes, and have got to university.

They have been exceptionally independent according to the pupil welfare co-ordinator, and broke out of their traditional Greek background to 'do their own thing'. Greek and Turkish girls are generally not allowed to go on school camps though there are some few exceptions. One Turkish parent did not even want his daughter to attend the school because there are boys in it.
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These aspects confirm the existence of 'fossilised' migrant cultures in

Melbourne, a point also brought out by the pupil welfare co-ordinator:

The other thing that's important with the Greek stuff is that the

Greeks who came out here twenty-five, thirty-five years ago have done ... have put on Greek culture in Greece thirty-five years ago and they haven't changed. They go back to Greece and they can't handle Greece because they think that everything in Greece is
wonderful, and they see that the Greek kids in Greece are exactly the same as the Australian kids here.

They've broken tradition and they've broken with village life, and they go to Athens and they share flats with their boy friends and things like that. But they [parents] can't cope with that ... because the only way they survived in Australia was by keeping their Greekness ... and you take away their thirty-year-old Greekness ... and you've broken them.

(3) Sexism

A further cause of tension that also affects migrant girls in particular is the sexist attitudes of the boys from their own group. This is very common and affects not only Greek and Turkish boys versus girls but also lady teachers. As we were told: 'A young, attractive lady teacher is going to get hell ... quite often from the Greek boys.'
The pupil welfare co-ordinator gave an interesting insight into how this phenomenon develops:
You can see that from the little ones in Year 7 ... It's

interesting, a matter of dual perception, but little Greek girls

always seem to me to be very happy until they get to teenage,

then they kind of lose it ... and once you see little Greek boys get to ... y'know, from about eight to nine on they walk around like ... [laughs] like they're gods. A lot of lady teachers get a lot of

problems with Greek and Turkish boys and this macho stuff ... it's very difficult.
Male Greek ethnic teachers have been deliberately appointed to control groups of Greek boys, who are known to be particularly rowdy and difficult, and likely to give lady teachers a bad time. 'It was thought that a Greek male was needed to handle them and that proved good -- I don't think a woman would have coped with that -- I mean the boys wouldn't have had the same kind of respect, so that has been a good point.'
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However, staff appointments of this kind allegedly have not necessarily increased the degree of sensitivity to this kind of situation. As one female teacher put it: 'Sometimes they are frightfully conservative, and I find it a bit alarming that male teachers can reinforce especially Greek prejudices, and often the female teachers I know get a hard time from the Greek boys, so that possibly makes them not able to function as effectively as they might.'
Although the effect on female teachers should not be discounted, the effect of Greek boys' macho behaviour on the Greek girls' self-esteem and self confidence may not be as bad as one might imagine. In the opinion of one teacher: 'Well, they cope with it and they accept it ... it's part of what it's like to grow up ... but they themselves accept it, and it's amazing to see how some of the exceptionally bright girls are still lorded over by some of the moronic boys, who have absolutely no intellectual capacity ...um...but they're still the boss in a relationship.'
Ethos and inter-ethnic dynamics -- the observers' model (1) School Ethos
A visitor to the school such a member of the research group, who strolls along a corridor adjacent to classrooms at recess or lunch time, is immediately engulfed in a jostling sea of boys and girls from obviously different, non-Anglo-Saxon backgrounds. Absence of compulsory school uniform and the consequent colourful variety of jeans, skirts, dresses, jumpers, parkas and shirts add to the cultural kaleidoscope. Some kids are poorly dressed which hints at impoverished home backgrounds. The chatter in a variety of languages compounds the kaleidoscopic effect.
Individuals and clusters of students from lndo-Asian origins stand out by virtue of their appearance, but also obvious both in appearance and manner are those from Southern European backgrounds. Whereas the senior Indo​Asian students seem to be quieter and more reserved, going about their business with wary detachment, the Southern European students are more boisterous and even 'pushy'. Some boys taunt the girls and in reply get a quick, saucy retort or a sexy toss of the head. In the quadrangle some Southern European boys throw mild insults at another boy, who replies with a half-audible comment in which the word 'wogs' can be distinguished. In contrast, the Asian boys and girls seem more remote from each other, watchful and careful of their personal share of social space.

There seems to be little discernible tension; mostly the kids are concerned to grab books and bags and get into class or away from the school at the
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end of the day. Some pushing and jostling are inevitable and apparently good natured, especially between the younger kids who are the most boisterous and occasionally erupt into wrestling matches.
One moves in and out of the jostling swirl, dodging young bodies and swinging bags, catching an eye here and a tentative smile there especially from students one may have interviewed for the research some time previously. Beneath the surface there could well be tension and almost certainly a 'hidden curriculum', but it is not something one can 'feel' in the way one can in some other schools.

However, the sight of a senior member of staff ticking off a student in one of the counselling rooms outside the principal's office is a salutary reminder not to romanticise the kids in this school. They present as many discipline problems as any others.
The playground can also dispel idealistic notions. Although some mixed groups of students from Indo-Asian and NES backgrounds play handball or some other sport together, as many others keep to their separate ethnic groups. They sit around on benches eating lunches and chatting. But this still does not dispel the 'good' feeling one gets about the school. It is as much a gut-level reaction based on some twenty years of teaching oneself in 'tough' schools where the social dynamics and dialectic were subtly different, as it is an 'anthropological' observation appropriate to the research.
(2) Students' perceptions of prejudice

Discussions with students did not show up the degree of prejudice that comments from staff might lead one to expect. In particular there was virtually no evidence from NES or lndo-Asian students of perceived racial prejudice from members of staff towards students. Most comments concerned relationships between students from different NES backgrounds or the influence of family pressures, and these varied according to the ethnic groups.

(i) Perceptions of lndo-Asian students

For the two groups of Indo-Asians and Timorese we interviewed, lack of or difficulty with English was clearly the major problem. One also needs experience to get a job and although several of the students had part-time jobs or had had experience, they still felt that this was a difficulty. 'A lot of our friends leave uni. but still can't find a job.'
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In the opinion of one Indo-Asian girl, it would be more difficult for girls as they might not be strong enough for factory work. However, another girl felt that some Vietnamese boys could find it harder to get jobs than Vietnamese girls, who could find employment in restaurants or sewing in a clothing factory. She herself had worked in a sewing factory:

It was not difficult, I know how to sew. Then there is the 
prejudice when you go for a job. It's not in this school, they are
more prejudiced in other schools. We don't think there's prejudice in this school. But when you go for a job people say 'your English is not good enough', and they ask you to go home.
There are no problems with neighbours in the flats where they live as the students rarely talk to them. Again, poor English sets up a communication barrier.
In the questionnaire we asked a sentence-completion question: 'When I

think about the future I feel 
', and following it gave space for students to

give reasons in answer to a supplementary prompt: 'Because 
' How did
the Indo-Asian students respond?

It is this group of students who revealed a very high degree of anxiety and uncertainty in their answers to the sentence-completion question. 'I don't know', 'I am anxious', 'I am worried, excited', 'Anything can happen to me', were the main kinds of responses, but no reference was made to prejudice or discrimination causing the anxiety.
However, there were some mild sexist references from the Indo-Asian boys, based on traditional expectations of women's roles. 'If I get a good job, I'll expect my wife to stay home, y'know', was the opinion of one boy, who was the most proficient with English, and acted as spokesman for the group of Indo-Asian boys. He also stated: 'Actually, in my country the girls all stay home when they get married.' Other boys concurred, but difficulty with English and the wish to please us by giving the expected answer may have made their concurrence of doubtful validity. None of the girls referred to similar issues.
(ii) Perceptions of girls from NES backgrounds

The group of girls from NES backgrounds at the Year 12 STC level was far different: English was no problem and they were excited, very confident and outspoken. Their answers to 'When I think ...' stressed this confidence. 'Certain I will succeed and have a bright future', 'Very confident and secure
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about my career', 'Happy, positive', 'I will be very competent and capable of finding a job or being accepted into an institute.'
One girl did admit to being 'very scared', but she was the only one. Her reason was that she 'does not want to get knocked.' The others who gave reasons for their confidence backed it by assertions that stressed personal and social dimensions, such as 'I have confidence in myself to pursue my goal', 'I am certain of exactly what lies ahead of me', rather than economic considerations. There was no mention in these written answers of prejudice, discrimination or even the kinds of family pressures that their NES backgrounds would lead one to expect.

During discussion, the girls tended to dismiss the influence of possible prejudice arising from their backgrounds on their choice of careers, and put most reliance on passing examinations as the key to getting a job. A strong degree of moral positioning seemed apparent. 'If you do all the work that's required I reckon you've got a good chance of getting into somewhere ... it doesn't matter if you're from a different background. It's the work ... the education ... that's right' [a chorus of agreement].
Another girl said: 'If you go for a job and you haven't done the subjects required that's when they knock you back, not because you're Greek or Italian. In any case you should already have made up your mind by Year 11 level.' Doing STC was seen as an advantage because 'you get offers of jobs earlier than students doing HSC.'
The girls claimed that their families are also behind them, and are happy about their job choices and planning for careers. One girl's family wants her to be a primary teacher, but she had chosen to be a nurse, 'because I don't like little brats.' Another had planned to be a draftsperson, but when she saw the teaching jobs available in Greece she changed her mind, and now planned to become a teacher of English there.
The influences on girls from parents to get married early and have children were quickly dismissed:
That's in the villages [contemptuously] ... they don't get a chance to know what life's really about. People are really
backminded, y'know. If they can't continue in their education that's when they're forced into marriage ... because what are they going to do without education? They've got to have somebody to support them like their husband or something.
Sexist discrimination and Greek boys' macho attitudes were also dismissed contemptuously. These girls exuded confidence: 'We're used to it
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... it's something you're used to ... we don't like it [emphatically], but don't really worry about it.' The girls also said that opposition to the macho behaviour and expectations of boys can take the form of defiance. 'That works too, but then they get worse, start fighting ... I think these things can be overcome. It's not a big problem with Greek culture.'
(iii) Perceptions of boys from NES backgrounds

The Greek and Italian boys doing STC took a different line. They had mixed opinions about whether girls have the same or different chances compared with boys. According to them, being a migrant girl is not really a difficulty:
It depends ... depends on the guy ... if the guy's prejudiced, the employer ... some are.
I reckon girls have the same problems as boys because girls seem to sort of just go for all the usual jobs, secretaries,
hairdressers ... they limit themselves, they don't bother to go up

against guys for assistant managers, or managers, or company ... they don't think they've got a good enough chance ... they've a good enough chance as anybody else.
All the boys bar one were born in Australia, but it was clear that some traditional values still influenced them though whether answers were exaggerated for the benefit of the research team was hard to establish. On marriage and the place of the wife:
... she should work full time, have kids ... plan her days and work part-time ... have kids ... I'd lock her up ... I'd want her to be my secrelary ... me too to help me around the hairdressing salon [from the boy who wanted to become a hairdresser and got continual ribbing from the others].
We were struck by the bragging immaturity and silliness of the boys compared with the girls. Many of the boys' comments lapsed into mumbles or giggles and it was difficult to see where the male macho arrogance came from in this group.
Their views about the future in answer to the 'When I think ...' prompt stressed optimism more than pessimism. These boys felt: '... that things will change dramatically', 'happy', 'ready for life', 'excited', 'confident'. One boy was ambiguous: '... if I don't become what I want, maybe I won't find a job.'
The reasons for their feelings stressed economic aspects more than social or personal aspects: moral positioning seemed to be weaker than was the
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case with the girls. The boys felt the way they did because: 'Of new technology', 'It's a new type of job that I'm doing', 'If I don't succeed as an accountant I can surely start my own business.' One or two boys had other reasons: 'My relatives will give me a lot of support', 'Others may want the same job.'
Generally, however, there was quite a contrast between both of these groups of established students from NES backgrounds and the lndo-Asians discussed earlier. Confidence was more apparent, particularly among the Greek and Italian girls. English was not a problem -- several were very articulate -- and perceptions of prejudice or difficulty in the future seemed to be virtually non-existent.
General conclusions

The picture that we expected to find in this school, located as it is in a high ethnic density and low socio-economic area, did not emerge. Instead, the overall and abiding impression of the school was its dedicated, purposeful staff, tight but unobtrusive control and meticulous daily organisation. Morale appeared to be very high: there was an obvious sense of purpose and confidence about the place, and the school was buzzing away very busily.
Difficulties there undoubtedly were, but they were not obtrusively obvious to us and did not add up to a pattern of chronic disadvantage. More importantly, they did not indicate a staff intent on maintaining a degree of social reproduction and Anglo-Australian hegemony over students from different Indo-Asian and NES backgrounds.
The reverse was truer. Much of the curriculum is a direct response to students' expressed needs, especially those from NES and Indo-Asian backgrounds. Systemic constraints from the bureaucracy outside the school are one of the main source of difficulties, but the staff were trying hard to overcome them in various ways.
What discrimination there was appeared to be largely self-imposed, by the small Anglo-Australian minority on themselves, aided and abetted by their parents. Indo-Asian students were far from discriminated against, as the staff were 'bending over backwards' to help them partly because they are a pleasure to have in class.
Some inter-ethnic prejudice and tensions were obvious, but they were mostly at the personal, name-calling level rather than the kind of deeply ingrained, sullen pattern of suspicion and tension that can be found in other schools. Racist graffiti were quite rare and supported this picture.
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It would be invalid to generalise from this case study to other inner city schools, but it may not be so atypical of others, for all its difference from the common stereotype of disadvantaged urban education. It is refreshing to find one example that runs counter to prevailing views about the poor state of the education system in Victoria.
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CHAPTER 6
SUBURBIA HIGH SCHOOL 
Students' needs and aspirations
This chapter portrays the needs and aspirations of constructed-type students attending a composite case study, Suburbia High School. It aims to draw out what is common between the six schools on which it is based, but also notes where major differences exist.
The methodology of constructed type analysis

The composite approach to data risks distorting case study  methodology, as it is strictly invalid to generalise from case studies. We aim to minimise this risk by using a variation of the well-known ideal type analysis developed by Max Weber (1968). Ideal types are tentative models of reality made up of abstracted elements 'based on observations of concrete instances of the phenomena under study, but the resultant construct is not designed to correspond exactly to any single empirical observation.' Ideal types are tentative formulations generated prior to fieldwork, and are commonly used as strategies to 'describe, compare, and test hypotheses relating to empirical reality' (Theodorson and Theodorson, 1970:193-194).
Howard Becker (1971) proposed a variant of this method of analysis in the constructed type. It is broadly similar to Weber's ideal type, but differs in the important aspect that it should be regarded as resulting from field research, rather than preceding it. As Becker ((1971: 94) pointed out:
Such types are made up of criteria (so-called elements, traits, aspects, and so on) which have discoverable referents in the empirical world or can legitimately be inferred from empirical evidence, or both. The construction of these types should always take place in relation to an explicit problem and should be oriented toward a clear-cut hypothesis; the type of highest usefulness is not merely classificatory.

In this chapter, we are concerned with vernacular and observer models of constructed types of students. The following Chapter 7 considers the school's systemic response to their needs, and Chapters 8 and 9 look at types of students' perceptions of schooling, occupational socialization and possible discrimination. The aim throughout these four linked chapters is to 153

test our major hypotheses concerning the existence of forms of systemic discrimination in Suburbia High School's curriculum and organisation, and whether or not students consider that they are personally discriminated against or hampered in developing their career scenarios.
Although we have resorted to the device of using constructed types of students, in this chapter at least it is necessary to draw attention to the ethclass differences between the six schools from which data on students are drawn. Where it is felt that it assists analysis the source of a quotation from which the types are constructed will be identified by the initials of the case study schools. These are:
WPHS - Western Plains High School;

SEHS - Southeastern High School;

MVHS - Mountview High School;

SVHS - Southview High School;

NPHS - Northprospect High School;

FHHS - Foothills High School.

The staff we interviewed in these six schools were those most concerned with broad systemic policy and senior students' career aspirations and planning: principal and deputy principal, years 11 and 12 co-ordinators, careers teacher, pupil welfare co-ordinator, ESL teachers. We cannot claim that they are typical of all staff in the six schools or teachers in general, although the sampling frame we adopted gives a fair degree of probability that they are broadly representative of teachers from other schools in each of the ethclasses.
We are not claiming that the composite case study, Suburbia High School, can be generalised beyond the six schools from which it is constructed. If it can, this will be an added bonus, but it is not our immediate intention. As Becker (1971: 92) warns:

... if the constructed types of sociology are to have predictive power, they must be developed without primary regard to their generalizability. If they prove to be generalizable in spite of the fact that they are first of all designed to yield a shorthand description and analysis of the social actions, etcetera,
permeating a particular historical configuration, in close relation with a broadly stated problem and its derivative hypothesis, so much the better, but such generalizability must not be the all-controlling aim of the endeavour.
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Students' needs and aspirations -- the vernacular model

Staff we interviewed in all but one case study school painted a remarkably consistent picture of students and their needs and aspirations. The exceptional school is Foothills High, where insufficient numbers of NES students were present to enable staff to form as clear a picture as in the other schools. However, this school had large numbers of children from British and north European origins who were not counted as NES for official Departmental purposes. Our findings suggest that it is misleading to claim that Foothills High School has a low ethnic population, because students of British origin can legitimately be counted as 'ethnics'. We discuss the implications of this below.
(1) Anglo-Australian students

Staff comments clearly demonstrated that in comparison with NES or Asian students, Anglo-Australian students showed different approaches to making career scenarios. However, this did not apply across the board to all Anglo-Australian students, as the level of aspirations and degree of motivation appeared to be correlated with the SES characteristics of the ethclass. This was most marked when the polar cases of Mountview High School (High ethnicity and High SES) or Northprospect High School (Low ethnicity and middle to high SES) and Western Plains High School or Southeastern High School (High Ethnicity and Low SES) were compared.
In the former two schools, aspirations and motivation were generally high regardless of ethnicity. 'People here have all had to get to a level of wealth so that aspirations are similar in degree but there are differences across ethnic groups' (MVHS). Northprospect High (Low ethnicity, High to middle SES) was broadly similar. There, some parents were very ambitious for their kids. 'By Year 12 most middle-class students know where they want to go and persuade their parents.' But even they 'don't stand out as much as migrant parents' (NPHS).
In this case there were also intra-ethclass variations, which strengthened the impression of the effect of SES. 'Australians are a mixture. The middle-class group on the hill have high aspirations and want a good school that adheres to conventional standards. [Students from] the lower social class conditions in the newer area [of flats] also want to do well but ...' The implication given by the accompanying gesture was that aspirations and parental drive in that area did not match those from elsewhere in the ethclass.
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In the two high ethnicity, low socio-economic schools the picture was different. Parental and student apathy was one of the most frequently mentioned aspects of the areas in which they are located:
Parents are factory workers who do not motivate their kids.

Students at Year 12 are apathetic and don't seek advice. This is a dead flat area, and terribly apathetic. Students are low achievers, and some have a low level of English. Standard of work is not very high. There are a few goers, but very few (SEHS).
On the other hand, although the general level of English in this particular school was cause for concern, the number of students involved in mathematics was very high. Staff could also point to many areas where students were both active and interested in a wide range of learning activities. However, very few students ended up by going on to university, but TAFE colleges after Year II attracted some. We were told about one girl who got into a bank, and this appeared to be a source of pride for the school. Students going into business courses were rare. Those who left mainly went into local factories, shops and fastfood chains such as MacDonalds.
Some parents from the better-off, middle-class pockets in this ethclass and even single mothers, who were ambitious for their kids and pushed them, were also referred to. However, these were the exceptions. There are only four parents on the School Council and no ethnic associations in the school. One opinion summed up this state of affairs: 'I have not met a school where so much depends on the staff, such as carnivals, fund-raising. If anything is done in the school it is done by staff.'
Western Plains High School the other case in this pair was comparable: There's a high drop-out rate at Years 11 and 12. Low
parental interest, kids get away with a hell of a lot at home, they know the limits of what we can or can't do. They let off a lot of steam here that they can't at home. A tough, consistent teacher earns a lot of respect.
Another comment in a similar vein was that parents neglect kids and do not give them enough care and guidance. 'They are ignorant of how to go about it and are basically incompetent parents.' In comparison, kids from NES backgrounds, especially girls, are more looked after and controlled; the Lebanese and Turkish parents being probably the clearest example of this tendency.
According to another male teacher:

Australian kids are just content to plod along. They don't 
know the answers to virtually all questions. Migrant parents have
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come to Australia looking for a new life. They work hard and [say] 'every opportunity for my kids.' This is very rarely said by
Australian parents, who are much more flexible and let their kids have leeway re job choice, leaving school etc.
Such parents are more inclined to 'rubber stamp' what their children decide to do. Australian-born parents tend to look more to apprenticeships or are happy to let their kids leave school early and work in a supermarket.

In all the six case studies staff comments indicated unequivocally that Anglo-Australians are broader in their aspirations, and do not aspire so 'outwardly' as migrants (SEHS). Anglo students do tend to be less ignorant about the outside world and available jobs and are also more realistic about their job chances, but do not aspire as highly as NES and Asian students. However, they tend to aspire to jobs that are a bit higher than parents but not exceptionally so. Boys have higher aspirations than girls: they won't consider jobs in a supermarket for example. Pressure from their parents is similarly broader and is less than that put on students from NES or Asian backgrounds and may often be virtually non-existent.
(2) Students from NES backgrounds

Comments about Anglo-Australian students were almost invariably made to point up the degree to which students from NES (and Asian) backgrounds are different and usually superior. Whereas comments on Anglo-Australians tended to be somewhat vague, those about NES students were definite to the point where one must wonder whether they were virtually stereotypes. The implications of this possibility are considered in our final chapter.
In all schools except Foothills High staff comments stressed that many NES parents and some students -- Greeks and Italians being most mentioned in this respect -- have aspirations that are extremely high and often unrealistic considering the academic talents of the students. 'Compared with Anglos, more pressure is put on NES students so that many aspire to unrealistic professions, e.g. for Greeks it has to be doctors' (SVHS).
One reason for this was considered to be the strong family and community pressure for the students 'to make something of themselves' (SVHS). In the Greek community, for example, parents tend to compare their children with other relatives that have done well and expect them to do better. Parents thus want heavy academic education and exclusively HSC for their children on the assumption that education per se, rather than hard work, is the key to success. They have great awe of and faith in teachers. Education must be
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'facts' oriented. Compared with Anglo-Australians, NES parents tend to help students select subjects and oversee things generally (SEHS).
In Western Plains High School, parental aspirations often exceed the children's more realistic assessments of their own capabilities. 'So many migrant parents have high aspirations. Sometimes students are brain​washed and think that they are better than they are.' There is also the alternative reaction where there is a big problem with unrealistic parents' aspirations, but the students are more realistic. This can put students under considerable emotional strain:
Migrant parents think that the magic formula for a successful job and life is school ... length of time at school equals a job such as doctor, lawyer or whatever. For example, these Spanish parents require this to be achieved, but the boy is really worried, that he cannot do it. [There is] no way of breaking this to his parents (WPHS).
This kind of reaction is not confined to boys, although they are more likely to be favoured and pressured than are girls. For example, even Greek girls in year 10 can be pushed by parents to get to university, especially Melbourne University. There was the case of a girl coming to the careers teacher in tears because her parents had decided she had to go to Melbourne University to get a degree, but she knew that she would not pass HSC (MVHS).
Despite the strong emphasis they place on academic education, some Greek and other NES families do not have relevant study books at home and often make demands on their children that are not in their academic interests. For example, we were told that for many families from NES
backgrounds there are family 'visiting' commitments which eat into study time. 'Even second generation migrants find it difficult to understand the needs of their children. For example, they will lock little Johnny in his room and he'll "work, work, work" (NPHS).
However, the degree of pressure from NES parents is not ubiquitously strong and appears to vary for a number of reasons. Firstly, there is some evidence, as in the case of Anglo-Australian students, that SES factors influence aspirations. NES parents in upper- and middle-class areas (MVHS and NPHS) push their children to achieve whereas in lower-class areas
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(SEHS, WPHS) this pressure varies. For example, we were told that there is lack of ambition 'even among Greek students ... Greeks are not ambitious compared with those in the northern suburbs.' The degree of general apathy already referred to in this case may have some general influence here.

Parental pressure may also vary due to the relative size of their local ethnic community. This was one explanation offered to explain the lack of parental ambition among Greeks parents in Southeastern High School, where Greeks are not the dominant community, as is the case with Southview High School. Another explanation was that many Greek and Italian families are second generation and thus have reduced motivation to get on. However, this does not apply in the case of Mountview, Southview, Northprospect and even Western Plains High Schools.
An interesting, sociological hypothesis we were given was that migrant parents' aspirations and motivation to succeed depend on the degree to which they have managed to learn how to 'work' the Western capitalist system.
Those parents who know Western capitalist culture, once they overcome the English problem, succeed. The low-income people who don't know this culture, don't know how to get on ... [it's] very much a 'culture of poverty thing' (WPHS).

Suffice to say that it is over-simplistic to claim that high parental aspirations apply across the NES board, without also noting that intra-ethclass variations exist and may be more related to SES differences than other factors. This issue is taken up in discussion in Chapter 10.

Staff pointed out that variation is also evident in the reactions of NES students to parental pressure. Some Greek students react to it by being over-ambitious in the opinion of teachers, but as a result students find it hard to come to terms with their own lack of ability. They are also restrictive in the courses they aim for: '... it must be uni. and only in the area of sciences. They can't even look at the possibility of failure at year 12, can't deviate' (SVHS). It is thus sometimes difficult for staff to place Greek and Italian students in courses that their parents demand, especially where they won't allow students to do an alternative to the HSC or consider a technical option.
In marked contrast there were the comments providing examples of second generation NES students who tend to be 'laid back and casual. Greek students are happy to spend the afternoon down playing volleyball rather than go home to study' (MVHS). This may be a generational problem,
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as comments in this school suggested that there seems to be a disproportionate number of low achievers in the second generation.
We were told that motivation also varies: 'First phase are very high; the second phase just sit there' (MVHS). The same comment was made at Southeastern High School, although it was also noted that there is always a small group with recognised middle-class aspirations. At this school, second generation NES students prefer that no letters or circulars are sent home to the parents. They don't like parents to be involved with their problems.

(3) Asian students

Students from Asian backgrounds had a number of features in common, although there were some variations due to their countries of origin. This should be kept clearly in mind in the following analysis.
'Asians' in the case study schools were of various kinds and came from several areas. Ethnic Chinese were from Indo-China and Timor, and Chinese generally came from such countries as Hong Kong, Singapore and Malaysia. Many of these were second generation. There were also Vietnamese, Laotians, Cambodians and others from the Indo-China region. These were invariably first generation, were found in ethclasses of first settlement and were most likely to pose first-phase learning problems especially in English. Other Asians were from the Indian sub-continent and Sri Lanka.
The great majority of Asians were regarded very highly by teachers and this applied regardless of SES background. Staff stated that they are highly motivated to academic study and are fully aware of its importance for getting into professional careers, which is the ambition of the majority. 'Indian, Singhalese and Asian parents know traditional academic education, and want their children to have a good education' (SENS).

Students and parents know what they want from a school and support moves that will improve its academic facilities:
The school set up a co-operative to buy computers. The ethnic

people who turned up could see what they could get, where they were going ... [they had] clear perceptions and were articulate,
e.g. medicine, economics and political science. One Italian family in particular, likewise Chinese people who turned up. They had very clear ideas (SVHS).
Staff also perceived Asians as having very high aspirations and being 'brighter' and more motivated than other NES and Anglo-Australian students. However, with some very few exceptions, Asians' aspirations did
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not seem to be viewed in the same, slightly disparaging way as are those of some NES groups:
Asians are more recent arrivals here. They have reasonably high aspirations, but not out of their reach. The ones I have placed [in careers] were talented. Many are in the computer field and maths. area' (SVHS).

Despite this, like similar cases from NES backgrounds discussed above, 'some Asian students do have problems with parents whose families have set a path for them to get into, say, medicine', and the student does not feel capable of achieving this or does not want to (SVHS).
Chinese students were invariably spoken of as standing out academically from all other students, but it was also conceded that some Chinese groups may not have been typical of Asians in general. Many are second generation and, being born in Australia, have fewer problems with English than other Asians.
Chinese students here are second generation and come from upper-class family backgrounds, with many fathers already in professions such as medicine. They are not really Chinese, as they speak English very well. They are a small group and don't stand out as a distinct group in the school (MVHS).
Other Chinese are private students who have come to Australia as sojourners for one or two years from such countries as Hong Kong, Singapore and Malaysia with the express purpose of getting the HSC qualification and returning home. This is also the aim of Malaysian students who are sponsored by their government. With such clear academic goals in view, these Chinese and Malaysian students are 'academically oriented towards training, are educationally aggressive and highly geared towards the acquisition of facts ... rote learning is common' (MVHS). 'Chinese students are here with their families' backing. They tend to take education more seriously then Vietnamese' (SEHS).

It is this latter group of students who are most likely to have problems with English. 'Their ideas are good but English poor' (MVHS). Staff felt that this may tend to make them opt more for the mathematics and sciences, as limitations with English restrict their subject choices. However, it was often difficult for school staff to improve their English quickly, and English classes at school have to be supplemented by attendance at local English language centres.
Although Vietnamese and lndo-Asians generally are recent arrivals, it was clear from comments that they too were impressing staff by their motivation
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and attitudes towards academic work. They are more likely to be in areas of first settlement straight out of hostels, or have only recently shifted out to better suburbs. 'Vietnamese move into new estates but keep up their contacts' (WPHS).

Comments suggested that they too 'know where they are going' and are becoming influential in expressing their aims. 'Here we have an increasing number of Vietnamese opinion makers, who have ambitions ... and have broadened the school from Greek, Italian, Maltese, Yugoslav' (WPHS). Some Vietnamese in this school have been transferring from neighbouring schools attracted by its good reputation for ESL teaching.
Family backgrounds and prior experiences in their country of origin influence the aims and aspirations of Vietnamese we were informed. Two groups in particular stand out. Those with parents who had a university or academic background opt for HSC and aspire to university entrance. Others with different backgrounds are attracted to TAFE, Colleges of Advanced Education and TOP courses. Personal commitment can also be strong. We were told of a Cambodian boy who was a table tennis champion in his home country, but gave up the sport to concentrate on study (SEHS).
The class behaviour and attitudes of Asian students received almost universal praise. It was abundantly clear from staff comments that they like having Asian students in their classes. They are seen as extremely polite, diligent and trustworthy -- ideal students in fact:
With the Vietnamese I can go out and leave the class to get on with work. I'm like a consultant with some of them ... they believe in getting the finger out and doing something. They have enormous self-discipline ... volunteer for things like maths. competitions, fund raising' (WPHS).
In another school were were told: 'They are extremely hardworking and polite ... maths-inclined, probably due to language barrier' (SVHS). Against this is the possibility that the same barrier made some Asian students reluctant to ask questions.
These somewhat eulogistic though nonetheless convincing opinions about Asians must be tempered by the realisation that their situations can often be difficult. Parental prohibitions, especially from fathers, can prevent girls in particular obtaining work experience in non-Vietnamese shops with the result that they do not get the experience of speaking English. Some Vietnamese young men are in their early 20s and newly arrived from
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refugee camps. They are virtually self-supporting and have high aspirations, e.g. doctors, university, but no family support and backing and find the going very hard.

This problem is exacerbated by the break in education caused by the time they have spent in the refugee camps. Such students can be 'drifters' from school to school and are in direct contrast to other Vietnamese students who have stable families. 'The broken family situation greatly affects the Asian students' (SVHS). Timorese girls have the 'poorest attendance in ESL classes' maybe due to the fact that they have up to four languages to contend with (SEHS).
A disturbing trend noted in one school and possibly only applicable to its particular area was the effect prolonged socializing in Language Centres had on Indo-Asians' aspirations. Together with some recently arrived NES students they originally had an interest in education, but the socializing experiences and exposure to Anglo-Australian culture were destroying it, so that when they got to school they were not interested.
(4) British and north European students

Despite their relatively smaller numbers in the case study schools compared with other 'migrant' students, those from the British Isles and northern Europe constituted a significant group even though they did not meet the criteria of non-English-speakers or 'ethnics' as used by the Ethnic Education Survey. Nevertheless on both theoretical and empirical grounds it is desirable to include them to complete the composite picture of needs and aspirations.
A supporting reason for including them is the contention from both staff and students in several schools that those of British origin are not the same as Anglo-Australians. Staff we spoke to strongly maintained that students of British immigrant background have manifestly different attitudes towards discipline and the authority of teachers. In one case, they had been encouraged by their parents to be very union-oriented: '... these are your rights ... don't stand for this or that' (FHS). It was a group of British and Anglo-Australian students (SVHS) who requested to see the results of our survey to find out what we had said about them and their views on the presence of NES students in the school. The carry-over of these attitudes into more general aspects of prejudice and discrimination is dealt with in Chapter 9.
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(3) Aspirations of girls

We were interested to find out if girls were aspiring to unusual or non​traditional careers. Unfortunately data did not support this. In total we interviewed 51 girls at year 11 and 47 at year 12 making 98 in all. Out of these 25 girls from all ethnic and NES backgrounds stated aspirations that could be termed non-traditional. Some aspirations could have been masked by those students who only put 'University' as a career option without specifying what kind of course.
Non-traditional choices did not range very widely nor were any of them of the type usually associated exclusively with boys. Choices were as follows, with the background of the girl given in brackets, i.e. Ang = Anglo-Australian, NES, As = Asian.
Year 11 -- Solicitor (NES), Chemist (As), Law (Ang), Police Force (NES), Architect (NES), Cruise Director (Ang), Acting/Journalism (NES), Country Newspaper Cadet (Ang).
Year 12 -- Accountant/Law (Ang), Medicine (NES), Speech Therapist (Ang), Child Psychologist (NES), Law (NES), Health Administrator/Public Relations/Journalism (NES), Pharmacist (As), Accountant/Computer Programmer (As), Pharmacist/Occupational Therapist (As), University Sciences (Ang), University/Computer Programmer (NES), Retail Sales Management Cadet (Ang), Arts/Law (Ang), University Law/Economics/Language for Foreign Affairs Officer (NES), Medicine (NES), Pharmacy (As), Medicine (As).

At year 12 in particular non-traditional choices were more likely to be made by NES and Asian girls than Anglo-Australians. The numbers of Asian girls specifying going to university were high compared with Asian boys. Again, as might be expected Mountview High School and Northprospect High School stood out in comparison with the other schools for the greater number of girls from each choosing unusual or non-traditional careers. It is likely that the high SES component in the ethclass of both with the concomitant availability of professional role models among friends and relatives were the dominant influences in these two cases.
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CHAPTER 7
SUBURBIA HIGH SCHOOL 
Systemic responses to needs and aspirations 
The Vernacular Model
The systemic responses to students' needs and aspirations in Suburbia High School are described under the same categories as Inner City High School. They represent common features of the six case study schools from which we have drawn data. A broad treatment is inevitable, nevertheless what is portrayed comes close enough to each of the case study schools to be generally representative, even though Suburbia High School is not strictly an accurate portrayal of any one of them.
The curriculum

(1) General arrangements for selection and content

Subjects offered by Suburbia High School in year 10, which is considered to be the threshold to the period when thinking about careers usually starts, are provided on a core and elective basis. This gives some degree of choice for students, who are able to make up their courses of study by combining choices of electives in which they are interested with the subjects they have to do in the compulsory core.
In practice there is a tendency for students from NES and Asian backgrounds to avoid choosing subjects which have no relevance for years 11 and 12 courses and their prerequisites. Computer Studies and aspects of careers education and work experience have become an important part of the offerings in recent years. The core at year 10 also stipulates the courses which will provide the foundations for those subjects selected in the following year.
(2) Domination of HSC

The dominant feature of the selection of subjects for the year 11 and 12 levels of the curriculum is the virtually exclusive preoccupation with providing those that prepare students to take the HSC Group 1 examination. Subjects offered at year 11 provide traditional academic courses with an

emphasis that favours mathematics and sciences, rather than the humanities and commerce in which the subjects offered are more limited. 'There is little real alternative to maths. science', one teacher told us. School prospectuses
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are quite explicit that the purpose of this academic orientation at year 11 is to lead on to the HSC year. Students are also advised to select year 11 subjects with this and future careers needing HSC qualifications in mind.
Subjects offered at the year 12 HSC level are those specified for Group 1, again with strong emphasis on mathematics and sciences. It is most uncommon for Group 2 subjects listed for the HSC to be made available or even requested by students or parents. At most two or three Group 2 subjects are provided, such as Mathematics at Work, Advanced Typing and Psychology. Occasionally, as occurred in 1985, one or two others have been listed never more, but they have lapsed for want of takers. The reason for the lack of demand from students and parents was made quite clear when we discussed this aspect of the curriculum at Suburbia High School: Group 2 subjects are not recognised for admission purposes by either Monash University or Melbourne University. Consequently 'Group 2 failed for want of support' (Year 12 co-ordinator).
(3) Lack of STC provision

No alternative to HSC Group 1 is available at year 12. An STC stream is not provided although on occasions some thought has been given to setting up one or something similar. However, little serious progress has been made in this direction; always such ideas have been abandoned due to obvious lack of parental and student support. 'I believe if we had tried STC no parents would have wanted it' (principal).
The decision to orientate the senior levels of the curriculum to HSC Group 1 was not a unilateral one, but was clearly a response to parental and student pressure. 'The curriculum is a reflection of staff perceptions of what is and should be taught, and is a result of students' wishes re HSC' (principal). If the demand is not there the subject is dropped.

As a matter of general routine decisions on the curriculum are made by a school-based Curriculum Committee, which has a representative majority of staff in its membership. Parents and students do not have full membership of this Committee, but can channel their views to it through representives from such bodies as the School Council, on which parents are more fully represented, and the students' own Council within the school.
Probably the major 'losers' in the selection of subjects for the curriculum are modern languages. These are barely surviving in the face of pressure from other subjects although Greek at years 11 and 12 is a recent addition to the curriculum. Traditional languages such as French or German are
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(5) Special provisions to cater for girls and NES students

(i) Equal opportunity

There is no effective formal Equal Opportunity or Participation and Equity (PEP) program running at Suburbia High School, although in principle at least it subscribes to an official policy of equal opportunity for girls. The school tends to pride itself on this: 'It is a big plus in this school' (principal).
Despite the lack of any formal program, semi-formal opportunities to alert staff and parents to issues of equal opportunity for girls do arise at Career and Orientation Days and parent-teacher evenings. The main result of these has been to raise the awareness of staff towards the need for them to be alert to the restricted nature of girls' career choices. A staff seminar two years ago and subsequent general staff discussions have also heightened awareness of the problems girls face in class, due to boys putting them
down in an attempt to dominate discussions and question time. In general however, it is left to individual teachers to deal with this as each feels fit. No co-ordinated program attempts to tackle this problem.
The curriculum and available subject choices are structured on a co​educational basis to give boys and girls equal opportunity to do all subjects together at least in years 7 to 9. Sport is almost fully integrated with the exception of heavy contact sports such as football and rugby. In senior school at years 10 to 12 integration tends to break down as subject specialisation becomes established. Then few girls if any do metalwork and woodwork, and few boys do home economics and typing. Secretarial courses tend to be dominated almost exclusively by girls.
The principal made a special point of mentioning two girls from the school, who are currently studying engineering at Melbourne University, and one boy who is now doing male nursing. Despite the fact that these are rare examples they were obviously considered to be evidence of good intentions on the part of the school.
The majority of attempts to make special provisions for girls and reduce the level of discrimination shown by boys have not met with much success, despite the presence around the school of colourful posters illustrating women in non-traditional careers. In fact, some years ago the possibly premature introduction of a policy of equal opportunity to raise the self-esteem of Greek girls in particular met such opposition and animosity from boys, especially Greeks, and indifference from some staff that the teacher attempting to foster it abandoned her efforts.
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Even the introduction of Womens' Studies as an elective at year 10 has been insufficient to change opinions and has attracted mainly girls, but few boys who could benefit from such a course. Girls themselves are inclined by tradition to be oriented to female jobs rather than to non-traditional jobs, we were told, and this is apparently well ingrained by year 8 showing up in the choices girls make for their Work Experience program in year 10.
It must be difficult for anything to counter the kind of attitude conveyed by one member of staff's comment: 'Inequalities are deeply embedded in our social structure. Girls should be typists and it is a good career. We have employers ringing up to get our graduates.' It is thus hardly surprising that even well-assured girls in the school still aspired to go to college and middle-level jobs rather than to university and the professions.
Most opposition to reducing sexism has come from NES groups within the school especially Greeks and Italians. Examples of them shouting down girls in class and not giving them a chance to speak are common according to staff. This is more likely to occur in years 7 to 9. Some staff pointed out to us that although Greeks and Italians are the main offenders there are marked differences between the treatment of boys and girls in all ethnocultural groups.
The examples that received most attention were the extreme cases such as the harsh treatment of Greek girls by their brothers, who were invariably spoken of as being thoroughly spoilt at home. Although the example did not occur at Suburbia High School, a new member of staff told us of her experience at a previous school where the pupil welfare co-ordinator had to intervene to prevent a Turkish boy from beating up his sister outside the school for daring to talk to boys during recess.

Cultural factors may not be the sole cause of boys' attitudes. Talented girls are resented by them regardless of their ethnic background and the activity concerned. For example, we were told about a drama class that contained several exceptionally talented girls from Anglo-Australian backgrounds. The boys could not dominate or match them and resorted to sulking and disruptive behaviour in class.
The picture may not be entirely negative. By year 10 and on into the senior level the dominance of boys does tend to diminish. In some classes, such as those for HSC biology and even one or two maths. classes, girls have been in the majority. This is partly because boys from NES backgrounds may get the opportunity of leaving Suburbia High School when in the senior level to go to a private school. They are invariably favoured over their sisters: 'they
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are spoilt and let go. The whole world revolves around them' (Female ESL teacher). Consequently girls come to outnumber boys in some classes.
(ii) Modifications due to the influence of NES parents

Some parents from NES backgrounds also attempt to intervene if they think that what their daughters want to do is not suitable. This applies as much to allowing them to take part in some sports as to choosing their own careers. As the ESL co-ordinator at year 12 told us:

We have sent some kids off to TAFE, but it doesn't always work. We had this Cypriot girl -- daddy is taking her home [to Cyprus] to marry her off. She's a fifteen-year-old but she's
adapted too well!

Although such cases undoubtedly occur and have the approval of traditional parents, who are inclined to favour sons over girls in the family, it would be erroneous to generalise that this is the norm in all NES groups and families associated with Suburbia High School. Those from upper- and middle-class homes, who have 'made it' by shifting into the area, are likely to be more enlightened and give their daughters a better chance. Some NES girls themselves have developed a resilience and self-confidence that help them overcome the put-downs of boys.
We talked to one such group of Greek and Italian girls doing HSC at year 12. They were most vocal and persuasive that they easily coped with the boys. These supremely assured young women were aspiring to professional careers, and all claimed that they had the backing of their parents. They also spoke of their comfortable homes and well-to-do backgrounds, and it might be deduced that SES factors may have as much to do with allaying NES parents' fears about their girls as a lessening of cultural traditions.

However, there is still a long way to go in this respect. Even at Suburbia High School there have been examples of Greek and Italian parents not allowing their daughters to go on school camps or join clubs. Very few girls from these backgrounds take part in after-school sport or recreational activities. One incident illustrates how strong this parental attitude can be; it occurred during the practice for a school play after school. The father of a Greek girl in the cast came to collect her well before the end of rehearsal and shouted out from the back of the hall for her to come home. 'It was quite weird ... there was this little bloke standing there ... the poor kid was so upset', we were told by a teacher who was present.
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Day by flying the national flag or to remember other ethnic festivals 'were a disaster, due to inter-ethnic rivalry' (Principal). The attempts had to be abandoned.
The issue relates to the politicisation of ethnicity by some ethnic groups. As the Principal commented to us:

I'd rather not get mixed up with it or know their politics. I 
resolved from then on that the only flag to be flown would be the
Australian flag. This is Australia, and that type of thing does not fit in. So on March 25 there might be Greek dancing and a bit of Greek food but that's all.

A proposal from the Greek Parents' Association to have Greek introduced as early as year 7 made the French and German teachers feel threatened, so that too was abandoned.

Not all staff in the school are convinced of the merits of multiculturalism and multicultural education, although their reservations do not extend as far as one school in our sample. There, even teachers from ethnic backgrounds were militantly anti-multiculturalism. Even in Suburbia High School according to the principal there is some passive resistance to multiculturalism, but fairly substantial support for multicultural education.
The distinction is an instructive one, as it touches on the comparison made in previous chapters between educating for life chances and educating for life styles. The former has to be organised within an Anglo-Australian perspective, because NES students must ultimately take their places in an Anglo society, while the latter does not need to be. As the year 11 co​ordinator at Suburbia High put it:
It's got to be an incidental thing in a way. We must blend all to be Australian, but keep respect for different cultures. We need to look where we're going. Multiculturalism won't get jobs.
(6) Organisation of the curriculum for careers work

The principal and staff of Suburbia High School organise the curriculum in a way that they consider is in the best interests of students, and within all the kinds of ecological and bureaucratic constraints that have been mentioned in previous chapters. In this section, we employ constructed types to describe the staff and organisational features that are most directly concerned with 'careers work', particularly where it might be a vehicle for differentially influencing the aspirations of students from various ethnocultural backgrounds.
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(i) The style of careers work -- referral roles for staff

All careers work in Suburbia High School is dominated one way or another by the directive from the Department of Education in 1984, stemming from the legal implications of a High Court action in 1982. The directive states that it is most inadvisable for any member of school staff other than a qualified careers teacher to give students direct advice. Even the careers teacher is restricted in what he/she is allowed to do. These restrictions and the fear of possible litigation from students or parents were the factors most frequently mentioned during discussions with staff, and in their opinion play a major part in constraining what can be achieved.
Even if staff are interested in and keen to assist students plan their future careers, the major result of the constraints is to place all but the careers teacher into referral roles. That is, senior staff who might otherwise be concerned with helping students make plans for the future are virtually obligated to refer them to the careers teacher, if they want to protect themselves against possible litigation. This applies even to year 11 and 12 co-ordinators and the pupil welfare co-ordinator who are most directly involved.
At some time during every one of our interviews, the question 'how are you involved with careers advice' would produce very guarded responses all to the effect that the staff concerned would be very careful indeed what he/she said to a student. 'It's really not my responsibility. I send them to the careers teacher. We have to be very careful what we do' (deputy principal). Some few members of staff admitted to giving hints and tips to students, but invariably during informal situations such as a chance meeting in the playground or on a school camp for seniors. The general implications of the directive and the constraints it has produced are taken up in Chapter 10.
(ii) Year 11 and 12 co-ordinators

In view of the directive, the co-ordinators at years 11 and 12 in Suburbia High School thus see that their primary function is to help students plan their academic courses. This they do in consultation with the careers teacher usually some time in third term. If necessary where borderline cases are involved, other subject teachers and even the pupil welfare co-ordinator may be brought into a roundtable discussion. This informal arrangement is the equivalent of the kind of more formal pupil welfare committee that exists in some other schools.
According to the two level co-ordinators (males in this case, although 
females occupy these positions in two schools in our sample), the emphasis
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is placed on advising students about the logical outcomes that their subject choices for years 11 and 12 will have on attaining future career aspirations. In effect, the co-ordinators assist students to formulate their study pathways rather than their career pathways. Occasionally they will advise parents on the best academic course of action for their children, but usually with the added advice to go and see the careers teacher when career options need to be discussed.
The year 11 co-ordinator starts this activity with year 10 students in October/November. All students are interviewed, given the subject choices available and main guidelines for year 11, and advised to consider the educational requirements of the careers they would like to follow. For those students who have not taken the relevant prerequisites for subjects at year 11 this advice usually leads to aspirations being modified to some extent. In any case, a student's academic results at the end of year 10 may play the decisive part in determining what future courses of action are open to him or her, as a certain standard of results is necessary to be allowed to go on to do some of the subjects at year 11.

However, the matter does not end there. Although the students are choosing subjects ostensibly for year 11, their choices are also strongly influenced by the prerequisites for the HSC examination, which will take place the year after. Career plans for some are thus conditional on what will happen in the HSC examination and the subjects they can do for it in year 12.
In the task of helping students the year 11 co-ordinator is directly involved: 'I will advise in terms of subject choices and how they relate to careers only if the parents or kid asks. We can't offer direct advice. That's the career teacher's job' (year 11 co-ordinator). A saving factor that makes up for this is a well-produced, printed handbook setting out the options for year 11 in detail. A strongly worded preamble advises students to select their subjects with the educational requirements of the vocation they intend to follow in view.
Fundamentally the same routine is adopted at the end of term 3 in year 11. The years 11 and 12 co-ordinators work in conjunction with the careers teacher to decide year 11 students' eligibility to go into year 12. Again the emphasis is on guiding each student into a study pathway. Concern with careers is incidental. As the year 12 co-ordinator informed us:

178

in all our sample schools she also teaches at least five periods a week, in this instance year 9 English.

In discussions, the careers teacher saw her role more as a resource person to provide students with as much information as possible often quite informally so that they can make their own decisions, rather than to be directly involved in intensive counselling. In her view there is a need in the school for a more formal back-up system of pastoral care as a team effort of form teachers operating in conjunction with the pupil welfare co-ordinator. However, she also said she recognised that the current Education Department legislation works against this.
For the same reason the careers teacher acknowledged that it would be difficult for careers education to be integrated formally into the curriculum, as a compulsory subject at year 9 ideally extending out of English: in her view the most desirable arrangement. Despite the multiethnic composition of the student population, she did not believe that multicultural education is an opportunity to promote careers education: 'It's not an ideal vehicle, especially the way we have it in this school.'
Providing students with information and experience relating to careers is attempted in a variety of ways. A careers education course is timetabled for all students at year 10, for one period a week over a whole term. Part of this is a two-week work experience program, which the careers teacher co-
ordinates. Students are encouraged to be actively involved in the preparatory work of writing or phoning for appointments and taking as much responsibility as possible. However, work experience provisions do not assist some students from Asian backgrounds, as they tend to get placed in jobs related to their own ethnic community, and do not get the chance to practise English or relate to a wide range of non-Asian persons.
The careers teacher follows up every student after the two weeks. However, because of the demands of other subjects a similar arrangement cannot be made at years 11 and 12. No careers education is timetabled for them and work experience cannot be arranged.
Another function of the careers teacher is to arrange a careers orientation night each year in conjunction with the local branch of Rotary. This usually covers some 85 occupations, but involves close to one hundred per cent male speakers rather than women. Lack of female role models is obvious. To the careers teacher this was not of major concern: 'It doesn't matter here. Most of our kids have very traditional job aspirations; there are very few aiming for non-traditional jobs.' Parents' attendance at this function is generally very good, but the other parent-teacher nights do not attract many.
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In particular Asian parents do not attend in numbers commensurate with the Asian students in the school. The careers teacher suggested that this could be due to communication difficulties.
The facilities in the school that enable the careers teacher to function effectively have only recently become fairly adequate. Up until two years ago she shared a room with the pupil welfare co-ordinator which made private interviewing difficult. Now, thanks to declining student numbers, she has her own room, a telephone and equipment. The major resources consist of sets of pamphlets on careers from the Commonwealth Employment Service, however there seemed to be gaps in the series when we inspected them. Handbooks from the universities in Victoria, the Victorian Universities Admissions Committee (VUAC) and Victorian Institute of Secondary Education (VISE) are also available.

The careers teacher is also slowly building up sets of slides and a few videotapes on careers, but has to rely on the uncertain availability of a videotape player from the main library to use the latter. Another major resource used in the careers education courses during year 10 comprises sets of booklets on planning careers put out by the Department of Employment and Industrial Relations (DEIR), and the Life Skills Program published by the Commonwealth Banking Corporation. Despite the availability of these fairly substantial resources, we were told that students do not use the careers room as much as they might, but tend to buttonhole the careers teacher in informal settings such as the playground and corridors or at lunchtime. Not all students do this, and Asians are often too shy to contact her in this way.

(v) The ESL teachers

The three ESL teachers at Suburbia High School are responsible for classes in English as a Second Language mainly for lndo-Asian students, who are new arrivals, and some NES students. Work with the latter is often of a remedial nature rather than truly ESL. Classes are run on a withdrawal basis in years 7 to 11.
All the ESL teachers we spoke to were emphatic that ESL is crucial for helping students' careers. lndo-Asian students in particular need considerable support from their peers when going on school excursions. According to the ESL co-ordinator ESL teachers are a 'little involved with year 11 students' job applications. Some Asian students in particular need help.' However, they felt that they should not get too involved -- 'it's not really our role'-- and should try to refer students to the careers teacher where
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possible. The principal also commented that part of careers advice is extra help for NES students and this too comes from the careers teacher.
However, one ESL teacher was more forthright: 'Yes, I do use my work to talk about careers and feel that's inevitable in much ESL teaching, as we try to stress practical things.' She now advises her students at year 10 to be realistic about their futures and make a wide choice of subjects. She would advise against doing subjects like legal studies or anything with technical English if the student is just out of the Language Centre or a new arrival.
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CHAPTER 8
SUBURBIA HIGH SCHOOL 
Perceptions of systemic provisions 
The Observers' Model
The views of all groups of students concerning the career planning assistance from the school and community are considered in this chapter. In particular, the aim is to establish whether students from NES and Asian backgrounds consider that they are discriminated against in their attempts to formulate career scenarios.
Perceptions of systemic influences

A major part of our research was concerned with establishing how students perceive the systemic and structural influences of the school, family and community on their attempts to construct personally satisfying career scenarios. One section of the questionnaire and questions during the discussions with students gave them an opportunity to state how influential they thought various sources of careers advice from within and outside the school had been.
(1) The most influential groups of systemic factors

(i) Students' perceptions

The influences on students' career scenarios and sources of information they could draw on were grouped into three categories: family and home influences, school influences, community influences. Considered as a whole, the students were quite clear about the way they ranked these three groups on the basis of their helpfulness. Family sources were seen as by far the most helpful with positive (most helpful, fairly helpful) comments substantially exceeding negative (not used, not helpful) comments. School influences were the next most helpful, even though negative comments outweigh positive comments. Community influences and resources were seen as the least helpful and either were not consulted at all or were not helpful for the majority of all students.
The same ranking of the groups of influences still held when year 11 students and year 12 students were considered separately, but a difference was apparent in the degree of helpfulness accorded to the school. The
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(ii) Research team's conclusions

These results are significant for several reasons. Firstly, it is logical that the careers teacher ranked well ahead of other teachers in view of the current Education Department regulations that advise against them giving careers advice and make referrals common. Secondly, 'neutral' sources of advice in the booklets and other kinds of information made available in the school can be seen in the same light as a replacement for teachers who are unable or unwilling to give advice.

Thirdly, by year 12 many students are committed to HSC and possibly tertiary studies and have already made up their minds, so that the careers teacher is somewhat superfluous, and gets ranked lower than is the case at year 11. Fourthly, the strength of friends at school is an interesting support for the research findings mentioned in our first chapter, which also stressed their importance in the occupational socialization process.
(3) The importance of the ESL teacher for Indo-Asian students

(i) Students' perceptions

Figures also revealed some interesting and not unexpected differences between the three groups of students at each year level. At year 11, Indo​Asian students ranked the careers teacher ahead of all other resources, followed closely by the ESL teacher, information made available in the school and then friends. The high importance given to the ESL teacher supported what we were told about her offering advice to students on careers.
(ii) Research team's conclusions

We might thus question the wisdom of the Education Department's directive in the case of Indo-Asian students. By insisting that they are only given careers advice by the careers teacher, they could be deprived of a source of information, i.e. the ESL teacher, to whom they relate naturally and often informally in the normal course of her work. In other words, some systemic discrimination could result against Indo-Asian students if the Departmental directive is adhered to rigidly.
(4) The importance of impersonal resources

(i) Students' perceptions

Students from N ES backgrounds at year 11 ranked sources of information and the careers teacher equally ahead of friends at school. Anglo-Australian
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students at year 11 gave a similar ranking. For students of NES

backgrounds at year 12, sources of information were ranked first followed by friends and the careers teacher in that order. Anglo-Australian students at year 12 followed a similar pattern.
(ii) Research team's conclusions

These findings suggest that for senior students at least a careers room and library well stocked with booklets, pamphlets and other kinds of material on careers are essential and highly valued components of effective careers work. To judge from the preferences of Asian students and those from NES backgrounds discussed below it might be highly desirable for such material to include newspapers, if not on a daily basis, at least the 'Saturday Age' with its large section on employment.
(5) Limited support for work experience programs

(i) Students' perceptions

The questions we asked had to avoid leading students into answers and could not anticipate what any one of the schools used for careers work. For these reasons we did not refer explicitly to work experience programs, but left space for students to list 'other sources'. A small number of students at both year levels used this space to write 'work experience' as one of the sources from which they gained help. However, these mentions were confined to Anglo-Australian students and those from NES backgrounds. No Asian students mentioned this source of help.
(ii) Research team's conclusions

Although there were insufficient data to go on, it can be suggested that work experience programs may have limited usefulness for Indo-Asian students. This is supported by the opinions of staff and comments of these students discussed below. It would appear that they tended to find work experience in businesses run by relatives and thus did not gain the experience of contact with Anglo-Australians. In any case, many Indo-Asian students have part-time jobs out of school, which would give them more experience than the school could organise.
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(6) The most helpful sources in the community

(i) Students' perceptions

The resources in the community outside the school and family that were ranked most highly by both year levels were newspaper advertisements. Experience from part-time jobs was ranked next by both levels, and in the case of year 11 students this was equal second with television as a source of information. The Commonwealth Employment Service (CES) office was ranked fourth.
Comparing the three groups of students, it was noteworthy that NES students in year 12 placed more emphasis on all community resources than either Asian students or Anglo-Australian students, who placed least emphasis. At year 11, the stress on newspaper sources was greatest for lndo-Asians, followed in order by students from NES backgrounds and Anglo-Australians. At year 12, the students from NES backgrounds placed greatest stress on newspapers followed by Asians and Anglo-Australians in that order. At both year 11 and year 12 a similar ranking was followed in relation to television advertisements. The order of ranking was completely reversed in respect of the CES at year 11. More Anglo-Australians favoured its use than either students from NES backgrounds or Asians in that order.
(ii) Research team's conclusions

We can speculate from this pattern and the preferences for newspapers and television mentioned above that sources of information which do not involve face-to-face contact are more likely to appeal to lndo-Asians and students from NES backgrounds, at least in year 11. A similar pattern is not so evident in year 12.

(7) Help from the home and family

(i) Students' perceptions

We asked students to state which family members had most influence on their career plans. Anglo-Australians and students from NES backgrounds gave most credit to 'parents'; a few Anglo-Australians rather endearingly referred to 'mum and dad'. However, although parents were most helpful for lndo-Asian students at year 12 brothers were most important for lndo-Asian students at year 11 regardless of sex.
Within each of the three groups of students there were some variations of emphasis. For Anglo-Australian students at both year levels mothers gained equal (year 12) and more (year 11) mentions by girls compared with fathers
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about course and career [Fashion Designing at RMIT]' (girl from NES background).
Other types of comments did not fall clearly into one or other of the emotional states, but still indicated that students had quite deep-seated concerns. Typical of these were: 'A sense of danger and a longing to be happy with my children ... a fear of war and weapons' (Anglo-Australian girl, year 11); 'I feel like going to uni. I want to earn a degree and get a good job' (Asian girl, year 11); 'A big jump from school' (Asian girl, year 12); 'Lack of time to consider options' (Anglo-Australian boy, year 12); 'I feel as though I have to decide on one definite direction ... there are so many occupations I would enjoy and believe I could do' (boy from NES background, year 12); 'What will happen, will I live long, will I marry or who. I just don't know what will become of my life' (girl from NES background, year 11); 'I must be careful of what I do, as I wish to have a a happy and secure future' (boy from NES background, year 11).
(2) Students' reasons for their feelings about the future

We classified the replies at each year level into several groups according to the reasons students gave for their feelings. At year 11 the employment situation and current lack of jobs were clearly the major concerns for the majority of students except Asian girls, and received more mentions that were negative than positive. One is struck by the tone of quiet despair pervading many answers.

A selection of examples indicates their range: 'I'm confident, but job positions are scarce' (Anglo-Australian boy); 'Worried, unsure -- there may not be a position at the end of my studies' (Anglo-Australian girl); 'Quite depressed -- I don't think there are job opportunities around' (Anglo​Australian girl); 'Unconfident -- other people with experience or HSC will be considered first [before me]' (boy from NES background); 'I'll be alright at getting a job. It's not hard to get into nursing with good marks' (girl from NES background); 'Unsure -- if I can't get the job, then all the years of work will have been wasted' (girl from NES background); 'Terrible -- don't know whether I will get a job or not' (Asian boy).
At year 12 a significant number of students 'don't know' what is going to happen to them, and appeared to have a kind of free-floating anxiety, rather than a specific reason for their feelings. However, apart from them, the dominant concerns for the majority of students were passing HSC and the employment situation. In the latter category, comments were basically similar
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to the examples at year 11 and were predominantly pessimistic. Only a small number of students were optimistic. Comments about their HSC chances were also predominantly pessimistic and apprehensive.
Some examples of the latter were: 'Fear of failing. A lot depends on results' (Anglo-Australian boy); 'Insecure, frightened how I will go and what will happen to me' (Anglo-Australian girl); 'If I fail HSC there won't be much hope for me' (boy from NES background); 'Confident if I work hard and get good marks' (girl from NES background); 'Unconfident, uncertain -- my future all depends on how I go in exams' (Asian girl); 'Comfortable and not at all apprehensive. I have to concentrate on my studies and worries are the last thing I need' (Asian girl).
(3) Feelings about choosing a career

We asked the students, 'Is it hard or easy to plan for your future?' and provided the open-ended prompt 'Why?' to elicit reasons for their answers. Although the provision of only two options and the forced-choice nature of the question are not entirely desirable, in this instance we were more interested in the reasons for students' answers than whether they felt that planning for the future is hard or easy.
Results were predictable. At year 11, 61 per cent of students thought that planning for the future was hard, 22 per cent thought that it was easy and the remainder did not give an answer. At year 12, 77 per cent of students thought that planning for the future was hard, 11 per cent easy, and the remainder gave no answers.
There were few differences between the major ethnic groups. At year 11, girls and boys from NES backgrounds had slightly more positive views than the other two groups about planning for the future. All the Asian girls at this level thought that planning was hard, as did all the Asian boys at year 12. The other groups at year 12 did not differ from each other in considering that planning is hard.
(4) Students' reasons why planning is hard

The great majority of answers at both year levels related to the category we termed occupational planning. That is, they referred to the problems students have over such aspects as difficult decision-making, choosing careers, uncertainty over plans, over-abundance of and confusing options, too many choices to make, lack of knowledge of available courses, constantly changing minds and plain not knowing what to do. At year 11, the
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employment situation and personal factors were also important reasons. At year 12 the employment situation received fewer mentions than at year 11, but personal factors were also important.
(5) Research team's conclusions

The pattern of responses in (1)-(4) above is very clear. Regardless of ethnic background, many students saw the future in a very pessimistic and uncertain light and this should be worrying to anyone who is concerned about the future of young people. Of equal importance is the fact that students' views of their futures revealed weak moral positioning, i.e. futures were seen predominantly in instrumental and economic terms, rather than in terms of moral cues and social skills (strong moral positioning).
This pattern has implications for systemic provisions in careers guidance and the teachers involved. They need to recognise the depth of students' concerns and the necessity to provide as much down-to-earth information as possible about alternative career scenarios and life skills. More generally at the transmission level of the curriculum, adopting the kind of 'mental health' or 'social welfare' orientation, criticised by Maureen Stone in Britain and described in Chapter 2, could be counter-productive as it does not address the reality of the socio-economic and political constraints that are limiting career opportunities in Australia. Politicising this issue along lines suggested by Bullivant (1981a) might be a more realistic orientation.
Perceptions of causes of difficult careers planning

Some reasons why careers planning is hard related to family influences and the effects of society and the school. Although such comments were relatively few, they do give some indication of the other problems facing students from NES and ethnic backgrounds.
(1) The influence of the school

(i) Students' perceptions

Blocking of subjects seemed to cause some problems, as it reduced options. 'You choose a subject at school and have to keep going, can't change' (Anglo-Australian girl, year 11). However, a year 11 boy from NES background thought that planning for the future was easy because 'I have been able to get all the subjects I want with no trouble.' At year 12 lack of information available in the school was mentioned by two boys from NES
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backgrounds. Two Anglo-Australian girls said they had not received enough help. One wrote: 'Personal interest is not taken at school with our future.'
In one or two instances success or failure hinged on which aspects of the school were involved. For example, a Greek boy at year 12 'had a dream to be a PE teacher', but found by the time he got to year 12 that he lacked the science subjects necessary to get into a CAE course of teacher training. This was because he had chosen the wrong subjects to study at year 11 and had ended up with only biology. As he commented to us sadly: 'It [his dream] just went down each year. ' However, another Greek boy at year 11 with a similar aspiration had more success. He wanted to be a gym instructor and found that planning was easy: 'I got a lot of help from my PE teacher.'
(ii) Research team's conclusions

Little should be generalised from such comments, but it is worth speculating whether they hint at the kind of impersonal situation that might result in Suburbia High School, if the Education Department's regulations on giving careers advice are followed to the letter by all teachers except the careers teacher. Then students might well be justified in thinking that nobody except her takes a personal interest in their futures.
(2) Influences from society

(i) Students' perceptions

Some students felt that society is against them and in some cases their comments hinted at possible discrimination. One Asian boy at year 11 wrote that he was not being given a chance: 'Some people don't let you have a chance in any job, like disabled people. They think if we work for them now, in the future our skill will be better, we will be richer.' Another Asian boy at the same level also found planning hard. 'I'm nervous, worried -- some people don't let us have a chance.'
Four boys from NES backgrounds at year 12 also commented on the influences of society to explain why they found planning hard. Their reasons referred to pressures or demands from society and the uncertainty caused by social changes. One comment might touch a responsive echo in some: 'Society demands that I work when I don't want to.'
Society can seem to be indifferent to some students and this makes their career planning hard. The comments of Asian students indicated how isolated they felt: 'I have no support from anybody, and have to stand on my
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own 2 feet' (Asian girl, year 12). 'No one to talk to, am very much on my own. I'm not sure if my decision is right' (Asian girl, year 12).

(ii) Research team's conclusions

The way society can bring out anomic feelings of powerlessness and loss of control over the future seems to be at the bottom of these comments. This reinforces the need for units in the curriculum related, say, to social studies, that present a politicised interpretation of Australian society in an attempt to give students more insight into the dynamics that control their lives (e.g. Bullivant, 1981a). The need Asian students have for Australian friends referred to above is an indictment of the indifference Anglo-Australians feel towards those from different cultural and racial backgrounds.

(3) Family influences

The family can exert influences that make planning both hard and easy, to judge from students' comments. 'It is hard to plan', commented one Anglo​Australian girl at year 12, 'because parents and other relatives expect me to do a better job than teaching.' In contrast, an Anglo-Australian boy at year 11 found planning easy: 'I can depend on my parents for help.' Two girls from NES backgrounds at year 11 also found planning easy because of family support. One of them said that she depended on her brother for most advice.
Other girls at year 12 from NES backgrounds also had mixed feelings about the family. A Greek girl complained that planning was hard because: 'Father wants me to do medicine not fashion designing, which is what I want to do.' She also commented that she could not do the subjects required for medicine and that made it worse. The power of the family came out in the comment of one Asian girl at year 12 that planning was easy: 'My family explained the advantage of being a pharmacist, and I accepted it.' Another Asian girl found it hard because: 'I can't get much help from family members.'
(ii) Research team's conclusions

That the family can exert both positive and negative influences is the obvious conclusion we can draw from the above. The comments should dispel simplistic stereotypes: not all Asian families are supportive, for example. Neither do all Anglo-Australian families have medium-level aspirations for their children, as the comment of the girl whose family wants her to aspire higher than a teaching career indicates. The control NES families can exert over their girls' aspirations may be at the bottom of the
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Greek girl's complaint about being stopped from choosing a career in fashion designing. It certainly supports the views of some staff concerning the strong influence on career scenarios exerted by these kinds of families.
Comments in group discussions on career planning

The written comments of students were borne out by other comments that they made during discussions. They flesh out the picture conveyed by the more quantitative treatment already considered and add a human dimension that can be highly revealing about the problems young people face. By dividing students into four constructed types differences in cultural attitudes and values towards the future and work can be identified.
(1) Anglo-Australian students

(i) Job opportunities and the HSC hurdle

Many Anglo-Australian students at both year levels pointed out that job opportunities are limited and the careers they wanted were not going to be achieved easily. Although there were several students of both sexes, particularly those from middle- to upper-middle SES backgrounds at year 12 who exuded confidence, most students were apprehensive or not very confident about what is ahead of them. They also thought that HSC was a big jump in standards and demands on time, a comment echoed by most of the other year 12 groups we talked to.
At year 12 the need to have HSC as a basic qualification for getting a job received frequent mention. 'If you get a high score in the HSC you've got a better chance of a good job' (year 12 girl). Without it the chances of getting something good were thought to be slim, and even with it there was no
absolute certainty. The comments of several students were summed up by one boy's remark to the effect that some of his friends had HSC, but still could not get into the careers they wanted. We sensed a disturbingly general feeling of frustration and despondency when such examples cropped up in discussion, despite the bright confidence and brave face that many students put on.
(ii) Limitations of work experience programs

Many students at both year levels maintained that it was necessary to 
have had prior experience to get a job, but it was clear that they have had 
very mixed success in obtaining it. This was very off-putting. For some, the
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school's work experience programs at year 10 and at year 11 helped, but for others they were a dismal failure. Two weeks were thought to be not long enough for such a big step into the workforce. Most caustic remarks were reserved for the pittance that is provided: 'Work experience has helped. We got paid $3 a day -- that's an experience! It doesn't even cover your fare into the city' (year 12 boy). The general laughter that greeted this comment and the way it was echoed by other groups made it clear that the comment was not unique.
Students at both levels mentioned that work experience was used by some employers to exploit their labour without really teaching them anything. 'All I did was sweep floors. They didn't let me handle any of the machines or learn anything. You don't really do serious work' (year 11 boy who went to a metal fabricating workshop). On the other hand, for another boy from year 11 the work experience program had decided him on his career in the building trades. 'I did this work experience as a tiler, and liked it, so I've decided to be a plumber and stay in the building trades.'
More seriously, several students mentioned that some part-time work experience had been humiliating and suggested apparent discrimination from the employers. Some of the major supermarket chains came in for several comments from students. 'The management there treats you like dirt' (year 12 girl). Anglo-Australian students were sometimes not accepted by European immigrant business owners in high migrant density areas because of their prejudice against Anglo-Australians.
Where there were high densities of lndo-Asian immigrants in the area students went to, management preferred supermarket check-outs to be manned by girls from similar backgrounds so that the ethnic language could be used. Anglo-Australian girls felt discriminated against in such cases. However, boys were almost invariably employed in the rear of the supermarkets where their strength was an asset shifting boxes and stacking crates. Consequently they did not experience comparable feelings of discrimination. In such instances, knowledge of English which is virtually mandatory elsewhere did not help.
Several comments suggested that work experience was too general, and often did not help one get experience in a future career. As one year 12 girl put it:
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Work experience only offers a short range. Like, if you want to go into physiotherapy, you are not offered it ... you can't opt for what you want to go into. So you've sort of got to do the jobs you don't want to do.

(iii) Mixed opinions about parental support

Most Anglo-Australian students claimed that the support of parents had been a valuable factor in their career planning. However, the idea of students invariably benefitting from adult role models was queried by one mature girl at year 12, who claimed that they could be an incentive, but could also put one off:
I think it is good to have people to look up to, so you can say

'well they have got that so maybe I can get it too', but you can also have doubts, like I am not good enough -- I just don't know.
(iv) Inadequacies of school facilities

Although there were some inevitable adverse comments on the school's inadequacies, the personal limitations of the careers teacher in particular and restrictions on subject choices due to blocking, the career advisory resources were generally commended. However, there were still sufficient adverse comments to suggest that some systemic aspects could be working against some students.
The careers night came in for several adverse comments. Adult speakers from the business world and some of the universities 'talked down' to students, failed to give them real information and just passed them along to another source of advice. The result was that students could waste a whole evening trekking from one source of advice to the next and end up by getting nothing. Limitations on the number of advisers students were allowed to talk to also caused frustrations.

Research team's conclusions. There was evidence to suggest that some students from Anglo-Australian backgrounds considered that systemic resources in the school and community discriminated against their occupational socialization. In general, the balance of comments on work experience programs was favourable. However, there were sufficient unfavourable comments to suggest that the scheme may not be all it is claimed to be by staff at the school and could do with rigorous re​assessment.
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(2) Students from NES backgrounds

The comments of students from NES backgrounds reiterated many of those already mentioned, and need not be repeated. However, there were some variations that were due to the students' different cultural backgrounds. These were of interest, as they gave us some insight into the special problems these students faced.

Impressionistically and in very broad terms, it seemed to us that girls from NES backgrounds had very confident outlooks on their futures and careers more so than the boys from similar backgrounds. But even they were usually confident and outgoing. In comparison, many Anglo-Australian students seemed to lack such exuberant confidence, although there were some exceptions especially among those from the middle- to upper-middle SES parts of Suburbia High School's ecological context.
(i) The strain of HSC

The HSC year was felt to be particularly hard and there were more comments to this effect from NES students than from Anglo-Australians. The following comments were typical of several. 'It's a depressing year. Such a big jump from form 5, it's unbelievable. The workload now is really getting on top' (year 12 Greek girl)
(ii) Work experience

For some of the students work experience was relatively easy to obtain, as it could be done with relatives or members of similar ethnic background. However, this Could constitute a form of discrimination against those from a different ethnic background. The statement of one Italian girl was one of several comments on this of this kind of situation:

Well, the person that I worked for was a bit racist against Anglo​Australians. I only got the job because I had an Italian
background. He was Greek and would not take an Australian in. I don't think he would have taken one.
Boys from NES backgrounds at year 11 also thought that being migrants did make a difference when it came to getting a job.
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It depends on your work and employer, and whether he's prepared to give you a go. Maybe he doesn't like migrants and won't give you a go. Maybe he's a migrant and knows what happens to you if you're a migrant, and you might be from the same country. So he would give you a go.
However, it appeared from other comments that coming from a different background could be a disadvantage. 'The boss I worked for was a bit [racist], but most of us that were working there were Greeks or Italians, and he treated us a bit rough' (year 11 Greek boy).
(iii) Careers night

Comments on the value of careers night at school echoed some of those made by Anglo-Australian students. Like the famous curate's egg, it was 'good in parts'. One group of year 12 Greek and Italians girls appeared to have got little out of the experience:
I went, and every person I went up to -- I went up to the 
medicine bit -- I asked all the questions, and they would say 'I
can't help you with that you will have to ask the next person', and they would say 'I can't remember that far back' ... they couldn't answer one of my questions, I was so frustrated (year 12 Greek girl).

I had the same. Actually I got from some of them, they were really old [general laughter from group]. I just wasn't impressed, and thought I will never go to one again. It was just a waste of a whole night (year 12 Italian girl).
(iv) Influence of parents

Students had mixed feelings about the help they got from parents, although most claimed that it was generally positive.
They have seen the hardships and they condition you (year 11 girl).
Your parents push you a lot. They hate working in factories. They say 'listen, don't get into overalls, get into a suit, wear a tie, get home at 3.30. If you don't pass it'll be a factory job, you'll cut your own throat' (year 12 boy).
However, it was also pointed out that parents were not always able to help due to lack of English or ignorance about the demands of the HSC:
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It's an advantage [having migrant parents] in one way, but itt a great disadvantage in another way. Because at home we all talk Croatian, my parents don't talk Australian, maybe a few words. If they would talk Australian it would probably help us at school (year 12 boy).
Career planning could also be affected by other factors associated with the family. In the opinion of one Greek girl at year 12:

Well I haven't got much help from my parents, they don't really understand the concept of HSC. They know that I have to pass it but they don't know -- like I don't go home and tell them I did well
in a test or that because they don't really understand. They would understand, but it doesn't concern them much. So I do career planning by myself. I have got an older sister and she is doing second year college, but she doesn't have much time so I manage myself.
Lack of parental help could also cause indecision. This was mentioned by many students and in ways that eloquently conveyed their mixed-up feelings. As one year 12 girl put it:
I'm definitely going to get my HSC, that's about the only thing I'm sure of. I may become a social worker, but again ... I have my parents' influence and [they say] 'no, there's not many of them these days and couldn't I become a doctor or lawyer'. But I've always had these different careers. I wanted to be a nurse, now maybe a doctor. Lot's of ideas ... I don't know where I'm heading.

Research team's conclusions. Cultural factors appear to have played a more important role in the career aspirations and education of students from NES backgrounds than those from Anglo-Australian backgrounds. This points to the desirability of careers advisers acquiring a sound background knowledge of the main cultural features of the various ethnic groups in Australian society. This issue is further discussed in the last chapter.
(3) Asian students

Asian students reiterated many of the previous comments. Like the students from NES backgrounds, Asian students' parents frequently could not help due to lack of English and knowledge of the HSC system. 'My parents encourage me to do HSC, but that's all. They care about me but cannot help' (Vietnamese girl, year 12).
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employers off. As a result there was a tendency for Vietnamese especially to get work experience with compatriots. The distinction that the student from NES background brought out about there being two kinds of employers, the racist ones and the non-racist, was also mentioned by two Asian students.

As the following transcript indicates they also had an optimistic faith in qualifications that was not fully shared by other students:
Q.
Do you think Australian-born Australians have an

easier time getting jobs than people from migrant backgrounds?
A.
I don't really think so, because it all gets back to the

qualifications you have. I think now most employers, I don't think they're as concerned whether you are
Chinese or whatever, more whether you are capable of doing the job (Chinese boy, year 12).
A.
I think there are some cases though. I think there are

two scenes, one where they have prejudices -- those who like Australians -- one that likes ... migrants,
because we work harder (Asian girl, year 12).

Research team's conclusions. As with the students from NES backgrounds, the comments of lndo-Asian and other Asian students revealed strong influences from cultural backgrounds operating on occupational socialization. Probably the most important aspect that careers
advisers should appreciate is the way in which apparently minor organisational decisions may be perceived as discrimination, even though it is unintentional-and merely follows the 'rules'. Students' adverse reactions may be partly due to the strong value placed on the maintenance of 'face' and also to a strength of academic motivation that is not typical of Anglo​Australian students.

The overall pattern of results

We hoped that the questions and discussions on careers planning and the future would give students from NES and Asian backgrounds an opportunity to mention the existence of racial prejudice and discrimination. However, apart from the few examples referred to above, such comments did not appear in the written answers where one might have expected them due to their anonymity. Instead, the great majority of comments stressed the employment situation, concern over the HSC examinations and the general
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difficulties of occupational planning that affect students from all

backgrounds.

Comments during discussions were lively and often uninhibited from year 12 groups, although Asian students tended to be more reticent and guarded in their remarks, preferring to give diplomatic or neutral answers rather than comment as freely as the others. Answers still did not reveal the existence of as much systemic prejudice and discrimination as we expected.
One can legitimately infer from this either that prejudice and discrimination affecting career planning and future life chances did not exist to any great extent or that the students did not perceive them to be as important as the other factors. A further explanation might be that they were inhibited from mentioning such issues. In an attempt to shed further light on this, we now proceed in Chapter 9 to analyse the group discussions that we held at Suburbia High School to see if students' verbal comments reveal perceptions that are more directly about prejudice, discrimination and even racism.
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CHAPTER 9
SUBURBIA HIGH SCHOOL 
Perceptions of prejudice and discrimination 
Vernacular and Observers' Models
The phenomenological emphasis of the research was most evident in the discussions with staff and students. As the following chapter demonstrates their comments on prejudice and discrimination were perceptive and at times candid.
Staff perceptions of inter-ethnic relations -- vernacular model (1) The general pattern of prejudice
The usual comments from those staff we talked to were to the effect that in general there are some inter-ethnic tensions in the school, but that they are usually latent and episodic flaring up from time to time. They are not always between the same groups and may be governed to some extent by the
changing student composition of the school. How far they influence students' career scenarios is not certain.
Views of the staff were often past-oriented, i.e. their comments almost invariably alluded to periods 'two or three years ago' when rivalry between ethnic groups was severe. For example, we were told:
Greek versus Italian antagonism is not so vitriolic now as it was two years ago. Then there was gang warfare between them. We're a melting pot of a school, but that's not to say the're not periodic tensions (year 11 co-ordinator).
It is probable that Indo-Chinese and other Asian students may now be the most recent and main target for prejudice and discrimination. However, views differed on how severe it is. 'A few Asians haven't related well ... there are language difficulties and they keep to themselves, but haven't been discriminated against' (deputy principal). 'There's some underlying hostility towards Vietnamese students, but it doesn't amount to much more than name calling' (principal). 'The Asians are tolerated rather than liked' (year 11 co-ordinator). 'There's some evidence of antagonism towards Asians from Australian students, but it's not bashing or real taunting, just name calling' (careers teacher).
Other staff support the opinion that prejudice most commonly consists of
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name calling with 'wogs' being probably the usual epithet, though 'slant eyes', 'flat face' or 'slitty eyes' are used to refer to Asian students whatever their background. The origin of another term, 'houris' (harries?), is unclear. One blackboard we saw had 'Chen sucks' scrawled over it. How long this comment had been there was uncertain, but it says something about the school that it had not been immediately erased.
(2) Causes of prejudice and discrimination

(i) Jealousy over academic ability

Reasons for the hostility were not entirely clear. It may be more apparent in junior and middle school rather than in senior levels, and could be related to a form of rivalry between ethnic groups over the amount of work that should be done. The ESL co-ordinator told us about sitting in on a group of year 9 Italian and Greek girls who were having a 'fascinating discussion' about the Chinese students in the school. The Greek and Italian girls 'don't like them, they said they work too hard and study too hard.'
Yet at the more senior level of year 12 HSC it was said that Asians are respected in class if they are doing well. Year 12 students tend to work more together and there is no apparent jealousy, according to the year 12 co​ordinator. Outside class, Asians tend to isolate themselves, but there is some integration between the ethnic groups especially for lunchtime sports and recreation. However, he also commented that some Vietnamese arouse jealousy especially in the junior grades, and mentioned the example of the Vietnamese girl who got poor marks in a test. When the marks were read out publicly the rest of the class, which included a majority of students from NES backgrounds, cheered and reduced the girl to tears.
It is a sad reflection on those responsible to realise that such antagonism may not be reciprocated. As the ESL co-ordinator told us, some comments by Asian girls in her classes indicated that they place high value on getting Australian friends and were elated when they did. Anglo-Australians may not perceive that Indo-Asians need friends, particularly if there are enclaves of them in the area. This can occasionally generate antagonism from Anglos, who think that 'the place is swarming with them ... all those 97 Vietnamese in the one house', as one comment of some Anglo-Australian students put it (year 11 co-ordinator).
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(ii) Inter-ethnic antagonism

Other comments revealed that intolerance can come from surprising quarters. The pupil welfare co-ordinator told us about the attitudes of some Greek students towards Italians. They call them peasants ... some of those who have been here some time can be more intolerant towards other migrants than Anglos.' A more extreme example did not come from Suburbia High School but is worth citing. It concerned a boy calling an Indian student a 'black bastard', despite the fact the the boy who used the term had a skin that was darker than the other.
(iii) Influences from home and SES backgrounds

Staff suggested that a great deal of the prejudice originated in the homes of students and were understandably keen to exonerate the school. 'I'm sure families affect students, but the discrimination is not through school structures. We do our best to stamp out prejudice here' (principal). His view about the lack of involvement on the part of school structures was echoed by the deputy principal.
The ESL co-ordinator commented that an Anglo-Australian student in middle school had said to her: 'My mum's on a pension, and she can't get a home loan, but Vietnamese can easily get them. That's why I don't like them.' Another junior Anglo-Australian boy habitually called all NES and Indo-Asian students 'wogs', and when pulled up by one of the staff defended himself on the grounds that his father called them all wogs so why shouldn't he. Such examples were not isolated incidents. As the pupil welfare co​ordinator commented to us: 'The problems in the school result from the homes, not thse school, but are inflicted on us.'
Research team's comments -- observers' model

The kinds of prejudice and discrimination described in (iii) may have been indirectly related to the socio-economic backgrounds of prejudiced students. There were some grounds for thinking that they were more likely to come from lower-working-class and broken homes, than from those which were more well to do. The feelings of inferiority and being hard done by through adverse socio-economic circumstances may have triggered off a transfer of jealous hostility towards scapegoats such as Vietnamese and Asians in general, who were highly visible targets and were thought to be more successful. However, this does not explain the attitude of former migrants such as the Greek students towards Italians, the 'peasants'.
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It is difficult not to fall back on theories of social closure discussed in our second chapter to account for such phenomena, and this issue is taken up in Chapter 10. It should also be apparent from the above examples that the whole question of prejudice in school is highly complex and cannot be reduced to neat categories and thus simple solutions such as those proposed in much culture contact or self-esteem theory. Where prejudice originates from homes or is due to socio-economic forces outside the school, it is hardly likely that such curricular palliatives will be effective.
Students' perceptions of prejudice and discrimination -- the observers' model
The group discussions with students were arranged to provide maximum opportunity for them to engage in a freewheeling exchange of views about a variety of issues relating to their futures. In contrast to their written
responses, students' comments often revealed a deeper perception of reality and maturity.

As in previous presentation of data by constructed types, we make no claim that they are representative of similar groups in other schools. However, due to the size of Suburbia High School and the fact that its catchment area includes a variety of socio-economic suburbs ranging from lower-middle to almost upper SES, the views of students were correspondingly varied. Sufficient numbers were thus available on which to base our constructed types and ensure a good spread of opinions.
The following are the constructed types of students: Anglo-Australian girls and boys; Australian-born boys and girls with second-generation parents from British and northern European backgrounds; girls from NES backgrounds; boys from NES backgrounds; boys and girls from Asian backgrounds. We did not feel it was necessary to separate Anglo-Australian, Australian-born or Asian boys from girls, but wanted to give girls from NES backgrounds an opportunity to air their opinions without being swamped by the macho behaviour of NES boys.
(1) The general pattern of discussions

As a general rule, Anglo-Australian and Australian-born students were the most outspoken about students from ethnic backgrounds. Their comments ranged from sensible and balanced assessments of the difficulties those from NES and Asian backgrounds face to some obviously prejudiced views. The latter usually came from students at year 11 level. Students at year 12
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from middle- to upper-middle SES Anglo-Australian backgrounds, who had non-Anglo-Australian acquaintances of the same SES level, were the most balanced and least prejudiced in their views. Students from NES and Asian backgrounds tended to be more restrained in their comments and rarely if ever indulged in personal prejudice.
However, one group of students stood out from all others for the crudity of its outbursts against Asians. It was composed of year 11 students, with one or both of their parents who were long-established, former migrants from eastern and northern Europe (e.g. Germany, Holland, Britain) and from lower-middle SES backgrounds. So pronounced were their views that we feel it is necessary to draw special attention to them later in what follows, but nothing should be generalised from this, hopefully unique example.
(2) Factors influencing the views of Anglo-Australians

To adequately portray the variety of views, in what follows we focus on major recurrent themes and illustrate them from data.
(i) Competition as a major cause of prejudice

The theme that stood out as probably the main cause of prejudice against students from NES backgrounds and Asians was jealousy about the competition they provided for Anglo-Australian students in the classroom, especially in year 12 HSC groups, and more generally in the workplace. The competition was felt to be due to several causes: more language skills, better brains, willingness to work harder than Anglo-Australians, the benefit of pressure from parents.
However, as the excerpts below show, not all comments were negative. Frequently there was grudging admiration particularly from year 12 students of the ability and capacity for hard work of students from NES and Asian backgrounds. In fact, such comments from the Anglo-Australians demonstrated wry insights into their own shortcomings and provided supporting evidence for the model of the aspiration -motivation gradient we develop in Chapter 10
The following comments from a group of Anglo-Australian students at year 11 clearly focused on the theme of competition. About migrants in general: 'Well, you feel like they are going to take over our jobs, and there will be nothing left because there are so many of them here' (year 11 girl). Another girl gave a more balanced view: 'I feel that if they've got a better qualification
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than me then they should get the job over me. I shouldn't get the job just because I am Australian and they are Asian.'
In general the comments of Anglo-Australian students at year 12 were less prejudiced. One group of confident and articulate students in particular made a number of positive comments based on migrants of their acquaintance. However, it quickly became apparent that they did not think of migrants at the school in the same way as the 'different' migrants from what they frequently referred to as the 'western suburbs'.
You can't really compare the migrants from our school with the migrants from the western suburbs, because the migrants from our school are more likely to be behaving the way that we are than others, and the ones from the western suburbs are liable to be behaving like the rest of them, like not high hopes and things like that (year 12 girl).
(ii) Perceptions of the effect of SES

For this group of students an interesting class-focused type of analysis

took the place of the usual themes about prejudice towards migrants.

I don't know so much whether it's speaking English [that gets good jobs] but I do think that the area you come from makes a difference (year 12 boy).
I think it does, but it shouldn't (year 12 girl).

It shouldn't, but I believe it does. It shouldn't make any

difference how you present yourself and what background you

have but it does, because someone's more likely to employ you if you look well presented, you speak well, have a good
background, good schooling than if you've been from some western suburbs or something. I'm sure they look at that, they shouldn't but they do (another year 12 girl).
Sadly, the comment of a Italian girl from a lower-working-class 'scum' area mentioned below may confirm this.
(iii) Influence of teachers on perceptions

The feeling we got of 'there but for the grace of God go l' was explained by several in the group. It threw an interesting light on the way misconceptions about migrants can be built up inadvertently and with the best of intentions, even though some would not agree with them on pedagogical grounds. As the following exchange of questions and answers revealed, it transpired that
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the western suburbs had featured heavily as a form of 'bogeyman' in teachers' attempts to motivate the class:
Q. Have you been doing a unit on the western suburbs, you seem to know a lot about them?

A. We hear about it, we always get told about them by the teachers. They're shown as an example. Last year we did economics on unemployment, the teacher was saying 'that'll be you, don't worry about it, unemployment is for you' (girl).
A. Yes, that's what we're going to be doing when we leave school. Our teacher had the uncanny ability to make you feel very low ... it was 'oh forget it, you're going to fail anyway.' You don't have that many patting you on the back, saying don't worry, calm down, you're going to pass (another year 12 girl).
(iv) Envy of language skills

Jealousy over the extra language skills of students from NES backgrounds and the competition for jobs this can cause produced the following prejudiced comments by Anglo-Australian students. They resented Greeks and Italians speaking to each other in their own languages in class and complained that they could not get jobs in places where these languages were expected. Job chances were better if you knew two languages:
Q. Do you think it's an advantage being an Australian in this society?
A.
No, not in Melbourne, no way ... many of the shops, you look

at them and they're Italian or Greek, and if you don't speak

Italian or Greek you're lost, because most of the people around this area do. So it's really unless you do languages it's us without the advantage because the ethnics have two languages. A lot of the kids that go to school with us speak two languages. What annoys me is that they speak Greek in class (year 11 boy).
(v) Effects of ambivalence about ethnic identity

There was an interesting ambivalence about Anglo-Australian students' ethnic identity in some cases. As the extreme case discussed below suggests, such ambivalence may have influenced the prejudiced views that
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a few students, who could have been confused about what it means to be a migrant, held against others from NES backgrounds. For example:
Q.
I get the feeling that there is a kind of competition between

you and the Greek kids, is that right?

A.
There is, like you don't think of your friends like that but it is

(year 11 boy).

A.
Like, I look Greek and walk down the street, and I look Greek

and no-one knows that I am Australian, and I can say things

in Greek. Everyone thinks I look European but both my parents are Australian. But when you come to think of it, it's also in the way of clothing and the way you dress because of fashion and the way your hair is ... if you're dark skinned or dark hair (another year 11 boy)
A.
It's funny, I work sometimes for McDonalds and we get these

'old mamas', and it's lucky I can understand a bit of Greek, because they're trying to ask for potatoes etc. They should be made to learn our language (year 11 girl).
(vi) Jealousy about 'brainy' Asians

Comments about Asian students were varied, with the more prejudiced coming from year 11 students. In particular it was clear that they were jealous of their 'brains'. A discussion with one group of year 11 Anglo​Australian students about the job situations facing Asians produced the following comments:
... [they will have] no problem. Well the Asian kids here are pretty smart (year 11 boy).
Brains ... well we could probably be just as brainy if we were prepared to put in just as much work. I've got three Asian friends and they are forever doing homework and study and that (year 11 girl).

It comes from their parents, because their parents are usually

more strict than ours', we're not pressured as much (another year 11 girl).

My parents, they try to pressure me, but you say 'I have done half an hour's homework and that's it, I'm going out'. I get pressured, but I just do a little bit (second year 11 boy).
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(vii) Competition from Asians at HSC level

Year 12 students were usually more tolerant, and even showed grudging admiration of Asian students' capacity for hard work. Asians good 'brains' also came in for frequent mention, though students had mixed opinions about the competition they generated in class. As the following excerpts illustrate, some Anglo-Australian students were obviously well aware of their own shortcomings.
Q. What do you think of Asian students in class?

A. In form 3 they're doing form 5 work, way ahead of us. They don't talk much. Like in chemistry, I don't think I am the dumbest in chemistry, but I talk all the time, and all the
smarties sit at the back and wait for me to make a fool of myself and then they get the answers (first boy).
Q.
Is it only chemistry they concentrate on?

A.
No, everything, pure and applied, sciences, you find very few
doing English Lit. etc. They're good at everything (first boy).

Q. Do you think Asian students face the same problems as you about the future?

A.
More so, I reckon ... like, if a Chinese kid goes for a job -- this
is probably a generalisation too -- but they say they are Chinese -- oh, I don't know -- I think they would have more trouble getting places than we would (first girl).
Q. How do you think they could overcome those problems?

A. I think they have to work harder than we do and get better marks, so they would have better qualifications, and that would put them a step ahead of us (second girl).
Q.
Do you think that is going on?
A.
Yes, especially with Asians [three girls nod in agreement]. I

think that parents tend to push them a bit ... you know, like the ones that have just come over ... but they are just naturally pretty brilliant (fourth girl).
A.
There are usually two types of Asians, the delinquent one

and the smart one -- they are either very smart, or you don't

see them after form 4 ... There is not really an in-between Asian person. They are usually either really smart, or otherwise they leave, and the victimisation of Asians is usually on the delinquents, never for the smart ones (second boy).
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(3) Australian-born students of British and northern European background (i) Racist comments
Regrettably not all comments were so thoughtfully put. One group of Australian-born students at year 11 had quite extreme views, and our first contact with them gave some warning of what to expect. We had finished talking to a group of students from NES backgrounds and, as they filed out of the classroom, a year 11 student in the group of Australian-born students who were waiting called out loudly 'go away you ethnics. How's fishing in Uruguay?'
Their comments during the ensuing discussion were little better and descended to a level of stereotyping, crudity, personal denigration and viciousness that was of considerable concern. The main target was Vietnamese, but Chinese and other migrants came in for attack. This was the only group of students to use personal terms of abuse and denigration about them. As the following excerpt shows, many of the fears and prejudices that we have already discussed were present:
Q. Did you find the Vietnamese students were very good

students?

A.
No they weren't ... they were pains (first girl).

A.
From an academic point of view (first boy).

A. Well they were -- all they would do would be to run around the school and speak in their own language. I mean if they come over here they should be prepared to speak English in the schools. If they don't speak English they should stay in
their own schools ... they come over here and they don't want to take on any of our customs ... they just blabber in their own languages, and they don't worry about what you think. The only time they will speak English is to a teacher, otherwise they just run around and blabber their own language (first girl).
Q. Do they swear at you?

A.
Oh yes, in their own language! I mean I could tell you ten
thousand in Greek and Italian and Vietnamese and all the rest of it (second girl).

Q.
Did they do well in class?
A.
No, not all of them. They were just the same as us -- you
have some people high and some people low. Most of the wogs were dumb (second girl).
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There were many other and worse remarks in similar vein that need not be repeated here. How can one account for them? Revealing comments from several students in this group gave us the feeling that they were very unsure of their own identities. Although born in Australia, some had parents who were former immigrants from northern European countries such as Holland or Germany, but had been in Australia for many years. Others were born of Australian-born parents, or had English-speaking parents formerly from England or other English-speaking countries. Such lack of firm identity may provide one clue to the viciousness of some of the comments, particularly about Asian and Vietnamese students.
(ii) A more mature set of opinions

However, a group of students with similar SES and parental backgrounds but at year 12 had more mature views especially about Vietnamese students. This may suggest that the age and personal maturity of students could have had a bearing on the degree of prejudice they showed. The greater maturity seems evident in the following:
Q. What do you think about Asian students in the school?

A.
I don't know, but there always seems to be something or 
somebody prejudiced against another person. If it's not their colour or race, it's their disability, or something else. If people want to be prejudiced against you they will find something that they don't like (first girl). [Several other students nod in agreement].

A.
Yes -- there is a lot of prejudiced people around the school.

Oh, they just ignore some of the Vietnamese. Some of the kids have had a few fights -- I saw one in the corridor yesterday (boy).
Q.
But is this prejudice or just that they may not like each other?

A. They don't try to get to know them. They just seem to have a set against them (second girl).
A.
Well, like, the Australian boys don't get to know the Asians
(second boy).

A.
Some English-speaking people hate the migrants, but after a
while they get used to them (third girl).

The influence of other factors such as peer pressure and parents on students' prejudice also came out in the same discussion group, as the following comments on hate against migrants illustrates:
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Q. That's a very strong word, hate, isn't it. Would you agree with it?
A.
Yes, well a lot of people do hate migrants and that, but to me

they don't take the time of day to get to know what is really inside that person or their personality (girl).
A.
It sort of follows from generation to generation -- if one

person says they hate somebody, then their friends are going to say they hate somebody. Just say you have a mob
of people, and just say the leader of that group says he hates somebody -- don't you reckon the rest are going to say that? (boy).
A.
Sometimes the parents tell their children ... it's often the case

where the parents say, oh like the Vietnamese, they have come over here and [done well] and we are still poor, and the children begin to hate (second boy).
Q. Have you heard of things like that?

A.
Yes, well I have been in a situation like that with my mum.
She doesn't like Vietnamese, and I nearly said that I don't

like them, but then I thought why should I say that. I was nearly caught in a situation where my mum doesn't like them, but now I have realised I should think what I think, and not follow what she said because I was nearly influenced by what she was saying (third girl).
A.
Once you get to our age, or say a bit younger, you start
thinking for yourself. Just because your mum hates Joe Blow, you don't hate them. Once you start thinking about it,
you get your own thoughts and it is different (third boy).

(4) Students from NES backgrounds

Not unexpectedly NES students were more reticent about prejudice in the school and society generally and, at least in discussions with us, never descended to the level of the previous examples of prejudice. This was understandable. They were talking to two obviously Anglo-Australian interviewers, who could have been representatives of the school authority for all they knew, despite the fact that we took pains to explain our university affiliation and research for the Human Rights Commission. Despite this, students from NES backgrounds provided some interesting insights into the way they perceived their relationships with those from different ethnic backgrounds.
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(i) Poor opinions about Anglo-Australian students

Although some students commented that they were insulted in the school by name-calling, their most common opinions about Anglo-Australians concerned their laziness and unwillingness to work hard. One even sensed a sort of contempt, which might surprise some Anglo-Australians, even though it was clear from the self-critical comments cited above that they too perceived themselves to be lazy in comparison with ethnic groups.

The following are representative comments from a variety of NES students and provide an insight into some of the experiences of migrants in our society:
A.
Like, the Australian wouldn't give up his Sunday afternoon to
work. My dad works. Like, last week he worked twelve hours a day, seven days a week, whereas an Australian would not
usually do that. Mainly because the Australians have not seen the hardship that we've been through (Greek girl, year 11).
A.
Education is what it comes down to. They [parents] have it so
hard, they say you must get educated at a really young age ... I think we want to finish school. Australian kids, because they have the option, their parents say 'well it's your life, if you decide to leave' ... so they just leave. They [my parents] say 'get a job, because I don't want to see you working in a

factory the way I sweat every day.' My mum works in 50 degree heat. I know she's exaggerating, but she works where they burn these little parts, and she gets burns all over her, and it really makes me do my homework (second Greek girl, year 11).
A. Australian kids take too much for granted. The Australian kids do (Yugoslav boy, year 12).
A.
I think there's more Australian kids out of school than there is
in, because the ethnics are more keen than the Australians. All the Australians I know, they give up in Form 5, because their parents aren't so hard on them. They don't mind them dropping out sometimes. As for the ethnics, if I told my parents I was going to drop out of school, they'd kick me out of the house, they wouldn't understand (Greek boy, year 12).
We heard no prejudiced remarks against Asian students, though as the

comment from one Asian boy cited below indicates it does exist.
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(ii) Comments about prejudice from the school system

We heard few statements which revealed that students from NES backgrounds felt that the school system discriminated against them. However, as the following excerpt illustrates this can happen when school staff may unwittingly discriminate against some students or could be perceived as doing so, even though they were only enforcing the rules as they saw them.

The incident occurred during the lunch break. It concerned a group of girls from Greek and Italian backgrounds, who were told to move away from an area which they were allowed to use for social relaxation, because staff claimed that their chatter was disturbing Asian students who wanted to use the computer room nearby. Again the reference to Asian students' brains' is obvious.

A.
I think they get more attention, I think, from the teachers

(Greek girl).

Q.
Is it any particular group you're thinking of, these brains?

What sort of advantage have they got?

A.
It's the Asians. They're back every lunchtime doing that

[computers] (second Greek girl).

A.
I think they might be a bit prejudiced or something like that

... we've got a social area where we can do work, and we were sitting there, we had a free lesson, and this girl was actually trying to get her work done, and she went in and told the co-ordinator, and he came out and told us off. But then during lunchtime a couple of days ago, when we were doing our work, they were making so much noise and we couldn't do our work. I don't know whether she did that because she really couldn't do her work or it was because of us. I don't know.
We weren't making that much noise. The co-ordinator came and said 'you've got plenty of work to do, you shouldn't be playing around like babies.' You can't spend all your time working [other girls agree emphatically]. They tell you off --
say 'go do your work.' You study at home, you study at school! (first Greek girl).
An element of sexist discrimination on the part of the male staff could also have been involved in this incident.
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Q. It sounds as if the boys might have it a bit worse?

A. Yes, they do, maybe because they answer back -- they stand up for themselves (first Greek girl).
A. We just have to stand there and take it. We get told off, and take it (Italian girl).

(iii) Prejudice from Anglo-Australians in the wider society

The opinions of students from NES backgrounds varied on how much prejudice there is in Australian society. One Italian boy claimed that it didn't really matter how many marks one got for the HSC, you could only get a good job opportunity 'if you're anonymous, because there are a few prejudices out there.' Another claimed that it was not so much a matter of one's ethnic background so much as the suburb he or she comes from. If it happened to be a 'sort of a scum area, that is where all the scums and vandals are' an employer might not take you on (Italian girl, year 11).
Comments from several year 11 and 12 Greek boys illustrated how sensitive some NES students were towards being accepted as Australians:
Q. Are you Australians?

A.
I was actually born here (first year 12 boy).

Q. And how do you feel -- are you Australian or Greek?

A.
Well, I'm not really sure. I just see myself as an individual. I 
am just part of Australian society. I don't think I am an Aussie Ocker or old-fashioned Greek (second year 12 boy).
A.
My parents are Greek but don't speak it ... Greek doesn't 
worry me ... you have a lot of Greeks with jobs and they get things like phone calls because they speak Greek. And then a few of my friends are really thick, but they got jobs with their relatives (year 11 boy).
Q. And J
, what about you?
A. Yes [I was born here] I suppose we are referred to as Greek, but you know ... (second year 11 boy).
Q. You are not referred to as Greek -- but some other way? A. Well there used to be a name for them but not any more (third year 12 Greek boy).
Q. Why? Is it because people have grown up here or what?

A.
I think that before people used to just accept it, but now there 
is sort of a new generation of us -- because we are the children of migrants, and there is just more of us, and they just accept us now (second year 12 Greek boy).
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(5) Indo-Asian and Asian students

If some of the students from NES backgrounds were wary and reticent, the Indo-Asian and Asian students we talked to were even more so, and this too was understandable both on cultural and 'political' grounds. Culturally, they may have been trying to give us the answers they felt we wanted to hear. As we tried to avoid putting leading questions on prejudice, Asian students
could have been at a loss to know exactly how to respond. Politically, as for students from NES backgrounds, we were obviously authority figures of some sort, and the short period we spent in Suburbia High School gave no time to build up the kind of rapport which is essential for doing research into sensitive issues like prejudice and race relations.
(i) Comments on prejudice in society

In the following excerpts it is apparent that students had differing views over the difficulties Asians face:
Q. Do you think Australian-born Australians have an easier time getting jobs, than people from migrant backgrounds?
A.
I don't really think so, because it all gets back to the

qualifications you have. I think now most employers, I don't

think they're as concerned whether you are Chinese or whatever, more whether you are capable of doing the job (Asian girl).
A.
I think there is in some cases though. I think there are two

scenes, one where they have prejudices -- those who like Australians, one that likes migrants because we work harder (second Asian girl).

Indo-Asian students who were more recent arrivals had different opinions. They considered that it was difficult to get a job without good English -- probably the most common complaint -- and that Anglo-Australian employers 'dominate people' (Vietnamese boy, year 11). Girls had a better chance of getting a job than boys, especially on checkout counters in big stores in areas of high Indo-Asian population where the ability to speak the language is an asset.
Some Indo-Asian students thought that it was important to have connections or even relatives in the company to get a job. 'You can't get a job immediately, there must be a relationship' (year 11 boy). An Asian's appearance also had some influence on job prospects we were told by a
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Asian boys were not immune from experiencing prejudice, but in this example some of it apparently came from students from NES backgrounds. The Asian students obviously considered that there was safety in numbers and physical size:
Q. Do the boys have the same problem? Do they get picked on?
A.
Not if you're a big size. Not really. I suppose it's because I've

been here since form 1, maybe I've been with them longer (first Chinese boy).
Q. Do you think other migrant groups have the same problem?

A.
I think Greek and Italians not so much, because there are 
quite a lot of them, so when the new ones come, they go into a group. But with the Chinese, there aren't so many (second Chinese boy).

Greeks and Italians try to pick on us too, so we call them 'wogs' back (first Chinese boy).
Finally, probably the most disturbing comment came from a year 11 Indian girl, who had obviously travelled widely and had lived in several countries. The comment came during a discussion with a year 11 group of girls from NES and Asian backgrounds:
Q. What do you all feel, are you Australian or not?

A.
I don't feel like it. I am not welcome as an Australian. I am

known as someone who has come from another country and treated like that.
Q. How are you treated?

A. Because of my colour, they treat me like someone that is not welcome. I mean I am not Australian. I am a foreigner, which doesn't worry me. I am proud to be what I am, but it hurts. In the States, no matter what you were you were a person. It didn't matter about your colour, the same as in Fiji. But when I came here it was really different. I was really disappointed.

Perceptions of sexism

To judge from students' comments sexism may have been a bigger issue in Suburbia High School than anti-ethnic prejudice. There were many statements to the effect that sexism existed, but little clear indication of how serious it was or how it affected career scenarios. Students from Anglo​Australian and NES background were the most outspoken on the issue with
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girls from Greek and Italian homes being particularly candid in their comments. Within the wealth of data a number of themes can be identified and are considered in what follows.
(1) Anglo-Australians comments on sexism during lessons

Most comments were made about the sexism that occurred in class. Girls complained that boys tried to put them down by smart and derogatory comments. This was most common in junior levels, and was not completely absent from HSC classes, although one year 12 girl maintained: 'I think we've all grown out of it by that stage.' However, the comments of other girls indicated that she may not have been entirely correct. Our evidence also suggests that there was a difference in maturity between years 11 and 12. Comments from boys in particular at the former level were more brash and often sillier than comments at year 12.
Many sexist comments from boys were also said to occur during sport or physical education lessons, where girls had to put up with their derogatory remarks about poor performance. 'Like we used to have a girls' cricket team, and the guys used to stand around and say -- you know, make comments -- I think a lot of it is in fun, it's not very serious '(year 12 girl).
At year 12 the standard of discussion about sexism was usually mature and sensible. A certain idealism was present, and some of the comments struck us as refreshingly naive without the cynicism that can creep into discussions about sexism at more mature and often ideologically biased levels such as university and college. Girls could be surprisingly magnanimous towards boys. They acknowledged that their behaviour could be crude and off-putting at times, but also said that it didn't really worry them in class. Some girls did not take it seriously and obviously regarded it as a fact of life in school.
Many boys were prepared to acknowledge their own shortcomings -- 'mucking around' received frequent, and often boastful mention -- and even admitted to girls' superiority in some aspects of education. The following excerpts from year 12 discussions illustrate these themes of brashness, idealism and tolerance:
Q. Does it affect your relationships in class to have boys there?

A.
1 don't think so. I have found that girls and boys are very 
friendly, they have the same interests, and are equal, and they think the same way (first girl).
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A.
Well, I think that's one of the advantages of a co-educational
school -- you treat boys just like other people, you don't worry about what sex they are, they are just people. You treat them just like you would your girlfriends and things like that (second girl).
A.
I just find boys are boys and girls are girls. I don't find them

any different in class (third girl).

Q. What about the standard of work?

A.
They [girls] have a higher pass rate (first girl).

A.
Apparently girls do. I don't know whether girls work harder.

Why do you think they have a higher pass rate? (first boy).

A.
Because the guys muck around in class (second girl).

A.
I think they work harder ... the nature between boys and girls.

The girls aren't so boisterous as the boys. They don't tend to concentrate as much. The girls are more conscientious than the boys (second boy).
Q. It doesn't seem to make you feel very worried about this?

A.
By this stage you realise that you have to work to get 
anywhere. The earlier bit where you are just competing with other guys who can embarrass the teacher the most, whereas the girls are just trying to get the best marks all the way through (second boy).

Q. They've got a head start?

A.
Yes, because they've been working all the way through
(second boy).

(2) Ethnic groups' perceptions of sexism in class

Examples of sexism cited by Greek and Italian girls in particular introduced a cultural dimension into discussions. They focused most on the macho behavior of boys and even a few teachers from these ethnic backgrounds and girls' reactions to it. Girls also criticised the sexism inherent in parental influences, and such comments provided often dramatic insight into the persistence of fossilised cultural traits even in Melbourne.
Most of the girls put a very brave face on things. However, a certain undercurrent of bitterness and hurt was also evident in some comments and this was of considerable concern to us. Some of the girls' observations might provide food for thought about official reluctance to criticise some fossilised ethnic customs, due to ideological bias or belief in naive cultural relativism,
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and whether this is necessarily in the best interests of young people who have to grow up in a very different Western world.

The girls claimed that they could cope with the macho arrogance of boys in class, and even admitted that some girls could get a bit arrogant in class too, but not as much.
We get it in class sometimes, they're a bit smart. I just ignore

it. Then if you remark back they get really angry. They can't take it. They can't think of anything better to say, they get really upset. Especially if you say something about them physically ... they're very vain (year 12 Greek girl).
The following extended transcript illustrates how some year 11 Greek girls felt about the emphasis given to boys and males generally, both in the school and in the home:

Q. They had a kind of equal opportunity course here didn't they?

A. That was for the teachers so they could become aware of sex discrimination in the form, like letting the boys get away with murder, and not letting the girls because boys are meant to be rowdy and boisterous and the girls are not (first girl).
Q. Do you think they are?

A.
Yes [emphatically from most girls in the group], Mrs
she

lets the boys get away with everything. She lets them swear, sometimes she lets the girls get away with things too ... when you think about it the girls don't fool around as much ... In Greek families it [spoiling boys] exists very much (second girl).
A. When I say things like why can my brother go out [they say] 'he's a boy ... and can't get pregnant', and that's it (third girl).
Q.
Do girls get resigned to this if they're from migrant

backgrounds, or do they fight about it? How strong is the feminist movement?
A.
It's quite strong ... getting stronger. Equal opportunity is

quietly strong among Greek women (first girl).

A.
Our modern Greek teacher, he's the biggest chauvinist in the
school. Last year A
and myself we were so feminist and
sticking up for our rights, we got into so much trouble. He thinks that women should stay at home and have kids every
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couple of years or so, and do the housework and that's it. I bet if he had a daughter he would probably drown the poor baby (second girl).

A.
In Greece, like, they have sons because they don't have to

leave them any dowry, and the son can have the second name (fourth girl).
A. My mum was telling me there are two daughters in her family. Her parents couldn't hack it because there were two daughters, and they always wanted a son, and it makes you feel unwanted (third girl).
Q.
And that still affects your lives here? I didn't think it was still

going on.

A.
Not so much, but in some families. It goes on in my family.
There's a word like child in Greek, 'peck' which is a non-sexist word for child, and in my family the pedi this and the pedi that means child not only the boy. And, like, I'm a child, but they always classify that as a boy only (second girl).
A.
My dad says 'I'm not going to sell my daughter, she can be
educated and has that to offer' (fourth girl).

These girls were also able to rationalise these problems in a mature way and with a degree of insight that would have done justice to a trained anthropologist. This from a year 11 Greek girl:
A.
Could I just make one point? It's really hard to know if it's

because you're Greek or whether it's because they're like that, and they're just being parents. Is it the way they grew up and the way they were brought up is the way you're being
brought up? The thing is the Greeks now in Greece are given so much freedom now that we would not think of having, and just because our parents came here and they
brought their customs here, and that's why it's only the Greeks in Australia ... they came with traditions that are really old, and they come to a new country where it's really free. They are really vulnerable so they stick to those things. It's
only the Greeks in Australia or Melbourne in particular. They're scared to change.
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Official measures to reduce sexism in the school

Unfortunately, measures taken by staff seemed to be unsuccessful or provoked amusement and even mild ridicule. Even the careers teacher was candid enough to admit that she pushed equal opportunity 'but boys won't listen anyway and girls think it is a bit of a laugh.'
Such opinions were not confined to staff. As one year 12 girl commented, an equal opportunity program that attempted to stress the value of mathematics for girls was 'a dumb thing to do.' Another girl admitted staying away from lessons run by another teacher on feminism: 'I spent more time out of class than in it' (year 12, Anglo-Australian girl).
Comments from two boys at year 12 may suggest that such programs are counterproductive:
I think equal opportunity is pushed onto us too much, because now I'm sort of scared to speak up. I think that a male could do the job much better than girls, but we're scared of a backlash from the chicks (year 12 boy, said with a laugh and apology to the girls present).
An international males' day is needed (second year 12 boy).

Sexism in the workplace and work experience

Whether they were from Australian or NES backgrounds most girls criticised the barriers against their entry into certain occupations. For example, in one discussion we were told that girls could not become ambulance officers or firemen, and this seemed to make two year 12 girls from Greek background very resentful. Another girl at year 11 had chosen to be a policewoman and had her parents' permission and encouragement, but realised that getting in would depend on passing the qualifying examinations.
In general, there was a touching faith in the power of education and qualifications and, for girls, physical appearance for getting jobs. Most boys seemed to think that they had no natural advantage over girls provided qualifications were the same. In fact some boys suggested that girls had a bigger range of jobs to choose from especially in the service trades.
It was also evident that boys still thought in stereotyped terms about women's jobs as the following illustrative excerpt from a discussion with year 12 male and female Anglo-Australian students illustrates. It is not untinged by a degree of cynicism:
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Q. Do you think there is a difference between, say, boys and girls about getting jobs?
A.
It depends on what kind of job (first girl).

A.
It depends on the qualifications too. I feel that girls with lower
qualifications can have an easier time obtaining a job. There are more jobs for, say, well not untrained, but lower trained (boy).

A.
It is changing. They claim that they pay equal wages now,

they just call the women's jobs different names so they can pay them less (second girl).

A. There's a reason for it. If you employ a woman and spend a thousand dollars training her, there's a reaonable chance she is going to get married, then has kids, then it knocks her out of the workforce, and you have to replace her (first boy).
A.

But it's not fair, she can always come back again (second 
girl).

A.
But in the meantime they have to replace her, which is more

expensive, so overall it would be better to employ the man possibly not so well qualified, and train him, bring him up to standards, and have less chance ... (first boy).
Q.
Do you think there is discrimination against girls?
A.
Well, in some jobs but people might traditionally believe that
a lot of people in power or seniors believe that a woman's role is in the home (boy).

Q.
Does that influence certain plans? Do you think of yourself,

oh, I'm only a woman and my chances of getting a job are pretty poor?
A.
No, we like to prove them wrong (girl).

Boys from NES backgrounds had the same kinds of opinions as Anglo​Australian boys, but they were also coloured by cultural overtones and 'macho' arrogance.
A.
Well, I would say experience combined with education is
very important for finding work (year 12 boy from NES background).
Q.
Would you find it easier to get jobs than girls?
A.
I think both male and female have the same sort of

opportunity to get jobs I suppose ... females there is a lot of secretarial work and things like that, and a lot of girls go into
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that and boys who have a high education standard they sort of go into the clerical work and management and all that. I think it's about the same (year 12 boy).

A.
I think it's easier for girls ... it depends on what job you're

looking for. If you're going for a job as a secretary, you're not going to find a guy going for it (year 12 Italian boy) [General laughter from the other Greek and Italian boys].
Q. What do you think of the girls' chances if they come from ethnic backgrounds?
A. Depends on whether they're married or not. Depends on whether they are pretty or not. That finishes that! (year 12 Greek boy) [All the others laugh, and discussion on that topic terminates].
One boy's opinion about the force of cultural influences on girls' lives verged on a parody, as this example from a year 12 Croatian boy demonstrates:
I think that the migrant female role is predetermined by the parents, because parents sort of sit there and say you're going to school, and then you're going to be a housewife, and we'll marry you off to some nice lawyer or something. She's got the decision, like they say, this guy comes into the house and they say 'do you want him, yes?' And the father says 'yes or no?' And if she says yes, the wife comes and they get married.
An interesting comment with cultural overtones closed the discussion with that particular group. One Greek student pointed to his possible future: 'Go back to a village, buy a little shop, run a taxi, and you've got it made.'
Unfortunately, girls also tended to see getting a job in stereotyped terms:

Q. If a boy went after a job and you went after the same job,

how do you think you would get on?

A.
Depends on what sort of job. I was working on the holidays
in a shop, small business, and the owner wanted a part-timer, and he didn't put male or female. Whenever males came for the job he would say he wanted females, he just preferred to have a female serving (year 12 Greek girl).
Q.

Do you think girls get on better with the public in that kind of 
personal contact job?
A.
Yes, I think we're stereotyped into the idea that we're very
good at talking to the public, and they're very good at being
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mothers, and to have relations with other people such as touch and contact, whereas men aren't expected to do that ... it's very difficult for a man to say 'that looks good on you' etc. (second year 12 Greek girl).
Q. You're thinking of a particular job. Would that be for

hairdressing?

A. Clothes shop -- they want women. If it's a women's shop they want women. If it's a man's shop, they want men (second Greek girl).
However, girls from NES backgrounds in particular disputed that their roles were pre-determined, and we heard several confident assertions that they would not bow to the dictates of culture. As one Greek girl told us: 'If I get married my husband better know that I am going to work. I am not going to stay home and have babies and wash up and that.'
General conclusions

This chapter has presented numerous examples of the views of students from a variety of backgrounds on prejudice, racism and discrimination in the school and society. That they exist is undoubted, though to what extent they play a major part in influencing students' career scenarios is not clear. It may be that many accept them as part of life, 'that is the way the world is'. We take up this issue in the last chapter.
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CHAPTER 10
THE TWO CASE STUDIES

General conclusions and recommendations

The details in the two case studies, Inner City High School and Suburbia High School, provide the basis for our analysis in this chapter. In it we take up the main hypotheses with which we inaugurated our research and in effect ask to what extent they are supported by data. Our analysis cannot be as rigorous as some conventional sociometric research, because the use of a case study approach ruled this out from the beginning. The most we can do is to present our findings impressionistically and suggest that they be tested more rigorously by follow-up research.
The social and cultural reproduction thesis

Central to our research design was social and cultural reproduction theory. In Chapter 1 we modified this to take into account some of the criticisms from major social theorists, and further tailored it to incorporate an ethnic dimension by the concept of ethnocultural hegemony. Within the parameters of our research, this posited that attempts by students from ethnic and non-English-speaking backgrounds to formulate satisfying career scenarios might be frustrated by various forms of systemic discrimination from within a school and community, that are still dominated to a large extent by the Anglo-Celtic majority.
Following the same theory, the major vehicle for the creation and maintenance of ethnocultural hegemony within the school was considered • to be the curriculum. Our model of this stressed the importance of four processes: selection of subjects and content, their organisation into syllabuses backed by logistical support, their transmission at the classroom level, and the periodic evaluation of both process and product (the students), leading to feedback into the system and the possibility of its modification. Our model further stressed the influences of the values and ideologies of staff and others associated with a school and its external context on the way these four processes operate. Each of them could
conceivably provide opportunities for school staff and others outside school to exercise hegemony.
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However, to demonstrate the existence of systemic discrimination, that favours some students and disadvantages others, it is necessary to assess a number of factors. One cannot point to apparent occurrences of discrimination in the curriculum or any structural aspect of a school, without also assessing who is disadvantaged, who gains, who might have 'engineered', sought, or intended these outcomes, or whether they are occurrences without hegemonic intent on the part of those in control.

Hegemony in inter-ethnic relations is similarly difficult to establish, as it is necessary to demonstrate beyond reasonable doubt evidence for it in the form of prejudice and discrimination. Both these terms are subject to loose, emotive and often ideological usage that frequently clouds discussion on the whole issue of inter-ethnic relations. It is desirable to define how both are used in modern social theory before examining data from each case study school to show whether or not ethnocultural hegemony is present.
Prejudice and discrimination in social theory

Definitions of prejudice abound, and little will be gained by going into an exhaustive discussion of this topic. (However, see for example Le Vine & Campbell, 1972; Bullivant, 1981a; Banks, 1985). The theoretical framework developed in Chapter 1 of this report suggested that pluralism is a multifaceted phenomenon, in which ethnic and other groups in a society develop boundary-maintaining strategies to further their policies of exclusion and inclusion. A sociological definition of prejudice that fits within this view has been proposed by Theodorson and Theodorson (1970: 311):
[Prejudice is] any oversimplified and overgeneralized belief

about the characteristics of a group or category of people, either

favorable or unfavorable. Prejudice then means to prejudge any

individual in an out-group on the basis of his supposed similarity

to the stereotype of his group. In this sense the person who sees

all the members of a persecuted minority as uniformly kind,

generous, noble, etc., rather than as ordinary fallible human

beings like those of his in-group, is prejudiced; the oppressed

minority is denied ordinary human characteristics.

The dual nature of prejudice, i.e. that it can be both negative and positive has been commented on by others (see for instance Milner, 1975: 218; Bullivant, 1981a: Ch. 3) and is important to bear in mind. It is not unknown for simplistic educational solutions to minority group problems to
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To avoid this kind of situation, the internationally respected British expert on race relations, Professor Michael Banton has suggested in a recent publication, Promoting Racial Harmony (Banton, 1985), that gradations in terms are needed in certain circumstances. He has proposed that the term 'antipathy' should be adopted in place of prejudice, in some contexts, to reduce the kind of blanket generalisations that are too frequently used about people's unfavourable reactions to others.
Systemic Sources of Prejudice and Discrimination

Hegemony through the school curricula?

Despite some similarities between them, the case study schools tackle the four processes of selection, evaluation, organisation, and transmission in different ways. Staff in each school assume rather than claim explicitly that the curriculum provides as equitably as possible for all students' needs, regardless of their ethnic and socio-economic background. What follows attempts to broadly pinpoint ways in which this may not be the case.
(i) Selection of curricula -- domination of the HSC

Inner City High School. At year 12, which is the terminal year for many students, due to a relatively high retention rate Inner City High School selects two clusters of subjects and content. The first cluster comprises Group 1 HSC subjects, which have a strong academic emphasis. The second cluster comprises STC subjects, which are much more 'liberal' in emphasis and provide a broader vocationally oriented education. Both HSC and STC are terminal qualifications. Both are accepted by the great majority of tertiary institutions for entry purposes, although Monash and Melbourne Universities do not recognise STC.
Some students claimed that this hampers their future career plans, and to that extent they were disadvantaged. However, this situation applies to all students regardless of ethnic background, and is out of the school's control. The likelihood of it being some kind of ethnocultural hegemony cannot be sustained.

It is also difficult to establish a case that hegemonic control is being exerted through the curriculum selection in other ways. Particularly at years 11 and 12, the school constructs the curriculum only after what appears to be an exhaustive process of establishing the needs and preferences of
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students. 'Blocking' is used to maximise students' choices and they are able to make their wishes known through their Students Representative Council.

Staff claimed to be highly responsive to students' needs, and there was little evidence from data to suggest otherwise. In fact, the present structure of the curriculum at year 12 and inclusion of sciences and mathematics owe their establishment and continuation to the decision of staff back in the late 1970s not to drop these subjects. They took it partly on ideological grounds that even students from lower SES backgrounds should be given a chance to go on to HSC and tertiary entrance if they wished. The decision also acceded to the demands of students and their parents from NES and Indo​Asian backgrounds for high-prestige mathematics and science subjects, which they considered would open the door to university entrance and professional careers.
It is this last fact that makes it extremely difficult to establish a case for ethnic hegemony in curriculum selection which works against the interests of students from NES and Indo-Asian backgrounds, and in favour of Anglo​Australian students. The reverse is more likely. The availability of Group 1 HSC subjects favours those students, who are academically motivated and look towards university entry. From our evidence these were clearly from NES and Indo-Asian backgrounds, rather than Anglo-Australians. The majority of these came from lower SES backgrounds and, according to the evidence, were said to be less motivated academically.
There is a very limited emphasis on multicultural education, although staff claimed that they were in fact teaching survival skills to students from NES and Indo-Asian backgrounds in other ways. However, Inner City High School is not alone in this respect. The limited provision of multicultural education in the fullest sense of the term is almost ubiquitous throughout Australian state schools (Cahill, 1984).
Stress on ESL in the school's multicultural component can only go so far in preparing students from NES backgrounds for social and economic survival once they leave school. However, this is a Catch 22 situation as there is little opportunity in the present very full curriculum dominated by the HSC to incorporate more components at the senior level to deal with such issues. To provide more time for what might be called 'politicised multicultural education' (Bullivant, 1986b) could be desirable in principle but difficult in practice. Additionally, teachers might resist such an emphasis and opt for a more tokenistic form of multicultural education that stresses life styles. Such an approach would leave itself open to the criticism that it is little more than a subtle kind of cultural capital or habitus.

235

Australian students and their parents. These were the kinds of students evidence has clearly established were most academically motivated and would benefit by the concentration on HSC Group 1.
Those who were most likely to be disadvantaged were inter alia Anglo​Australian students from lower SES backgrounds, along with students from NES and Asian backgrounds who did not aspire to tertiary education. Evidence suggested that the numbers of the latter dropped off in senior levels due to them leaving the school by year level 10, to seek alternative education in TOP and TAFE courses. Whether they were disadvantaged, or would have transferred due to perceived lack of ability or preference for such education anyway, is a moot point. From our data, we know that not all students aspired to careers needing HSC or university qualifications, and it could have been those students who had chosen other options.
As in Inner City High School, there were a few instances where students considered that the range of subjects available to them did not enable chosen career options to be pursued. The example of the student who was 'locked out' of his 'dream' of becoming a PE teacher was probably the most memorable in this respect.
From comments of the principal we also learned that he was not keen for more modern Greek to be introduced into the curriculum, despite the demands of representatives of the Greek community on the School Council. He seemed determined to resist them if possible. Apart from such isolated instances, it was not possible to state with any certainty that the selection of the curriculum discriminated by exerting hegemonic control over the life chances of academically motivated students from non-Anglo-Australian backgrounds. The reverse was truer: those were the students most likely to be advantaged.
(ii) Evaluation for entry into senior levels -- a filtering system

One possible way of controlling the life chances of students is to prevent their promotion into the higher year levels, which are the gateways to tertiary academic futures and the professions. Both schools operated a system of evaluation by term examinations for controlling entry into the year II and 12 HSC streams. In general, students must have passed the stipulated number of subjects at the year 11 level, especially in the pre-requisites laid down for the HSC examination. Lack of them could effectively act as a barrier to going on to some subjects, thus limiting the career options available.

In both schools, the year 11 and 12 co-ordinators, assisted by the careers teacher and others called in if necessary, were in a position to exercise a
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channelling role in deciding who goes on to HSC. This had the overall effect of operating a filtering system, through which students had to pass towards their chosen careers. Conceivably the discussions about each student's 'promotability' that occurred at the end of each year provided one opportunity for exercising control over the aspirations of those who wanted to proceed to university and on into the professions.

The 'filter papers' or examinations -- to pursue the metaphor -- were built into the system through the prerequisites set down for HSC, and were thus largely outside the control of the school. However, the possibility always existed within either school for the promotion system to be used to discriminate against students. To what extent was this the case?
Inner City High SchooLThe dual structure of senior courses at Inner City High School provided a flexible way of promoting students. There were no prerequisites or examination barrier to entering the STC stream, but entry to year 12 HSC was not automatic. Students must have passed satisfactorily at the semester examinations in year 11 and have had the necessary prerequisites. The staff sometimes felt that a student should not attempt HSC and advised against it. In theory this was one way by which a student's ambitions could be curtailed.
In practice, however, students could get around staff advice not to attempt HSC, provided they could establish a case and had the prerequisites. Those students who wanted to do mathematics and sciences were specially favoured, as their ambitions were backed by the directive from the Regional Director of Education that no students were to be excluded if they wanted to do these subjects, the major route to prestigious academic tertiary courses.
From our evidence such students were more likely to be from NES and Asian backgrounds, so again it is difficult to see how they were being discriminated against, compared with Anglo-Australian students. Prima facie it would appear that as much as possible was being done to cater for their career ambitions, even though some staff felt that their unrealistic aspirations worked against them.
Suburbia High SchooL A similar system of promotion through examination results and staff consultations operated in Suburbia High School. However, they were not governed by a Regional Director's directive to favour those who wanted to do mathematics and sciences, so a way was at least available to restrict the promotion of some students.
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We felt that the rules regarding promotion were somewhat tougher compared with Inner City High School. The preoccupation with assisting students to determine their study pathways, rather than career pathways, was obviously a potential source of limitation for some, but hardly discrimination. The advice from staff that resulted in non-academic students being weeded out at year 11 and leaving school for the local TAFE college may have been discriminatory, but applied to all students rather than to those from NES and Asian backgrounds. It was not outside the bounds of possibility that discrimination could have been been exercised in the way tests and examinations were assessed. However, to establish this would have needed very fine-grained research that was well outside the scope of this study.
Even if such research were feasible, it could have been difficult to establish whether discrimination was present. This was particularly the case with Indo-Asian students, for whom it was not always easy to recommend promotion. They often had difficulties with English, which could hamper their progress, even though their standards in other subjects such as mathematics and sciences were satisfactory.
The ESL co-ordinator was in the position of having a major say in a student's promotion. Of necessity, in what she perceived to be the best interest of the student, she could recommend that he or she not be
promoted. De facto discrimination may have resulted in such cases, or it may have been perceived as such by those who failed to gain promotion.
Our one isolated example of how this affected the Cambodian student cited in Chapter 8 showed that this kind of result could occur. There may well have been similar cases in other schools, and their complexity admits of no simple solution. Staff concerned with promoting lndo-Asian students need special counselling skills and awareness, and even then may not be able to apply them in a way that appears fair.
The dominant academic motivation of Asian students, which we have established, has the corollary that it necessitates a high degree of dedication and even compulsion to work hard, that may be outside the range of most Anglo-Australians' experience. Some Anglo-Australian teachers may thus fail to empathise with such drive and also not understand the considerable loss of face for these students when high goals are not achieved. Lacking such deep understanding, Anglo-Australian staff might be excused for adopting policies towards Asian students, which may be completely rational and even non-discriminatory, but are nonetheless culturally insensitive.
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(iii) Organisation of careers advice

Domination of the referral system. In both schools, the personnel involved with providing careers advice and guidance were the careers teacher, year 11 and 12 level co-ordinators and, for students from NES and Indo-Asian backgrounds, the ESL teachers. In addition there were impersonal, written sources of information such as career guides, brochures and other material. Of these systemic sources, our evidence showed that the written sources and the school careers teacher were seen by students as the most helpful. Asian students tended to consult her more than others and also preferred to consult written sources of information, but this was probably because they 'know where they are heading', in the words of the careers teacher at Inner City High School. It cannot be assumed that it indicated discrimination.
The careers teacher -- an unprejudiced resource. The organisation of the curriculum and stress on referring students to the careers teacher because of Education Department regulations placed considerable responsibility on her to give advice that was appropriate for students' needs. In effect the careers advice 'buck' stopped at her desk. The reluctance of other senior staff to give advice except in an indirect way relating to subject choices was obviously a self-imposed limitation on the avenues open to them to adversely influence the career scenarios of any students, let alone those from NES and Indo-Asian backgrounds.
The operation of the 'referral system' in both schools placed considerable importance on the career teacher's skills, sensitivity and understanding of students' needs. We found no firm evidence, either written or verbal, to suggest that students from NES and Asian backgrounds claimed that there were prejudice and discrimination in her help and advice.
We did collect some comments from students in both schools that they did not find her advice helpful, or that they could not contact her, or found that she was inadequate or a waste of time consulting. However, the few comments of this kind were spread across the board and were not confined to students from NES or Asian backgrounds in a way that might have suggested that they were being discriminated against.
The opposite impression was the case. In both schools, we established several instances where the careers teacher obviously went well beyond the call of duty to assist students: being available in the careers room during the lunch hour to see them, making the careers room a casual drop-in centre especially for students from NES and Asian backgrounds, taking students on weekend camps, or visits into the community to improve their awareness of
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jobs, being available after school often quite late at night to see parents and students.
We also found evidence in both schools that senior staff took advantage of informal situations such as school camps or educational excursions to chat to students and give them careers advice. Such opportunities may have been denied to some students from NES backgrounds who were not allowed to attend by their parents. This occurred in both schools, but obviously cannot be attributed to discrimination on the part of the staff, as it was a parental decision whether or not their children should participate in extra-curricular activities.
In principle, there was the possibility that the careers teacher might have been less sensitive to the needs of NES and Asian than Anglo-Australian students. At both Inner City High and Suburbia High the careers teachers were Anglo-Australians, and made no mention of being able to speak either a European or Asian language. Research by Davis (1986) has shown this to be the case in the great majority of schools throughout Australia. This situation has prompted her to comment (1986: 49, 83-4):
Unfortunately ... this lack of language skills also reflects a lack of real familiarity with non-Anglo cultures. This is a clear danger sign in a multicultural society which is endeavouring to ensure
that migrant and refugee youth are not disadvantaged in terms of careers education and counselling .... At best, counsellors may have, in a few instances, offered some extra time for counselling, but the norm was to offer essentially the same program as that
offered generally. Schools seem to acknowledge that there are special needs but, whether because of a lack of appropriate material resources or a lack of staff expertise, little is being done. The picture is all too bleak.
The ESL teachers -- a valued resource for students from NES and lndo-Asian backgrounds. The special responsibilities of the ESL teachers in both schools brought them close to NES and Indo-Asian students, in a way that may not have been the case with other staff. We found no evidence to suggest that the ESL teachers were lacking in sensitivity towards the aspirations of students from NES and Indo-Asian backgrounds. As noted above, there were some occasions when they had to be realistic and suggest that a student not be promoted to the next grade, because of lack of familiarity with English. However, exercising professional responsibility and judgement can scarcely be construed as discrimination.
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Our evidence suggested that ESL teachers did give advice on careers, and it is difficult to see how they could avoid doing so if they were concerned to equip young NES and lndo-Asian students with more than the bare essentials of language skills. This kind of interest should be encouraged rather than inhibited, even to the extent of enabling ESL teachers to take in-service training courses in careers counselling.

Such an arrangement could meet the apparent lack of careers counselling and advice provisions that are specifically designed for students from NES and Indo-Asian backgrounds. As Davis has commented about the general situation in Australia (ibid. p. 83):
As regards migrant and refugee youth specifically, only 15 (7.8%) of the sample of schools indicated that they offered any
special careers education and counselling, and then usually only within the ESL stream. Indeed, there is some evidence from the questionnaire that, to a very great extent, the ESL teachers,
because of their language and communicative skills, fulfilled a

great many other educational roles for migrant students, including careers education, guidance and counselling.
Other sources of information. Impersonal sources of information such as pamphlets, guidelines and other written material also played their part as logistical support for staff. Our evidence indicated that they were highly valued, especially by students from Asian backgrounds. When assessing whether discrimination existed in the way this kind of logistical support was provided it is necessary to bear in mind that neglect or shortages in some areas could hare been be errors of omission. Shortages of information there certainly were in both schools: some pamphlets were lacking in the careers room, and the library in each case could have had more information in ethnic languages to assist students from such backgrounds.
However, there was obviously a financial limit to what could be provided, and only perfectionists would argue that there could never be enough material to assist students in this important area. To establish the case that lack of them constituted deliberate discrimination, i.e. errors of commission, would have been extremely difficult if not impossible.
(iv) Transmission of the curriculum -- limited discrimination

in the classroom

It was in teaching-learning interfaces at the classroom level that prejudice and discrimination were most likely to occur. But with few exceptions, it was
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not possible to do the kind of fine-grained research that would have been needed to establish this. We have some evidence from girls from NES backgrounds in both case studies that some members of staff were 'chauvinists'. There was also the incident referred to in chapter 9, where a group of girls from NES backgrounds in Suburbia High School felt that a member of staff had unfairly asked them to stop making a noise during their lunch hour so that Asian students could use the computer room in peace and quiet.
In such a sensitive area as race relations, the term 'racist' can be employed in an ill-considered way that is often little more than an emotive term of abuse. We expected to find the term used about members of staff in both schools, but this did not occur. It was used by students from all backgrounds about employers in the community, and by some few students from NES and Asian backgrounds about Anglo-Australians in general. But this was the limit of perceptions of so-called 'racism'.
We found very little evidence that staff were prejudiced against Asian students. The converse appeared to be the case. They considered them to be exemplary students, quiet, diligent and highly motivated, and valued their presence in class. The only contrary opinion we heard was during an informal discussion at the pilot school already mentioned, when a female member of staff commented half in joke that Asian students were so successful that very soon Australia would find itself taken over and run by Asians.
The perceptions of staff in both schools about students from NES backgrounds focused on their high aspirations, macho attitudes and sexist comments about girls. The reactions of some staff to these features were adverse, but whether this would lead to systematic discrimination is debatable.

However, as a corollary the frequency of the remarks we heard constituted a strong stereotype which may have had several adverse effects. Firstly, it may have caused some staff to treat the aspirations of students from NES backgrounds less seriously than they warranted, because 'everybody knows' that their ambitions are too high. Secondly, macho behaviour may have produced a labelling effect which made staff assume that all students from NES backgrounds treated girls in a disparaging way. In the normal way there would have been exceptions, but they may have got labelled and treated accordingly along with those who were sexist.
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Staff may not have deliberately discriminated against Anglo-Australian students -- something that would run counter to social reproduction theory -- but ironically Anglo-Australian students even from higher SES backgrounds probably may have invited discrimination by default against themselves. This would most likely have occurred if they belonged to that group of students, who by their own admission 'mucked around' in class, attempted to challenge teachers' authority, made sexist comments about girls and generally, again by their own admission, did not work as hard as students from NES or Asian backgrounds. This paradoxical situation contributes to the model of the aspiration-motivation gradient discussed below.

Prejudice, Discrimination and Sexism

During our fieldwork, the incidence of inter-ethnic tensions was rarely so intrusive as to come to our attention in dramatic ways, with the exception of the group of prejudiced students described in Chapter 9. However, it was clear from the evidence that staff in both schools knew that inter-ethnic tensions existed outside in the community and could lead to violence between members of ethnic groups, which was then brought into the schools. Some of the students we talked to also commented on this aspect of their lives. At worst, we may have seen only the tip of the iceberg,
although we doubt this and hope that the level of prejudice we established is about the norm for both schools. Given that tensions were present, how seriously did they effect the life chances of students from NES and lndo​Asian and Asian backgrounds?
(1) Prejudice between students

We found considerable evidence of what appeared to be negative prejudice on the part of students towards their peers in both schools: verbal abuse, name calling, violence between ethnic groups. Whether these inevitably led to discrimination that affected students' ability to plan and work towards career scenarios was extremely debatable. As the old adage has it: 'Sticks and stones may break my bones, but names will never hurt me.' In other words, adopting Rose's term, students may have been prejudiced nondiscriminators.
The case that such prejudice did lead to discrimination that affected students' academic attainment or aspirations rests on a very tenuous set of causal assumptions. It must first be established that prejudice does adversely affect a person's perceptions of his or her own worth, i.e. self-
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educational aspirations, occupational aspirations were less closely linked to socioeconomic status for ethnic groups than other groups in the Australian population.'
Generalisations should not be made from our limited data on this issue, but our tentative conclusion was that under certain circumstances SES factors in the schools may have 'washed out' ethnicity and cultural difference as a correlation of either actual or perceived disadvantage. But the inter​relationship of these factors is highly complex, as Sturman has also pointed out (ibid. p.81):
In general, the research reviewed has not been able to unravel the complexities of the interrelationship of social class and ethnicity and therefore it is not surprising that it has also failed to

unravel even more complex interrelationships such as the added effect of gender upon ethnicity and social groupings.
We can only recommend that more research be undertaken to start the unravelling task.
(4) Sexism

The relationships between boys and girls that indicated sexist prejudice showed several patterns. In general sexism occurred more within ethnic groups (intra-ethnic) than between groups (inter-ethnic). There was also some discrimination based on gender criteria in the workplace and within the school system itself.
(i) Sexism within ethnic groups -- culturally legitimate

status discrimination?

When analysing sexism that affects girls from ethnic backgrounds it is important to recall the two kinds of discrimination discussed in the first section of this chapter. Within an ethnic group there may be what can be termed culturally legitimate status discrimination. To an external observer from a different culture this may appear to result from sexist prejudice, and such evidence as macho arrogance from Greek boys when putting Greek girls down may be interpreted in this light.
However, the girls may not see it in the same way, and some of their comments suggested that Greek and Italian girls did not feel put down by the sexist, macho behaviour of boys from the same ethnic backgrounds. Girls claimed to be 'used to it', and even responded by 'rubbishing' the boys. Some girls' comments also suggested that boys' sexist remarks stimulated them to try even harder, 'just to show them.'
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Culturally legitimate status discrimination may also have occurred during the discussions with Vietnamese students, especially at the pilot school referred to in Chapter 3. The senior boys -- virtually young men in some cases -- were apparently in a position of some authority, and the girls deferred to them. It is possible that this was a function of their relatively recent arrival in Australia, whereas those who had been in the country longer may have had a less obvious pattern of deference. The point at issue, however, is that this too could have been another form of apparent discrimination that is culturally sanctioned. To interpret it as discrimination in the illegitimate sense of sexism could have been an oversimplification.

We did find examples that indicated more extreme forms of apparent sexist discrimination. The Turkish girl, who was beaten up by her brother outside the school, was one such example. However, if this kind of sibling control over a sister's sexual integrity is customary in Turkish culture, as indeed it is, then once again it may be insensitive to label it as sexist discrimination. In Western culture such behaviour cannot be condoned, but when faced with it a teacher can be trapped by cultural relativism and placed in the dilemma of not wanting to interfere in a matter that is so culturally sanctioned.
This is not to claim that girls from NES backgrounds passively accepted the culturally legitimate discrimination they experienced within their families. They were quite prepared to speak out against it, and some have managed to break away and get into professional careers and tertiary education. The existence of 'fossilized cultures' within some NES communities was mentioned in several comments. This issue is one of the components in the multicultural debate in Australia (Bullivant, 1986a), however, it cannot be explored more fully here. Suffice to say, it does cast some doubt on official policies that encourage the maintenance of ethnic fossilized cultures, which can have such a deleterious effect on the aspirations of girls from NES backgrounds, who ultimately have to take their places in a modern Western society.
(ii) Sexism in class and school

General sexism in the school and classroom undoubtedly existed to judge from comments across all ethnic groups. It was more prevalent in junior grades, but tended to diminish in the senior classes where common concern to prepare for the HSC examination may have reduced its impact. However, sexist prejudice by name calling and macho behaviour is one thing, but discrimination that affects planning career scenarios is another. Evidence
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suggested that some male staff were 'chauvinists', and in one or two instances the girls concerned were disturbed by occurrences of apparently insensitive male behaviour. The adverse comments about the careers evenings noted above were mostly made by girls, and it may be that their perceived gender made the male advisers they attempted to consult intolerant and unwilling to help.
Apart from these relatively isolated examples, we did not find conclusive evidence that girls felt so put down that their career planning suffered. No comments to this effect appeared in answers to the questionnaire. Considerable evidence was available that boys were sexist during mixed sport and PE, but to claim that this could affect career scenarios would be stretching things too far.
(iii) Sex discrimination in the workplace

There seemed little doubt from their comments that girls were discriminated against in the workplace on the basis of their sex. Comments about barriers to getting into some jobs came from Anglo-Australian, NES and Asian girls, so it is difficult to sustain a case for discrimination against girls from specific ethnic groups. Against this we should note that in some jobs their sex was a positive attribute. An attractive girl manning a checkout counter in the foodstore was apparently considered to be preferable to a boy, especially if she could speak one of the ethnic languages used in the surrounding area.
This generated some adverse comments from boys, and there was evidence that they had stereotyped impressions about girls' employment. However, as we have noted above in other contexts, whether this generated the level of prejudice and discrimination that worked against NES and Indo​Asian girls' career scenarios is debatable.
Combatting inter-ethnic and sexist prejudice

There appeared to be no systematic attempts in either school to use programs based on culture contact theory to reduce inter-ethnic tensions. Both schools offered what can only be termed tokenistic multicultural education, which focused on limited aspects of the lifestyles of selected ethnic groups. In the case of Inner City High School, some components of social studies and related courses were claimed to enhance ethnic groups' life chances and thus reduce the need for an integrated multicultural education program. However, whether a few additive elements tacked on to courses within the normal curriculum could be considered to be multicultural
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education is highly debatable. Even less were they likely to have been an adequate vehicle for combatting prejudice.
The lack of a comprehensive multicultural education program was largely due to decisions of staff to concentrate on the HSC at year 12, and for Inner City High School also STC. It was thus not possible to substantiate the view that this constituted some form of discrimination, as parental and student
demands were clearly for academic courses in both schools, which they considered would provide better survival skills than multicultural education programs. Such were the demands for the HSC and STC, the staff could not also cater for multicultural education in any comprehensive way.
There was slight evidence that official policy at Suburbia High School was not in favour of multiculturalism and was reluctant to grant demands to increase the provision of ethnic languages in the curriculum. Whether this constituted discrimination that would disadvantage ethnic students' career scenarios is open to question. To establish a favourable case, it would be necessary to show that possession of multicultural knowledge and a community language is likely to improve survival skills in a society dominated by English as a common language of commerce and social interaction, and by meritocratic accreditation through year 12 examinations. In such a societal system legitimate discrimination is inevitable. As was suggested above in respect of sexism within NES families, the case for the opposite would be hard to sustain.
In this respect, with one qualification, our evidence agrees with Sturman's (1985: 82) conclusion from a review of research on this issue. He has suggested that --
... research evidence indicated that it was not in general the new arrivals who saw the need for multicultural aspects to the curriculum. Rather, new arrivals were more concerned with what
might be termed survival skills, such as English proficiency, and it was later-generation immigrant Australians who were likely to support multicultural aspects of curricula including language maintenance.

Our qualification stems from Sturman's unclear use of the term 'later-generation' rather than the customary term second generation. If by later-generation he means second generation, i.e. children born of former immigrants, then his assertion is scarcely tenable. Students born of established immigrants are 'new arrivals' in the sense that they have to become established in the workforce and society. Their preferences in
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education are clearly for obtaining survival skills including HSC qualifications that will lead on to tertiary education.
We found no evidence from students in either case study to indicate that they were concerned about the lack of either anti-sexist or multicultural education. Evidence from Canada and the United States we have discussed elsewhere (Bullivant, 1981b; see also Sowell, 1986) suggested that interest in language and cultural maintenance surfaces in the established second generation once it has overcome economic difficulties. With those concerns settled, it can begin to concentrate on a revival of ethnicity and culture that have been neglected in the struggle for survival. We might expect Australia to be similar.
Towards a model of ethnic aspirations and motivation (1) The evidence from the case studies
Our findings in both the case study schools indicated that there was very little if any overt discrimination on the part of staff involved one way or another in careers education and counselling. The operation of the referral system we have described may have been a form of unintentional systemic discrimination, as it reduced the number of sources from which students could get advice. However, this was due to Departmental instructions, and could not be laid at the door of the schools.
Prejudice was mostly at the level of name-calling and some physical violence. Interpersonal sexism undoubtedly existed, but the cultural aspect we have discussed has to be taken into account. We do not want to minimize how unpleasant and undesirable it must be for those who are victimised, but the case that prdjudice and sexism cause discrimination which in turn affects aspirations and career planning cannot be sustained. There are just too many variables involved to support this one-to-one causal relationship.
The limitations on our research prevented doing a longitudinal study that would have allowed us to ascertain how many students actually achieved their career or tertiary education goals. Even if this had been done, it would still not be possible to say anything about prejudice and discrimination, as many students from NES and Asian backgrounds could have achieved their goals despite such handicaps. Indeed, we were told about a significant number of NES and Asian students in both case studies who had done very well academically, gained tertiary entrance, were dux of school, or attained comparable types of success. They could scarcely have been disadvantaged.
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(2) The supporting evidence

More general evidence also supports the case that many students from NES and Asian backgrounds are succeeding. It further suggests that the conventional picture of the inevitably 'disadvantaged migrant' must be abandoned or at least modified. On the basis of his comprehensive research review, Sturman (1985:83) concluded:

In summary, with respect to the educational experiences of immigrant Australians, although there is a lack of data relating to certain aspects of disadvantage, in connection with educational outcomes (participation and performance) there is no indication that the immigrant groups are disadvantaged in Australian
society.

Burke and Davis (1986) have demonstrated from detailed statistical analysis that greater proportions of second generation students from NES and Asian backgrounds are gaining tertiary education places than are Anglo-Australian students. The numbers of Greek students have shown a dramatic increase, and those from Italian backgrounds have also increased. Burke and Davis summarised their general conclusions (1986: 128):
There is some suggestion in recent data that the extent to which

participation of students of non-English-speaking background [in

higher education] exceeds that of those of English-speaking

background, has grown. Some recent data suggest a

disproportionately high enrolment in universities, whereas data from the late '60s and early '70s suggested a disproportionate enrolment in CAEs.
Comparable research by Clifton and Williams (1986) and Mistilis (1986) has also supported this general picture. Closer to home and involving one of the universities to which students in the case study schools aspire, Birrell and Seitz (1986) used first-year enrolment figures from Monash University to show that the proportion of students from Italian, Greek and Asian backgrounds has increased over the last ten years, while the proportion of students from Anglo-Australian backgrounds has decreased.
Of equal importance was the fact that significant numbers of the NES students attending Monash University were upwardly socially mobile, coming from lower-SES homes, while the majority of students from Anglo​Australian backgrounds came from middle to upper-middle-SES homes. In other words, many first-year students from NES and Asian backgrounds have 'made it' against all cultural and socio-economic odds.


252

be ranked in a gradient. Those who are temporary overseas HSC students are the most committed to achieve academically and are also most committed to their own culture. Chinese students from migrant-settler backgrounds or who were born in Australia have lower aspirations and are less committed, but are still very achievement-oriented. Refugee Vietnamese Chinese have slightly lower vocational and academic aspirations, but are at least as hardworking as overseas students. In contrast, Asian students from migrant-settler and Australian-born backgrounds spend an average of four hours less per week on study than overseas students.
Chan hopes to identify the effects of length of stay in Australia and weakening maintenance of Chinese cultural values on educational aspirations and achievement. She predicts that length of exposure to Australian values and loss of Chinese cultural values, especially those concerning education, have a deleterious effect on aspirations, motivation and achievement. There is some early evidence that this prediction will be fulfilled.
Final conclusions

However much the proposals in our models of the aspiration-motivation gradient and self-deprivation syndrome may surprise those who are committed for whatever reason to finding ubiquitous ethnic disadvantage, it is important that mere assumptions should not cloud rational judgement based on research evidence. Too many data are now suggesting that the conventional wisdom that students from NES and Asian backgrounds must be disadvantaged is no longer tenable and should be abandoned. Sowell's (1986: X) comment merits repeating:
Above all, we need to look at evidence as to what has and has not worked. We cannot simply 'feel' that this or that should be
done ... we cannot educate on the basis of assumptions, but must test even our most cherished beliefs against the facts of the past and the present.
The more the proportions of non-Anglo-Australians increase in our society the more will this pattern become obvious, and such a development is to be welcomed. If multiculturalism means anything it is that the contributions of all ethnic groups within a pluralist society are equally valued, including their high academic aspirations and the socio-economic contributions to society and rewards these can achieve. To encourage anything
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less will be to perpetuate the types of discrimination that have characterised the history of Australian immigration since First Settlement on and into the post-second World War period, and in the final analysis can only work against our country's national interests.
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APPENDIX 1 
STUDENTS QUESTIONNAIRE ABOUT PLANS FOR THE 
FUTURE AND WHAT HAS INFLUENCED THEM 
The following questions are about the kinds of plans you have made for your future and what may have influenced them.
DO NOT WRITE YOUR NAME. YOUR ANSWERS WILL BE KEPT CONFIDENTIAL.
STUDENTS IN YEAR 12 - START ON PAGE 2. ANSWER QUESTIONS 9-28

 STUDENTS IN YEAR 11 - START ON THIS PAGE. ANSWER QUESTIONS 1-8 AND 15-28

Q. 1 What is your age now?
Years 
Months

Sex Boy
 Girl 
 (tick one)

Q. 2 What subjects are you doing now for Year 11?

Q. 3 Put a tick in the columns to show how important each of the following reasons for choosing them is for you.
NOT
FAIRLY
VERY
DON'T

IMPORTANT IMPORTANT IMPORTANT KNOW

	They are easy to learn
	
	
	
	

	They will give me useful knowledge and skills for a job in the future
	
	
	
	

	They are interesting
	
	
	
	

	They are needed to go on to year 12
	
	
	
	

	They will help me get on well with people in any job I may have.
	
	
	
	


Another reason is (write your own if you want to):
Q. 4 If you continue with your education in Year 12 what will you do? (tick one)
HSC
 STC
TOP
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Q. 5 List the HSC subjects if you know what they will be. If you don't know put "DON'T KNOW.
Q. 6 When you leave this school, what would you MOST like to do?

Q. 7
What might stop you doing it?
Q. 8
What would you really do instead?
NOW GO STRAIGHT TO PAGE 3

STUDENTS IN YEAR 12- START HERE:

0.9 What is your age? Years
 Months
 Sex? Boy .... Girl .... (Tick one)
Q. 10 What subjects are you doing now for Year 12?

Q. 11 Put a tick to show how important each of the following reasons for choosing

	
	NOT
FAIRLY
VERY
DON'T

IMPORTANT
IMPORTANT
IMPORTANT KNOW

	They are easy to learn
	
	
	
	

	They will give me useful knowledge and skills for a job in the future
	
	
	
	

	They are interesting
	
	
	
	

	They are needed to get into a university
	
	
	
	

	They will help me get on well with people in any job I may have.
	,
	
	
	


Another reason is

(write your own if you want to):
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Q. 12 If you do well in your exams at the end of year 12 what would you most like to do?
Q. 13 What might stop you doing this?

Q. 14 What would you really do instead?

Q. 15 Here is a list of sources of advice and information which may have helped you decide what to do about your future. Put a tick in a column for each source to describe how helpful each has been, or tick the Did not use column.

	Source of Help or Advice
Did not
Most
Fairly
use
helpful
helpful
	Not helpful

	Father/Stepfather (cross out one)
	
	
	
	

	Mother/Stepmother (cross out one)
	
	
	
	

	Older brother
	
	
	
	

	Older sister
	
	
	
	

	Other relatives
	
	
	
	

	Friends who have jobs
	
	
	
	

	Friends with you at school
	
	
	
	

	School's careers adviser
	
	
	
	

	Year 10 level coordinator
	
	
	
	

	Year 11 level coordinator
	
	
	
	

	Your Form (home group) teacher
	
	
	
	

	ESL teacher
	
	
	
	

	Ethnic teacher aides
	
	
	
	


Information from school such as books on jobs: a special course on jobs
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Q. 23 What level of education did your father reach? (tick one box)

Never attended school

Primary school only

Some secondary school Completed secondary school University and higher education Don't know
Q. 24 What is your father's job now in Australia?

Q. 25 What kinds of things does he do in that job?

(Put X here 
 if your father is dead or not with you in Australia)
Q. 26 What country was your mother born in?

Q. 27 If she is still alive in Australia, what job does she do?

Q. 28 What kind of things does she do in that job?

(Put X here 
 if your mother is dead or not with you in Australia)
THANK YOU FOR HELPING US WITH THE SURVEY 
BY COMPLETING THE QUESTIONNAIRE.
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vi i


Discrimination which would have the effect of disadvantaging any person, including a child, on the basis of racial or ethnic background is prohibited under Section 9 of the Racial Discrimination Act (1975):


It is unlawful for a person to do any act involving a distinction, exclusion, restriction or preference based on race, colour, descent or national or ethnic origin which has the purpose or effect of


nullifying or impairing the recognition, enjoyment or exercise, on an equal footing, of any human right or fundamental freedom in the political, economic, social, cultural or any other field of public life.


Section 9 goes on to state that the rights and freedoms referred to here include those rights and freedoms set out in Article 5 of the International Convention on the Elimination of All Forms of Racial Discrimination. That Article imposes on signatories an obligation 'to prohibit and to eliminate racial discrimination in all its forms and to guarantee the right of everyone, without distinction as to race, colour, or national or ethnic origin, to equality before the law', in the enjoyment of rights which include 'the right to education and training'.


Discrimination against students on the basis of sex is prohibited under the provisions of Section 21 of the Sex Discrimination Act (1984). Sub-section 21(2) states:


It is unlawful for an educational authority to discriminate against a student on the ground of the student's sex, marital status or pregnancy --


by denying the student access, or limiting the student's access, to any benefit provided by the educational authority;


by expelling the student; or


by subjecting the student to any other detriment.


Unlike some of the other sections of the Act, this section is binding on the Crown in right of a State as well as in right of the Commonwealth and of Norfolk Island.
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The pluralist dimension


The pluralist nature of Australian society adds an extra dimension to the problems of planning towards fulfilling life chances, and considerable research evidence has established that young people from ethnocultural backgrounds can be disadantaged. However, to focus only on the ethnic or multicultural aspects of Australian society is to risk losing sight of an equally important dimension, that of socio-economic status (SES) or social class. Despite the well-worn myth that Australia is a 'classless' or egalitarian society, the evidence of people's differential access to economic rewards and resources testifies to its stratified nature. This is another factor that has to be taken into account in any analysis of the career and job aspirations of young people.


The ethclass


A conceptual model that encompasses both SES and ethnic dimensions is that of the ethclass. This theoretical formulation owes its origin to the seminal work of Milton Gordon (1964) in the 1950s and 1960s, which laid the foundations for much of the subsequent theorising about the nature of pluralism in Western societies. To highlight the interrelationships between SES and ethnicity in our research, we chose each school in our sample to be representrative of a particular 'ethclass' within the Melbourne Metropolitan area, while recognising that students attending the sample schools might not fully match the ecological contexts in which they are located because of 'leakage' (Ross, 1983). This is a process whereby a proportion of the potential students is siphoned off into the private, independent and fee-paying schools that may be located within the general boundaries of the ethclass or in a neighbouring area.


The social and cultural reproduction perspective


The pluralist nature of Western societies has an important corollary. Theoretical models and research discussed in Chapter 2 suggest that the school and its curriculum are considered to be the vehicles for the social or cultural reproduction of the discriminatory bases of socio-economic inequality existing in the wider society. Similar differential discrimination can also operate in the case where a school has a student population from a variety of ethnocultural backgrounds. This obviously has a bearing on the whole question of human rights in countries such as Australia, in which minority groups form a significant portion of the population.





CHAPTER 1





OCCUPATIONAL SOCIALIZATION - A REALITY �CONSTRUCTIONIST VIEW





The process by which children 'grow up', learn the knowledge, appropriate behaviours and skills necessary for taking their place in society, and ultimately becoming adult members of it, is termed socialization. It has been the subject of several interpretations: psychological, anthropological and sociological. In general, psychologists focus on the formation of personality traits, cognitive structures and attitudes that are an intra-personal result of the process. Some cultural anthropologists see socialization as the behavioural or societal stage of a wider process of enculturation.


This last perspective is an important one for our study. The societal process of enculturation process comprises the institutionalised means through which a society transmits its cultural message to each generation of children. The reverse side of the coin is also important. From an individual's point of view --


that of a new-born infant, on through childhood and into adulthood -- enculturation is a major process of cultural acquisition involving the absorption and transmutation of the cultural message (Shimahara, 1970; Bullivant, 1981a & b, 1984).





The theoretical and conceptual background





(1) The concept of culture


Central to both interpretations -- the societal and the individual -- is the concept of culture. Definitions of this abound, and range from the early and popular definition of Tylor (1871) to a recent definition proposed by Bullivant


(1984), based on and synthesising the views of a number of cultural anthropologists (e.g. Kroeber & Kluckhohn, 1952; Dobbert, 1976; Goodenough, 1964; Geertz, 1973; Keesing, 1976). For the purposes of this research study, Bullivant's view, developed over a number of years, has been adopted as a heuristic device for analysing the institutions of schooling and the curriculum,
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and is analogous to the-cultural analysis approach suggested by Lawton (1975).


To Bullivant, culture is a generalised complex of interdependent, valued traditional and current public knowledge and conceptions, embodied in behaviours and artifacts, and transmitted to present and new members through systems of signs and symbols, which a society has evolved historically and progressively modifies and augments to give meaning to and cope with its definitions of present and future existential problems.


The usefulness of such a definition lies primarily in its emphasis on culture in instrumental terms as a form of 'blueprint' for a society's survival in relation to the environments in which it is located (see fuller discussion in Bullivant, 1981a, 1984). Each member of society must also be equipped with a share of its common stock of knowledge and conceptions as a form of personal survival device to operate effectively within the society and to contribute to its collective survival.


However, the cultural stock also contains elements that have expressive rather than instrumental importance. That is, they encapsulate important important values, and give quality to human existence through such activities as recreation, religion, arts, crafts and similar aesthetic pursuits. Expressive aspects of culture 'say something about' human existence; instrumental aspects 'do something towards' human existence.


This distinction assumes considerable importance in relation to the processes of schooling and the curriculum for children from backgrounds. Although this research study is concerned with the relatively limited phase of occupational socialization, it should be kept in mind that it is as affected by the dictates of the cultural blueprint as the enculturation process itself within which it is embedded.


(2) Socialization and anticipatory socialization


Socialization has long been of interest to sociologists of education (e.g. Durkheim, 1956; Waller, 1923) and even social anthropologists. Among the last group, Mayer (1970: xiii) defined socialization 'as the inculcation of the skills and attitudes necessary for playing given social roles.' Durkheim (1956: 124) considered education to be the 'systematic socialization of the young generation by adults.' A comprehensive modern view is that of Theodorson & Theodorson, (1970: 396-7): Socialization is 'the basic process through which
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The second stage is secondary socialization, which is defined (p. 158) as 'the acquisition of role-specific knowledge, the roles being directly or indirectly rooted in the division of labour.' It is in this secondary stage that the developing child begins to construct plans about its future status and role in the workforce, without having to accept one view of objective reality imposed by significant others, as occurs in the more passive stage of primary socialization.


The process sees the child interpreting the systemic and structural influences from its various socio-cultural contexts, and developing a personal plan or 'tacit theory' of the world. The result thus synthesises and combines systemic and structural influences with the child's own interpretations. It is this dual process that is fundamental to the process of occupational socialization as adopted for this research study.


Exemplars of research


A number of studies of child development and education in Australia have adopted a comparable perspective. Marjoribanks (1980: 32) studied 'relations between academic achievement, individual characteristics of children, and the social-psychological learning environments of families (as defined by parents) from different ethclasses.' Although Marjoribanks justified his model by citing Berger and Luckmann's description of the more passive stage of primary socialization, rather than secondary socialization which would have been more appropriate, his study stands as an important contribution to our understanding of how structural and interpretive elements in the socialization process operate.


Edgar (1974) adopted a basically similar approach using a block recursive 'lens' model to study adolescent competence and sexual disadvantage based on a large survey and interview study of Victorian adolescents during the period 1971-2. Edgar's model makes clear that 'both interpretive feedback from significant others and the child's own self-view intervene and modify the effects of structural factors ... and such basic personal resources as sex, intelligence and early childhood achievements' (p. 12).


Martin and Meade (1979) examined the educational experience of Sydney �high school students, using a longitudinal survey that has continued under the �direction of Meade since Jean Martin's untimely death (Meade, 1981, 1983). A �major series of studies focusing on adolescent life possibilities utilizing 'multiple �possibility theory' (Tyler, 1978, 1983) has being conducted by Poole and co- �workers (Poole, 1984), based on surveys of adolescents in Sydney. Block linear
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have also queried the assumption that job choice is a rational process. Psathas suggested that potential performers of future roles have incomplete knowledge about both the number and types of occupations available and about the appropriate means of getting into the workforce. Roberts (1968) has commented that school leavers' limited knowledge about future occupations might help to explain why young people's ambitions adapt so readily to the occupations that they actually happen to enter. This has an important bearing on the common distinction that is made between occupational aspirations and occupational expectations discussed below.


A variety of ways in which young people choose or get into jobs has been established by other theorists: taking any job available (ACTU, 1975); drifting into jobs or having them arranged by someone else (Reynolds, 1951; Connell et al, 1975); non-purposeful job planning (Fitzgerald et al, 1978); indecision


about job choices (Tinney, et al, 1974; Connell et al, 1975; Holland and Holland, 1977; Pryor, 1977; Behrens, 1978). Poole (1983a) has identified nine 'analytic categories' of models in the research literature, in addition to rational choice theory -- previously the most favoured model -- to explain how the job choice processes work. She has also pointed out that recent research has indicated that the processes may operate differently in the case of job choices by females.


Poole's list of categories is by no means exclusive, and emphasises both the complexity of the process, and the difficulty of isolating significant variables to form the basis of a research model. This is a view shared by Wilson and Wyn (1983: 445 ff.). They point to the importance of appreciating the complexity of young people's career choices and the need for the research worker to carefully explore the situation in which young people live.





(ii) Time frame


Timing decisions about future occupations is also an important consideration for young people. Lokan (1983: 221) has commented that making occupational choices and the formulation of career development occur over a considerable time span, and are psychological processes affected by both social and situational contexts. In their study of post-school experiences of young people


and their perceptions of their schooling and career counselling, Delin, Saunders and lnshaw (1980: 71) commented: 'Completion of Year 11 appeared to be critical -- those who stayed on at school for part of Year 11
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girls differ from those of boys from similar ethnic backgrounds. Saha (1981: 471) cited findings from a study of 'Ethnicity and the Determinants of Career Orientations among Urban Australian School Leavers':


As might be expected, males appear to have higher career ambitions than females. Being male exercises particularly strong effects on career orientations (both preferred and expected orientations) for the European and Mediterranean leavers. On the


other hand, the consistent negative effects between SEX and STUDY suggests that females are more likely to have further study plans than males. This pattern is particularly true for the Australian and U.K. leavers.


Jurd and Gordon (1980: 196) suggested that girls' aspirations were characterised by 'traditionalism'. Wilson and Wyn (1983: 445-47) maintained


that girls define their roles as marginal or ambivalent relative to the public world of earning a living, and have considerable commitment to marriage, child-


rearing and domesticity. Young women prepare for and anticipate their future in spite of the experience of formal schooling. In contrast, young males are


enthusiastic to join adult society to make a contribution and to develop positive relationships with other people. We should keep this distinction in mind, even though, like Saha's comment, it contains elements that are close to being stereotypes of girls' preoccupations with domesticity.


There seems little doubt from the numerous studies on girls' aspirations cited by Earley (1980) that the dominant female gender role may not be entirely innate but is institutionalised through schooling and the curriculum. This is despite the prevailing ideology of equality of opportunity pervading much


educational thinking in Australia. As Wolpe (1974:140) has commented, by the time they get to the stage of qualifying for examinations --


Their aspirations about their future employment and the realization of these aspirations for the vast majority of girls does not go beyond the scope of what are regarded as 'suitable' feminine jobs. And to this extent the curricula that girls pursue is [sic] appropriate both to their occupational roles in the labour market as well as their roles as wives and mothers.
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believes that such aims for career education are not dissimilar to the aims of education as a whole and should not be used as a justification for including in the school curriculum a separate subject called 'career education'. If career education is a separate area of study with specialist teachers, then there is a danger that other teachers will ignore elements which should be an integral part of the whole school curriculum.


The various kinds of careers 'work' illustrated by these studies suggest a useful way of classifying what might be available in the schools selected for this study. The mere provision of information and advice might be the minimal kind. More comprehensive will be careers guidance that incorporates some counselling, while the most comprehensive will be careers education that is built into the entire curriculum.


(3) Vernacular versus observer models of systemic factors


The combination of careers advice with what else is offered in the curriculum comprises the major part of the systemic, structural component of school influences in occupational socialization. Establishing what they are and how they operate, however, raises some methodological issues. These concern the classic anthropological problem of needing to describe what goes on in a community from two viewpoints: those of the external observer on the one hand, and the internal community member on the other. In considering this problem, Mayer (1970:xvi-xvii) has drawn attention to 'two main targets of study in the field of socialization. One is largely oriented to vernacular models, the other largely to observer models.'


By socialization practices are meant 'vernacular activities for which socialization (inculcation of role-playing skills or attitudes) is explicitly claimed by the actors as a deliberate aim.' Mayer suggests that


'systematic socializing practices -- e.g. varieties of occupational training' are likely to be well developed in Western complex societies and are relatively easy to study through the observer having access to schools. The structure and organisation of the curriculum and careers advice constitute part of such 'systematic socialization practices' and the teachers' descriptions of them can be thought of as a vernacular model accessible to description and analysis by the research worker.
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available to show that the influence of the family, and related social class, can be far reaching in its effect on the operation of the occupational choice process.' Many early studies have demonstrated the relationship between the occupation of the father and the job choice of the son (e.g. Rosenberg, 1957; Kelsall, 1954; Bendix, Lipset and MaIm, 1954). Empirical evidence has demonstrated the link between socio-economic status and level of occupational aspiration (e.g. Sewell, Haller and Strauss, 1957; Liversidge, 1962).


In the case of father's from migrant backgrounds, however, it seems desirable to take into account that their socio-economic status in their countries of origin might be a better predictor of their children's academic achievements and occupational aspirations.


Home and socio-economic background influences occupational choice in various ways. For example, secondary modern school leavers during the 1950s and 1960s in Britain placed most importance on parental influence in their career choice (Chown, 1958; Jahoda, 1952). The Crowther Report in Britain (Central Advisory Council for Education, 1959) highlighted the way in which the economic and cultural factors associated with working-class backgrounds exerted pressure on young persons to leave school.


There seems to be little doubt, to judge from the sheer weight of research evidence such as that accumulated during the period of 'political arithmetic studies' of the 1960s and 1970s, that the socio-economic background of school students affects not only their academic achievement but also their occupational choices. Research in Australia into similar aspects has invariably used the occupation of the father and the socio-economic background of the family in setting up independent variables in models (e.g. Edgar, 1975; Martin and Meade, 1979; Williams, Clancy, Batten and Girling-Butcher, 1980; Carpenter, Western and Foster, 1980).


In the light of findings from our case studies, an observation by Wilson and Wyn (1983) is of considerable importance. They suggested that growing up in a lower-working-class area provides students with views of themselves that are not very different from each other, despite the range of ethnic backgrounds that may be present in the area. In other words class background and relationships may be more important than ethnic background when it comes to making a living.


There has been comparatively less research into the effects of the mother's �occupation and educational qualifications on the job choices of young persons,
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from an ethnic background chooses to identify with it, whether or not he possesses any ethnocultural diacritica (distinguishing characteristics) that enable ethnic affiliation to be established by an external observer. Ethnicity can be other-ascribed, as when an external observer attributes the social and ethnocultural characteristics he sees in a person to the fact -- correct or not -- that he or she belongs to an ethnic group.


The dual nature of ethnicity has become firmly established in the literature (see discussion in Bullivant, 1984; also Barth, 1969; van den Berghe, 1975). The way it is used as the basis of boundary maintenance for purposes of discrimination is taken up in the following chapter.


Some consideration needs to be given to the kinds of ethnocultural affiliation that people adhere to. It is commonly but erroneously held that ethnicity is solely related to cultural differences, but as the following definition by Schermerhorn (1970: 12) makes clear, it is a far more complex phenomenon. An ethnic group is a


... collectivity within a larger society having real or putative common ancestry, memories of a shared historical past, and a cultural focus on one or more symbolic elements defined as the epitome of their peoplehood. Examples of such symbolic elements are: kinship patterns, physical contiguity (as in localism or


sectionalism), religious affiliation, language or other dialectical forms, tribal affiliation, nationality, phenotypical features, or any combination of these. A necessary accompaniment is some consciousness of kind among members of the group.


The factor of common ancestry and consciousness of kind is recognised by most scholars as an important feature of an ethnic group, and enables it to be distinguished from more global, permanent associations such as major religious faiths. An influential example of this view is that of Shibutani and Kwan


(1965: 47). Members of an ethnic group 'conceive themselves as being alike, by virtue of their common ancestry, real or fictitious, and ... are so regarded by others.'


A further feature is the variation that can exist in the aggregates of people that claim ethnic background. Their size can vary from that of a more or less homogenous group to much more scattered entities and even individuals, termed 'ethnic categories' by the theorist M.G. Smith (1982: 2-6). These are
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Exogenous variables


Three groups of variables constitute the uncaused, exogenous or independent category. The first group comprises a student's background resources. It is made up by family socio-economic status as measured by father's occupation, situs, and education, and by mother's occupation and situs, together with father's and mother's ethnicity as measured by place of birth. Also within this group are the family's regional location, relatives, friends and peers outside school, and community employment or advisory bodies, and mass media influences.


The second group of exogenous variables comprises a student's personal resources. These are sex, age, and ethnicity as measured by student's place of birth and parents' place of birth and language other than English spoken in the home.


The third group of exogenous variables comprises the 'givens' of school-based resources. These are the structure of and subjects available in the curriculum at Years 11 and 12, the teachers' assessments of students' performance and 'promotability', the provision of careers and related advice, number and experience of teachers engaged in careers 'work', and other organisational 'support' facilities, such as libraries, study rooms for the appropriate levels, and avenues for student representation in school policy.


Contextual or intervening variables


The exogenous variables are conceptualised as operating on dependent or caused variables through two groups of contextual or intervening variables. The first group comprises a student's self-assessment. This includes self-confidence, sense of academic competence, and sense of social competence, moral positioning, and self-ascribed ethnicity. The second group comprises a student's interpretive feedback. It consists of perceptions of teachers' assessment, advice on careers, facilities within the school, provisions within the wider community, press from parents, the availability and usefulness of advice from friends, peers and relatives.
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which differs from both points of view according to social class, is the cause of the initial inequality of children when faced with


examinations and tests, and hence of unequal achievement.


A closely related concept developed by Bourdieu and Passeron (1977) is that of' pedagogic action'. As summarised by Bottomore (1977: vi) in a Foreword to Reproduction: In Education, Society and Culture, -pedagogic action" (that is, education in the broadest sense, encompassing more than the process of formal education) ... is defined as the "imposition of a cultural arbitrary (an arbitrary cultural scheme which is actually, though not in appearance, based upon power) by an arbitrary power." An analogous view is Gramsci's (1971: 350) contention that: 'Every relationship of "hegemony" is necessarily an educational relationship.'


A much-quoted passage by Bernstein (1971: 47) summarises the essence of institutionalised social reproduction as it can apply to schools: 'How a society selects, classifies, distributes, transmits and evaluates the educational knowledge it considers to be public, reflects both the distribution of power and the principles of social control.' It will be obvious that this has a direct relationship to the model of the curriculum that was developed in our first chapter.


Closer to home, Birrell (1978: 107) has adopted a comparable perspective of the control the dominant groups in Australia exercise over migrants. 'Whether we like it or not, it remains the prerogative of the Anglo-Saxon hosts to decide what are the "good" elements of other cultural traditions and this prerogative stems from their grip of power primarily in the economic and political areas.'


Bourdieu and his associates have been criticised for not backing their theories with hard empirical data. An interesting exception to this is Noelle Bisseret (1979), who studied the relationships between the characteristics of the schools attended and subsequent occupational histories of students from 'dominated classes' and women in France. She also analysed their conversational discourse to establish how they reinterpreted their own life histories. Bisseret concluded from her research that 'at each stage in the educational curriculum, the degree of openness of the field of possibilities is a function of both the individual's social class origin and sex category ... to be a woman or a worker is to be dominated on the economic level and to lack the means of acquiring the necessary knowledge to exercise power in its various forms.'
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The commonsense view of the world that each child brings to school is the product of a complex social background. It acts as a screen through which new information is filtered, but it is also the foundation on which is built each student's objective understanding


of his or her life circumstances. It is this understanding which enables students to distinguish between personal and socially imposed conditions.


This is not to opt for a completely phenomenological position. Were individuals solely responsible for constructing their own social realities, with the corollary that each individual is 'an island unto himself', then the paradox of how social order is achieved and maintained presents itself. Social and cultural consensus necessitates the imposition of some common structures, rules and order.


At a less philosophical level, some research studies have suggested empirically that social reproduction is not absolute. Lewis and Wanner (1979) studied the influence of private schooling on the process of students' attainment of status in the United States. They showed that it is by no means conclusive that it has a more significant effect than the public school system.


Bullivant (1983a) studied the education systems in Fiji, in order to establish whether the curriculum favoured one or other of the two main ethnic groups, Fijians or Indians. He found that some evidence existed for suggesting that Fijians are able to control 'cultural capital' through the exercise of political power over the education system in general, and university entrance quotas favouring Fijians in particular. However, other evidence pointed to the influence of external factors, such as the direction being taken by the Fijian economy in response to multinational pressures and tourism, and by the New Zealand education system which still controlled the examinations at the senior secondary levels.


Two recent Australian studies are of particular relevance to this research study. Watkins (1980) conducted research into the perceptions of work experience programs in the school curriculum of Year 11 students in some Australian schools. He concluded (Watkins, 1980: 455): 'While work-experience may provide great benefits in the experiential sense, too often it may be used as a vehicle to socialize students to the demands of industry for a docile, obedient workforce.'

















46


(2) Official statements incorporating culture contact theory


(i) Australian Ethnic Affairs Council


For the purposes of this research study, it is only necessary to go back as far as 1977 for an official statement of culture contact philosophy in the Australian context. In that year, the Australian Ethnic Affairs Council (AEAC, 1977) published its submission to the Australian Population and Immigration Council on its Green Paper Immigrant Policies and Australia's Population. The AEAC's publication, Australia as a Multicultural Society outlined three broad issues that confronted Australian society. They were social cohesion, cultural identity, and equality.


To achieve the last, the Council (AEAC, 1977: 5) considered 'that equality can best be promoted (perhaps can only be promoted) through policies that harness it to cultural identity. Both are means and both are ends: equality depends on and strengthens multiculturalism; multiculturalism depends on and strengthens equality ... We shall treat equality as equal access to social resources.'


In its recommendations for education in schools that would implement these objectives the Council was closely in accord with earlier suggestions of the Schools Commission (1975) in its Report for the Triennium 1976-78. However it seems that the Council was somewhat confused, and can be criticised for pushing its ideological position even in the face of conflicting evidence.


On the one hand, it stated (1977: 11) that 'there is lack of hard evidence on the association between the child's achievements and his sense of cultural identity' and cited Australian theorists, Nicoll (1977) and Martin and Wilcock (1976) to support this contention. The Council also did not want to make 'unwarranted assumptions about the relation between school achievement and subsequent occupation or socio-economic status' (ibid.), and reiterated that 'we know little about the association between the child's achievements and his sense of cultural identity.'


However, on the other hand and despite these disclaimers, the Council asserted that children from non-English-speaking backgrounds 'find no support for their ethnic identity in school, and are in fact likely to suffer because of it, and have no opportunity to use or develop the language skills and knowledge that come from their particular ethnic background' (pp. 11-12). The Schools Commission's (1975) criticisms of the Child Migrant Education Program (in themselves ideologically motivated) were considered by the Council to suggest 'a link between the issues of equality and cultural identity in child education' (p.
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12). The Council's use of italics to emphasise its suggestion contrasted markedly with the disclaimers about such a connection used in the previous paragraph.


To promote its concept of social cohesion, the Council made suggestions that seem to be based on similarly unproved assumptions about culture contact. It also introduced the related concept of self-esteem. Schools should be 'given incentives to develop ethnic studies programs and to infuse the curriculum in general with the reality of the pluralist nature of Australian society, with the object both of enhancing the self-esteem of students of ethnic origin and giving all children a more authentic view of the nature of the society than the present mono-cultural education provides' (p. 13). Adherence to the general thrust of culture contact theory seems implicit in the Council's view that 'It is important to note the interdependence of these two processes: the sense of identity of ethnic children will be defensive and inward-looking unless other children accept the validity of ethnic cultures and identities.'


The issue of self-esteem will be treated separately below. Here, it should be noted that the Council's views are mere assertions and, at times when describing the 'reality of the pluralist nature of Australian society', question-begging. The possibility that children from ethnic backgrounds might be quite able to develop coping mechanisms, which are adapted to the situations in which they are to offset the lack of acceptance of their cultures in schools, is not explored. As the research of Maureen Stone (1981) in Britain strongly suggested in the case of Afro-Caribbean schoolchildren, this kind of coping mechanism does occur.


Finally, the question should be posed whether ethnic studies and multicultural programs in schools might constitute a desirable form of 'habitus' or 'cultural capital'. Lack of their provision could then be interpreted as being due to the influence of social reproduction or ethnic hegemony that advances the life chances of children from non-ethnic backgrounds. This is one of the issues discussed in the research design for this project.


(ii) The Galbally Committee


The second official body to make claims about culture contact and ethnic identity was the Committee of the Review of Post-Arrival Programs and Services for Migrants (the Galbally Committee). Its Report (1978) became one of the major sources of guidelines for the subsequent Schools Commission's
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Commission was dubious about the merits of an approach to multicultural education that stresses trivial aspects of the cultural heritage. 'Lessons devoted to ethnic food, dance, festive clothing or national days, while possibly providing useful connecting points, are relatively superficial aspects of cultural difference and may moreover reinforce the notion that multiculturalism is merely acceptance of some exotic strangeness' (ibid. p. 16).


It is clear that the Commission (ibid. p. 64) still 'believes that equality and diversity are complementary values in Australian society', and that 'individuals ought to be exposed to the teaching of community languages and cultures ... in regular schools', i.e., the essence of the contact hypothesis. The Commission partially redeemed itself, however, with the acknowledgement that 'The specifics of what is needed to achieve equal opportunity for all of these people have yet to be worked out, but most groups realise that this will not be achieved without political action and struggle' (ibid. p. 112).


Critiques of culture contact proposals


With that statement the Commission, probably unwittingly, had acknowledged one kind of criticism of culture contact theory, i.e. that educational measures within school are unlikely to alter inequalities that are generated by economic and political forces outside school. This issue is taken up below.


(1) Research studies


Other criticisms of culture contact theory take several directions in research studies and in general are inconclusive and often contradictory. Indeed, if a majority of pupils already hold racist and prejudiced attitudes, unintended consequences can result if one attempts to change them, as research by Miller (1967) has demonstrated. He studied more than a thousand part-time male apprentices attending a London technical college who were given limited instruction aimed at reducing prejudice. Results showed that the experimental group of subjects increased their interethnic hostility in comparison with subjects in the control group which did not take the same instruction. Miller suggested that these results support McGuire's (1964) contention that limited instruction using a weak form of argument may produce reactions to the argument in the form of increased prejudice.


Miller also reviewed thirty previous experimental research studies written in �the period 1927-1965 on the use of educational methods to change interethnic
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'there is increasingly empirical evidence that there is little, if any, difference between the self-esteem of children from different racial and ethnic groups.' It was also apparent that 'School grades appear to make less difference for the self-esteem of black children than for white children ... black children do not value themselves less when they perform poorly in school' (ibid. pp. 162-63).


Rosenberg and Simmons (1973) looked at the evidence for the general lack of differences between the self-esteem of white and black children. They concluded that such socio-economic and social factors as family poverty and family breakup, the low prestige level of the black race generally, poor school performance and rejection of Negroes do not produce the kinds of negative consequences that are commonly assumed. An alternative explanation comes close to Argyle's social comparison theory discussed above. As Rosenberg and Simmons (1973: 144) commented:


What does have an unequivocal impact on their self-esteem in


these environments is what they believe their significant others think of them. The great proportion of the child's daily interpersonal interactions occur with parents, friends and teachers. If these significant others hold favourable opinions of him, respect him and like him then a firm foundation for a healthy self-esteem may be established.


Thus, assertions that the self-esteem of children from racial or ethnic backgrounds will be enhanced through programs of culture learning, and that this in turn will lead to or cause better academic performance and equality of opportunity, must be treated with considerable scepticism.


A study by Grant (1973) set out to examine the effect of relevant curriculum materials upon the self-concept, achievement and school attendance of black students at the third and sixth grades enrolled in ten randomly selected selected inner-city high schools in a large urban system. He found that materials which reflected the cultural values of black children had a significant effect on improving their academic performance, but no effect on their self-concepts. We might interpret this result to suggest that familiarity with their own cultural values in the materials would have assisted the children's learning and enhanced academic performance.


Research by Banks (1984) into the attitudes and self-concepts of black youths in predominantly white suburbs showed more surprising results. Although the
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The most obvious impression about all but one of the schools was the lack of space and facilities to adequately cope with the problems of educating children from non-English-speaking backgrounds. In itself this may indicate a form of social and cultural reproduction within a school, but is more likely to reflect the generally rundown nature of some facilities that we noted.


In one of the schools, interviews with students had to be conducted in the school laundry, which formed part of the home economics teaching facilities. The difficulties of using a tape recorder became magnified when staff regularly hurried in and switched on the washing machines during two of our interviews with Indo-Asian students. At another school interviews with Indo-Asian students were conducted in one of two adjoining classrooms which were regularly used for ESL teaching. As the two rooms were separated only by a thin partition it was


difficult to hear softly spoken comments from the students above the noise of verbal teaching and practice in spoken English being conducted next door.


Interviews with staff were often difficult to tape record, especially when they had to be conducted in busy staffrooms and occasionally against background noise from photocopiers. On such occasions it seemed best to abandon tape recording altogether and rely on the backup notes. In any case, interviews with staff frequently encountered other difficulties when sensitive issues were being discussed and it seemed diplomatic to turn off the tape recorder.


(4) Results of the pilot study


The research in the pilot school provided valuable guidelines to the manner in which the remainder of the research could be conducted. Prior to the pilot study the year level of students, who would be most affected by occupational socialization had been provisionally set at Year 10. However, we were advised that this is too young as many students are still immature at that age and have not really thought about their futures. On the basis of this advice we decided to set the target age level for subsequent research at Year 11 and above.





79


We found that the design of the first draft questionnaire was obviously deficient in some respects, and this was quickly shown up by comments from staff with whom it had been discussed at the time of the first visit to the school. It was extensively revised and a new version prepared in time to take to the school on the following day to trial in discussions with students.


During the two discussion sessions, students were specifically asked for their ideas about the kinds of questions that might have been included. Their difficulties and comments during the course of filling out the questionnaire were also noted. These reactions were subsequently discussed with staff to establish their validity and the 'believability' or maturity of the two student groups. Several useful new comments about the questionnaire were elicited and it was further refined before being used at the first school in the main sample.


Discussions with the two groups of students confirmed the tentative plans we had made to use group discussion and dialectical questioning as a major research strategy. Girls and boys did not seem to be inhibited in their comments. Some girls from European migrant backgrounds conformed to the stereotypes about their occupational aspirations. They did not stress the need to get jobs as they 'could always get married'. One girl's resigned comment to this effect -- a dramatic example of self-deprecation and awareness of the limits to her social competence -- evoked an immediate response from one migrant boy 'that's right, and don't you forget it.'


However, the girls thought that it would be easier to find a job than boys. Jobs as checkout cashiers in the big supermarkets were more readily available for girls; boys do the heavier lifting, sorting and stacking tasks in the back of the stores. Girls able to speak one of the migrant languages common in the neighbourhood are an asset in the supermarkets; having feminine appeal was also thought to be an advantage.


On the other hand, boys in the same group considered that it is very hard to get jobs in the area. One boy commented that he had made 40 phone calls and written 15 letters for jobs, but had not been called for an interview. For both boys and girls there was a clear gap between aspirations and expectations, which tended to confirm previous research studies that have commented on the high aspirations of children from migrant backgrounds.


According to one of the ESL teachers in the school, girls' aspirations are �greatly influenced by their self-confidence, which in turn is influenced by the
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In the outcome this did not occur. However, after carrying out research in the first inner-city school early in March, it was clear that it is not really representative of a school from an outer suburban high ethnicity/low SES ethclass. Accordingly, a seventh school from one of the western suburbs was


drawn from the reserve sample and re-approached to take part in the research. It elected to do so and proved to be a most successful case study.


Follow-up phone calls were made to fix two days on which to visit each school. After each school had been visited, a letter of thanks was sent to the principal and also reminded him of the follow-up stage of the research that would take place in the following June or July. At this point, according to our original intentions, a copy of the report on each school would be sent in advance as agreed in the research proposal, so that staff might have an


opportunity to read and discuss it. This would be followed up some days later by a visit from the research team, during which the report would be discussed at a roundtable conference of all those involved. Amendments, corrections and additions would be solicited and the final version negotiated by mutual agreement. This would be the version to go into the final report to the Human Rights Commission.


Modifications to style of the report


Even the best laid research plans can go astray, however, and as voluminous research data accumulated it became very obvious that the length of the final


report would cause major publishing problems. We thus agreed with the Human Rights Commission's decision to publish only one of the case studies, Inner City High School, in the kind of detail that would convey something of the case study style.


However, the remaining data would be distorted too much if the length of each case study is severely shortened. Although we recognise the


methodological dangers involved, it seems better to compromise in the style of presenting data, as a way of keeping as close as possible to the original


intention of the research, rather than abandon them altogether. Accordingly the systemic responses of the six schools to the needs and aspirations of students


are brought together into one composite constructed-type case study, Suburbia High School. This is facilitated by the many similarities between the principles


underlying the structural and organisational features of the schools. In essence,
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(2) Students' needs and aspirations


The internal pattern of the student composition is in part also closely related to students' needs and aspirations. The proportion of students from NES backgrounds increases as one moves up the school. The deputy principal's explanation of this is that some Anglo-Australian students and others from lower SES backgrounds tend to leave early if they get a job or want to go to one of the local technical schools, and get trade practice from there. Others from NES backgrounds are more professionally oriented and tend to stay on at school until Year 12.


There is a difference along ethnic lines in this pattern of aspirations. Indo�Asians, especially Vietnamese and Vietnamese Chinese, tend to stay on at school the longest. According to one ESL teacher. Timorese Chinese are less tertiary oriented. They are followed by Yugoslays, Greeks, Turks and Anglo�Australians in decreasing order.


The low socio-economic status of some students' backgrounds also influences their aspirations. This applies particularly to Anglo-Australians the majority of whom come from lower-working-class homes. Few of these students are upwardly socially mobile, in the opinion of one level co-ordinator, and their aspirations are not as high as those of Indo-Asians and some other NES groups.


The location of the school on the periphery of a middle-class, fairly affluent district is not reflected in the school population. The number of independent, 'public' schools which are located in that district and are accessible from the area of the school means that there is considerable 'leakage' of students who might otherwise come to Inner City High.


The high level of aspirations among the Vietnamese and ethnic Chinese students -- a recurrent theme in this research study -- is due to several reasons, according to the ESL Co-ordinator herself a speaker and teacher of Chinese in the school. 'There is an old Confucian philosphy which says that it doesn't matter if you don't have a lot of money as long as you have a scholar in the family ... this is all important.' Scholarship has a lot to do with status among Indo-Asian families, and from the time they are small children boys and girls are impressed with the idea that when they grow up the family hopes that they will take and use all available opportunites, rather than waste them.
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Modern technological developments have also attracted the avid interest of Indo-Asians. 'There's the whole science technology orientation that people coming from south east Asia have a tendency to become terribly interested in. Also it's an area they consider they can achieve in, whereas in humanities areas they can't. So the tendency is for them all to go to sciences.'


However, it is not science per se that interests them, but rather the type of career that it can lead to. According to one ESL teacher:


If you ask them from Year 9 on ... ask students, particularly from Vietnam, but also from some of the more highly educated Timorese


families, what they want to be, they'll tell you that they want to be an engineer. That's, as far as I know, an almost across-the-board answer ... not a doctor or lawyer but an engineer. Some want to be chemical engineers, some want to be electrical engineers, some


want to be civil engineers, but engineers is the answer. [I'm] not sure why that is ... whether it's just a word.


This is in marked difference from even students from Greek background. They have a tendency to veer away from straight science courses ... to go into Humanities areas ... it's a marked difference.'


Students' needs and aspirations -- the observers' model


The views of staff are broadly substantiated by the aspirations and needs of students with whom we discussed their career plans. However, there were some apparent anomalies, especially on the part of the Indo-Asian boys in the small sample we interviewed. None of them opted for the mathematics/science stream and this is thought to be atypical of Indo-Asians in general. One or two students in each of the following groups showed individuality in career aspirations and expectations and aspired to non-traditional jobs, otherwise the students followed the norm stated by the teachers.


(1) Year 11 ESL group of Indo-Asian girls


Four shy girls from Vietnam all over 17 years of age were interviewed and completed questionnaires. All wanted to do mathematics and sciences very strongly, for the reason that these subjects would help them get into Year 12 HSC Group 1. Two of the girls felt that the fact that mathematics and sciences are not very hard was a fairly strong reason for doing them, but the other two girls felt that this was not a strong reason. The interesting nature of the subjects





1 1 1


The majority of girls and the boy very strongly considered that the subjects would teach them to get on well with people thus indicating strong moral positioning, though for two of the girls this reason was either fairly strong or not strong. Three girls were strongly motivated to do the subjects because they are needed to get to university, while two others and the boy thought that this was a fairly strong reason. Another very strong reason was that the subjects would provide useful knowledge and skills for getting a job (four girls). Four of the girls and the boy stated that the easiness of the subjects was not a strong reason for doing them. Other reasons for doing the subjects were that they were liked, enable one to understand society better and provide opportunity for work experience.


The career aspirations of these students showed a combination of traditional and non-traditional choices. The Australian boy aspired to be a male nurse in a bush nursing hospital, but expected to be a policeman if he failed to get into a college of nursing training. His father is a social welfare worker. Two of the girls would have liked to become primary teachers. Their fathers are milk-bar, takeaway food shop proprietor and pensioner. The barriers to these aspirations were thought to be failing the course, going overseas back to Greece and parents wanting the whole family to go back to the home country. Career expectations in these eventualities were to do a computer course or take up architectural drawing. One girl hoped to go to university or college; failing this if she did not pass her course she would like to do 'some area which appeals.' Her father is an engineering fitter and turner.


Another girl wanted to be a nurse but saw a barrier in being forced to work if there are economic problems. If this occurred she expected to go to Greece and use her excellent knowledge of the English language to get into English teaching, which is a lucrative and respected career in Greece. Her father is a mechanic who also takes part in first-aid training. The remaining girl would like to become an interpreter in a welfare centre or community language office, but saw having to go back to the parents' homeland as 'a big problem' and the main barrier to this aspiration. Her father is unemployed. She expected to do a part-time graphics course and design clothes.


Two Greek girls had mapped out interesting career plans at least in the short term. They were planning to go to Greece and teach English. To get a qualification to do this they planned to take the Cambridge Proficiency in English Certificate examination in June or July at La Trobe University.
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exclusively, oriented to entry into a tertiary institute. During the intensive program of deciding subject choices for Year 12 that takes place for Year 11 students in Term 3, teachers must advise students not to choose HSC Group 1 for Year 12 if they are at risk of wasting their time attempting a course in which they have no prospects. Despite this many students decide


to do HSC Group I, occasionally against the advice of staff but 'that's their prerogative', according to the deputy principal. This is particularly the case for students and parents from some NES backgrounds.


However, this situation poses a major dilemma for the school as students' choices for these subjects frequently appear unrealistic to staff. Students and their parents from NES backgrounds in particular insist on choosing mathematics and sciences against the advice of staff, because these subjects are associated with university entry into prestigious degree courses and subsequent professions. Mathematics is also increasingly required as a pre�requisite for other courses and jobs, but many students are not able to cope with the subject yet cannot be persuaded against doing it.


The dilemma apparently arises because a directive from the Regional Director of Education has instructed that a child who wants to take mathematics and sciences must be allowed to do them, despite the unreality of its aspirations, provided there is a place in the school. Unless the child is being disruptive there is no way he or she can be excluded. No avenues of appeal against the directive exist for teachers and it is clear that they 'don't like it at all', in the words of one senior administrator.


Even intensive counselling with parents can fail to persuade them that it would be in the best interests of the child to leave at Year 10. A few parents still insist on the child staying on in Years 11 and 12. All these factors have contributed to the high retention rate in 1985 of 90 per cent from year 7 to year 12.


(3) Special provisions for students from NES and Indo-Asian backgrounds


The high proportion of such students in the school is reflected in another feature of the curriculum. This is the highly organised ESL program at all levels, and in other subjects as much support as possible for English is provided. The latter is seen to be crucial as such students come into a school in which English is the dominant medium of instruction. All HSC students, who have been in Australia less than five years and are thus eligible to do ESL English in the
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According to information from staff the school's portion of the Supplementary Grant Resource Program has fallen from $30 000 in 1983 to $12 500 in 1985. Apparently official policy in Victoria is to broaden the base for supplementary grants, by bringing more schools into the Program, as well as by reducing the available financial resources. Over the last few years, allegedly the Victorian Government has been also charging more of its administrative costs, such as consultants' salaries against the program by taking these out of the supplementary grants that are strictly intended for the schools. When the program first started, administrative costs occupied about 1.5 per cent of the total budget it is alleged; now they are occupying close to 13 per cent.


The cutbacks in 1 985 have badly affected the ESL program and came as a serious shock to the teachers concerned. Formerly part of the grant was used to take students from NES backgrounds on educational excursions to give them language practice and 'survival' knowledge. This was an integral part of the ESL program. Now it has been reduced and students are being asked to pay despite the fact that some of them come from poor family circumstances. Parents are on welfare benefits and cannot afford to help.


The worst cutback in 1985 has been to the translation service. Teachers commented that no funding whatsoever has been provided for this, even though allegedly the service has continued to be 'co-ordinated' at the bureaucratic level with considerable salary costs. Teachers feel that the amount involved could be used to supply all the schools in the area with translation assistance. 'This is not something the school can pick up. Certainly we can't use ethnic teacher aides for that ... this would take them out of a program dealing with children where they are needed in the classroom.'


In 1984, the staff ran a conference: 'Coping with Stress in the Multicultural School'. In light of the above, the reasons for the conference need no elaboration.


(4) Provisions for girls


Inner City High is one of a group of schools to take part in a Participation and Equity Program, one section of which is concerned with equality of opportunity and the education of girls. At the beginning of 1985, one female member of staff conducted a brief survey of the career intentions at Years 9 and 10. Of the 112 participants in the survey the great majority chose traditional occupations as their first choice: hairdressing (22.3 per cent), primary teaching (14.3 per cent),
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working in conjunction with another school to develop Chinese language materials.


Their aim is to assist pupils coming into the school with poor English language skills. They produce exercises and vocabulary in Chinese on such events as the Chinese New Year and other festivals, together with translations in English. The teacher concerned is assisted in this project by an Ethnic Teacher Aide and the local Language Centres. Funding is supplied by a grant from the State Ministerial Advisory and Co-ordinating Committee on Multicultural Education.


In the Year 12 STC course there is a language block called Community Language, which 'sort of grew up out of necessity' to avoid forcing Greek students to do Chinese and vice versa. The teacher is able to teach Greek herself, but allows students taking this subject at a Saturday morning ethnic school to spend supervised time studying it during normal lessons. Chinese students studying Chinese in a Saturday Morning School of Modern Languages are able to do the same.


All students work through a common component on the use of languages: skills for interpreters and skills in translating. These include actually going to see them in operation with social welfare workers, interpreters and others in the community. According to the teacher of Chinese: 'It's a very exciting course developing the use of language and building up the value of their home language in these situations.'


(ii) The place of ESL in multicultural education


The ESL Faculty considers that everything it does is with multicultural education in mind:


We find it very hard to separate the two ... we are trying to


develop a more school-encompassing multicultural program. In ESL we have a tendency to talk about where children come from, what kinds of festivals they have. They all share their experiences and ideas, and that happens in ESL. Probably doesn't happen outside


the ESL Department ... in some subject areas ... very difficult for some teachers to introduce it ... difficult to get a grip of it and realise the importance of it


The ESL staff would like to see its support program 'really take off in the �school so that it functions concretely as opposed to being very tentatively on the
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languages, books on audio-tape and other materials in ethnic languages, and this supports the ESL and limited community language programs.


The multicultural units in the general curriculum are almost entirely of the 'additive' type devoted to limited aspects of ethnic heritages included as topics in some syllabuses, rather than infusing the whole of the curriculum. They are mainly devoted to studying the life styles of major ethnic groups. An Aboriginal Studies course is provided at Year 8, but other topics such as those


on Archimedes and the abacus referred to above are disappointingly superficial.


However, we do recognise that the official policy of the school is to cater for the needs of students from NES and Indo-Asian backgrounds, not necessarily through a special multicultural education program but in the general curriculum. Thus the year 9 Consumer Education unit deals with issues of relevance to such students. Year 10 social studies includes units on the workforce, local


government, employment and similar issues. The whole thrust of staff endeavour in the school is to give all students as much assistance as possible to achieve good life chances, within the limitations of the financial and other resources available.


The concentration on ESL is the most obvious feature of multicultural education and its need is supported by students' comments. Indo-Asian students in particular emphasise the need for English and anything that improves this must be commended. In the Chinese language department, while it is wedded to a bilingual philosophy, the basic approach seems to be more a transitional rather than a maintenance approach to bilingualism, i.e. to make students functional in English as soon as possible while bridging across from Chinese.


Maintenance of other languages in the form of a full community language program is one suspects beyond the school's resources. In fact, one wonders whether it is needed as so many students come from homes where a language other than English is spoken, and one might assume that the ethnic language is maintained there. It appears from staff comments that they cannot make this assumption and feel that the provision of languages other than English is still warranted.


According to one of the senior staff, if the school had the resources Vietnamese would be included in the curriculum; at present it is not even on the
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HSC subject list. One benefit of having community languages for students to take at this level has been amply demonstrated by the 1985 HSC results. These showed that 21 out of 22 students passed HSC Greek even though many failed in other subjects.


(ii) Students


Comments that reveal students' perceptions of the multicultural nature of Australian society and related type of education in the school were very limited.The opinions of the one Anglo-Australian student and some students from NES backgrounds seemed to indicate that they saw having a second language as an advantage. The Anglo-Australian student in our sample admitted to feeling jealous about the advantages migrants and ethnics have: 'Y'know ... if you've been ... they've been brought up in two cultures kind of thing, they know two lifestyles, whereas I know only one.' However, some boys from NES backgrounds commented that although migrants have two languages, their own and English, they still have the task of learning how to comprehend in the latter.


Some Australian customs mystify Asian students and suggest that their schoolwork could well be augmented to include a degree of 'reculturation' (Bullivant, 1973) in order to learn some aspects of Australian culture. For example, the group of Indo-Asian boys felt that it is 'very strange' to leave home rather than live at home with parents and go to work from there. Not looking after elderly parents is also 'very strange' -- said with a wondering shake of the head.


Curriculum organisation for careers guidance -- the


vernacular model


The numbers of teachers to cope with the total student numbers and the ethnic complexity of the school are correspondingly large. The staff totals 68 men and women. This includes at least 11 teachers who are themselves from NES backgrounds. Several other teachers were born overseas. There are three ethnic teacher aides -- Chinese, Vietnamese and Greek -- funded partly by the Commonwealth Child Migrant Education Service, and by supplementary grants.
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Even though they were different from Anglo-Australians, British students we spoke to paradoxically wanted to be like them. In one teacher's opinion this extended to British children trying to be 'more Aussie Ocker than Aussies', by picking up the Ocker speech style and 'worst habits' (FHS). This reluctance to accept one's ethnic background -- a well-known sociological phenomenon -- was not confined to British students. We found examples of some Greek and Italian students denying their ethnic backgrounds for fear of being 'different' from the predominantly Anglo-Australian majority. We were also told about a German student, who was much better than the rest in a German language class, but would not answer the teacher in German also for fear of appearing to be different. This issue is taken up again in Chapter 9.


Staff commented on Dutch students, who were 'well integrated', and German parents who 'want their children to go for it' (FHS). We were told about British-born students and their parents who are generally happy with trades as future careers, but aspire generally to a materialistic style of life -- good houses, top range of cars, 'Mazdas'. According to another comment: 'Parents want a private school but without the fees that go with it' (FHS). In this case, a significant proportion of students do in fact transfer to neighbouring private schools much to the annoyance of the Principal.


Some parents would like to see children go on to university and this is most likely with those from upper- to middle-class backgrounds (e.g. MVHS, NPHS). For those lacking this level of aspirations general apathy at years 10 and 11 was apparent, and may have been more a feature of the lower- to middle-class SES character of the areas in which the schools are located than their ethnic composition. 'They are lovely kids, but lack confidence and don't aspire very highly ... many are social creatures not career aspirants' (FHS).


Students' perceptions of needs and aspirations -- the observers' model


In the following section we attempt to give a broad review of students' expressed needs and aspirations, in order to establish whether students' perceptions of their career scenarios match school staff views. This has a bearing on the occurrence and results of stereotyping discussed in Chapter 10.


The review is basically impressionistic although some statistics will be �used. Any quantitative data apart from broad totals would completely distort
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our findings. To a large extent this is a self-imposed restriction dictated by the logic of naturalistic research methodology, which led us to be as flexible as possible in the field so that its dynamics and patterns evolved naturally.


General patterns of aspirations at years 11 and 12


Students were asked the question: 'When you leave THIS school, what would you most like to do?' Using opting to go on to professional careers and university or tertiary education as a gross measure of level of aspiration, students in the constructed type groups at Year 11 tended to vary more than students at year 12. That is, there was less mention by all groups of wanting to go on to university or tertiary education, or wanting a career needing such a qualification level, and more reference to careers in trades, commerce and service industries that do not require a tertiary qualification. Out of a total of 85 students interviewed at year 11, 31(36.5 per cent) mentioned going to university, college or careers needing tertiary training. Fourteen (16.5 per cent) were not able to state a career aspiration.


By year 12, however, going to university or college was clearly the dominant preference. Out of a total of 82 students interviewed, 69 (84.1 per cent) stated that they wanted to go to university, college or into careers that need tertiary qualifications. Three students did not state a preference. The remaining students mentioned trades or service industries. From this pattern of results, it would seem that year 11 operates as a sifting and sorting mechanism which results in year 12 having a self-selected population of students, the majority of whom are aspiring to go on to university if successful at HSC.


Inter-ethnic group comparisons


Gross comparisons between the totals of students from the major ethnic and NES groups we interviewed bore out only some of the comments from school staff discussed above. Although their numbers were too small to be statistically meaningful compared with other groups, Asian students at year 11 had higher levels of aspiration than both Anglo-Australian and NES students. Twelve out of 18 Asian students (66.6 per cent) wanted to go to university or college compared with 13 out of 35 Anglo-Australian students (37.1 per cent), and 6 out of 32 NES students (18.8 per cent).


This last figure was very surprising at least in the six schools under consideration, as it cast some doubt on the frequent assertions we heard from staff that students from NES backgrounds had unrealistically high
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aspirations. In our sample of NES students at year 11, statistically small and unrepresentative though it was, 19 students (59.4 per cent) opted to go into trades, commerce and service industries. Seven students (21.8 per cent) did not state an aspiration or put 'do not know.'


The figures were even more surprising at one school in particular. This was Southview High School (middle SES, very high Greek ethnicity), where one might have expected aspirations to be high. There, no NES student we interviewed at year 11 opted to go to university. Out of the 15 girls and boys, 9 (60 per cent) chose trades, commerce or service industries and 5 (33.3 per cent) did not know.


The pattern was basically similar at Western Plains High School (low SES high ethnicity), but here one might have expected it due to the effect of low SES and generally depressed state of the whole employment situation in the area. In that school out of 8 NES boys and girls interviewed only one (a girl) opted to go to college. The remainder opted for trades, commerce and service industries (6) or did not know.


These figures suggest the possibility that staff comments about high aspirations might be a form of stereotyping: 'what everyone knows about NES students'. If nothing else, the figures we have for year 11 have pointed to the need for treating such assertions with a degree of caution.


With students at year 12, however, the pattern of aspirations was more like what we were given to expect from staff comments. Fourteen out of 19 Anglo-Australian students (73.7 per cent), 38 out of 45 NES students (84.4 per cent) and 17 out of 18 Asian students (94.4 per cent) opted to go to university or college. In effect a form of aspiration-motivation gradient seemed apparent, and this is further discussed in Chapter 10.


No definite pattern of the influence of SES on career aspirations emerged from the data, as figures had no real comparability due to lack of matched samples in every school. Impressionistically, as might be expected, Mountview High School (high SES high ethnicity) and Northprospect High School (high SES low ethnicity) stood out as having the highest levels of aspirations to go to university at year 12, with the former having a slightly higher level (81.5 per cent) compared with the latter (77.3 per cent). The difference may have been due to the 'ideal' combination of SES and ethnic factors at Mountview High School, coupled with its very strong academic emphasis particularly in mathematics and sciences.
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available up to year 12, but may owe their continued existence more to tradition, lobbying from the staff concerned or strong subject associations than to actual student demand and the ethnic diversity that is present in the school. Demands from ethnic associations, especially the one representing the Greek community, to have their languages increased at lower levels in the curriculum have not been granted.


(4) Student assessment and promotion


A system of examinations, tests and assessment of classwork such as essays controls the progress of students up through senior levels of the school. Promotion is not automatic particularly from year 10 onwards. At the end of year 10 some examinations are held in key subjects like English and mathematics. Even being permitted to repeat that year in the case of failure is not automatically guaranteed. To be assured of getting into year 11 a student should have passed in sufficient subjects to make up a course at that level. Examinations and tests become more frequent in years 11 and 12.


Promotion into the critical HSC year is the most stringently controlled; it is by no means automatically assured. In general, students should have an average of eight passes in the class tests and end-of-term examinations in year 11 to have the best chance of promotion. Marginal cases are discussed by the subject teachers concerned together with the year 11 coordinator. If year 11 is not passed some negotiation with parents is possible, but still does not fully guarantee that a student will be promoted.


Where it is considered that a student will not benefit by going on to HSC, parents are advised ('pressured' was one term used) that he or she would do better in a TAFE or TOP course. 'We counsel our students and they go off to less academic courses, e.g. the local TAFE etc.' (principal). A drop-out rate between year 11 and 12 of about 25 percent is not uncommon. 'We weed out at years 10 and 11' was the somewhat cryptic comment of the year 11 co-ordinator. He also added: 'Kids must not see Suburbia High as the only option they have. We can give advice that the kid leaves school or goes to TAFE.' In consequence, the standards at year 12 can be higher in maths. and sciences than in humanities where the 'weeding out' may not be so strict.
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(iii) Multicultural education


In view of the current official promotion of multiculturalism and multicultural education in Australia, it might be thought that the situations mentioned above could be alleviated by a program that promotes this official ideology in the school. This is far from the case, and in this respect any one of the six case study schools could have been taken as the model from which to construct Suburbia High School. With only slight variations, due mainly to the different ethnic composition of the schools, the principles underlying what follows are fairly representative of those we found to exist in them all.


There is no official program of multicultural education in the school, but the feasibility of introducing something more formal has been talked about. Some staff feel that something is going on at an informal level. The following comments may represent the opinion of several staff especially in the ESL Faculty:


I am unable to point clearly to a multicultural component in the curriculum, but feel it's there. There's no central information,


but in home economics they have been cooking ethnic foods, like Greek souvlaki. I say I am multicultural, my groups are


multicultural, the way I teach is multicultural. I bring in materials from different cultures, and teachers in history borrow it.


Multiculturalism is something that slips away from you if you try to grasp it. We're multicultural because we are (ESL teacher).


In general, multicultural elements in the curriculum are fragmentary and depend on individual teachers' interests. ESL teachers in particular are more supportive than others. Home economics was cited by another teacher as an ideal subject to discuss Asian integration into the school. 'We discuss this in Cooking and when we take the class out to a Chinese restaurant' (home economics teacher). The geography teacher in year 7 specifically ties part of his coursework in with Greece and classical history.


In year 11 some work on Italy is achieved in a history unit. Teaching French in the school is the justification for remembering Bastille Day. The principal also encourages teachers to be aware of the multiethnic composition of the school: 'I try to make teachers aware that we have a fair-size migrant population, so they should use basic English for tests and assignments, but it doesn't always work.'


It appears to be difficult for the school to go much further than what some staff clearly feel are tokenistic efforts, due to opposition that can come from unexpected quarters. For example, attempts to honour the Greek National
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My role is one of channelling. I have no particular expertise,


so I send kids who have problems to the careers teacher. My main job is to interview all year 11 kids and get some idea of their


aspirations and coping ability for year 12 and the HSC. If they can do the HSC then its a tertiary course. If not HSC, some kids go to TOP or leave for employment.


Pupil welfare co-ordinator


The school has a pupil welfare co-ordinator, who is a female full-time member of staff with additional teaching responsibilities in English at year 8 amounting to five periods a week. This is a similar arrangement to that set down for the careers teacher, and likewise was arrived at through teachers' union negotiations. The pupil welfare co-ordinator has CAE course qualifications in social welfare plus an additional 12 months part-time course in counselling at Melbourne University. She has no formal qualifications in psychology.


The involvement of the pupil welfare co-ordinator in careers work is incidental to her main responsibility of welfare counselling, handling crisis situation cases if possible as soon as they arise and helping parents with social welfare problems and similar matters. For some of these she works in close collaboration with the careers teacher, but in the main sees her role as being 'pastoral' to make things easier for the students at school. Part of this is to assist isolates to relate to their peers and to counsel others who are 'difficult cases' and not coping well. Like her colleagues she has chosen to refer most specific career problems to the careers teacher, but deals with questions from -parents and students when they crop up incidentally during her other work.


The careers teacher


The careers teacher is also a female member of staff, as is the case in five out of the six schools in our sample. In one of them we were told that the tendency is for women rather than men to be in careers education, as it is not a good career pathway for those who aspire to senior level positions.


The careers teacher in Suburbia High School is relatively young (another feature of the majority of incumbents in the positions in our sample), has some training in methods of guidance from an Educatian Department in-service course run over 20 weeks for one day a week and is doing a part-time Graduate Diploma in Careers Education at a local CAE. As is the case
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family was still seen to be far more helpful than not helpful by both these


groups of students. However, the school was regarded as much less helpful by the year 12 group than by the year 11 group. It is possible that this difference was due to the fact that year 12 students may have formulated their career scenarios by that stage of their lives, and no longer needed the same kind and amount of advice from the school as year 11 students. The majority of students in both groups still maintained that the resources available from the community were either not used or were not helpful.


(ii) Research team's conclusions


Comparisons between the three major groups of students at each year level along similar lines could not be made with any accuracy. However, there was some evidence in the figures to suggest that Indo-Asian students in both year levels found the school resources to be more helpful than did either Anglo-Australians or students from NES backgrounds. Supporting data for this were available in the views of all students on the relatives they considered to be most helpful. It would appear that Indo-Asian students lacked strong family backup resources -- a not unwarranted assumption as many lost relatives in Indo-China or came to Australia unaccompanied -- and thus were forced to place more reliance on school resources.


(2) The most helpful resources within the school


(i) Students' perceptions


In the previous chapter we considered the many sources of careers advice in Suburbia High School. The way the groups of students regarded these was somewhat surprising. For all students the three most or fairly helpful sources in descending order of preference were information from school such as books on jobs etc., friends in the school and the careers teacher. These three far outweighed all the other resources within the school. Least helpful were ethnic teacher aides.


A difference in the ranking was apparent when we compared the first three choices of the students in the two year levels. At year 11, information from school ranked first closely followed by the careers teacher, then friends at


school some way behind, but still well ahead of the next most helpful source, the year 11 co-ordinator. At year 12, information from school ranked first followed by friends at school some way behind and the careers teacher some way behind again.
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or parents. Mothers were also important for boys at year 11. At year 12 sisters were most important for Anglo-Australian girls.


The groups of students from NES backgrounds showed other variations. Fathers were marginally more important for boys than for girls, and mothers were much more important for girls in both year levels. At both year levels sisters gained more mentions by boys than by girls. This may reflect the comments on the spoiling of boys from NES backgrounds by their sisters, which was referred to by staff.


Variations in the lndo-Asian groups were not so obvious, as numbers were small. However, there seemed to be a tendency for sisters to be more important for girls than for boys in both years. Brothers were marginally more important for girls than for boys at year 11. Parents did not receive many mentions in this group.


(ii) Research team's conclusions


Few firm conclusions can be drawn from the above data, but the special situation of Indo-Asian students should be mentioned. They may not have the level of parental support that the other ethnic groups enjoy. Brothers and possibly elder sisters have to act in loco parentis, and may need boosted support from such systemic resources as counselling, parent/students nights and the pupil welfare co-ordinator. Interpreter services may be needed in such cases, and any reduction of this facility in the school and community could be seen as a form of discrimination.


Perceptions of systemic discrimination


We wanted to find out whether students considered that prejudice and discrimination had influenced their life chances, either in the school or outside in the community. We did not want to ask questions on these issues directly, for fear of prompting the students to take a particular line in their answers. Instead we asked several neutral, open-ended and sentence-completion questions to elicit students' views about the future, their reasons for these views and whether they think that it is hard or easy to make plans for the future and the reasons for their answer.


We made the questions as non-directive as possible on the assumption that students would write down whatever was worrying them, be it racial prejudice, systemic discrimination within the school, the economic situation, pressures from the home or whatever. In this way we hoped that this neutral
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approach might make students feel able to express their feelings about discrimination and racial prejudice if these were present.


(1) Students' feelings about the future


Although the prompt '...about the future I feel' may have made students assume that they should answer in a way that expressed their feelings, the number of students who in fact did so was close to 75 per cent at both year levels. Most students gave answers that indicated either optimistic or pessimistic feelings about their futures and then followed up by giving reasons for these feelings. Of them, 47 per cent at year 11 were pessimistic in emphasis and the remaining responses were optimistic. At year 12, 57 per cent of the responses in this category were pessimistic and the remainder optimistic.


Commonly used terms indicating pessimistic feelings at both year levels were: insecure, frightened, scared, worried, uncertain, unsure, nervous, confused, frustrated, anxious, apprehensive. Terms indicating optimistic feelings were: confident, comfortable and not apprehensive, excited, positive. Two or three students were ambivalent about their feelings at both year levels.


Examples of optimistic and pessimistic comments at year 11 were: 'I feel scared that I won't be able to get a career due to lack of knowledge' (Anglo�Australian girl); 'I'm happy and confident so that I want to start my career. I really like what I have chosen' (girl from NES background); 'I feel happy and nervous ... language is the biggest problem for me' (Asian girl); 'I have to be a success. I have to be better than I am now' (Anglo-Australian boy); 'A bit uptight. I don't know what to do or expect to do in the workforce' (boy from NES background); 'Unconfident ... I don't know whether I can get to uni.' (Asian boy).


Some examples of answers from students at year 12 were: 'I'm curious and sometimes a little frightened. I don't know what the future has in store for me' (boy from NES background); 'Scared and worried as I have no experience about looking for jobs' (Asian girl); 'Uncertain of myself and distrust my own ability: I may end up doing what I don't like just for survival' (Asian boy); 'Excited ... I'll be majoring in a particular subject, and am curious what will happen to me' (Anglo-Australian girl); 'I feel violently ill and lost, because I have to make a big decision that will affect my future' (Anglo�Australian girl); 'Frustrated ... can't get job I want. Marks are higher than I expect to get' (Anglo-Australian boy); 'Confident and a bit worried ... excited
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Systemic influences on career planning


The importance of the HSC makes it crucial that the school facilitate students' attempts to achieve this goal. The Asian students were very reluctant to make any verbal comments about the way the school helped them in this and other aspects of their career planning. However, one exception to this kind of reticence came to our attention.


A very ambitious and apparently bright Cambodian boy (almost a young man) had not been put into the HSC year as he wanted when he arrived at the school, on the grounds that his English was not of a standard to cope with work at that level. He had vigorously campaigned to be allowed to attempt HSC, but had been put into year 11. Even this was a concession as the school staff wanted to put him into year 10. As a result of his complaints and the resultant fuss about being deprived of a chance to do HSC immediately, he appeared to have alienated the sympathies of staff concerned and had gained the reputation of being something of a troublemaker. This seemed obvious from comments of the staff.


As for the boy himself, it was very clear from our discussion with him that he still felt bitter about what he saw as discrimination and said so strongly. His personal feelings were aggravated by his domestic situation. He had no parents, he told us, as they were both killed in a purge. He lived on his own in Melbourne and consequently he had to make all career decisions himself and felt, rather compulsively so it seemed to us, that he had to succeed as soon as possible.


There was an additional factor in this situation which should be mentioned. The student pointed out that most Cambodians are working in factories as they have peasant backgrounds. Academics and intellectuals were killed in the purges, so that even those adults with whom he had contact were not in a position to understand and advise him on going for a career needing academic qualifications. In contrast, he explained that ethnic Chinese students in Melbourne were in a better situation. They tended to have the academic backing of their families, who did not experience the purges and often had good education or understood what it meant, and encouraged their children to pursue academic studies.


Work experience


We were told by other Indo-Asian students that work experience was hard to find as students' language difficulties often put Anglo-Australian
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Ambivalence towards Asians


Although Anglo-Australian students thought that competition was undoubtedly one aspect of their relationships with Asians, it seemed clear that they experienced some ambivalence about them, as the following excerpts illustrate. They occurred during a discussion with year 12 students:


Q. How do you feel about working with Asians?


A. The Chinese are dogmatic. If it's them versus you then they won't help you (boy).


Q. What do the girls think of the competition? You say there are a few Asian girls in your class.


A. Good luck to them. I mean, if they work hard then good luck to them (first girl).


A.	Maybe it's weakness, but I'll help them (second girl).


Q. What if you and an Asian girl were going after the same job? A.	Different, I suppose (first girl).


Q. In what way different?


A.	I would treat them the same way as if it was an Australian


going for the job. I think that racism is really strong in Australia. I think that the younger generation is more tolerant because they are growing up in it -- the multicultural thing -- like, my grandfather would never buy anything Japanese because of the war (second girl).


A.	I agree with K___ about going for jobs. I would feel the same


way about anybody if they got a job before me. I would probably hate them but it wouldn't matter whether they were Australian or what (third girl).


Asians' difficulties with the English language


A group of Anglo-Australian year 11 students from a lower-middle SES part of the school's area were of the opinion that English is the major problem facing Asians. As one girl summed up the issue:


It [job opportunity] would depend on the employer, whether he was prejudiced against Asians or not. It is also the


communication gap, their English, how well they speak English. A lot of jobs you require proper English, so they could be disadvantaged.
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group of boys at year 12, and this kind of prejudice is of concern, because it lies at the heart of racism.


The experience of a friend of one Cambodian boy at year 11 had obviously coloured his perceptions of discrimination in Australian society, because it involved an institution that one might have considered would be ultra-careful in its relations with prospective employees. The organisation concerned was a major Australian bank. According to what we were told, the Asian friend of the boy had approached one of its branches, and had asked for a job. The reply was given, in so many words: 'We need Australians, we don't want Asians as we have to have people who communicate easily in the	bank.'


It should be emphasised that the boy's personal history and experiences in Australia, after fleeing the purges in Cambodia where both his parents were killed, could have accounted for the bitterness with which he told us about the incident. It could also have been inflated. However, the point at issue here, in line with the logic of the phenomenological emphasis in our models of socialization and prejudice, is that this boy's perceptions were genuine even if misplaced. As long as they remained they would colour his whole relationships with future employers.


(ii) Prejudice in the school


From the guarded comments of the Asian students it was apparent that they had experienced prejudice in the school. Friendship was important to them, and one Chinese girl in particular missed having friends among Anglo-Australian students:


Q. What are things like in this school?


A.	The kids here, if they're in a group, they won't accept you


[several girls nod in agreement].


Q.	Do you think Australian girls are jealous of you?


A.	Only in study-wise. I know Asians usually get higher marks ...


since I came here I have worked much harder, and usually get higher marks, I think' (Malaysian-Chinese girl).


A.	Girls, if they're in a group, they all do the same. If one picks


on you, they all do ... but on their own they are okay (third Asian girl).


There was an interesting twist to the experience of one of these Chinese girls. Initially she had not been accepted on first arriving at the school, but when students learned that she came from England and had lived there for many years, they became friendlier.
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have been adopted for reasons that had more to do with emotive, positive prejudice than any logical rationale.


Prejudice is the attitudinal precursor of discrimination, which conversely is the behavioural or action outcome of prejudice. Discrimination can be defined as: 'The unequal treatment of individuals or groups on the basis of some, usually categorical, attribute, such as racial, ethnic, religious, or social-class membership' (Theodorson & Theodorson, 1970: 115). The value of this definition is that it can encompass discrimination in favour of an individual or group, which is the result of positive prejudice towards them. Favouritism towards pupils in school is a well known example of this phenomenon.


Prejudice is one of the conditions that give rise to discrimination, but the existence of discrimination does not necessarily mean that prejudice was its pre-condition. To appreciate this, it is useful to distinguish between legitimate and illegitimate discrimination. The latter results from prejudice, while the former is universal. 'Whether or not discrimination is considered as illegitimate depends on societal values, and social rank and social stratification are based firmly on discriminatory principles' (Theodorson & Theodorson, 1970: 116). Given the unlikelihood and socio-biological undesirability of achieving an egalitarian utopia, such a situation will always be with us (see discussion in Bullivant, 1981a, Foreword & Ch.2).


To stress the complex relationships between prejudice and discrimination, Rose (1974) has developed four ideal types (see also discussion in Banks, 1985: 71-72):


The unprejudiced nondiscriminator;


The unprejudiced discriminator;


The prejudiced nondiscriminator;


The prejudiced discriminator.


Rose's typology is an essential corrective to simplistic ideas that people's prejudiced attitudes towards others must invariably result in discrimination. We should also extend the typology to include the categories that follow from the existence of positive prejudice and its corollary, positive discrimination. On occasion the use of such broad and uncompromising terms as 'prejudiced' or 'racist' may be far too sweeping and question-begging, because they do not allow for finer shades of meaning. Their use also risks otherwise rational and innocent individuals being labelled as 'prejudiced', just because their views about members of an ethnic group do not happen to accord with other persons' ideologies, or prevailing conventional wisdom.
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Suburbia High School. In contrast to Inner City High School, Suburbia High School selects only one cluster of subjects. These are oriented exclusively to the HSC Group I, with at most three other Group 2 subjects. Attempts to expand the number of the latter failed due to lack of parental and student support. Although there is a wider range of non-academic subjects available at year 11, it is seen as a preparation for HSC, and students are advised to keep the prerequisites for that level in mind when they make their year 11 subject choices.


Despite the fact that this arrangement is clearly disadvantageous for those who do not aspire to an academic or professional future, this selection of the curriculum was demanded by students and parents, and these demands were channelled to the school staff directly and through the School Council. Equally clearly, the possibility of providing the STC option failed through lack of parental support, although there was evidence at the time of the research that the matter was being re-considered.


Whether this will result in major curricular changes is conjectural at the date of writing this report. In any case, the foreshadowed restructuring of the whole examination system in Victoria, when the Blackburn Report is implemented, by the introduction of the Victorian Certificate of Education to replace the HSC has virtually pre-empted such unilateral changes.


However, a related issue is currently worrying teachers of non-Anglo�Australian students. This involves the foreshadowed changes to the curriculum selection in State schools. Students will be required to do subjects in the humanities and social sciences as part of a compulsory core, with consequent reduction in time available for those who wish to specialise in the sciences, mathematics and ESL. Already some ESL teachers are privately expressing their concern that students from NES and Indo-Asian backgrounds will be disadvantaged by these changes.


As the system operated at the time of the research, who stood to gain from the selection of HSC Group 1 subjects in Suburbia High School? Obviously, it was those students who were academically motivated and aspired to tertiary education and professional careers. It was not possible to say who these were with as much certainty as was the case with Inner City High School, due to the greater variations of the SES component in the ethclass in which the school is situated. However, there was evidence to suggest that those who most demanded the HSC Group 1 emphasis in the curriculum were students from some NES (particularly Greek and Italian), and Asian (particularly Chinese) backgrounds, together with higher SES Anglo-

















243


esteem. Even if this is the case, it does not necessarily follow that academic achievement will fall. As discussed in Chapter 2, even Coopersmith has acknowledged the tenuousness of the relationship between self-esteem and academic performance. The likelihood that poor self-esteem will adversely affect career aspirations is similarly debatable. In our two case studies, we would suggest that these relationships were 'not proven', to adopt Scottish legal terminology.


Prejudice in work experience


There was clear evidence from all groups of students that they had experienced prejudice and discrimination in the workplace, during work experience programs and part-time employment. As a result of this some students claimed to have been put off their career plans and disadvantaged.


This was not confined to those from Asian or NES backgrounds. In fact, in areas of high ethnic concentration Anglo-Australian students felt that they were disadvantaged and cited examples of discrimination from ethnic employers. One or two examples suggested that Asians experienced prejudice and discrimination that amounted to racism. There was no clear difference in these patterns of discrimination between boys and girls. In some occupations girls felt discriminated against and claimed that boys had an advantage. In other occupations boys felt discriminated against and claimed girls had an advantage in casual employment.


The effect of socio-economic status


We found evidence that disadvantage may not be solely a function of ethnic and cultural differences, but that these factors may be augmented or even exceeded by SES differences. This complicating factor came to the fore in a great deal of our research, especially in the case of some students from lower to lower-middle SES homes. We found that, regardless of ethnic background, they tended to be more apathetic, less confident of their career plans and did not aspire so highly as students across all ethnic groups from middle- to upper-SES backgrounds. The study by Wilson and Wyn (1983) suggested the same pattern.


However, there were important exceptions to this such as Vietnamese in lower-socio-economic areas of first settlement, who move out as quickly as they can and have upwardly socially mobile aspirations. Cultural factors may be more important in this case. It lends some support to Sturman's (1985: 76) opinion, based on a comprehensive review of research studies of


immigrants' levels of achievement in Australia: 'As was the case with
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The magnitude of the migrant achievement can be appreciated when we compare the occupational background of Monash


students' families. Whereas hardly any Australians were from blue collar families, the majority of Greek and Italian students came from this background (Birrell & Seitz, 1986: 24).


(3) An aspiration-motivation gradient


One of the most intriguing, but also disturbing, findings of our study involves the probable basis for the above trends. In previous chapters we have referred to the aspiration-motivation gradient. This is based on the many comments from staff in the schools, which arose spontaneously or in response to questions, and clearly ranked students from the various ethnic and Anglo-Australian backgrounds in a descending order.


We recognise that it merely confirms the findings of the numerous studies discussed in Chapter 1. In addition it must be stressed at the outset that adopting blanket terms, such as 'NES', 'Asian', 'Anglo-Australian', carries with it many dangers of over-simplifying matters and even of creating new stereotypes. This is not our intention. These groups are not homogeneous, and contain within them many variations. There are bright and achievement-oriented Anglo-Australian students with high aspirations from lower-SES homes, and dull uncaring NES or Asian students with low aspirations from middle- to upper-middle-SES homes. To an extent we have acknowledged this in earlier chapters by noting the numbers of students who drop out of school or elect to go into TAFE and other forms of technical education.


Nevertheless it seems desirable to systematise our analysis by a formal heuristic model even at the risk of over-simplification, to emphasise our concern over the conclusions we have drawn from our research. In essence the model suggests that the levels of students' aspirations and motivation to achieve them form a gradient. At the top are significant numbers of Asian students, especially Chinese from well-established homes, although later arrivals such as some Indo-Chinese and ethnic Chinese from Indo-China have very high aspirations and motivation. As Nguyen Xuan Thu and Cahill, 1986: 68) have pointed out: '...[Vietnamese] children usually study very hard. As a result, most students who are backed by strong motivation from their families perform well at school and some of them become outstanding students.'


Our data do not include students from Jewish backgrounds, but these would be included in the top position on the gradient in schools they attend. Most Anglo-Australian students from middle to high SES homes are close to
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this top group. A few rank at the top with the Asian students. Next, and somewhat lower in the gradient, as far as aspirations and motivations are concerned, are students from NES backgrounds, especially Greeks, Yugoslays and Italians. Next again and lower on the gradient are other ethnic groups and significant numbers of Anglo-Australian students, especially those from middle-to-low SES areas.


We make no claim that the aspiration-motivation gradient fully represents the complexity of the way those from ethnic backgrounds see their futures in a society that is characterised by syncretic multifaceted pluralism. However, we cannot ignore the consistency with which the factors constituting the


gradient were emphasised by staff and substantially confirmed by discussions with students. Neither should we dismiss the implications of Sturman's conclusions.


Rather, we wish to extend them by suggesting that a significant number of second generation students in some ethnic groups have higher achievable aspirations and motivations than many Anglo-Australian students, and are no longer the disadvantaged in schools, as has been conventionally assumed. Instead, it is highly probable that significant numbers of Anglo�Australian students are at risk of becoming a new category, namely, the self-deprived, in the sense of inhibiting their own life possibilities and career scenarios. Some students from British and northern European migrant-settler families also come within this category.


What we term the self-deprivation syndrome is partly due to these students' own lackadaisical attitudes towards the value of education, and disinclination to work hard to achieve their goals. It also appears to be due to lack of parental encouragement and drive, which in contrast are so apparent among parents from NES and Asian backgrounds. It would further appear that a number of British migrant-settler and Anglo-Australian parents and students, particularly from lower SES areas, choose to shift the blame for their own inadequacies on to those from NES and particularly Asian backgrounds -- the classical scapegoating strategy -- or take a militant attitude towards what the school is trying to do for their children. It may not be stretching matters too far to suggest that most of these aspects form part of the general Anglo-Australian value system.


Ironically, it may also be the case that such attitudes about education and the value of hard work are 'catching', and that even the aspirations of Chinese students may be at risk of being affected by length of stay in Australia. A study being undertaken by Helen Chan for her Doctorate at Monash University, (Chan, n.d.), has shown that Chinese students can also
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Q. 16 Write your own ideas to complete the following sentence: When I think about the future I feel





because





Q. 17 Which members of your family or relatives have most helped you make plans for your future?





Q. 18 Is it hard or easy for you to plan for your future?





Why? 	





The following questions about your family background will help us find out other reasons for your future plans. YOUR ANSWERS WILL NOT BE SHOWN TO PEOPLE OUTSIDE SCHOOL.





Q. 19 What country were you born in?





Q. 20 What country was your father born in?





Q. 21 Did he have a job there? yes	no (tick one)





Q. 22 If so, what was it?





Visitors to the school - give examples





Employment office in the city Adverts on the radio


Adverts on TV


Adverts in papers


Doing a part-time job now Other sources (list)
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