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PREFACE

This study was commissioned by the Australia Council and the Schools Com-
mission as a co-operative venture. Although there are currently more Australian books,
more successful Australian films and more musical, theatrical and crafts enterprises than
ever before, the Council believed the educational aspects of its activities might be in need
of strengthening. Similarly, although resources for schools have never been greater, the
Commission felt there might be special needs in relation to the arts. Both bodies approved
the following Terms of Reference for the study:

= To study, in consultation with education authorities, the place of
the arts within the education system.

« To investigate the opportunities for Australians and in particular
young Australians to experience the arts, both as members of
audiences and as participants; and to explore the possibilities of
reducing the present disadvantages caused by distance, financial
limitation or lack of stimulus.

» To investigate the opportunities for the individual talents of young
people in Australia to be recognised and developed.

« To investigate the present provisions for professional training in
the arts.

« To study the existing and possible roles of the media in informing
and educating people in the arts.

in keeping with the importance the Commission and the Council attach to values
such as community involvement, participation and devolution, the processes of the study
were considered to be as important as the final Report. There are multiple perspectives on
priorities and organisation among people working in education and the arts which can
only be resolved through mutual understanding. The difficulties of bringing into effective
communication people with these different perspectives — teachers, principals, adminis-
trators, professional artists, the media and communities — had to be accommodated. it
seemed best to do this by convening an ‘extended study’ involving a wide range of people
both in education and the arts throughout Australia.

Accordingly, as soon as the National Steering Committee was formed, it in turn
convened a study group in each State. It asked each State group to seek views and sub-
missions by every possible means, including newspaper advertisements. Subsequently,
State groups enlarged the range of consultation by convening specialist sub-committees,
commissioning surveys and initiating discussion with individuals, arts organisations and
education authorities. The draft reports they prepared were exposed to further extensive



consultation and comment. The Steering Committee felt that the documents developed
by each State should be published as a State Report to allow residents of each State
access to a summary of arts education provisions in that State and because the Reports
reflect concerns and emphases peculiar to that State.

The study therefore consists of nine separate documents. They are:
+ National Report

« New South Wales Report

« Victorian Report

« Queensland Report

« South Australian Report

= Western Australian Report

« Tasmanian Report

« Northern Territory Report

» Australian Capital Territory Report

The National Report summarises concisely issues of national importance. It is
complementary to State Reports and must be read in conjunction with them especially
by those seeking illustrative statistical detail. Chapter 1 discusses the perspectives of the
study. Chapters 2 and 3 analyse school and out-of-school issues respectively. Chapter 4
stresses the importance of community support. Chapter 5 relates to training and develop-
ment and Chapter 6 to organisational and priorities questions. Brief supplementary notes
on particular art forms prepared by people with appropriate expertise in each art form
are included in the Appendix.
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NATIONAL PERSPECTIVES

Introduction

1.1 tn this study we have taken the arts to include a wide variety of forms of express-
ion including the pictorial and plastic arts, music, drama, dance and film. While environ-
mental arts such as architecture are not excluded the primary emphasis is on those forms
which have been, or appear to be, suitable for inclusion in educational programs. These
have been grouped for convenience of discussion in familiar categories — visual arts,
crafts, music, drama, dance, film, television and radio, and creative writing. Art forms
which have long had preference, to the extent that they are regarded by some as ‘the arts’
in education, should not be valued more highly than other forms. The relative neglect of
dance and the twentieth century art forms of film and television, for example, suggests
the need for special efforts to ensure their inclusion in arts education programs. Equally
it is inappropriate to impose particular conventions. Rock, jazz and classical music are
all valid and worthy of inclusion in music programs; ballet is but one of the many forms
of dance worthy of support; weaving, glass-blowing and embroidery are as valid as
pottery. Within every art form, however popular, valuable opportunities exist for the
development of careful discrimination, and taste grows most securely on a broad base of
comparison.

1.2 The variety of audiences likely to be interested in this Report posed problems of
presentation. On the one hand there are those whose chief interest and responsibility
relates to the organisation of arts in educational programs. On the other hand artists,
performers and teachers are likely to be interested not only in general and organisational
matters but also in those which are connected with their own art form. A further com-
plication has been our desire to keep the Report as short and readable as possible. Our
response to these problems has been to supplement the general Report with an Appendix
containing brief notes on individual art forms; State Reports provide more extensive
specialist detail and details of State matters. In this general Report we turn first to
perspectives of the arts in education.

The Arts in Education

1.3 Language is the most commonly used and most versatile medium for structuring
and communicating statements about our own experience, about the world and about
the place of human beings within it. Through it we can make both general or specific
and unique statements. The language and form of presentation of each varies from the
precision of scientific statements to poetic statements which, of course, are equally
disciplined.



1.4 There are means of communicating ordered statements about experience which
use a language other than words and whose impact on people may be more direct and
more deeply felt. It is the difference in the medium of communication rather than the
nature of the response which distinguishes visual arts, crafts, music, drama, dance, film
and television from other specialised language forms such as mathematics. All activities
in which an appreciation of form is identifiable have much in common with the arts. Like
them they require an application and devotion which increases as successive levels of
excellence are defined.

1.5 For the small minority who become deeply involved in mathematics or verbally
based studies the high level of understanding and performance developed is pleasurabte
and is normally utilised in the way in which they earn a living. We believe that visual arts,
crafts, music, drama, dancing, film and television provide alternative means to enjoyment,
to the development of discrimination and to reflection which are potentially accessible to
a wider group of people than are the pleasures which the initiated gain from mathe-
matically or verbally based formal studies. They have strong claims to be more seriously
represented in school and in public provision made for people of all ages. They open up
possibilities of life-long interest which are not necessarily related to a means of getting a
living but which are truly recreative. Further they provide avenues of satisfaction through
appreciation of the efforts of others as well as of active participation in production.

1.6 The arts are complementary to other educational experiences whether as means to
other ends or as ends in themselves. Education through the arts has long been accorded a
role in educational circles. Dramatisation, craft work in history and geography projects,
singing and story-telling are commonly used in schools. Many teachers, however, can
only use these tools at a relatively simple level so the possibilities for achievement of
curriculum objectives through greater exploitation of the arts in education have not yet
been widely realised.

1.7 Other useful statements on the value of the arts in education to which we sub-
scribe, while accepting that other means may also contribute to the same ends, include
the following:

a) The arts structure the world in unique ways and draw extensively on symbolic
language to make powerful statements about the meaning of most aspects of
our being. They mirror and reflect society. They order ideas and feelings into
communicable statements which, because they unite intellect and emotion,
constitute a unique way of knowing.

b

Conversely, the arts are a means of communication. They are invitations to
shared experience among individuals and groups. They are accessible at many
levels to people of different abilities and temperament. They transcend
barriers of age and language and make possible understanding of and
sympathy for different versions of reality.

Imaginative projection into other times, places and circumstances assists in
the development of understanding, knowledge and judgment. The capacity
to detach oneself from immediate circumstances, to conjure up alternatives,
to invent new solutions is both useful in practical ways and a satisfying
human capacity in its own right.

The arts provide an opportunity for self-expression in communities lacking
other avenues. They have a creative function in personal development, the
development of social awareness and the search for personal identity.

c

d



e) The arts provide an important avenue of experience not dependent entirely
on external reward or geared to materialistic values. The characteristics of
each art form engage the practitioner in meticulous self-discipline where
success and satisfaction are measured in terms of the individual’s own goals.

f) The arts are of importance in helping the individual achieve useful skills,
self-respect and positive attitudes to the world when, as at present, jobs which
have hitherto been the most important means of establishing self-esteem and
identity are not available to a significant proportion of school-leavers.

A range of economic activities in the community depend upon the services of

people with artistic skills; the arts in education provide some prevocational
preparation for such people.

—~

g

1.8 Although we emphasise the value for individuals of arts experiences, individual
artists are diverse in personality and motivation; they also vary as much as other people
in altruism and social responsibility. The failure of some to show socially approved traits
does not detract from the persuasive statements of the general social benefits to be gained
from giving high priority to the arts. The national ‘quality of life’ relates in several
respects to our collective aesthetic awareness including the planning of the environment,
public and private architecture, the design of furniture and the packaging of goods. Since
we learn directly and continuously from the environment around us it is important that
every effort be made to ensure that both makers and users are aware and sensitive people.
More concisely, the national quality of life depends on our ‘world view’ — the values
assigned and the priorities chosen. Values fostered by the arts are essential if the nation
is not to develop further towards a singularly ugly and disagreeable environment.

19 There are other senses in which the arts expand our ‘world view'. They foster
group identity, especially among ethnic groups. They also express and communicate
common characteristics of those groups and thereby contribute to a sense of national
identity. In an immigrant society they are a unifying force. Wherever they flourish the
arts also challenge insular views, exploring and presenting the universal preoccupations
and achievements of human beings.

Objectives of the National Program

1.10 The importance we attach to the arts in education has led us to define national
objectives for arts education programs. We have tried to define these in ways which
encompass the real variations in conditions and needs across Australia, which do not
limit the flexibility of approach of particular education authorities, but which are precise
enough to form the basis for specific action strategies. We believe the objectives should be
access, participation, confidence and commitment and excellence.

1.11 Access. A primary goal of the whole arts education program is to ensure that
every young person has access to experiences in the arts. We believe every young person
should have opportunities for serious and connected experiences of the arts, both at
school and out of school. Access implies the provision of teachers, artists, facilities and
live performances in all but the most remote areas. Recordings are important educational
tools but they cannot wholly substitute for the two-way interaction and adjustment of
programs to learner needs which are made possible through live performers and teachers.



In remote areas there should be as many of these resources as possible and the problems
of distance overcome by provision of recorded cassettes, tapes and other ways of bringing
experiences to young people, or by bringing young people to the experiences available to
others. Education authorities have a special responsibility to ensure access and to justify
any particular limitations.

112 Participation. All young people should have opportunities for personal
involvement in arts activities provided in ways which foster continuity and growth. We
envisage active participation for everyone up to at least the end of the mid-secondary
school years in experiences planned to cover a range of art forms. Unless all young people
have these experiences they will not be able to discover their interests and talents, more-
over, they will not even know what they are missing. Beyond mid-secondary we believe it
appropriate that students have the freedom to choose whether to continue wide-ranging
involvement or a concentration on the art form they find most rewarding. Such participa-
tion may be restricted to appreciation or critical awareness which is itself an act of
creation on which the artist depends to complete the cycle of communication. Ideally it
should include both the acquisition of skills and the ability to do self-initiated work in
the arts. We see participation in one or other of these ways as possible for everyone.

1.13 Confidence and commitment. The benefits for an individual of continued
involvement in the arts are cumulative. Many do not participate because they fear they
will be thought to be incompetent. Attainment of sufficient confidence to continue with
participation in arts activities in and out of school is not easy in the face of adolescent
insecurity and the unflattering criticisms of a ‘knocker’ society. Commitment and work
are essential to enjoyment of the arts. A test of programs therefore is the extent to which
young people develop and retain enthusiasm to continue participation and make practice
of the arts part of their lives.

1.14 Excellence. Two aspects of the concept of excellence are of importance for
arts education programs. The more important is that which encourages all to continue
participating in the arts. We support approaches which encourage all to surpass their own
previous best efforts and to extend the quality and range of their participation. We see it
as one of the major attractions of the arts in education that they inherently beckon
practitioners forwards, strengthening aspirations towards greater degrees of excellence.
This view does not envisage participation only by shrinking numbers of a progressively
more skilled few — everyone is capable of progressive development provided the programs
are sustained and substantial.

1.15 Nevertheless, the concept of excellence implies a continuum in which a few
surpass all others. The few constantly establish new levels, new reference points to form,
content and technical accomplishments; they bring the stimuli of diversity, innovation
and fresh vision to the arts in society; they set standards of effort as well as skill. Apart
from the sharing of insights and sensibilities through performances or the art objects
created, the positive qualities in the lives of the best artists — dedication, concentration,
a balancing of discipline ana spontaneity and above all unrelenting perseverance, provide
models worthy of emulation.



Processes

1.16 Like all aspects of the curriculum, arts education programs can become ‘soft
options’ if presented by incompetents or in ways which lack purpose. The fact that there
are such unsatisfactory programs is a major reason for this study although it should not
be accepted as a reason for undervaluing the educational value of arts experiences.
Satisfactory programs depend on an adequate understanding of the purposes, possibilities
and processes of the arts in education.

1.17 Program planning. Within the framework of the view we advance that arts
education programs should be organised to provide serious and connected experiences,
there is nevertheless a constant pull between the need to allow exploration and sponta-
neity through everyone ‘doing their own thing” and the need at some point to teach skills.
In respect of all programs whether for young children or adolescents who have left
school, the core organisational problem for teachers is identification of the optimal points
and manner of intervention. All programs should strive for fruitful interplay between
spontaneity and discipline, expression of strong feeling and formal skill. There can be no
simple prescription for identifying points of intervention, any more than there is for
other subjects. The major requirement is sensitivity in relation to the ordering of
experiences. The arts program should be a planned set of experiences with perceivable
directions, seen by everyone, including students, to be progressive and positive. There is
need to avoid the haphazard and the superficial and to push back boredom through
progressive introduction of new objectives, new approaches, new experiences, new skills.

1.18 The same attributes which apply to the arts in the adult world apply to pro-
grams for young people, the experiences planned must at least be relevant to their lives.
Such programs have a special opportunity to bring out the social functions of the arts.
For example, when students make a film for community use or paint a mural on an ugly
wall, the social function of the activity helps to make it meaningful and worthwhile for
them. The need for the teaching of new skills arises in a natural way. Students learn to
communicate through the arts by using local cultural contexts and a contemporary idiom.
The teacher’s problem is to create a program in which the connections between the local
and contemporary and the universal themes of human existence are seen by students. We
see a need for arts teachers as a group to work together to develop systematically the arts
program within the school and in connection with the community.

1.19 The sharing of arts facilities and activities brings together people of different
ages and interests, enlarging considerably the range of possibilities for students. There
can be interaction between teachers and practitioners of the arts and between school and
community activities in the arts. The horizons for the schools to be involved with the
community and the community with schools in the arts should not be limited by present
inhibitions and conventions. Sharing would do much to humanise the role of schools and,
in the arts, to make possible purposeful and worthwhile programs.

1.20 An aspect of school-community interaction which is of particular importance at
the time of transition from school to work is the need to ensure that educational pro-
grams in the arts develop knowledge of the avenues through which interests can be
further developed and carried forward outside the school. Young people need more than



a directory of local community organisations and facilities and appropriate application
forms. Good programs will ensure that young people have been introduced to the
community resources and feel confident that they know how to use them.

1.21 Australian perspectives. Planning of programs in ways which reflect a distinc-
tively Australian perspective is strongly supported. It is not necessary to do this in any
chauvinistic way, nor in ways which enhance the growth of ‘ockerism’. Young Australians
should have the chance to appreciate the uniqueness of Australian perspectives as
expressed in works of art and to value the best of Australian art on its own terms. They
should have the opportunity to become familiar with the themes which have preoccupied
Australians. This view does not imply that their experience should be limited to tradi-
tional Australian perspectives. We appreciate that as contact with our neighbours
increases Australian perspectives are broadening, and that future development of the arts
in Australia could well be along paths which lead to a synthesis of what is uniquely
Australian, the best of the western tradition and elements of Asian and Pacific cultures.



2
ISSUES RELATED TO SCHOOLS

Present Position

2.1 This chapter, which discusses ways of enhancing the role of the arts in schools,
draws heavily on but does not repeat statistical details contained in State Reports. It is,
however, desirable to provide a general picture of school enrolments. Enrolments in
Australian schools, as shown in Table 2.1, totalled 2,960,250 in 1976 continuing the
pattern of recent years of increases of one to two per cent on the previous year. Govern-
ment schools held approximately 80 per cent of the primary enrolment and 75 per cent
of the secondary enrolment.

TABLE 2.1
ENROLMENTS IN GOVERNMENT AND NON-GOVERNMENT SCHOOLS, 1976

School level Government schools Non-government schools Total

Primary 1,487,193 354,908 1,842,101
Secondary 848,238 269911 1,118,149
Total all levels 2,335,431 624,819 2,960,250

Source: Australian Bureau of Statistics.

For the 550,000" three, four and five year old children not enrolled in schools in 1975
there were only an estimated 163,0007 pre-school places.

2.2 Not all students remain at school to the end of the twelfth year. As students reach
the statutory minimum leaving age (usually fifteen years) some leave to take up jobs or
for vocational training. In 1976 only 47 per cent of boys and 46 per cent of girls aged
fifteen years and over remained at school, indicating the importance of providing out-of-
school educational opportunities in the arts for the estimated 466,000 aged sixteen to
eighteen years who had already left.

2.3 The geography of Australia and the remoteness of many settlements pose special
problems in the provision of services for those enrolled in schools. In 1976 over 2,000 of
the total of 9,444 schools were one or two teacher schools in remote locations. There
were also more than 15,000 students enrolled for correspondence education.

1. Number derived from Estimated Age Distribution of the Population 1975 Reference No. 4.15,
Canberra, ABS, 1975 and Schools, 1975 Reference No. 13.5, Canberra, ABS, 1975.

2. Social Security Quarterly, Spring 1976, p. 13.



24 Curriculum guidelines for schools in all States indicate the desirability of including
the arts in the educational programs of both primary and secondary schools. Realisation
of the objectives of the guidelines is inhibited by inadequate facilities for the arts, by the
lack in teaching services of sufficient competent teachers of the arts, by teacher turnover,
by insufficient resources and by the attitudes of those who determine school programs.
Pressures to devote effort and resources to the ‘basic subjects’ continue to relegate the
arts to the margin of attention where they are seen as essentially leisure activities.
Relatively few students can be considered to have adequate access to arts facilities, to
competent teaching and to have adequate time to practise the arts.

Planning

25 The problems of organising adequate services for all children are formidable:
primary teachers may be expected to teach all subjects; many teachers, both primary
and secondary, have not had happy experiences in the arts during their own education;
some principals have had little experience and have less confidence in the arts; few
senior administrators have graduated through this avenue. Systematic planning of
improvements and changes throughout education systems, with full recognition of the
difficulties and uncertainties of effecting change, is essential.

2.6 Planning will need to be multi-faceted, necessitating establishment of new group-
ings of senior officials within education systems as Arts Education Advisory Committees.
In regions there is need for Regional Arts Education Councils, bringing together broad
representation of education and the arts. It would be preferable that arrangements
include the possibility of turnover of membership to bring regular infusions of new ideas
but the over-riding consideration is that the structures created have authority equivalent
to those for other aspects of education. Planning for the short term at least should allow
for the possibility of unconventional arrangements, such as children working outside
schools with artists or artists giving tuition in schools. Current shortages of suitable
teaching staff and the particular problems of some rural areas make such initiatives most
important, especially if the goal of access is to be related to the present generation of
young people. The other circumstances of schools already mentioned require ingenious
planning to establish leadership and support arrangements, to place advisers to best
advantage and to make best use of the limited pool of skilled people currently available
in schools.

Curriculum Support

2.7 Within the planning framework, the approach to be taken to curriculum matters is
of special note. A distinction needs to be made between the curriculum freedom, which
allows the school community to make decisions about the curriculum experiences which
the school can plan for children, and the imposition upon schools of responsibility to
develop completely original and different curricula. Schools may operate admirably
unique programs and yet need special curriculum assistance from departmental curricu-
lum services specialists, professional organisations and commercial publishers. We do not
suggest that the recently expanded curriculum autonomy of schools be limited. We
believe, however, that the absence of curriculum assistance could limit severely the scope
of what schools-could provide for students. For example, within a region in-service arts
education courses should be designed to encourage teachers to improvise and explore new



approaches in many different ways and lead on to the production eventually of some
systematised curriculum materials; such an approach would foster the view that curricu-
lum development is a complex continuous interactive process. Central curriculum
materials preparation, particularly for under-represented areas of the arts might also be
desirable; ethnic dance (not only in schools of high migrant density) or ‘across the arts’
programs, for example, need strong central support, especially in the early stages.

2.8 Ideally, every teacher would have available in the school, or in a resources centre
within easy reach, multi-media material and detailed guides, together with specialist
advice to enable a satisfactory program to be planned and implemented. This might only
be possible if each State education system deliberately strengthens its curriculum services
by grouping some specialists into a centre or centres (including regions) to produce the
necessary material. The centres would ensure adequate back-up to leadership initiatives
taken by Directors-General and their senior officers (and the equivalent in Catholic
systems). There is also scope for national co-operation in curriculum materials prepara-
tion for the arts. The strengths already evident in particular States should be capitalised
upon nationally, perhaps through the Curriculum Development Centre. CDC and State
education departments might well collaborate in setting up several experimental arts
curriculum teams to generate seminal ideas, projects and guides — and to ensure
exchanges through kits, cassettes, films and/or artists and teachers. The associations of
professional teachers such as the Australian Society for Education through the Arts
(ASEA), the Australian Society for Music Education (ASME) and equivalent associations
in other art forms have a special role in helping to develop support and direction for
curricutum development and review. Unless some action is taken to ensure best use of
limited resources, some years will elapse before there is adequate curriculum support
nation-wide.

Arts Advisers

29 In the common circumstances of teachers with little confidence in their ability to
provide worthwhile experiences for students, an equally common response has been the
suggestion for the need for arts advisers, ‘experts’, who would be freed from attachment
to particular schools and thus able to visit and provide help wherever necessary. In all
States a limited number of arts advisory positions has been created in a restricted range
of arts areas (essentially in traditionally established areas such as art and music). Teachers
in these positions are variously attached to headquarters, curriculum branches, opera-
tional divisions or regional directorates and their designations (‘adviser’, ‘consultant’, or
‘curriculum officer’} are not a reliable guide to their duties. Some are concerned essenti-
ally with administration, others with curriculum development and support, and some
directly advise in schools. Most have come to the position with specialist skills in one art
form or even a particular specialisation within an art form. Few have had experiences in
curriculum development in the way suggested in paragraph 2.7.

2.10 The numbers of advisers at primary level in the arts and crafts area in the States
range from two for the whole of South Australia to fifty-three (forty-two regional and
eleven central} in Victoria. In music there are only nine (one per 2,400 teachers) in New
South Wales, and fourteen (one per 590 teachers) in Queensland. The number of advisers
in other arts forms is even less favourable. In New South Wales, the provision of all types
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TABLE 2.2
NUMBERS OF TEACHERS ENGAGED IN ADVISORY WORK IN GOVERNMENT PRIMARY AND SECONDARY SCHOOLS, 1977'@

{b) Drama Film/Video Music Number of

teachers employed
1976

State or Territory Art/Craft Dance/Movement

Primary Secondary Primary Secondary Primary Secondary Primary Secondary Primary Secondary Primary Secondary

New South Wales 8 5 7 2 2 2 - - 9 9 21498 20370
Victoria 53 5 50 45 7 12 - 8 48 24 19626 19835
Queensland 15 6 1 3 - 1 3t 30 14 1 10908 7264
South Australia 2 2 37(e) 2 - 1 - 2 34 1 7280 6680
Western Australia 7 1 8 4 1 2 — 2 5 4 5673 4571
Tasmania'® 6 4l 6 - 2 2377 2033
Northern Territory(d) 2 2 1 - 3la) 1216 378
Australian Capital 1 — - — 1 1208 1201
Territory(d)

{a) in full-time equivalents.

(b) Physical education consultants do the advisory work in the dance/movement area.

(c) Two physical education consultants are specialists in the dance area.

(d) In Tasmania, Northern Territory and Australian Capital Territory consultants work in both primary and secondary schools.

(@) Includes one specialist dance/movement adviser.

(f) The advisers are concerned essentially with advising teachers on film selection and the use, promotion and evaluation of ABC broadcasts/telecasts.
(g) Includes one aboriginal music and dance consultant.

Source: Date supplied by State and Territory education departments.



of arts advisers is a regional decision; in three regions covering 607 schools there are no
art/craft advisers. In general, advisers are required to visit large numbers of schools (176
for one New South Wales adviser) and are faced with the difficult choice between per-
functory visits to all schools and then possibly only once per year, or restriction of their
activities to more sustained assistance in fewer schools. Table 2.2 gives details of teachers
reported by State education departments to be engaged in advisory work in primary and
secondary schools. It was not possible to obtain accurate figures for non-government
schools but the number is known to be very small.

2.11 For several reasons, provision of arts advisers is by no means a universal remedy
for the problem of providing adequately skilled arts educators in schools:
a) at present advisers usually have expertise only in one art form, arts teams
would be necessary to service fully schools;

the high cost of providing sufficient advisers in all art forms to enable
adequate assistance for all schools is a strong deterrent to use of this avenue
of assistance as a long term approach;

b

—

c) the physical difficulties of servicing all schools, particularly rural schools, are
considerable and very demanding on the individuals concerned;

teachers have consistently reported that they are disenchanted with the
advisers not chosen by themselves and not able or willing to work co-
operatively with the teachers and students for reasonably extended periods;

e) arts advisers, with expertise in particular art forms, may be seen to be
involved in special pleading and thus not much help in convincing principals
and others in school power structures when a major problem, unbalanced
priorities, needs correction.

d
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2.12 It is not realistic to be unreservedly enthusiastic about plans for improvement of
arts education based on limitless increases in the numbers of present types of arts advisers.
In the immediate future, careful placement of more advisers would make a positive
impact, but only if they have additional preparation which makes them useful in areas of
arts education additional to their own narrow specialisation, and only if they are able to
become practical problem solvers actively helping with individual school problems.
Advisers will need special training so as to provide the leadership which will encourage
schools to develop better arts education programs. The geographical spread of schools,
the time needed in a school to make an impact and work satisfaction needs of advisers
are major considerations critical to this form of support for arts education programs.

2.13 In the longer run cost-benefit considerations are inescapable. Since a specialist
adviser in every art form for every school would be prohibitively expensive, the planning
of systems will necessarily lead to a balancing of considerations of expertise and avail-
ability of advisers. To ensure availability, especially in rural areas, systems may need to
prepare advisers with broad multi-arts skills, that is, advisers with expertise in one or two
areas and with some ability to give assistance in other areas. As teachers better trained in
the arts become more freely available, further adjustments in planning the type and
availability of advisers will be necessary. Their usefulness also depends on curriculum
development (see 2.8) since new approaches, rather than preservation of the status quo,
are required. |t seems best to base planning on a multi-layer principle which envisages
teachers and schools having at ready call assistance at a level of expertise higher than their
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own. In primary schools, resource teachers (teachers with special training or expertise
additional to general primary training and used both to advise other teachers and give
special teaching assistance) within schools would provide a first level of advice; in
secondary schools subject departments would provide a supportive structure. Advisers
who work in schools for substantial periods and who have core multi-arts training would
constitute a second level, while more specialised help would be available from resources
centres for special problems and for the training of teachers.

Non-traditional Approaches

2.14 The use made by the South Australian, Queensland and Western Australian
Education Departments of musicians and other skilled artists in the community to over-
come shortages of teaching resources in the arts in schools has national possibilities. While
it must be acknowledged that skilled people are not available in every community and
nor are all artists useful as teachers, in many communities capable people are available.
They can be used either by schools reaching out to them or by inviting them into schools
as para-professionals. Short term and part-time employment of this type would fit in very
well with their other activities as well as providing supplementary income. Arrangements
of this kind are only possible if schools have the necessary cash resources to use part-time
assistance as needed. School-based funding is therefore prerequisite but so also is con-
tinuing unequivocal support by administrators for the supplementation of teaching
resources through para-professional part-time help. In the face of teacher organisations’
sensitivity to the need for professional teacher training, special arrangements for the
employment of professional artists may be necessary, at least in the short run. In the
longer term, the closeness of the professional artist-teacher relationship (as discussed in
paragraph 5.15) will need to be recognised and more permanent reciprocal recognition
arranged.

2.15 A related possibility for overcoming insufficient teaching resources is extension
of the school day (by starting earlier, finishing later, staggering hours or using community
facilities) and regarding additional activities as an extension of the school curriculum
rather than outside it. Insofar as these activities occur outside the core-time not formally
regarded as the school day, there are likely to be fewer industrial issues to solve, although
the organisational problems remain formidable. We recognise, for example, the problems
which arise from rigid bus schedules, particularly for children who travel long distances in
country areas. But we do not believe these problems are always insuperable, especially if
all children are able to participate in some activity. Again, clear declarations of support
from authorities will be necessary, including some subsidy for inescapable janitorial and
other practical needs. A special virtue of extending activities in this way lies in the possi-
bility of extending the age range of those participating; thus, learning becomes less bound
by rigid conventions.

School Organisation

2.16 Staff specialisation in primary education. There is a trend towards specialisa-
tion in the teaching of the arts in primary schools. While there are some difficulties in
compiling statistics of those who work exclusively in one school Table 2.3 gives the
figures reported by State education departments as at May 1977.
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TABLE 2.3

SPECIALIST ARTS TEACHERS IN AUSTRALIAN PRIMARY SCHOOLS, 1977

State or Territory Teachers

Art/Craft Dance/Movement(b) Drama Film/Video Music

New South Wales — - -

Victoria 706 337 5 s 9glc)
Queensland - 163 10 7 78/99(d)
South Australia 50 12 4 (g} gote)
Western Australia 32 32 - - 32/30()
Tasmania - = — - 93/13(h)

Northern Territory - — — - -

Australian Capital Territory - - L — _

(a) In full-time equivalents.

(b) Physical education specialists.

{c) Specialist teachers in Victoria also have an advisory role.

(d) There are seventy-eight classroom music teachers and ninety-nine instrumental instructors.

{e) Instrumental music teachers.

(f) Thirty instrumental music teachers are shared with secondary schools.

(g) Nine teachers in 1976 and four in 1977 were granted twelve months scholarships to study
film/video.

(h) Thirteen part-time instrumental music teachers.

Source: Datasupplied by State and Territory education departments.

As responsibility for the school program now rests more directly with schools themselves
{in most States) principals might be expected more and more to encourage talented
teachers to specialise in the teaching of the arts. We do not believe that this natural trend
should be resisted; indeed the best hope for improved teaching, in the short term, might
come about in this way. On the other hand, there is a general concensus that young
children need the sense of security enabled by a close relationship with one teacher and
an integrated program. We believe therefore that it is desirable that wherever specialised
teaching of the arts is undertaken in early childhood and primary education, the organisa-
tion be within the schoo! rather than through visiting teachers, and that, in any case,
there be careful integration of the whole educational program.

217 Staff integration in secondary schools. Nowhere is the low status of the arts
in educational programs better demonstrated than in the organisation of secondary
schools. Although there are some exceptions, most Australian secondary schools remain
organised around a subject department pattern with subject masters/co-ordinators as the
middle-level executive staff. Career and power structures are based on this organisational
pattern, yet Table 2.4 shows that throughout Australia less than 25 per cent of schools
have subject masters for any arts subject (other than English).
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TABLE 24

NUMBERS OF SECONDARY TEACHERS IN PROMOTIONS POSITIONS
IN GOVERNMENT SCHOOLS, 1977

Subject and promotion NSW. Vic. Qld S.A. W.A. Tas. N.T. A.CT.
position
Art/Craft
Subject masters 93 (b) 23 14 20 40 q 5
Deputy principals 2 18 2 3 - 3 _ _
Principals 2 8 - 2 - - . _
Music
Subject masters 49(a) by — 6 7 12 - 2
Deputy principals 5 5 — 3{c) . _ _ _
Principals 4 2 — — — — — m
Drama
Subject masters - 4 — 1 — 1 —_ _
Deputy principals — — - - — - - -
Principals - - - — — — _ _
Total number secondary schools 417 865 124 147 121 77 5 20

(a) Includes two subject masters, thirty-nine special masters and eight mistresses in charge of girls.

(b) In Victoria the position of subject master/co-ordinator is not a permanent position but is a position
carrying an allowance which is nominated and filled at school-level. It is therefore not possible to
establish accurately how many arts teachers are in these positions.

(c) These are heads of special music centres, with deputy principal status.

Source: Datasupplied by State and Territory education departments.

In comparison with others, teachers of the arts have markedly disadvantageous promotion
prospects. Apart from the resulting scarcity of senior administrators who relate to the arts
and see that they get a reasonable allocation of resources, there are other serious con-
sequences. For example, inexperienced teachers rarely have access to expert subject
masters, nor do they have the representation at the decision-making level which most
other teachers gain through their subject masters. For a variety of reasons, which apply
to other subjects as well as the arts, the subject department basis of organisation of
secondary schools ought to be made more fiexible. But it would be folly to ignore its
importance in relegating arts education to a low status; while it persists, arrangements for
strengthening the arts must relate to it.

218 Part of the problem derives from the appendage-like nature of arts subjects in
the secondary school curriculum and part from the lack of common cause among arts
teachers. The limited time available after allocating to other ‘important’ subjects forces
teachers working in the arts to compete for time against each other. They remain as a
miscellaneous group of teachers rather than a unified department able to put a collective
case for time and resources. Integration of staffing across all arts forms within a strong
department with concomitant establishment of major department status would not only
enhance the career structures and the relative status of arts teachers but also lead to a
stronger voice in resource allocation, time-tabling and similar matters.
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2.19 Curriculum integration in secondary schools. Logically, establishment of
subject department status must raise the question of some curriculum integration. This is
a topic about which there is divided opinion. Many drama teachers, musicians and visual
arts teachers claim that they have nothing in common with each other or with other arts
teachers. Others are equally passionate about the need to break open subject syllabuses,
pointing out, for example, that the typical video production customarily involves creative
writing, music and acting as well as unique ‘television’ skills. The latter group believes that
the narrowness of approach of many conventionally trained arts teachers prevents them
from helping young people to gain the confidence to explore multi-arts approaches and
to find joy and satisfaction in the arts. The logic of this latter view would lead to school
organisation of arts subjects into a unified whole under a title like ‘expressive arts’ or
‘creative arts’. This could happen in States which support school-based decision-making
but the prerequisite for success of such an approach, as it is for traditional approaches,
is adequate curriculum development support. An integrated approach as outlined,
adopted as the only provision, would not necessarily be helpful for students who want to
concentrate on one or more arts fields at upper secondary levels. For either individual
subject teaching or integrated curricuta the important pre-conditions for success are
strong official curriculum support and, under present circumstances, complementary
support by public examinations boards.

2.20 Time allocation. No matter how the teaching is organised, little can be done
if inadequate time is allocated to the arts. In primary schools the average time devoted
to specific teaching of the arts across Australia is two to three hours per week. In
secondary schools art/craft and music are typically compulsory subjects for the first two
years and either not taken or are voluntary options in the remaining years. In early
secondary years the most common time allocations are from three to six periods of forty
minutes, that is, between 8 and 15 per cent of teaching time. Experiences in other areas —
drama and dance — are so infrequent and sporadic that it is not possible to give estimates.
Figures can only be given in a general way since increased curriculum autonomy means
that individual schools often depart from official curriculum guidelines. It is significant,
however, that there is no official expectation that there will be greater time allocations.
Moreover, since this time is often fragmented into individual lesson periods, the whole
raison d’etre of the arts is put under great strain. Any significant experience which
involves painting, making a craft object, playing music, writing a story, or shooting a
picture, has its own time imperatives which may conflict with the forty minute period
convention of secondary schools.

2.21 As a general guide, we believe a minimum of 20 per cent of school time should
be devoted to the arts in primary schools and the first two years of secondary school.
This goal does not necessarily imply a set number of periods each day or week. There is a
strong case for schools to be more flexible in the organisation of the educational program.
Since the criterion is the significance of the experience, periods of concentrated attention
on the arts may be a good way of achieving the objectives. In the senior secondary years
we would wish to see an equivalent time allocation but put most stress on the need to
devote sufficient time to achieve commitment and proficiency in an art form. ldeally,
school organisation would be flexible enough to allow students to pursue combinations
of interests such as arts-sciences.
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2.22 Examinations. In secondary schools examinations, conducted by statutory
boards representative of tertiary bodies, as well as schools, determine the pattern and
time allocation of study schedules. Few who really care for the arts would believe that
present examination techniques are appropriate ways of assessing whether the objectives
of the curriculum have been met. Many of the more important objectives, and particu-
larly those we have advanced in Chapter 1, are incompatible with competitive grading and
certainly incompatible with present techniques of assessment. On the other hand, it is
essential that we acknowledge the reality of matriculation requirements in each State.
Typically, only art and music are given examination status — dance, drama, crafts and
film or television cannot be pursued at matriculation level. Students wishing to go on to
post-secondary study must choose other subjects. While there is parity for arts subjects
in some States, arts subjects are often excluded from the list of acceptable subjects for
entry to particular courses. As a result, many students with interests in the arts opt for
other ‘safer’ study combinations so as to maximise their chances of acceptance by
institutions. We believe efforts should be made to ensure acceptance of more arts areas
for matriculation and tertiary course prerequisites.

2.23 Where arts subjects are presented for public examination, more attention is now
being given to arts experiences rather than capacity to write essays about the arts or to
simmarise art history. in New South Wales, for example, Higher School Certificate
students can now present a major art project undertaken during the year and have it
evaluated for a considerable portion of the total marks. We hope that these approaches
will be more widely adopted. Of course, some important objectives of arts education
programs, such as commitment and confidence, cannot be evaluated by either examina-
tions or projects. The importance of these objectives is such that ways of evaluating
progress towards them should be found. It should, however, be borne in mind that lack
of progress equally could be a reflection of the program or of the student.

Organising for Special Groups

224 A subset of the general problems of providing services for all children is the
problem of provisions for special groups, including talented children, ethnic groups, the
handicapped and isolated children.

2.25 Provisions for the talented. There are a number of caveats in any discussion
of provisions for the talented. Many object to the term ‘talented’ on the grounds that
there are problems of assessment, that children identified as talented are often those
who are lucky enough to have had access to experiences denied to the majority, that
any provisions will automatically give greater preference to city children, that social
categorisation in this way contributes to destructive divisions within society and that such
provisions lead to a substantial risk that they will be a substitute for adequate provisions
in all schools. Many also object to segregation of particular students classified as talented
on the grounds that all students have some unique talents and that the segregation else-
where of a particular group of students prevents a school from being an educative force
for community life simply by being typical of the community. For example, the presence
of such students is usually vital to such activities as school orchestras, choirs, dramatic
productions and film-making. They contribute to the corporate life of the school and the
school offers them a chance for recognition and growth not necessarily possible if they
are segregated in selective schools.
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2.26 Nevertheless, equality of opportunity envisages all students having the oppor-
tunity to develop their talents and interests as fully as possible. There are two kinds of
students disadvantaged in present circumstances of inadequate arts resources in many
schools - those with burning ambition to excel in a particular arts field and those with
extraordinary gifts not explicable simply by reference to prior opportunities or training.
We believe there are such children and that they are often born into families not
especially concerned or able to help them develop their talents. Our view of equality of
opportunity is that they have a right to the assistance they need. Many do not have access
to such opportunities at the present time.

2.27 Special efforts are being made in some States. Some Western Australian high
schools in the metropolitan area {two each in music, dance and arts) have been provided
with resources allowing them to offer special programs in those art forms. In addition to
students enrolling for the normal courses offered by the schools, talented children enrol
from both the metropolitan areas and from country areas (with the help of scholarships).
South Australia is taking the same approach for music at Marryatville, Woodville and
Brighton High Schools; Tasmania provides scholarships to matriculation colleges; the
Conservatorium in New South Wales has a special high school which caters for musically
talented children; in Victoria some secondary schools specialise in music and a secondary
school attached to the Victorian College of the Arts will open in 1978.

2.28 The suggestion of the Schools Commission in its May 1975 Report that there be
Special Interest Centres catering for those with special interests in artistic and other areas
(that is, areas including but not limited to the arts) was intended to avoid the potential
hazards of selectivity involved in the present approaches. Special Interest Centres were
intended to be supplementary to normal school programs and open to all with high and
sustained interest. It was suggested that they be established by consortia of schools in
locations central to those schools, where they would provide opportunities unrelated to
normal school settings and across age groups. This approach would be a useful alternative
to present approaches. Another approach with positive possibilities would entail peri-
patetic resource teachers coming into individual schools and, in conjunction with a
greater degree of self-planning by students, providing special assistance to those seeking it.

2.29 We believe it is vitally important that talented children have adequate oppor-
tunities — both for their own sake and for the enrichment of the life of the nation. We
therefore urge special efforts to meet their needs. We believe it is possible to develop
appropriate provisions without segregation of some students into schools which cater
only for the talented and without social elitism. Although the Western Australian and
South Australian developments appear to be worthwhile responses to the problem, we
stress that the concern in all States ought to be the development of organisational
arrangements which meet the special teaching needs of talented students while allowing

them to lead otherwise normal lives. At present opportunities for talented people are far
from sufficient.

2.30 Ethnic provisions. The Anglo-Saxon character of Australian schools until
recently has done little to acknowledge that there are large numbers of migrant children
enrolled in those schools. As a result of large concentrations of migrants in particular
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residential areas, some schools have a high proportion of enrolments of those whose
mother-tongue is not English, including, in Queenstand, Northern Territory and Western
Australia, significant numbers of Aborigines. Yet, most teachers are Australian born, of
Anglo-Saxon orientation, with little understanding and appreciation of the arts of the
countries from which the migrants come. Among Australians there is a widely shared
‘high’ cultural heritage in the drama and music drawn from Europe, but middle-class
teachers rarely have knowledge of ethnic music and dance, popular theatre or Aboriginal
culture. Problems of providing relevant arts experiences in ethnic areas reduce to
questions of teachers and opportunities; part-time teachers from ethnic communities are
essential. Opportunities for ethnic arts are being promoted by the communities them-
selves in out-ofschool hours, for example, the Greek Saturday Schools, the Caruana
Greek Dancers, the ten day Italian festival in South Australia, Polish dance groups in
Perth, Adelaide, Melbourne and Sydney, the ethnic festival at the Marrickville Com-
munity Centre, Aboriginal dancers on Mornington Island and Aboriginal centres in the
Northern Territory and northern Queensfand. But these are at present only for limited
periods and are only accessible to a proportion of the population at additional cost. Many
need help with musical instruments and costumes. The ‘respectability’ of ethnic culture
must be confirmed through inclusion of ethnic arts in the overall school program, backed
up by appropriate teaching materials and competent teachers.

2.31 Provisions for the handicapped. Several submissions remarked upon the
scarcity of trained teachers of the arts in special education and on the special needs of
this area. They also commented upon the therapeutic value of the arts for handicapped
children, not only those with social and emotional difficulties, but the physically and
mentally handicapped as well. We were not able to gather authoritative evidence about
arts provisions for the handicapped, although we do know that there are occupational
therapists in some special institutions. Further study is necessary, particularly in relation
to the training needed by teachers to be of most assistance to children with particular
difficulties. We see no reason why handicapped children should have any less right to
arts opportunities than any other children. Their special needs should form part of the
planning of all education authorities.

232 Provisions for the isolated. Equality of opportunity often seems a myth to
those who live in isolated areas. It may also seem an unattainable goal to authorities faced
with the enormous problems of making provision for isolated children within the
resources available. While adequate provision is certainly a matter of sufficient resources,
equally important is ingenuity in organisation. The problems of securing well-trained
teachers for isolated schools are similar to general problems of teacher provision discussed
earlier. In addition, high teacher turnover in country areas is a major factor preventing
the development of effective programs. Since it is rarely possible for country high schools
to group together to share facilities and services, more than basic facilities will be needed
in each school. Relatively greater costs are inescapable if there are to be reasonable
opportunities for all: there will be need, for example, to transport children to and from
other centres; to pay the high costs of bringing in films, musicians, or theatrical com-
panies; or the costs of providing high quality video recorders; and schemes of servicing
schools with regular supplies of suitable material recorded on cassettes; there is need for
special curriculum development efforts to produce recorded material for isolated areas.
These costs ought to be part of the accepted costs of operating schools in isolated areas.
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2.33 Through existing State resources and through funds made available through the
Schools Commission programs in recent years, video recorders are commonplace as far
afield as Windorah (far western Queensland); these programs have enabled Western
Australia to develop the visual and audio materials available to country matriculation
students; other States have improved correspondence and Schools of the Air services to
isolated children. The Disadvantaged Country Areas Program should further stimulate
imaginative planning of services for rural students. What is now needed is ingenuity in
developing the necessary services and extension of these by traditional and novel means
to all areas.

Facilities and Materials

2.34 Facilities. Frequent mention has been made in submissions of the in-
adequacies of facilities. Arts facilities do not exist in large numbers of schools. They have
often been planned as the last extension but emergencies have led to the funds for their
construction being directed elsewhere. Where there are arts facilities there are ‘often
deficiencies in their design; facilities for some or all of music, drama, dance or film may
be absent.

235 New schools being built usually include provisions for the arts, although not
always for the full range of art forms. Schools at Minto in New South Wales and Angle
Vale in South Australia have been planned (and are being constructed) on an integrated
basis envisaging use of arts facilities by the whole community; matriculation-level colleges
in Tasmania have enviable arts resources. These are rather special examples which should
not be confused with the regular new high school ‘package’ in most States.

2.36 We endorse views put to us that there should be review of desirable design
features for arts facilities in both primary and secondary schools. We appreciate the
reasons why the Schools Commission favours allocation of building funds to authorities
in ways which enable them to plan the development of schools on an integrated rational
basis. We also appreciate that an approach which envisages provision of a standard arts
facility for every school regardless of other priorities would not be helpful. Nevertheless,
the Schools Commission should undertake two tasks parallel to the activities it has under-
taken for primary libraries. It should provide a service in relation to the design and
standards of arts facilities, including particularly dance, drama and film and television.
It should review existing standards and publish revised guidelines together with advice on
the planning of such facilities. Second, it should provide funds within the general capital
program for the establishment of a few pilot arts facilities, both primary and secondary in
each State. Pilot arts facilities would not only give reality to the standards guidelines but
also allow testing and improvement of design and curriculum concepts, particularly those
relating to integration of arts teaching.

2.37 The related problem which needs to be tackled on a short term basis pending
provision of facilities at appropriate standards is the lack of, or inadequacy of, facilities
in existing schools. Suitable, undisturbed, uncluttered space is a rarity in many existing
schools. There is need for an imaginative program concentrating on ways to extend or
convert space to arts education use in established schools at relatively little cost. State
systems willing to provide grants to schools for this type of conversion or upgrading
would do much to encourage schools trying to provide improved arts education programs.



2.38 Art in educational facilities. A further desirable development would be the
re-adoption or adoption in Australia of the practice, common in countries like France,
Canada and USA, of allowing up to one per cent of the cost of new buildings to be spent
on paintings, sculpture and other art objects. At least one State had a similar practice
early in this century but we could not find evidence of such a policy in any State or
Territory at the present time. We believe it would be an additional way in which the
environment for learning and for appreciation of the arts could be enhanced.

2.39 Facilities for private tuition. Private teachers who provide individual tuition
in dance (usually ballet) and music (usually piano and violin) are readily accessible in
middle-class city areas and frequently in country areas. Private tuition of this kind is less
readily available to socio-economically disadvantaged groups, both because of the cost of
lessons and the difficulty of getting to and from the private teachers. Some parents are
also deterred by the possibility that the investment may be wasted as interests expressed
by children are often for a limited period. There seems to be no reason why schools
should not try to equalise opportunities further by welcoming the use of school premises
by private teachers and provide music and instruments for students as well as corners
where they could be used or stored. This would be particularly appropriate where there
are no opportunities at present. The cost of lessons could be borne by individuals if they
are able to afford such teaching, or, in socio-economically disadvantaged areas, by school
funds provided by education authorities. School designs could take into account the
likelihood of a need for private tuition at certain schools and provide for needed facilities.

240 Materials. In several areas practice of the arts consumes a great deal of
expendable material, making the cost of such programs a burden to parents. There has
not been as much increase in supplies of arts materials as in some other types of school
equipment. While there are very few schools without audio-visual equipment and similar
hardware used by teachers, many still find it necessary to charge students for arts
materials used. Moreover, due to imposition of sales tax which classifies arts materials as
luxury items, the cost is higher than necessary. Education authorities should increase the
finance available for the purchase of art supplies. It would also be of great benefit if
federal authorities were to abolish sales tax on such materials.

Recommendations

2.41 Planning. It is recommended that:
in each education authority there be an Arts Education Advisory Committee and
Regional Arts Education Councils linking the various divisions and sections of
education departments and State arts agencies with special responsibility for the
development and monitoring of plans for arts education.

242 Curriculum support. It is recommended that:

a) education authorities give high priority to the development of appropriate
curriculum materials and support through the creation or enlargement of arts
education curriculum development centres;

b) particular efforts be made to produce appropriate curricula for presently
under-represented fields, such as dance, film and television and ethnic arts.
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243

244

245

246

247

Arts advisers. It is recommended that:

a) education authorities make increases in the numbers of arts advisory per-
sonnel with appropriate preparation to enable more schools to have arts
expertise available;

b} medium term and long-range planning of education systems be based on
ensuring the availability of arts expertise to and within schools; planning
should involve review of the selection, training, placement, career structure,
and roles of arts advisers.

Non-traditional approaches. It is recommended that:

a) education systems, teacher organisations and parent bodies collaborate in
devising ways of overcoming regulatory impediments to use of outside
facilities and the bringing into schools of artists as instructors;

b) education authorities ensure availability of sufficient resources in schools to
enable schools to organise programs involving artists in schools.

School organisation. It is recommended that:

a) education authorities take steps to ensure career opportunities for arts
teachers in secondary schools;

b) in primary schools and junior secondary schools 20 per cent of teaching time
over the school year be devoted to the arts and at senior secondary level there
be sufficient time allocated to allow achievement of proficiency and commit-
ment within an art form;

¢) the range of arts forms afforded equivalence in assessments for matriculation
be increased;

d) a wide range of objectives including confidence and commitment be taken
into account in assessing the success of students in arts education programs.

Organising for special groups. It is recommended that:

a) without diminishing the impetus towards adequate facilities in the arts for
all students, provision should be made in all education systems for talented
students, particularly those with high and sustained interest in an art form;

migrant and multi-cultural education committees established in recent years
in every State review the provisions for the teaching of migrant culture in
schools and make recommendations to education authorities for extension
and improvement of these provisions;

there be further study of arts education provisions for handicapped students;

d) arts education provisions for country and isolated children be increased, using
the full resources of technology, to ensure an adequate program for every
child.

b

—

Cc

Facilities and materials. It is recommended that:

a) the Schools Commission provide guidance on design and standards to schools
and education authorities in respect to arts facilities with special attention to
the needs of music, drama, dance, and film and television;

b) the Schools Commission provide funds within the general capital program
to allow for erection in all States of some pilot arts facilities which reflect
desirable design features;

c) State education departments give special attention to the problem of modify-
ing existing schools to provide adequate space for arts education;
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d) education authorities ensure a better allocation of resources to expendable
arts materials;

e) one per cent of the total cost of new educational facilities be allowed for the
purchase of paintings, sculptures and other arts objects;

f) space be incorporated in schools and made available to private arts teachers
at reasonable rates, especially in those areas where private tuition will not be
readily available without such assistance.



3
OUT-OF-SCHOOL AND POST-SCHOOL

Limited Opportunities

3.1 With the notable exception of television and radio, experiences young people have
of the arts outside formal school programs continue to be incidental, spasmodic and
occasional. Those relatively few fortunate people who do have continuing exposure in
ways which make the arts a significant part of their lives contrast markedly with the very
large majority who are not ‘hooked into’ the arts, either because of lack of opportunities
in their community, or because they are unaware of opportunities available. Although
several departments, including the Departments of Education, and Technical and Further
Education, State arts agencies and the Australia Council each have some responsibility
for fostering out-of-school activities associated with the arts, no governmental authority
has complete responsibility for ensuring that everyone has the opportunity for continu-
ing involvement. There is a need for State governments to strengthen co-ordination
arrangements.

Television and Radio

3.2 All but a few Australians have access to television which monopolises the out-of-
school hours of children to such an extent that by the time students leave school at age
sixteen years, they will have spent more time in front of the television set than in the
classroom?. The programs watched include adult programs as well as those produced
especially for children. Those concerned about programming quality, the values portrayed
in programs and the prevalence of screen violence have special cause for concern about
the effects of such programming on the extraordinarily large numbers of young people
who watch programs intended only for adults. The Edgar s‘cudy2 further demonstrates
the effects of television on particular groups of children. The Enquiry begun by the
Senate Standing Committee on Education and the Arts on ‘the importance of television
on the development and learning behaviour of children’ will also be relevant in formu-
lating measures to channel the impact of television in ways which are beneficial for
youth.

3.3 Until recently the Australian Broadcasting Control Board was responsible for
standards for children’s television programs and required television stations to allocate a
proportion of their time for this purpose. However, very few programs are directed to the
young child. The Australian Broadcasting Control Board’s 28th Annual Report shows
that children’s programs account for 7 per cent of total transmission®. The time allocated

1. K. Tindall, D. Reid and N. Goodwin, Television: 20th Century Cyclops, Sydney Teachers College
Audio-Visual Research Centre, 1977,

2. Patricia Edgar, Children and Screen Violence, Brisbane, Queensland University Press, 1977.
3. Australian Broadcasting Control Board, 28th Annual Report, 1975—76, Canberra, AGPS, 1976.

23



to kindergarten material in fact declined from 328 hours in 1970/71 to 137 hours in
1975. Content, production and acting make little attempt to introduce the child’s real
environment; the background to kindergarten programs is typically brightly coloured, over
hygenic and unreal. Programs are rarely designed to activate children or point the way to
new interests either at home or in the outside world. Moreover, action packed ‘G’ class
movies and situation comedy series claim the attention of children for at least as many
hours as their ‘own’ programs. The main adverse effect of this latter type of television on
young children is probably the desensitizing effect of continuous noise and movement,
encouraging passive reception of images while alien values and attitudes are encouraged.
Similarly, commercial radio packages and promotes performers and performances in ways
which put a premium on familiarity and repetitiveness. Little encouragement is given to
exploration and appreciation outside the narrow range of material broadcast. As the
music broadcast is almost universally imported, that interaction between musicians and
appreciative audiences which fosters growth and development of the musicians is not
encouraged. Attempts to improve the quality of programs through such means as regula-
tion or incentives (see 3.9 and 3.10) are urgently needed.

The Australian Broadcasting Commission

34 The ABC is a major public media resource operating 144 television stations and
109 radio stations including a Radio Australia service to overseas countries. There is
hardly any area of Australia not reached by at least one of its services. Apart from
broadcasting services, it produces nearly 60 per cent of its own programs; it finances and
manages six State symphony orchestras which employ 412 musicians; and it is the largest
concert entrepreneur in the southern hemisphere. At 30 June 1976 it employed 6,820
people within a budget for 1975/76 of $140.6m’ . Because of the size and ramifications
of its operations, it is impossible to do justice to the ABC in this Report. It is quite
apparent that the ABC plays a major role in all aspects of the life of the nation. Con-
sequently, matters which related to our own study could not easily be kept separate from
questions relating to the general operations of the Commission. Yet, points of concern
did arise. As we were unable to study all of these in sufficient detail we concluded that
we should limit comments in succeeding paragraphs and in paragraphs 4.4 to 4.6 to points
which we believe suggest the necessity for an additional study (either by the Commission
itself or some other authority) of the role of the Commission in providing for youth
needs in the arts and education.

35 The Commission has both an Education and a Youth Department. Neither seems
to be able to command a full measure of talent and resources, nor have an assured role
within the organisation. The effect of uneasiness of place and role within the Commission
are more evident than is desirable. Virtually no mention of arts education programs on
the ABC was reported by State study groups. In view of the large number of programs
broadcast, the favourable statistics on the number of schools taking the programs, and
the regular program consultation the Commission has with Directors-General of Educa-
tion, we found the lack of impact surprising. It would not be appropriate to draw a
conclusion on this data but it would be appropriate for the ABC to reassess the impact
of its programs.

1. Australian Broadcasting Commission, 44th Annual Report 1975—76, Sydney, Australian Broad-
casting Commission, 1976.
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36 The Commission says that the Youth Department is an important aspect of its
total services yet youth programs are apparently among the first to be affected by budget
restrictions. Significantly, programs which most appeal to youth often originate from the
other programming departments in the Commission. Existing programs illustrate the
situation. Countdown, a pop show, has survived but Target, a live show for teenagers,
apparently failed to compete with cartoons, situation comedies and thrillers of com-
mercial stations. The Young People program on radio, designed to involve young people
in writing and performing, has been progressively cut back.

3.7 The conjunction within the ABC of the production function and the broadcasting
function has obscured the need for distinguishing more clearly possibilities in the two
areas, notwithstanding current copyright and other legislation which restrict the ability of
producers of educational material to exploit multi-media approaches, particularly
recorded material. There is a persuasive case for distinguishing within the ABC, or hiving
off altogether, an autonomous National Educational Production Centre to produce
educational material in all media. Some material would be produced for broadcasting,
other material would simply be distributed as tele-recordings, films, audio-tapes, kits and
printed material of high quality for use in schools and youth centres, especially in isolated
areas. Material not necessarily suitable for broadcasting could be produced for specialised
educational use and for minority tastes. Ready availability of such material would help
introduce young people to a wider range of arts interests.

3.8 The case for an arts education production centre in Australia is strong. It is not so
clear that an organisation completely separate from the ABC would be the most suitable
solution. Already complex copyright problems might become even more difficult to
handle. Similarly, the resources of the whole of the ABC might be essential for effective
production electronically of high quality drama, opera and dance, especially as theatre
performance simply filmed and reproduced is not credible because the techniques and
approach needed to reach the corners of large theatres conflict with the intimacy of
electronic media. Other factors will also have to be taken into consideration in deciding
whether a National Educational Production Centre should remain part of the ABC. We
believe it would be profitable to include these matters in the wider study of educational
broadcasting mentioned earlier.

Regulation

39 Despite the potential for damage through bad programming, little has been done
by governments in Australia to encourage good television and radio programs. The devices
available to governments include regulation and incentives. In its Report on a recent
public inquiry into the concept of self-regulation for Australian broadcasters', the
Australian Broadcasting Tribunal recommends improvement in television and radio
programming for children through ‘a system of participatory self-regulation’ which
recognises self-regulation by broadcasters as a worthwhile goal but indicates a need for
some specific requirements and regulations. The Tribunal’s recommendations for a
special ‘C’ classification for children’s television programs, for a ‘C’ classification period
between 4 and 5 p.m. on week days and for a mandatory thirty minutes per week day of

1. Australian Broadcasting Tribunal, Sel/f-regulation for broadcasters, Canberra, AGPS, 1977.
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programs designed for pre-school children could help to improve the appropriateness of
television programming for children. In the longer term, the Tribunal’s recommendation
that broadcasters undertake commitments concerning quality, budgets, qualifications of
personnel, on-air presentation and research should help to develop higher standards in this
area. The Tribunal found with respect to commercial radio broadcasting that there are
‘no worthwhile children’s programs’ in the capital cities and challenged broadcasters ‘to
correct a situation which at present leaves them with little cause for pride’.

Incentives

3.10 Guidelines and regulations for broadcasters could be complemented by in-
centives offered by governmental authorities, including subsidies for script writing, pilot
series, special projects, longer rehearsals or other production costs to raise standards of
providing programs. There could also be incentives to ensure that a growing number of
programs related to other than competitive and consumer oriented values. Incentives in
tandem with regulation seem essential if program standards are to improve. It would be
appropriate for State governments, in particular, to take up this challenge. The creation
of a Broadcasting Information Office, as recommended by the Australian Broadcasting
Tribunal1, could provide an indirect incentive through its research and information
services to improvement of standards.

Community Resources

3.1 For the practice and enjoyment of the arts throughout the community, arts
resources personnel, community arts centres and neighbourhood arts workshops are very
important.

3.12 Community arts resources personnel. To provide opportunities for all
Australians to become familiar with the arts we need to draw on people with skills to
impart, at all levels, without concern for credentials, sex or age. Community arts
resources personnel have already been successfully introduced to a number of munici-
palities on a joint-funding basis with local government councils, for example, Blacktown
in New South Wales, Portland in Victoria, Stirling in Western Australia and Norwood in
South Australia. The value of such appointments in generating and strengthening local
arts interests has been recognised. They act as ‘catalytic’ agents in the community,
helping people become aware of their own needs and the means by which these might be
realised. Present appointments are, however, threatened by restricted government funds
and there is a need for co-operation between State arts agencies, education systems and
municipalities to ensure that longer term funding can be underwritten and that Com-
munity Arts Officers, whether placed at regional or local levels, are placed within the
permanent structures and can operate in a way which most effectively utilises the total
resources of an area.

3.13 Community facilities. Many submissions referred to the importance of
cultural facilities such as libraries, galleries, theatres, halls and museums in establishing

1. Australian Broadcasting Tribunal, Se/f-regulation for broadcasters, Chapter 5.
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and sustaining arts activities outside schools for young people. Drawing on recent reports1
for libraries and museums, we discovered that there was far from adequate provision of
such facilities. For example, in South Australia?, in spite of governmental interest in the
arts, 40 per cent of the population has no pubtic library within its own local government
area. On the other hand, there were few reports of communities {(other than the Northern
Territory) completely lacking in facilities. As it is too optimistic to plan in terms of new
purpose-built facilities for the arts for every community lacking suitable facilities, it is
necessary to consider ways of making best use of whatever facilities are available. This
entails rethinking the basis of services in a broader way and greater co-ordination of
planning. The presence of under-utilised school facilities in every community where there
are young people needs to be taken into account in this planning. Universal access would
be feasible in the foreseeable future and at reasonable cost if there could be energetic
co-ordination and planning across the whole spectrum of community agencies and
facilities, including schools.

3.14 Schools. New arts facilities for schools should be planned and sited to meet
the needs of the community as well as the school. Expensive plant could be used more
intensively and the total cost, although higher than for facilities used only by schools, will
be considerably less than for separate school and municipal facilities. Where facilities for
the performing arts are included in the complex, the lighting and stage equipment can
then be at a level not otherwise possible. Some organisational problems would persist,
however, for community use of school facilities entails quite important storage, janitorial
and cleaning requirements; principals, senior staff and even the school cleaner must be
genuinely co-operative if community use of the school is to be a reality.

3.15 Halls and theatres for performing arts. Apart from the relatively rare oppor-
tunities offered when a new school is built, the opportunities for young people to be
involved in the performing arts in the majority of communities will be restricted to
existing facilities — often ill-lit, unsuitable halls or spaces lacking suitable equipment.
Conversion by the provision of suitable lighting, stage facilities and other equipment
would often be possible at relatively moderate cost. ‘Found’ space in old factories and
warehouses may be just as useful as elaborate new facilities if reasonably equipped, for
such spaces do confer the advantages of lack of mystification or awe in their use. The
Why Not Theatre in an old Carlton warehouse and the Youth Centre in a converted
picture theatre at Casino are examples of successful use of found space. Local government
councils could well take a lead in encouraging developments in their own communities.
State Departments of Youth, Sport and Recreation could assist by surveying available
resources, providing design hints and advice and by providing seed grants to encourage
extension of facilities.

3.16 Workshops for the visual arts and crafts. Young people seeking to become
involved with the visual arts or crafts seldom have the finance to hire special areas for

1. Australia. Committee of Inquiry into Public Libraries, Public Libraries in Australia, Canberra,
AGPS, 1976 and

Australia. Committee of Inquiry on Museums and National Collections, Museums in Australia
1975, Canberra, AGPS, 1975.

2. South Australian State Report, Education and the Arts.
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their own use, and, in any case, may for some time remain at the exploratory stage with-
out knowing whether their interest will be permanent. They have need of facilities and
the loan or hire of equipment for those facilities so as to give them an opportunity to find
and develop arts interests. The lack of instructors is another facet of difficulties. Efforts
to bring professional artists and craftsmen into association with young people could be
made. For example, it might become an assumed obligation of many artists and craftsmen
receiving grants from the Australia Council that they encourage association with them-
selves of young people in their community. Alternatively, local government authorities,
schools and even private individuals could offer use of appropriate facilities to pro-
fessional artists and craftsmen in return for the use of part of the facilities by young
people. Possibilities in the relationships would vary from simply concurrent usage through
friendly interest to teaching and assistance. Again, such development would require
imaginative action at local levels by councils and schools, and the initiative and support
of government agencies in setting up some pilot arrangements.

3.17 Libraries as resources centres. Just as school libraries are gradually changing
and titles such as ‘resources centre’ or ‘media resources centre’ are becoming more
common, planning should encompass expansion and transformation of present library
services into multi-media resources centres. As a first step in this direction, collaboration
between education authorities and local government could ensure that new libraries serve
both schools and communities. Examples of pilot developments are Boronia High and
Templestowe Technical College in Victoria. Collaboration in this way would bring within
reasonable total costs the possibility of providing services to every community.

3.18 The most important need is for expansion of the role of libraries in two ways.
First, the current moves to expand holdings of non-book materials — records, audio and
video cassettes, films, prints and other types of electronic and printed material — should
be accelerated dramatically. Just as there are now libraries which provide access to a
range of toys, libraries could have musical scores and instruments, plays and theatrical
gear. They could seek to preserve and make available Australian theatre material such as
programs, photographs and specimens of costumes for particular shows. They could keep
copies of Australian films and television shows that would be of interest to students a
generation from now. Second, libraries could become more than repositories or exchange
centres, they could become activity centres. The State Library of South Australia is
moving in this direction and similar expansion of services is occurring at Burnie in
Tasmania. The video-access centres financed experimentally by the Australia Council
might become part of tibraries. Alternatively, film-making and editing equipment might
be based there. Scarce and expensive arts resources could then be used more cheaply and
experimentally.

3.19 Local resources centres would have to be supplemented at State level or even the
national level. For example, it might only be possible to have an adequate range of good
children’s films in a state-wide collection. The principal ingredients of planning, however,
must be the need for universal access and participation.
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Galleries and Museums

3.20 Galleries. In every State there are art galleries in the capitals to which schools
take students for art history appreciation and for contemporary exhibitions. The Modern
Masters exhibition in 1976 and the Chinese Archaeological exhibition in 1977 have also
brought access of .international exhibitions. Education departments second teachers to
the State galleries to conduct the educational programs for the galleries. Regional galleries
have also expanded in recent years with the assistance of State governments and the
Australia Council. Art galleries at Sale and Benalla in Victoria have areas where arts and
crafts activities can take place. Developments of this type are worthy of support.

3.21 Museums. In Australia, museums have concentrated on a relatively narrow
range of interests, particularly natural history. There is at least one museum in every
State situated in the State capital but there are few regional museums and insufficient
opportunities for young people to use museums as learning resources centres. The
Museums Inquiry estimated that less than 50 per cent of 14 year olds in Australia had
gained any educational stimulus from museums. Some museums, notably the Australian
Museum, attempt to reach outer suburbs and country areas with travelling exhibitions
and displays. All State departments have seconded teachers (some paid by education
departments, some by museums) to conduct educational programs and to organise school
visits. For example, there are seven education officers at the National Museum of Victoria
and six at the Australian Museum. But the total of these resources does not allow the
provision of significant learning experiences in museums for all children.

3.22 In any case, the learning experiences possible in museums depend a great deal on
the breadth of interests and vision of museum directors and their Boards of Trustees. The
image of museums as places where stuffed animals and prehistoric tools are kept is not
consistent with exciting ideas developed in some other countries. In Mexico the museum
has been developed into a major national educational institution to which children are
brought from all over the country. In the United States of America, in Boston, there are
science and technology museums and museums of exploration where young people can
stretch their senses by experiences of sound, light, colour and texture, and where they
can manipulate the environment in new and satisfying ways. Australia has a long way to
go in this respect although the Fremantle Maritime Museum is seeking to develop in the
same way. State museums are hampered from full scale development in these directions
by their own vision of their purpose, by lack of finance and, to some extent, by being
outside the education system. But they do have enough resources to make a substantial
beginning. If so, it would be well worth increasing the resources available to them to
encourage a more extensive transformation — as much as 25 per cent additional resources
over four years. They could provide vivid and intense learning experiences for students
through participation and exploration which are well beyond the reach of even the most
ambitious individual school. They could, in short, become major learning rescurces
centres in the arts. They ought vigorously to move in these directions.

Transition from School

3.23 The transition from arts activities at schools to those in the general community
is a daunting experience for young people at a time when there are other job-finding and
family pressures. If the objective of continuing commitment and confidence is to be
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realised, there is need for assistance even when schools have sought to provide students
with knowledge of the resources in the community by giving them experience of those
resources. A community liaison teacher could have the responsibility of ensuring
introductions for former students seeking membership in adult societies and associations.
Those societies and associations should, for their part, have a schoo! liaison person with
specific responsibility to be involved with the students and to encourage them to join
adult groups. There should be regular meetings to ensure liaison and a smooth transition
for young people from the organised school situation to adult clubs and organisations.

3.24 Little will be achieved, however, if efforts are not made by community groups
to organise ways which encourage young people and contribute to the strength of the
group. Dramatic societies, for example, should have at least some plays which do not
require skills beyond those of the novice and with a preponderance of parts for young
people. Youth theatre which relates to the immediate circumstances of young people
and to contemporary problems could be encouraged. But the presence of a gap between
the generations in interests must be recognised. Although young people are usually ready
to take part in music theatre, they are for the most part not interested in the ‘well-made’
three-act play, traditionally the form chosen by little theatres; they prefer a more eclectic
and episodic form, to which film and television have accustomed them.

3.25 Young people not interested in continuing active participation as performers or
producers of original art work could nevertheless become interested in theatre or musical
performances and become regular subscribers. Although many theatres already have
special concessions (for example, Melbourne Theatre Company family concessions) and
there is usually a performance in the theatre each year of a play set for final year
students, we are not convinced that enough is being done by theatre companies to build
up youth interest. Nor is there evidence that the theatre companies in each State have
combined to plan and implement sustained effort to broaden their appeal to young
people. While some have ‘youth’ officers who produce the plays taken to schools, only
the Adelaide Festival Centre, so far as we could ascertain, has a specialist in building
youth interest in the regular offerings of the theatre.

Organisation of Performing Arts Services to Schools

3.26 One link between schools and the performing arts which has been strengthened
a great deal in the last few years has been touring to schools. In the theatre there are
subsidiary companies of the State theatre companies and specially formed companies, the
Theatre-in-Education (TIE) teams. The latter teams frequently employ teachers turned
actors; they often present material relevant to curriculum objectives and involving
preparatory and follow-up work to the actual performances. Some interesting material
relevant to contemporary problems is emerging, for example, the Tasmanian TIE team
(I’ll Be In On That), the Children’s Activities Time Society (CATS) team (Rock N’'Rol/
Business), the Melbourne Theatre Company team (MTC) (Blind Choice), the Drama
Operations Group (The Best Years of Your Life}, the Queensland Theatre Company team
(QTC) (Tuff) and the Free Wheels team (Sugar N’'Snails). But more effort needs to be put
into the development of adequate scripts for school work.
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3.27 There are also a number of puppeteers and puppet groups touring schools or else
giving performances for schools — chiefly primary schools. There are some interesting
individuals and groups like Richard Bradshaw’s shadow puppets, the Tasmanian Puppet
Theatre, and Little Patch Theatre of Adelaide.

3.28 In the area of music, primary and secondary schools are toured by ensembles
like the Bennelong Players of Sydney and the New England Ensemble of Armidale. Music
ensembles from the Music Branch, South Australian Education Department tour schools
in Adelaide and give concerts. Folk Singers like Alex Hood tour schools with a repertoire
of songs. Two Sydney based groups specialising in jazz and contemporary music, the Ray
Price Quintet and Don Burrow’s Group tour widely in Australia. State opera companies
send a small team to primary schools with special short operas written for children, for
example, the New Opera Company and the Victorian Opera Company (the Professor
Cobalt opera series).

3.29 In the dance area, the State ballet companies of Western Australia, Queensland
and Tasmania, and groups specialising in ethnic dance such as Dance Concert and Dos
Marravillas in New South Wales and Kofobok Dance Company of Victoria, tour schools.
The ballet companies present programs for children in a theatre venue but send a small
team to demonstrate steps and short pieces in the schools. The ethnic groups’ programs
are better suited for school tours since these dances are not designed for a theatrical
setting and only require space for a performance.

TABLE 3.1

ADULT AND SCHOOL CHILDREN ATTENDANCE AT ARTS
COUNCIL TOURING PRESENTATIONS, 1975

State or Territory Population Attendance
Adult School children Total Percentage of
population

New South Wales 4,789,600 61,067 402,293 463,360 9.7
Victoria 3,667,700 22,208 87,918 110,126 3.0
Queensland 2,037,032 57,241 318,054 375,295 18.4
South Australia 1244645 41,757 111,717 153,474 123
Western Australia 1,144,406 3,153 11,903 15,056 1.3
Tasmania 402,844 22,000 100,000 122,000'2 30.3
Northern Territory 97,000 23,135 47,252 70,3870 72.5
Total 13,383,317 230,561 1,079,137 1,309,698 9.8

(a) Estimate.
(b) Iincludes free concerts given after Darwin cyclone.
(c) Excludes Australian Capital Territory attendances because this Division does not tour attractions.

Source: Australia Council.
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3.30 Arts council activities. In each State and Territory there is an arts council
comprising representatives of local community branches and devoted to the promotion
and furthering of the arts, particularly in country areas. There are over 260 branches
throughout Australia, although the total membership is only about 12,5600. State
divisions, with the assistance of subsidies from the Australia Council and State govern-
ment arts agencies, have been acting as entrepreneurs for performing arts activities,
touring visual arts exhibitions and as organisers of workshops and summer schools. Table
3.1, which lists attendances at arts council touring presentations in 1975, indicates that
councils play an important role in organising school tours. School attendances in New
South Wales, Victoria, South Australia and Queensland, in aggregate, increased from
787,244 in 1973 to 1,005,431 in 1974 but then dropped to 919,982 in 1975. Compar-
able data is not available for the other States.

3.31 The Divisions apparently try to tour a mix of attractions to branches and schools
each year. Family and light entertainment shows, such as the Trinidad Cavaliers Steel
Band, Mulga Bill’s Bicycle Band, Tschaika Cossacks and Godspell tend to draw the biggest
adult audiences.

3.32 As might be expected, the efficiency of arts councils varies considerably from
State to State. It is apparent that, if they were to be entrusted with the additional
responsibility for school touring, most would either need considerable reorganisation and
strengthening or the commitment would necessarily be at the expense of performances
and exhibitions mounted for the community at large. An increased role for arts councils
in school touring would not necessarily be welcomed by schools or performers in all
States.

Problems

3.33 Despite the growing number of companies (there are nearly forty school touring
companies usually of between three and five players in New South Wales), there are still
many problems associated with the organisation of performing arts for schools. They may
be summarised as:

a) not enough companies to ensure coverage of all schools;

b) problems of providing suitable material for schools;

c) adequate preparation and follow-up is difficult to organise;

d) precariousness of financing, despite the low remuneration accepted by most
actors;

e) organisation of touring arrangements for effective liaison with schools;
f) payment by students.

3.34 Until there are more companies, the coverage will continue to be incomplete.
Many of the companies confine themselves to the metropolitan areas and yet there are
still many schools which do not have access to their services. Nor do all companies
produce work which is useful for schools, both because there are bound to be some
companies which are more enthusiastic than competent at this stage of development of
touring companies and Theatre-in-Education, and also because there is a shortage of
people who can write suitable material.
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3.35 The organisation and financing of TIE companies is precarious because grants
are made on a year-to-year basis by the Australia Council, because innovations grants
from the Schools Commission are for a limited period and non-renewable, and also
because there is no organisation responsible for economical scheduling and touring
arrangements. The general thrust of educational organisation towards school-based
decision-making implies that more and more resources will be in the hands of schools who
will make the decision whether to use the services of a company. If schools are to be in
the position to make decisions there is need for good publicity and promotion material
and for tour arrangements which put least strain on the already complicated organisation
of schools. Companies providing services need good managers/liaison officers who can
relate the offerings of the company to the educational offerings of the schools and who
can prevent the loss of confidence which arises from poor scheduling of visits.

3.36 Appropriate arrangements for exchanges of general information and liaison
between companies and schools can best be made through regional organisations. Apart
from the conferences, meetings and seminars which will ensure there is no lack of basic
information, there will be a continuing need for participatory planning to ensure, on the
one hand, that TIE companies develop programs which are suitable for schools, and, on
the other, that schools integrate the work of companies into the general school pro-
grams by suitable preparatory and follow-up work.

3.37 Since most schools are not at present in command of sufficient finance to pay
adequately for the services of visiting companies there is an urgent need for basic support
for them. In the long run, we hope that school-based funding will develop to the point
where schools will decide which companies relate best to youth needs and hence deter-
mine which will continue. In the meantime, the Boards of the Australia Council, State
arts agencies and education systems need to develop this category of grants. We suggest
that the Council provide support on a basis such as a dollar for every dollar provided by
State arts agencies of education departments, on conditions mutually agreed upon.
Support would be based on the services the companies provide for youth. The relevant
Board of the Australia Council would develop arrangements for consultants to review and
report on each company’s work at regular intervals. As TIE developments are still at an
early stage, companies accepted for funding should have a reasonable period, say three
years, of guaranteed grants before coming up for major reassessment. From the outset,
however, grants should be based on the concept of schools contributing at least a per-
centage of the costs. Initially, the percentage will need to be low but the proportion to
be undertaken by schools should be increased as funds available at the disposal of schools
are increased.

Other Out-ofschool Opportunities for Students and School-leavers

3.38 Camps. A technique for using scarce professional services advantageously and
for securing sufficient concentrated time for significant arts experiences is the arts ‘camp”.
Professional instructors and young people, whether school-leavers or those still in school,
are gathered in an appropriate location (for example, National Fitness Camp) for intensive
experience over a few days or even weeks. Junior music school camps pioneered this
trend. In all States, there are now outdoor facilities which could be used to offer such
intensive arts experience. Through this means, the services of expert professional artists
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(and teachers) who have other occupations for most of the year can be secured. It is also
a way of bringing together those who for various reasons, including isolation, do not
otherwise have access to expert instructors. It is an avenue of acquiring greater time for
the arts which can be further exploited without vastly increased resources for the arts. It
is particularly important as a short term avenue of overcoming a number of difficulties
mentioned elsewhere in this Report.

3.39 Technical and further education courses. Technical and further education
institutions reflect increased interest in the arts. Offerings have increased and enrolments
in courses have grown. Table 3.2 shows the actual enrolments for 1974 to 1976 (more
than 95 per cent of TAFE enrolments are in part-time courses}. While it is possible that
the increase is partly due tc the abolition of fees it is certainly also due to increased
interest in leisure and arts activities. Currently there are limitations on enrolments and
course offerings because of limited finance for expansion and because preference has had
to be given to those seeking job skills. We support increases in arts offerings in TAFE
institutions.

TABLE 3.2
TAFE ENROLMENTS IN ARTS COURSES, AUSTRALIA, 1974 TO 1976(3)

Field of study 1974'°) 1975 1976
Enrolment Percentage of Enrolment Percentage of Enrolment Percentage of
total total total
enrolment enrolment enrolment
Art and design 49,736 8.1 58,515 8.7 73,556 9.7
Music 3,528 0.6 4,083 0.6 5,835 0.8

(a) Actual enrolments, not full-time equivalents. Excludes small number of part-time drama students.
(b) Includes estimate for Northern Territory.

Source: TAFE Council: Tartiary Education Commission.

Tertiary Education Opportunities

340 Those students who go on to tertiary education should have access to adequate
facilities and services. Fortunately, in most institutions there are already reasonably
adequate facilities and the deficiencies in other institutions are being progressively made
up. The most obvious deficiency is the shortage of creative artists working and/or living
within institutions and hence encouraging the commitment of students to the arts. This
fact may be a direct reflection of what amounts to hostility in some institutions to
activities which are not within a narrow, scholarly tradition. This trend needs vigorously
to be counteracted.

3.4 With the notable exception of the Australian National University, few tertiary
institutions have been able to plan for the employment of artists on a regular basis. The
artist-in-residence scheme piloted by the Australia Council is an encouraging way of
bringing creative artists into tertiary institutions for at least a short period. But staff with
proven creative and performance ability should be as acceptable as those with academic

34



degrees for regular appointment. Such appointments would assist in achieving a balance
in which creative activities would be as valued as the more traditional historical studies
and critical analysis.

Recommendations

342

343

3.44

3.45

3.46

Television and radio. It is recommended that:

a) the Commonwealth Government through the Australian Broadcasting
Tribunal establish regulations designed to establish higher quality programs
for youth;

b) incentives be provided by the Australia Council and State arts agencies to
encourage higher quality scripts and programs for youth;

¢) the ABC study educational broadcasting and program production needs and
in particular the ways in which the Commission could establish a National
Educational Resources Centre for the dissemination of recorded and other
material for the arts.

Community resources. It is recommended that:

a) the Australia Council, State arts agencies, local government and education
systems support the appointment of Community Arts Officers, chosen for
their personal skills, to communities seeking greater involvement in the arts;

new school arts complexes be planned and organised to allow use by the
community;

b

& S

c) local government councils and appropriate State government departments
jointly plan conversion and upgrading of existing community facilities for the
arts for youth as well as facilities which artists and craftsmen can use in
conjunction with access by young people;

d

current library services become the basis for community resources centres
and that plans be developed to expand and widen such services to provide
opportunities in the arts.

Galleries and museums. It is recommended that:

a) the role of museums and galleries be expanded in new ways including partici-
patory activities and that they have a special role in providing resources for
educational experiences in the arts through central and regional institutions;

b) each State government increase its museum resources by 25 per cent within
four years to finance this enlarged role.

Transition from school. It is recommended that:

a) schools appoint community liaison officers to facilitate the transition of
students to post-school arts organisations and societies;

b) organisations and companies associated with the performing arts in each
State co-operate to develop a sustained program, including appointment of
special staff, to attract young people to become members, participants or
audiences for the performing arts.

Organisation of performing arts services for schools. It is recommended that:

a) the Australia Council, State arts agencies and education departments provide
grants to writers and composers to produce material with and for Theatre-in-
Education, music in education and dance in education teams;
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b) the Australia Council (that is, the Boards), State arts agencies and education
departments provide continuing support for Theatre-in-Education teams on
agreed conditions on a co-operative basis such as a dollar for dollar subsidy,
subject to professional evaluation of the companies regularly (approximately
three year intervals).

Out-of-school opportunities for students and school-leavers. It is recom-
mended that:

education authorities increase the support for concentrated arts experiences
through camps and residential training.

Tertiary education opportunities. It is recommended that:

tertiary institutions provide adequate facilities and staff for creative and per-
forming arts activities within a curriculum framework which values those
activities as highly as historical studies and critical analysis.



4
COMMUNITY SUPPORT

4.1 Many desirable initiatives discussed in earlier chapters can only occur if there is a
sufficiently high level of community support. If the climate within the community is
unfavourable there is little pressure for the provision of adequate arts resources for youth.
More importantly, in a poor climate individuals who participate may be subject to dis-
approving innuendo and comment. At present support is not at a level high enough to
make participation in the arts normal for most people. The recent (May 1977) Myer
Foundation publication Building Private Sector Support for the Arts contains many
helpful suggestions for ways in which individuals, organisations and companies can
support the arts. We commend those ideas; general community support will certainly
increase if they are implemented. It is important, however, particularly for educational
purposes, that such supportive action be part of a broad strategy, part of deliberate
leadership to create a climate where participation in the arts is not simply tolerated but
is an accepted norm of the life of the community. We believe the problem of building
community support to be so vital to the effectiveness of arts education programs that
we have underlined in the paragraphs which follow the need for exploration of many
avenues. Creation of a positive climate, organisational leadership and effective com-
munication cannot be left to chance.

Climate

4.2 Political support. Strong sympathetic and enlightened leadership in the
political sphere in recent years has been a significant factor in the increased interest in the
arts. Similarly, in those States where Premiers have shown interest and support through
the creation of State arts organisations, subsidies for theatres, establishment of film
commissions and personal allocation of time for the arts, a more favourable attitude to
the arts in the community has been established. It is not always clear whether politicians
are simply responding to a surge of interest within the community or are, in fact, generat-
ing the momentum. Whatever the impetus, there is no better way of demonstrating the
importance of the arts than that political leaders should demonstrate this in their own
lives and political actions.

43 The media. Almost all Australian newspapers now devote considerable space
to the arts, particularly film and television, and the performing arts. Some newspapers,
notably The Australian, The Age and The Sydney Morning Herald, have a substantial
number of permanent art critics reporting on activities in the arts. The increase in space
allocations has been particularly noticeable in the last three years. Yet little space is
devoted in capital city newspapers to other than a limited range of activities. Virtually
no space is devoted to ethnic and local activities or to ways of encouraging more people
to be involved with the arts. Commercial television and radio have not yet felt ready to
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move outside traditional programming to arts type programs, presumably because they
feel it is not commercially viable but very likely also because of the difficulty of depart-
ing from settled habits and the lack of a ‘push’ (for example, through persuasion and
grants for pilot projects) from a body like the Australia Council. Where it suits their
perceived interest they can and do take strong stands and leadership positions. In relation
to the arts they should take a fresh look at their current approach: they could and should
adopt more deliberate leadership roles.

4.4 Role of the Australian Broadcasting Commission. The ABC’s capacity to take
a leadership role in encouraging young people to participate in the arts is limited by the
nature of its current audiences. For the last several years there has been an increasing
tendency for its audiences to be found among an educated minority of middle-aged or
older people. This politically potent minority resists any move towards broader pro-
gramming. Moreover, ABC Commissioners are preponderantly from the same group as are
most people who participate in the Commission’s extensive advisory committee structure.
It is not surprising that a ‘play it safe’ attitude to programming prevails, for broadening
moves are not likely to find ready support in the power structure.

45 The risks of controversy and opposition must be accepted if the Commission is to
fulfil its charter and make contact with a broader audience, especially as contact is pre-
requisite to any other initiatives to increase interest and develop taste. Controversy could
be minimised by programming arrangements. The jarring effect of programs aimed at
vastly different audiences being in adjoining time slots could be lessened by grouping
programs for particular audiences at special times on particular days. Those for other than
traditional audiences could be presented at widely advertised times. However strong
opposition from commercial media interests, the ABC has a responsibility to broaden its
appeal in this way.

46 There would of course be little point altering the programming if audiences were
merely provided with programs similar to those available through other stations and if
there was no reflection in the programs of the opportunities afforded the ABC by the
absence of commercial financial pressures. The ABC can, for example, mount programs
too risky for other media. It can experiment with ways of reaching and whetting the
appetites of more people in the community, particularly young people. Programs might
relate directly to young people engaged in arts activities. Programs might be designed to
capitalise on initial interest, strengthening and extending that interest. In short, the
ABC should respond to the challenge to give leadership through finding ways of pro-
gramming which are stimulating and developmental whilst at the same time of interest to
a broad audience. No easy task, but one worthy of such a large and experienced public
organisation.

47 Trade unions and employers. There is little evidence that the availability of
arts resources for employees is regarded as important by employers. Similarly, with few
exceptions, trade unions do not seek provision of arts opportunities as part of industrial
bargaining, although the Victorian Trades Hall Council, the South Australian Trades Hall
Council and several unions now have committees which consider ways of developing and
supporting arts activities for members. Pilot activities, including factory gate theatre
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companies, community arts festivals, hobby art groups and simitar outlets, show that
there is great interest among groups of workers even where employers are disinterested or
unco-operative. The Community Arts Program of the Australia Council is of great import-
ance in fostering experimental developments which will lead, hopefully, to increased
interest by employers and trade unions in establishing permanent opportunities and,
incidentally, of demonstrating the ‘respectability’ of factory workers being involved in
the arts. Initiatives so far have demonstrated both the feasibility of wide involvement and
the hunger for relevant arts experiences.

4.8 Performing arts, museums and galleries. Performing arts companies, museums
and galleries need actively to seek wider clientele, to build financial support from new
sources and to build audiences. Here and there, there are important examples of com-
panies moving to newer suburbs to seek new audiences (for example, Q Theatre in the
western suburbs of Sydney), of companies being formed to serve particular areas {for
example, the Riverina Trucking Company at Wagga) or of initiatives to build up wider
involvement (for example, Australian Performing Group). They face many problems;
small companies and organisations always seem to be struggling for survival. They find it
difficult to widen the base of their support without organising and financial help. The
Australia Council and State arts organisations may need to provide help which will
encourage those organisations willing to seek new ways of tapping support from other
than those who previously have been supporters.

Organisational Leadership

49 Australia Council. The Australia Council endeavours to foster support for the
arts in a number of ways: the Board for each art form is expected to work towards
greater general support; there is a Community Arts Program which provides grants for a
number of community arts organisers, for art in public places activities and for extension
of interest in the arts as well as grants for general community and amateur bodies; there is
an Arts Information Program intended to disseminate information about the arts. State
arts organisations, entrepreneurial organisations and other forms of stimulating and co-
ordinating machinery have been encouraged. Once the need for such bodies has been
identified by the Council, they have been given organising assistance and subsidies
towards their annual operating costs. The Council has undoubtedly provided important
national leadership in building community support for the arts.

410 Despite the success of these efforts, the commitment needs to be increased and
the organisational base strengthened. There are opportunities for the Boards to be more
influential in increasing community understanding of activity and needs in their art form;
there is scope for a firmer and clearer commitment to Community Arts (the current
organisational framework is a mystery to many who need Council assistance). There is
need for strengthening and transforming the Arts Information Program into a more wide-
ranging support program. Many opportunities exist for the preparation of material for
groups in the community: local government councils, for example, would welcome
accounts of successful initiatives by particular councils; arts associations and organisations
need published material analysing issues or documenting needs and progress; at the
national level, there is scope for publications containing facts, figures, ideas and dis-
cussions of problems, as well as some publications which relate overseas development to
local issues. The general need is to develop the stimulation role further.
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4.11 Schools Commission. The Commission, through collaboration in this study
and through its financing of school systems and schools, is increasing the breadth of
support for the arts in education. A proportion of funds under its programs, especially
for Disadvantaged Schools and Special Projects, supports projects to extend the arts in
schools. The Commission will have an important role in the follow through stage of the
education and the arts study to assist in developing a favourable climate of acceptance
of State Reports. It should also regularly monitor developments and initiatives from a
national perspective through reviews of progress, support for pilot projects and high-
lighting of successful State initiatives.

4.12 Schools. The concern voiced in many submissions that there is a dichotomy
of values between family and school in relation to the arts is of importance, although the
worst fears do not always seem justified. It is important for schools and school systems
to accept that they have a continuing obligation to inform and involve parents in arts
education programs as in every other aspect of school life. Parents cannot be expected to
support school initiatives if arts educators and system authorities do not communicate
the reasons for the curriculum adopted by the school.

Communication and Information

413 All State Reports have identified gaps in communication between those offering
services to schools and schools wanting those services. Students have also remarked upon
the difficulty of finding out where to go and how to obtain arts information, services or
training. The State Reports will in themselves help to overcome the current information
gaps, but, over the longer term, there is need for more organised forms of communication
to ensure full information and a climate of acceptance of offerings among educational
institutions. Information and communication about educational programs in the arts
and, in particular, their importance, need to be regular and directed to particular target
audiences. Communication needs to be developed at several levels and continuously
evaluated for effectiveness. The Curriculum Development Centre has suggested the need
for a national information exchange. Information exchanges are also needed at State level
where they could be centred in some widely used facility, such as a State library, the arts
council or a major arts facility. Services must also be developed through regional and local
arrangements, including the newer channels like Learning Exchanges and programs such
as Community News on Canberra CTC 7.

4.14 There are specialised arts and arts education magazines produced in every State.
These include Cinema Papers, Australian Theatre, Craft Australia, journals of the music
and drama associations (ASME and NADIE) and education department journals. There is
little evidence in relation to departmental journals that there are any consistent policies
or rationalisation. Nor does it seem that any individual or section has responsibility for
ensuring arts coverage in general departmental, teacher or parent-oriented periodicals. The
very number of publications prevents adequate communication with an audience wider
than an ‘in-group’ with specialised interests. It would be timely for each State to examine
its publications policy in the hope of bringing about greater rationalisation and impact.



Summary

415 The whole range of community forces, including political leaders, the media,
trade unions and employers, and official bodies at national and State and local levels,
needs to join together in generating community initiatives, awareness of and support for
the arts. The ABC has a special role in this regard. An important part of any effective
scheme of generating support will be the ready availability of information through well-
sited and adequately financed information centres.
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5
TRAINING AND DEVELOPMENT

Supply of Teachers

5.1 The central problem in securing sufficient well-prepared people to assist in arts
education programs, whether in schools or as youth leaders and community arts resources
personnel, is the difficulty of bringing together arts experiences and teaching com-
petencies. A high proportion of teachers already in service have little or no feeling for the
arts as a result of their own lack of satisfactory grounding. Similarly, a high proportion of
those entering training courses, especially training courses for primary teaching, have still
not had satisfactory experiences while at school; nor have they acquired basic technical
skills. On the other hand, those who have sufficient talent and training to try to become
professional artists rarely look upon education as an alternative career and hence care
little about preparation for it.

5.2 Intervention is necessary to change this situation and ensure an adequate supply
of well-prepared teachers in the arts. For those already in the teaching service every effort
must be made to assist them to see the importance of the arts, to assist them to organise
experiences in the arts for their students, and to support them with curriculum services
and advice on a regular basis. For those entering universities and colleges of advanced
education to prepare for teaching the need is for opportunities for personal development
through involvement in the arts and training in classroom practice. For would-be pro-
fessional artists and the institutions which train them, there needs to be recognition of
the close relationship between performance and teaching, and appropriate adjustment in
the training. Attention is first directed to pre-service preparation.

Pre-service Preparation

5.3 Submissions and reports from schools testify to the enthusiasm and effective work
of some young teachers of the arts who are now entering service. Equally, however, the
evidence pointed to the lack of acquaintance with, or proficiency in, the arts of a
majority of teachers entering training, particularly for primary teaching. As long as school
programs are inadequate and students come to college illiterate in the arts, there will be
need for opportunities and time to be provided during training to enable them to find
their way to the arts. The time needed is of course in competition with other time
demands of over-crowded training curricula and consequently this aspect is neglected in
particularly short-sighted ways. Time must be found for personal experience in the arts.

54 Study groups in every State and the national survey conducted by the Australian
Youth Performing Arts Association have all remarked on the lack of time and place given
to the arts in training courses, particularly primary courses, and courses other than for
specialists at the secondary level. Of the more than thirty primary training institutions
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studied throughout Australia, all offered some kind of music and art/craft courses as
electives. The majority of these courses are likely to have a compulsory component as
well, usually in curriculum studies. The other arts do not fare so well, being, for the most
part, themselves components of other courses, for example, drama is a component of
English or communications studies, dance/movement is a strand of physical education. It
appears, however, that the change-over in status of many colleges from teachers colleges
under the direction of education departments to autonomous colleges of advanced
education has led to increasing emphasis on academic aspects and on academic qualifica-
tions for lecturers. The Queensland Report noted that the average of four compulsory
hours per week of arts courses for students in the first year in the six Queensland training
institutions, together with three hours per week in one semester of the second year, is less
than half of the time devoted to training in arts and crafts in the 1960's.

5.5 We appreciate that it is no easy matter to decide how much time to give to the
arts in teacher education courses. We also appreciate that college decisions need to be
made in the context of other factors. Colleges may seek to lead but they also must in part
conform; no matter how sympathetic the college may be, attitudes of school principals,
teacher organisations, parents of students and the students themselves must be taken into
account. Education department requirements for certification, registration and employ-
ment must also influence decisions. We could not, however, find any justification or
formal requirement for reduction in time for the arts. It seems that decreased and
insufficient time are yet more indications of low status, of failure to see what the arts can
contribute. 1t would have been reasonable to expect that the opportunity to recruit
nationally and internationally, conferred by the autonomy granted colleges in recent
years, would have led to leaders being appointed who would appreciate the importance
of the arts. Much more vigorous leadership is required, first, to restore the former time
allocations where these have been eroded, and then to build time allocations to the point
where personal experience of the arts, and pedagogical training in the arts, can both be
given adequate time. Unless, within the college curriculum, it is possible for students to
begin study of an art form rather than have particular art forms restricted to those with
previously acquired skills, the supply of arts teachers is artificially restricted.

5.6 Relevance of curricula. The approach to training has important bearing on the
suitability of preparation. Teachers need to be trained in performance as well as appreci-
ation. Two problems of relevance have been identified. The first questions the relevance
to the school scene of some current tertiary training experiences and the other relates to
the need to help teachers become competent in hitherto neglected art forms. In relation
to the first the problem surfaces in two ways. In music, for example, there is little oppor-
tunity for students during time at college to learn to acquire more than elementary
instrumental skills, as on the recorder, guitar or melodic percussion instruments. Some
base their courses on singing and singing games. Most courses, however, do not provide
time and demonstrations of how to develop such elementary skills into music for the
children, nor suggest ways in which the children’s interests in music, such as rock, folk
and jazz, can be incorporated fruitfully into classes in music. Popular music forms
generally remain outside the curricula. In drama, young teachers in primary schools who
have had training based on experimental, child-centred approaches face difficulties in
relating to minimal conditions and the largely traditional approach expected of them in
many schools.
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5.7 Special efforts are needed to promote under-represented art forms in training
institutions. The problems of drama mentioned in the previous paragraph are com-
pounded in secondary schools by the fact that drama is often not recognised as a subject
— being ignored except for production of a play for speech night at the end of the year.
Despite the universal human attraction to theatre through the generations and across
cultures, the educational place of drama has yet to be established. Training colleges have
an important role not only in preparing young teachers but also in supporting their work
in schools.

5.8 Dance suffers in all directions, insufficient curriculum development, insufficient
support in schools and inadequate numbers of trained and competent teachers. In
primary teachers colleges it is often taken as a strand of physical education involving
some study of movement (based on the theories of Laban}, creative dance, folk and social
dancing. Occasionally, as in Wollongong and Newecastle, energetic staff members have
made the course popular but at present dance is not a subject in its own right anywhere
in Australia. Only at Flinders University and Rusden State College can dance be taken as
a major in the Drama Department.

5.9 Film and television, another neglected area of the arts, is universally offered in
elective courses, except where there is a short core course on the use of audio-visual
equipment. Most students are fortunate in that they can learn the rudiments of use of
an 8mm camera or even a video porta-pack. Presumably this is due in part to the fact that
in the majority of States film and television studies are not recognised as subjects in
secondary schools, though a few schools do devise their own courses and the Catholic
Education Office in Queensland has a program of media studies operating in its schools.
In the whole of Australia at the present time, only three universities (Flinders, La Trobe
and Griffith) and two colleges (Rusden and Melbourne State) offer major educational
studies in practical and theoretical components in film and television. Torrens CAE will
introduce a major in film and television in 1978. Any courses at other colleges include
elements of film and television studies in conjunction with other disciplines, not as a
major study. The trend towards increased interest in film and television may be evidenced
by these developments, although now that universities and colleges are entering a period
of minimal growth new developments of this kind will be especially difficult.

5.10 Creative writing is another neglected area, particularly difficult to evaluate be-
cause of the common response that it is covered within English literature. Yet, we could
not satisfy ourselves that attention is being devoted to it in any college. Colleges simply
do not produce graduates especially qualified to teach creative writing; majors in English
literature who may never have written an original piece are expected to show young
people how to write. Given the importance of original writing in many art forms, we
found this lack of effort disturbing.

Training of Arts Advisers

511 Arts advisers in most States are currently chosen from among those teachers who
have been successful in a subject speciality, very often in secondary schools. While there
are numerous examples of the success of particular advisers, we believe that a planned
approach to the improvement of education in the arts, especially in primary schools, will
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entail the preparation of people specificallv for this task. Both the costs of servicing rural
areas and the normal organisational pattern of primary schools indicate that a multi-arts
approach should form the core of the training, even if students give special attention to
the one art form. It is probably inevitable in Australia at present that ‘multi-arts’ will be
interpreted almost universally as two or three art forms taken concurrently, with one
predominant, but in the longer term there are certainly possibilities for greater synthesis
both in curricula and training. We see benefits in this approach to training for generalist
primary teachers with a special interest in the arts. The increasing use made of resource
teachers within primary schools indicates that teachers with broad and reasonably
intensive arts education would be of great assistance. At the secondary level the need is
similarly for people with broad arts training, although in the preparation of advisers for
this level there might need to be rather more emphasis on deepening knowledge and skills
in one art form.

512 Leadership training. Arts advisers need special training in leadership.
Frequently they will be visiting schools where there is at least apathy towards the arts.
Principals and other staff will only be persuaded to change direction and give higher
priority to the arts if they can have the benefits demonstrated to them. This is especially
so if the basic case for including the arts in education is argued, that is, that they enhance
learning and accomplishment of all curriculum objectives and provide knowledge and
skills not otherwise available. Courses for arts advisers need to include experience in
organisational dynamics.

Professional Training

5.13 A small number of tertiary institutions (the National Institute of Dramatic Art,
the Australian Ballet School, the Film and Television School, the Victorian College of
the Arts, the Sydney College of the Arts, and others) are solely for the training of pro-
fessional performers or artists in their particular field. Some make a unique national
contribution, others, important at the State level, also contribute nationally. Entrance
to any of these institutions is fimited in number and many more students apply than
are accepted. Selection is solely by audition/performance rather than the traditional
university or college method of requiring substantial academic attainments. Only a small
elite of those enrolled will eventually be able to make their careers as professionals in the
art forms, the discard rate of dance and music students being particularly high.'However,
reluctantly, these institutions have to accept this type of selection as inevitable. The
resulting waste of talent and training might be minimised if other roles for graduates
could be found.

5.14 Performer-teacher relationship. At present, there is no interplay between
performing and teaching. There is need for an Australian equivalent of the European
tradition, an acceptance by even the very best performers that they are almost always also
destined to be teachers. Movement between performing and teaching could then be fluid
according to personal inclinations and the vagaries of careers in the arts. The sharp
distinction between performing and teaching should be diminished so that some of those
preparing to be teachers can also aspire to become performers and some preparing for
performing can also look to teaching. Part of the present problem lies with those students
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who regard anything less than a professional career with star status in their chosen art
form as falling short of their objective. Part also lies in the training orientation, since the
preparation for performing and that for teaching are difficult to reconcile.

5.15 Accreditation. Finally, part of the problem arises because accreditation
for teaching is not at present given for professional training. Relentless accent on per-
formance can often be to the detriment of general education in professional training
institutions. Most principals of professional training institutions, however, reported
considerable concern for the general education of students, particularly on the premise
that performance at the highest levels can only come when the personal development of
individuals matches their technical skills. Nevertheless, insufficient has been done to make
students aware of the limited opportunities in professional ranks and the need therefore
to consider teaching as an allied professional role. The natural preoccupation of institu-
tions with the preparation of performers has made them less concerned than they ought
to be with the need to prepare students for alternative careers. Almost without exception
they have not sought to prepare their students for teaching roles, whether in public
systems or as private teachers. Equally, almost without exception, any requests for
accreditation have been rebuffed by registering authorities. Initiatives to overcome the
problems are needed. Education systems, although properly committed to the cmploy-
ment of registered teachers, need to develop a system of accreditation and sufficient
flexibility of employment conditions to ensure that highly trained artists can be used to
advantage in schools.

5.16 Registration. It may take some time before a satisfactory accreditation
scheme for teaching for graduates of professional training institutes can be developed. In
the meantime, there is need for ways of making it possible for artists to work in schools
and of assisting the public to know the competence of those who teach individuals for
private gain. Success in AMEB music examinations or some ballet training cannot be
regarded as sufficient proof of competence in teaching. One leading examiner of ballet
students believes that a substantial proportion of private ballet schools are doing positive
harm to their students. Some means of registering teachers and schools would be an
important guide to parents seeking tuition for their children. A first step in that direction
could be taken by broadening the brief of teacher registration authorities in each State
to include categories of ‘artists-as-teachers’ who would be assessed for registration by
appropriate panels comprising those with performance or teaching skills in the art form.
Successful applicants might then be employed in schools in para-professional roles.
Alternatively, they would become private teachers, registration being a useful attestation
of competence for the public.

5.17 Arts administrators. The constant problems artists and companies have with
basic business principles together with the number of companies which are in constant
crisis for financial or organisational reasons illustrates the need for training for arts
administrators. It has not hitherto been possible to contemplate a career as an arts
administrator and even now such a career would be precarious to say the least. Never-
theless, increased arts activity has not been accompanied by appropriate increases in
opportunities for training. In the companies at present living on small grants and
uncertain box office, administrators are often members of the company without even

46



basic book-keeping skills. The major State and national performing arts companies also
have serious problems in attracting competent staff. Some needs can be met by relatively
simple measures such as annual short workshops. Other needs will only be met if there
can be more systematic training, possibly either as a speciality within particular tertiary
courses or as a joint institutions special course.

In-service Training

5.18 General needs. The most frequent response of those who believe that teach-
ing in any subject needs improvement is to urge that there be more opportunities for
in-service training. Since a high proportion of those who enter the teaching profession
continue as teachers for up to forty years, it is obviously essential that efforts be made to
overcome the effects on generations of children of any of them who teach the arts but
who lack sufficient competence in them. Equally obviously, it is highly desirable that
there be opportunities for all to upgrade their skills. While in-service training appears
to offer a quick method of improving the overall level of arts education in schools, it
should be remembered that the settled habits and beliefs of those in mid-career cannot be
moved as easily as straws in the wind; new attitudes, new skills are not acquired quickly
in middle age. Nor do those who most need in-service training necessarily want to
participate.

5.19 In-service activities for teachers are financed through the Development Program
of the Schools Commission in every State and organised to meet the expressed wishes of
teachers. There is considerable evidence in the lists of courses of the hunger teachers
have for assistance in organising effective arts programs in schools; there are many arts
in-service courses and they are well patronised. Surveys conducted by the Western Aust-
ralian, Queensland, New South Wales and Victorian study groups all reveal the strong
desire of teachers for training in specific techniques of particular art forms. Similarly,
education centres and teachers centres report that teachers constantly seek ideas for
examples of art work suitable for schools. Undoubtedly, teachers believe that short
courses are worthwhile and enable them to enrich their arts programs. Unfortunately, the
evidence from short in-service courses also reveals a low level of confidence and a low
general level of competence in the arts among teachers, particularly primary teachers.
Short courses of a few days duration merely ameliorate the situation temporarily; they
cannot hope to compensate for basic inadequacies in pre-service training.

5.20 While recognising the practical need for short term courses because it is not
possible for large numbers of teachers to be out of the schools on courses for more than
a day or two at a time, we are impressed by the submissions which suggest additional
strategies. Courses for a substantial period, ranging from between two and three weeks
and a complete term, offer more systematic training. Similarly, in-service training for a
whole school staff for the period of the course (as is done by the Queensland Depart-
ment of Education) provides an opportunity for staff to replan whole sections of the
curriculum based on their collective strengths and in ways which capitalise on their
combined skills. Finally, there has been a marked growth in demand for school-based
curriculum developers (advisers) who are able to work in a school for a substantial period
before moving on, or who can be assigned to a small group of schoois. An evaluation of
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the Schools Commission’s Development Program due for completion late in 1977 will
provide information about the perceived effectiveness of the various approaches to in-
service training. All of the ways suggested seem helpful. No one of them is likely to be
‘the’ way ; for the present, we consider that all types should be fostered.

5.21 In our view, there is also interplay between the ‘grass-roots’ approach to in-
service training and systems planning. Support given by the Schools Commission to the
concept of teacher initiated in-service should not obscure the continuing responsibilities
systems have to ensure that there are adequate opportunities for all teachers to partici-
pate and obtain significant help. Departments cannot take a simple view that they only
have a duty to respond when asked; they should actively work towards encouragement
to participation of a/f of those teachers responsible for provision of arts programs.
Undoubtedly there is a tension between the two approaches, for resources for centrally
planned courses are at the expense of priorities identified at the grass-roots. We acknow-
ledge the tension but feel that continuing open discussion and review is the most effective
path toward resolution of conflicting priorities.

5.22 Leadership training for principals. Reference has previously been made to
the key role of principals and to the frequently heard assessment that principals under-
value the role of arts in the total educational program. Such a situation can only be
rectified if the in-service and development opportunities of principals encourage them to
regard organisational development as an important goal. Team leadership, mobilisation
of resources and effective deployment of resources are all key features of the principal’s
role in relation to the arts; roles which rest upon the principal being expert enough to
know what is important and to see that it is accomplished by the combined efforts of
his teaching team.

Recommendations

5.23 Pre-service training. it is recommended that:

a) principals of tertiary institutions which provide teacher education take the
lead in ensuring adequate opportunities and time for students for arts experi-
ences, including contemporary art forms;

b) training curricula be adjusted to ensure graduating teachers are able to present
effective programs within the facilities likely to be found in schools and in
the community.

5.24 Training of arts advisers. It is recommended that:

advisers be specially trained for the roles they will be required to play in schools,
in particular, the multi-arts adviser and leadership roles.

5.25 Professional training. It is recommended that:
a) professional training institutions plan training in ways which recognise the
complementary roles of performing and teaching;
b) arrangements be made in each State for appropriate accreditation of courses
of suitable standard in professional training institutions;
c) registration as teachers be offered by States to private teachers of the arts

who attain suitable instrumental or performance standards.
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5.26

In-service training. It is recommended that:
a) planning for in-service activities include special attention to the place of the
arts in the school curriculum;

b} provisions for in-service courses in the arts be sufficient to meet the needs of
all teachers, particularly for technical skills, and include opportunities for
longer courses;

c) leadership training opportunities for principals be extended and shaped in
ways which lead to recognition of the importance of the arts, and skills in
organising appropriate programs.
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6
ORGANISATION AND PRIORITIES

6.1 Responsibility for initiation, co-ordination, support, monitoring and evaluation
of arts activities is spread among several ministries at the State level and, in consequence,
there is neither co-ordination of present efforts nor adequate planning for further
development. Many types of change are needed in governments and related agencies, in
parent and teacher organisations and in educational institutions. In this chapter, however,
special attention is given to the organisational framework.

Objectives of Organisational Arrangements

6.2 The striking similarity of the proposals for organisational arrangements identified
by State study groups strongly suggest that the issues are common across the nation.
Although we do not as a result suggest that the arrangements should be identical in every
State, we do feel that they should at least meet the following criteria:

a) Co-ordination of planning. Formal planning arrangements should provide
for co-ordination at the national level, at the State level, at the regional level
and at the local levels, and between government agencies, bodies like arts
councils, and professional associations; furthermore, relevant agencies should
have clearly defined policy formulation and review functions.

b) Rationalisation of sources of financial support. Sources of financial
support need to be rationalised in ways which result in less fragmentation
and minimise difficulties for those seeking support.

c) Financial stability. The precariousness of the financial affairs of almost all
organisations providing arts education programs is such that a more organised
basis of financing is needed.

d) Organisation within education systems. The internal organisation of State
and Catholic education systems should reflect the importance of the arts and
allow for organisational support at all levels; lack of relationships between
curricula, between primary, secondary and tertiary levels and between the
various art forms needs to be overcome by appropriate curriculum co-
ordination arrangements.

Curriculum development. Strong support for further curriculum develop-
ment {including systematic experimentation and piloting} is necessary in ways
compatible with current approaches to school-based curriculum development.

f) Scheduling arrangements. The feast or famine which results from in-
sufficiently developed ways of scheduling touring of performing arts groups
and/or liaison with schools needs to be overcome in ways which give schools
confidence in the arrangements. Moreover, the arrangements should satisfy
school needs and offer programs with continuing educational benefits.

e

g) Information services. Adequate information readily accessible at all levels
is a primary requirement for education and the arts.
h) Research and evaluation. Regular systematic collection and evaluation of

information about the success of present arrangements and further needs
should be institutionalised with appropriate staffing within education systems
and State arts agencies.



i) Flexibility. While co-ordination and leadership are essential, that flexi-
bility which allows initiatives to develop at many levels for the time appro-
priate to that activity is an essential objective of organisational arrangements;
the arts flourish in an environment supportive of initiative, receptive to
individual enterprise and open to new experiences.

Co-ordination

6.3 State ministerial co-ordination. In many States responsibility for the arts is
spread among several ministries. It may involve Ministers for the Arts, Education, Youth,
Sport and Recreation, and Local Government. In consequence, there have been some
significant thrusts by individual ministers but not always with sufficient inter-ministry
co-ordination to increase the impact of those thrusts. Many areas in which co-ordination
would be profitable have been mentioned earlier in the Report. They include broad
planning, arrangements for continuity of school and post-school experiences, use of
facilities, rationalisation of grants and provision of information. Either of the two
ministers with most stake in the outcome, the Minister for Education or the Minister
for the Arts, should take the lead in promoting regular consultation among ministerial
colleagues. This, to be effective, given the busy schedules of ministers, means that
appropriate reporting arrangements through officials will be necessary. An Officials
Committee, drawn from the relevant ministries, would achieve this objective.

64 State arts agencies. The arts have come into increasing prominence in the
minds of State governments in recent years with the establishment of, or substantial
strengthening of, State arts ministries which have developed as agencies to channel assist-
ance mainly to the performing arts, especially State companies. Inevitably there are many
claims on their limited staff and financial resources, particularly for those relating to the
needs of professional companies and for facilities for adults at State and regional levels.
In general, they refrain from expressing views on educational aspects of the arts and as a
consequence there is no coherent policy development at the State level, either in relation
to the function of the arts in education or of structures appropriate to assist in dissemin-
ating the arts. Despite their relatively miniscule size when compared with giant-sized
State education departments, State arts agencies could be responsible for continuing
review of the arts in education. They could, for example, further analyse the educational
functions of the performing arts. They could address themselves in a continuing way to
the kinds of programs, whether traditional, contemporary, innovative or mixed, which
best meet school needs. They could evaluate whether performances, demonstrations plus
participation, or full student involvement are desirable bases for educational work. They
could sponsor schemes and incentives to attract youth interest.

6.5 It is also logical to expect State arts agencies, in conjunction with arts councils in
the States, to undertake increased responsibilities for communication and co-ordination.
They have a special role in developing support for the arts through the opportunity they
have for close contact with the local media. Through liaison with industry and the trade
unions, potential exists for them to generate arts activities for industry and provide arts
opportunities for young people in employment. As organisers, State arts agencies can
provide important services. For example, they could convene performing arts committees
to bring together on a regular basis representatives of education departments, performing
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arts companies, arts councils and other entrepreneurial bodies. With only a modest
increase in personnel they could give useful advice to governments on policy, structures
and other needs.

6.6 Arts councils. Arts councils could also participate in and share responsibility
for arts education policy development. They could, for example, analyse the effectiveness
of existing organisational structures, the relationship between adult programs sponsored
by councils and school programs, the ways of supporting and organising continuing
Theatre-in-Education teams, script-writing and appropriate touring arrangements. They
could be catalysts in bringing together all parties so that schools could participate in
deciding on student needs, the degree of interdisciplinary activities which is desirable
and other similar questions. They should also take a keen interest in the development of
Regional Arts Education Councils and in measures which will promote school-community
interaction in the arts as suggested throughout this Report. In short, we believe arts
councils should be encouraged to play enlarged promotional and communications roles.

6.7 Federal co-ordination. The co-operation between the Schools Commission and
the Australia Council initiated through this study needs to be continued through the
implementation phase of the Report and extended by inclusion of the new Tertiary
Education Commission within the arrangements. Regular reviews of progress on a formal
basis are desirable at annual or biennial intervals in conjunction with continuing informal
liaison and co-operation. Other federal bodies with responsibilities at State and local
levels, which have a ‘quality of life’ aspect should be drawn into these consultations. The
Australia Council should have a responsibility for convening the periodic discussions.

6.8 Australia Council. The composition and terms of reference of the Australia
Council put it in a unique position to take a continuing leadership position in relation
to arts experiences for young people. It can draw on and, in turn, influence the world
of government and the arts world. Given the present organisation of the Council into
Boards representing individual art forms there is considerable scope for the Boards to
develop the educational dimension of their activities. For example, each Board ought to
ensure that a part of its budget is devoted to educational activities such as training,
financing touring companies on exhibitions, artists-in-residence, pilot projects in partici-
pation. Boards ought to ensure that there are some staff especially concerned with
educational activities; regular reviews of progress and planning of new initiatives are
essential. Moreover, other Board objectives could be realised through a heavier emphasis
on arts education. For example, increased opportunities for artists to be employed in an
educational role through appropriate adjustments to training, accreditation and registra-
tion requirements would broaden the base of professional employment in each art form.

6.9 In addition, the Council will need to have overall capability to give leadership and
to develop a co-ordinated educational policy. This might be achieved through stronger
internal co-ordination: through a small staff cell comprising a director-level officer and
two project officers reporting to the General Manager. The cell would be a support and
advisory group for the Boards and also an initiating group in relation to the need for
action by the Counci! in leadership, support for the arts, liaison with educational
authorities, pilot projects or community arts trusts.
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6.10 Role of education commissions. While the Schools Commission provides
money through a series of programs, almost entirely in the form of block grants to States
who further distribute small amounts to individual schools, the Tertiary Education
Commission funds individual tertiary institutions. Grants include allowance for staffing,
equipment and support for all curriculum aspects including the arts. States and tertiary
institutions are aware of the careful calculations which have resulted in grants but are free
within minimal conditions to apply the funds for a particular program to their own
priorities. Thus, the education commissions must work indirectly, encouraging but not
forcing priorities which support the arts. To do this successfully they should have one or
two staff each to have special responsibility for monitoring, facilitating and stimulating
activity to enhance educational programs in the arts. Acceptance of the core thesis of this
Report, that the arts have been undervalued in education, should lead to strong support
from the commissions for corrective action. They too should give leadership, support
pilot developments and development type activities. They should work towards the
position where decisions taken by educational authorities appropriately recognise the
importance of the arts.

Education Department Organisation

6.11 A substantial number of problem areas discussed in Chapter 2 pointed to the
need for much stronger co-ordination and attention to arts education within education
systems. Although curriculum considerations loom large, other issues relating to the
design and use of facilities, co-ordination and in- and out-of-school services, career
structures, pre- and in-service training and information services, pointed to the need for
an Arts Education Advisory Committee drawn from the relevant areas and briefed to
consider the problems of education and the arts as a total program. Composition of the
body should be drawn from relevant ‘line’ areas of departments and also allow for
additional rotating membership to allow regular infusion of new ideas.

6.12 Curriculum co-ordination and development are matters which should also be
taken up at headquarters level. Co-ordination of curriculum between primary and
secondary levels ought to be achieved within education departments without much
difficulty; but co-ordination of these two levels with the tertiary level, particularly in
relation to the training of teachers, may be much more difficult and require a formal
structure which encourages regular attention to the problem. Similarly, co-ordination
across art forms would be assisted by a formal structure. Although the Arts Education
Advisory Committee could take up general curriculum policy matters, strengthening of
curriculum co-ordination and curriculum development at all levels requires the sustained
attention of expert arts educators, especially as we have earlier expressed the view that
education systems have a responsibility to provide a profusion of curriculum assistance
to schools.

Regional Arts Access

6.13 The region must be regarded as important in any plans for improvement of arts
education programs. Young people in the community who are the ones best placed to
identify youth needs must be able, if they are not to become too discouraged by the
bureaucratic processes, to communicate directly with educational and arts administrators;
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ideally, this means schools and their immediate communities. It must be recognised, how-
ever, that an important recent development in all States has been the establishment
and/or strengthening of regional education administration. This development, particularly
in States like New South Wales, is part of general strengthening of regional administration
in most areas of government. The region thus makes a convenient point for the grouping
of some arts resources. Most often, it is close enough for direct communication and yet
commands sufficient resources and authority to respond to local needs. We see the
formation of Regional Arts Education Councils as meeting a general need in all States.
Responsibility could include policy formulation and evaluation of regional arts education
programs, co-ordination of physical and human resources, promotion of school and
community interaction and professional assistance to schools through arts advisers.
Regional Arts Organisers, at regional level, where co-ordination is relatively easy to
organise, could service both the State arts agencies and the education department, linking
school and community at that level; they could provide an essential information inter-
mediary between State governments and localities. We envisage placement of Regional
Arts Organisers, responsible jointly to the State arts agency and the education depart-
ment, in each regional education office. Administrative control could be exercised by
either authority as convenient in each State. We noted a few examples of such develop-
ments at regional and community level and were impressed with the relative ease with
which problems which seem insuperable at head office were solved by enthusiasm and
co-operation. It seems to us no bad thing that formal organisation and structures should
progressively adjust to local needs and solutions.

Local Government and Community Arts

6.14 The Community Arts Officers, placed in several municipalities through financing
by the Australia Council’s Community Arts Program, have proved the usefulness of local
catalysts in helping communities, particularly young people, crystallise their needs and
plan action to organise appropriate activities. It is too soon to see if the activities would
always be self-generating if support were withdrawn, although some municipalities are
now financing arts activities from their own funds. Australia Council grants are on a year-
to-year basis and in any case cover a miniscule percentage of the total of all municipalities
and shires. But local governments are so enmeshed with the community that it would be
an exciting development if they were to accept a greater role in arts education programs.
They would be especially helpful in fostering community-wide activities and school-
community interaction. Their current resources are always fully committed in maintain-
ing existing services so it is doubtful whether they would be able to set aside sufficient
finance for full-time employment of an arts organiser without outside help initially. The
Australia Council could test possibilities by extending the number of grants for Com-
munity Arts Officers and by arranging the conditions to encourage councils to undertake
continued financing after the initial period. A graduated subsidy scheme relating the size
of individual grants to councils’ resources is another way of encouraging small as well as
large councils to expand their involvement with the arts. The Community Arts Program
should experiment with ways of extending the number of community arts personnel
working in local government areas.



Priorities

6.15 Since the common experience of young people in the arts is incidental,
infrequent and lacking in coherence, the most important need is to redress the low
priority accorded the arts in education. The discussion throughout this Report has made
clear the inter-dependence of key issues and hence the importance of co-ordinated
planning. At every level, school, local, regional, State and national, the absence of leader-
ship and co-ordination machinery limits the effectiveness of even the most energetic and
passionate grass-roots action. We believe two important points of intervention at the
present time come at the State and regional levels; the State level because State education
departments and, to a lesser extent, State arts agencies, control the priorities in the
allocation of resources; and the regional level because regions can give schools direct
leadership backed up by sufficient resources to enable action.

6.16 Intervention and the machinery of co-ordination should be planned to achieve
the goals of universal access, participation, confidence and commitment, and excellence
as soon as possible. In this context ‘as soon as possible’ implies that authorities will move
deliberately and quickly to put co-ordinating personnel and arrangements in place, to
raise the status of the arts in education, to remove local impediments to improvement and
to plan longer term improvements in the training of staff and provision of facilities.

6.17 Short term. In the short term, the best hope for gains for the arts in educa-
tion lies in the improvement of the organisation of services through the building of new
connections. Specifically, there is need for a six-point plan:

a) Organisational support — State education department reorganisation through
appointment of an Arts Education Advisory Committee, through allocation
of resources for curriculum development, through Regional Arts Education
Committees and through appointment of regional arts personnel .

Regional support — greatly increased flow of curriculum support, including
teacher guides, pilot projects and integration of curriculum development and
in-service training for all arts forms at all levels.

Advisers and in-service training — increased numbers of appropriately trained
advisers responsible for improving the competencies of teachers in schools,
increased in-service opportunities for teachers.

School-based resources — sufficient finance for the arts within the control of
each school to enable use of part-time personnel (at professional rates), to
enable engagement of performing arts companies and to allow relatively low-
cost improvement of facilities.

b

-

c
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e) Community services — conversion and improvement of community facilities
by local councils and regional bodies and extension of community arts
resources personnel.

f} Performing arts organisations — support for, and better organisation of, per-
forming arts companies servicing schools through the suitable entrepreneurial
agencies, State governments and the Australia Council.

6.18 Longer term. In the longer term, the planning needs to be more systematic
and address the four basic prerequisites for ensuring access and participation for every-
one:

a) Resources. The finance needed must be made available progressively — to
enable arts teachers in every school, arts advisers as needed, community
resources personnel and appropriate facilities.
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b) Personnel, There should be sufficient time in training college courses for
all students to have arts experiences and for adequate training for those who
are to teach the arts; enough arts advisers to provide advice for all schools as
required; and an extension of the numbers of community arts resources
personnel either full- or part-time in local government municipalities and

shires.

c) Facilities. School arts complexes should be designed to facilitate practice
of all the arts and be sited where they can be used extensively by the com-
munity; community facilities in appropriate locations, either custom-built or
conversions of found space, should encourage ready access and use by young
people.

d) Community support. National and State arts agencies have a continuing

responsibility to build community support.

Implementation and Follow-up of Reports

6.19 The recommendations of this study are of course subject to acceptance by the
Government and voluntary bodies who have operational responsibility for schools, per-
forming companies and galleries. There is already encouraging evidence that the care with
which State study groups consulted in the States has been well received and that many of
the recommendations have been welcomed. For example, during the course of prepara-
tion of Reports, Western Australia increased the number of arts specialists in schools,
Queensland has announced formation and financing of two new Theatre-in-Education
teams for 1978 and New South Wales has placed its first Regional Arts Organisers. Other
States are no doubt moving in similar ways. At the national level the co-operation
between the Australia Council and the Schools Commission should be continued through
at least a two year implementation phase. During this period the two bodies through
appropriate staff effort in both organisations, and through parallel efforts by the study
groups in the States, should organise a program of dissemination and communication of
the ideas in the Reports; they should organise seminars and meetings; they should liaise
with the various authorities and assist in the development of necessary initiatives; and
they should issue periodic reports and newsletters. This program will cost of the order
of $100,000 each year. Towards the end of the implementation phase a substantially
representative national conference should be convened to review progress and plan
further developments.

Finance

6.20 The finance required to ensure universal access and participation in the arts is
very large. Fortunately, however, a very high proportion of it is already included in the
budgets of State education departments; they plan and provide teachers and facilities
already. The biggest problems are to ensure the quality of the teaching and to ensure
facilities are built as planned and are designed to meet needs. The recommendations in
this Report do not relate to completely new standards of provision which do not at
present exist anywhere. We are recommending that the excellent facilities, the well-
trained staff and the organisational support which exists in a few exceptional schools
{both government and non-government} and communities be extended so as to provide
for all young Australians. Most of the finance required appears to be possible within the
budgets of State education departments which already aggregate in excess of three billion
dollars annually. The additional needs noted in this Report can best be met by increases
in the general resources of education systems.
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6.21 There are other specific needs, mostly of the ‘pump-priming’ variety, entailing
earmarked funds for a limited period. In order to trigger the necessary improvement
processes within education systems special funds will need to be set aside. These would
be applied to the cost of co-ordination and leadership initiatives, development of
curriculum support, new patterns of advisory services and regional organisers, as well as
to more obviously new costs associated with the design and construction of pilot facilities
and the provision of basic support for Theatre-in-Education and similar teams. Although
the expense may be shared between the Australia Council and State governments,
through both State arts agencies and education departments, an additional amount of not
less than $1.5m will be required nationally for this area alone. Similarly the costs of
extension of the numbers of community arts personnel, even if eventually taken up by
local government, can only come from earmarked funds in the first instance. Funda-
mentally, without hazarding an estimate of the number and types of initiatives possible
in each State, we are commending to all of the responsible authorities the need to provide
earmarked funds for at least a limited period. Unless there are additional earmarked funds
with which to get started, continuing commitments prevent those initiatives which open
up new avenues of improvement or contribute to more effective use of the already large
resources devoted to arts education programs.

Summary

6.22 After reviewing provisions for the arts in education throughout Australia, we
have come to the conclusion that the increased importance of the arts in the community
in recent years is not yet reflected in school and community services for youth. We
believe that careful planning and energetic efforts would bring about a situation where
every young Australian would have systematic exposure to the arts while at school and
the opportunity to continue that involvement after leaving school. We see access, partici-
pation, confidence and commitment, and excellence as worthy national goals, attainable
within a decade.
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Appendix A

STATE AND TERRITORY
STUDY GROUP MEMBERS

New South Wales Study Group

Dr Ralph Rawlinson, Principal, Alexander Mackie College of Advanced Education.
(Convenor)

Ms Robin Allardice, Secondary Art Consultant, New South Wales Department of Educa-
tion. (Executive Officer)

Ms Joan Brennan, Project Officer, Open (External) Program, Film and Television School.

Mr Garrie Collins, Inspector of Schools (Art), New South Wales Department of Educa-
tion.

Associate Professor Roger Covell, Head of Music Department, University of New South
Wales.

Ms Mary Emery, Principal, Riverside Girls’ High School.
Ms June Jeremy, Community Activity Centres Network.
Ms Margaret Leask, Information Officer, Australian Youth Performing Arts Association.

Dr William Moore, Chief, Centre for Research in Measurement and Evaluation, New
South Wales Department of Education.

Mr Neil Morrison, Regional Secondary Inspector, New South Wales Department of
Education.

Mr Terry Smith, Lecturer, Power Institute of Fine Arts, University of Sydney.
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Victorian Study Group
Dr Warren Lett, Reader in Education, La Trobe University. {Convenor)
Mr Neil Fuller, Curriculum Officer, Victorian Department of Education.

Ms Donna Greaves, Adviser to Student Affairs, Royal Melbourne Institute of Technology
Union.

Ms Athalie Haydon, Director of Music, Eltham College.
Dr Alwyn Mackie, Senior Lecturer {Aesthetics), La Trobe University.

Dr Ray Maddocks, Assistant Director-General of Curriculum and Planning, Victorian
Department of Education.

Sub-committee Convenors

Mr Martin Comte, Lecturer (Music), Coburg State College.

Ms Sally Fairley, Lecturer (Creative Writing), State College of Victoria, Toorak.
Mr Bill Harding, Co-ordinator of Studies {Art-Craft), Melbourne State College.
Ms Shirley McKechnie, Lecturer (Dance/Movement), Rusden State College.

Mr Alan Morgan, Senior Lecturer {Drama), Rusden State College.

Dr Peter White, Lecturer (Education), La Trobe University.

Queensland Study Group
Mr Peter Connolly, C.B.E., Q.C. {Convenor)
Ms Jill Cadden, Teacher of Dance.

Dr Alan Coles, Head, Department of Human Movement Studies, University of Queens-
land.

Ms Wyn Colvin, Lecturer (Speech and Drama), Mount Gravatt College of Advanced
Education.

Very Reverend lan George, Dean of Brisbane.

Mr James Mitchell, Administrator, Queensland Festival of the Arts.

Mr Lloyd Nixon, Director, Youth Activities, Twelfth Night Theatre.

Mr Kevin Siddell, Supervisor of Music, Queensland Department of Education.

Mr Jeffrey Shaw, Acting Head, Division of Creative and Performing Arts, Kelvin Grove
College of Advanced Education.

Mr Brian Sweeney, Member, Australia Council and Chairman, Theatre Board.
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South Australian Study Group
Dr Graeme Speedy, Director, Sturt College of Advanced Education. (Convenor)

Mr Doug Anders, Executive Director, South Australian Council for Educational Planning
and Research.

Mr Des Bettany, Acting Principal, School of Art, Torrens College of Advanced Education.

Ms Jill Blewett, Senior Lecturer (Modern Languages), South Australian Department of
Further Education.

Dr Warren Bourne, Senior Lecturer {(Music), Adelaide College of Advanced Education.

Mr Jack Condous, Principal Education Officer (Art), South Australian Department of
Education.

Mr Tim Moorhead, Craft Consultant, South Australian Department of Further Education.

Mr Maurice O’Brien, Director of Education Services, South Australian Department of
Education.

Mr Don Richardson, Principal Education Officer (Art), South Australian Department of
Education.

Ms Elizabeth Silsbury, Senior Lecturer (Music), Sturt College of Advanced Education.
Ms Christine Westwood, Education Officer, Adelaide Festival Centre.
Ms Patricia Wynn, Specialist Adviser to the Theatre Board, Australia Council.

* Editorial Board for the South Australian Study Group.

Western Australian Study Group

Dr Max Collins, Acting Principal, Mount Lawley College of Advanced Education.
(Convenor)

Ms Carol Bolton, Student, Murdoch University.
Mme Kira Bousloff, Director, Kira Bousloff Ballet School.

Dr Brian Dibble, Acting Dean, School of Arts and Design, Western Australian Institute
of Technology.

Mr Bryant McDiven, Head of Art Department, Mount Lawley College of Advanced
Education.

Mr Walter Meacock, Principal, Burrendah Primary School.
Dr Salek Minc, Physician.

Mr Gareth Morse, Lecturer, Art Education Department, Mount Lawley College of
Advanced Education.

Mr Ray Sampson, Supervisor of Art, Education Department of Western Australia.
Ms Joanne Samson, Acting Director, Western Australian Arts Council.
Mr lan Templeman, Director, Fremantle Arts Centre.

Associate Professor David Tunley, Department of Music, University of Western Australia.
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Tasmanian Study Group

Ms Beth Parsons, Supervisor of Speech and Drama, Tasmanian Department of Education.
(Convenor)

Mr Lloyd Blazely, Senior Superintendent, Research, Tasmanian Department of Education.
Mr Don Boyce, Community Arts Officer, Adult Education.
Ms Grace Cochrane, Head of Learning Resources, Tasmania Media Centre.

Mr Don Kay, Senior Lecturer (Music), Tasmanian College of Advanced Education,
Hobart.

Ms Barbara Manning, Director, Theatre-in-Education.
Mr James Menadue, Vice Principal, New Norfolk High School (resigned December 1976).

Ms Megan Schaffner, Part-time Lecturer (Creative Arts), Tasmanian College of Advanced
Education, Hobart.

Mr Terry Woodward, Lecturer (Art Education), Tasmanian College of Advanced Educa-
tion, Launceston.

Co-opted Members

Mr Edward Brombhall, Lecturer (Art), Tasmanian College of Advanced Education,
Launceston.

Ms Georgina Dent, Superintendent, Tasmanian Department of Education.

Mr Brian Haslem, Community and Arts Centre Foundation.

Ms Sue King, Lecturer, Tasmanian College of Advanced Education, Launceston.
Mr John Morriss, Supervisor of Music, Tasmanian Department of Education.

*

Core/Writing Committee for the Tasmanian Study Group.

Australian Capital Territory Study Group

Mr Ross Hohnen, O.B.E., Chairman, Community Arts Committee, Member, Crafts
Board, Australia Council, Co-opted Member, Australia Council until June 1977.
(Convenor to March 1977)

Mr Patrick Brady, Senior Lecturer (Philosophy of Education), Canberra College of
Advanced Education. {Convenor from March 1977)

Ms Gillian Bonham, Lecturer {(Music Education), Canberra College of Advanced Educa-
tion.

Ms Helen Cameron, Tutor in Movement, Canberra College of Advanced Education.

Mr Kevin Graham, Lecturer (Physical Education), Canberra College of Advanced Educa-
tion.

Mr Graham Little, Principal Lecturer (Curriculum Studies), Canberra College of Advanced
Education.

Ms Noeline Naar, Curriculum Adviser (Art), ACT Schools Authority.

Mr Alan Youngson, Teacher, Holt Primary School.
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Northern Territory Study Group

Mrs Nan Giese, President, Northern Territory Arts Council, Chairman, Darwin Com-
munity College Council. {(Convenor)

Mrs Dorothy Bennett, Field Officer, Aboriginal Arts Board, Director, Arnhemland
Aboriginal Art Gallery.

Mr Ken Conway, Director, Tie/Die {Theatre-in-Education), Executive Officer, Brown's
Mart Community Arts Project.

Mr Ted Dalton, Head of School, Creative and Applied Arts, Darwin Community College.
Dr Colin Jack-Hinton, Director, Museums and Art Galleries of the Northern Territory.
Ms Margaret Phillips, Teacher of Dance.

Mr Alan Riley, Education Adviser (Music), Northern Territory Division, Commonwealth
Department of Education.

Mr Dennis Schapel, Lecturer (Fine Arts), Darwin Community College, formerly Art
Adviser, Northern Territory Division, Commonwealth Department of Education.

Ms Lyn Serventy, Member, Tie/Die {Theatre-in-Education).

Mr Lindsay Shanahan, Education Adviser (Art), Northern Territory Division, Common-
wealth Department of Education, former President, Craft Association, Alice
Springs.

Mr lan Whelan, formerly Assistant Director (Curriculum and Research), Northern
Territory Division, Commonwealth Department of Education.

* Members of the Editorial Panel for the Northern Territory Study Group.
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Appendix B
CREATIVE WRITING

B.1 The public’s view of creative writing generally seems to be that such writing is
something that someone else does for you, the province of professional artists. Yet often
in speech we use language in much the same way, even if its form is rudimentary as, for
example, when we recount a recent experience or tell stories or jokes. It is a matter of
some surprise that what is encouraged as an art in oral expression should not also be
widely encouraged and used in a written medium. Many schools have not yet accepted,
even in principle, that such writing is of value not merely to the gifted individual but to
all children. Even when teachers accept in principle that words can and should be a mode
of artistic expression for their pupils, questions about how it should be taught and who
should teach it remain.

B.2 One of the problems with creative writing, as with other arts, is to distinguish
process from product so that we do not judge the value to the individual of the former
in relation only to the quality of the latter. It is particularly important that the majority
not be denied access to the activity on the grounds that only the most talented will
benefit from the struggle to shape their experience in artistic terms.

B.3 Difficulties are encountered in creating the right kind of conditions for the
development of creative writing. Even those teachers with appropriate training and some
personal experience of writing have difficulty in knowing how far to structure lessons and
whether to discuss work in groups or with students separately. Most teachers distrust
approaches that seemingly encourage pupils into unfettered self-expression, which
ignore the conventions of written expression, and which appear to militate against the
acquisition of basic skills. Others, who favour such approaches, may be frustrating pupils
who need a better understanding of literary forms and techniques to enable them to
express themselves more satisfyingly. Successful encouragement of original writing
demands from teachers sensitive rapport with the writers, sufficient to help them under-
stand that disciplines like sentence structure, punctuation and spelling are necessary
conventions facilitating, not hindering, expression.

B.4 Current approaches to the study of literature in schools often fail to encourage
creative writing. Many teachers, particularly at senior secondary level, prefer or are forced
to teach in a manner that promotes a purely intellectual response, requiring pupils to
suppress subjective feelings in order to produce the kind of work prescribed for examina-
tions, that is, objective literary criticism.

B.5 For the lucky few, who surmount the obstacles of the literature course, there is
further discouragement in that opportunities for publication are limited. They are
generally restricted to school magazines or a page in the weekend newspaper. Few
anthologies of children’s writing have been published.
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B.6 Those whose mother-tongue is not English are especially disadvantaged. The
amount of original writing in ethnic languages which has been published in Australia is
miniscule, They have few opportunities to read work written in their mother-tongue and
practically no opportunity to have their own writing published.

B.7 We do not favour the view of many who are concerned about creative writing,
that the situation would be improved if it were a separate subject, like art or music. We
support those teachers of English who argue that to do so would be limiting. We believe
it would be wiser to move in the opposite direction, that is, to encourage the practice of
creative writing as a legitimate means of expression in all subject areas in school.

B.8 There is scope for a good deal of activity both inside and outside schools within
which young people can explore the imaginative use of language in ways which are
relevant to them: they can write songs for school or community shows, rock operas and
poetry; they can write film and video scripts, dramatise children’s books for presentation
{in primary schools) and write short plays. These are also ways of bringing home to young
people the role of the creative writer in film, television and radio.

B.9 In addition to the problem of defining successful approaches to the teaching of
creative writing, there are problems in the training of teachers. The National Report (see
3.40-3.41) has referred to the traditional approach of tertiary institutions. English
literature at the tertiary level is based on study of texts, analysis, discussion and logical
conclusions. The written work asked of students consists of formal essays and examina-
tions which give little scope for expressions of personal vision, emotion and rhetorical
persuasion. The majority of specialist teachers of English graduate through this process
and inevitably their approach to writing and literature for students, especially in second-
ary schools, reflects deficiencies in their own secondary and tertiary experience.

B.10 One positive development of immense importance in recent years has been the
vastly greater prominence given to Australian writing, partly through the activities of the
Literature Board of the Australia Council, and partly, perhaps, due to Australia’s growing
maturity as a nation. Successful Australian authors provide models, living examples of the
respectability of expressing the Australian experience in writing. Their use of Australian
themes and preoccupations encourages others to do the same. These pioneers are making
the path for those who follow both easier and more accessible.

B.11 Yet, in summary, much remains to be done. There are far too few teachers with
the skills, the enthusiasm, and above all the confidence to encourage their students to
express themselves in writing. Schools continue to give this aspect of language less time
and attention than more formal analytic exercises. Tertiary courses remain wedded to
the traditional approach to english literature. Curricula in English at present do not
necessarily result in students having experience of creative writing: few are called, fewer
are chosen.
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Appendix C
DANCE

C.1 The term ‘dance’ to most young people in Australia refers to an unstructured,
relaxed form of movement to a very loud, simple beat: movement requiring neither skills
nor the involvement of a group or even a partner. Other varieties of dance participation,
including ethnic, highland or Irish dance, nightclub, ballroom and ballet dancing are of
interest only to small sections of the community and participation is mainly confined to
girls.

C.2 Apart from ethnic dances taught by older members of the community to their
young people and apart from the national school for dance {the Australian Ballet School
in Melbourne, which trains its students primarily for classical ballet performance), dance
in Australia is taught by private teachers outside the education system. The chief dance
form taught is classical ballet, based on the syllabuses drawn up by organisations like the
Royal Academy of Dancing (RAD)}, British Ballet Organisation {BBO) and Cecchetti.
These syllabuses are designed to give the student a thorough grounding in the techniques
of classical ballet and to lead to professional performance. Emphasis is placed on grading
and examinations, an emphasis that many pupils and parents like since passing an
examination is a goal and a universally recognised achievement in our culture. Com-
paratively few pupils training in this system have experience of taking part in ballets,
except at the teacher’s annual display or at an eisteddfod. Seldom are teachers able to
choreograph a variety of interesting dances. Only a small number of pupils continue with
ballet after leaving school; a handful each year from all over the country are selected for
the Australian Ballet School and make a career in the profession. Sooner or later they are
likely to turn to teaching and train their pupils for professional performance, as they were
trained. Though they differ in details, the result of any of the RAD, BBO or Cecchetti
methods is a dancer thoroughly grounded in the techniques needed for professional ballet.

C.3 As far as contemporary and modern dance is concerned, the issues are more
cloudy. To some teachers ‘modern’ involves classical ballet technique without the pointe
work; to others, it is the approach to dancing of Martha Graham and her followers, an
approach differing markedly from that of classical ballet. Others teach dance according
to the method of Laban, or Bodenwieser, or Daicroze or prefer to call their program
Dance Education or Dance/Movement. All aim to develop in the students an understand-
ing of the possibilities of the body’s movement in space, along with an acquisition of
general skills and control of movement, so that in any kind of dance their body will
respond readily to demands made of it. The whole field of modern and contemporary

dance involves, however, a very small number of people compared with that of classical
ballet.
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c4 As far as dance performance is concerned, audiences in this country appear to
demand spectacle. This attitude of audiences has been a major factor in creating problems
for the State ballet and dance companies which cannot afford to match the spectacle
provided by the national company, the Australian Ballet Company, and cannot draw
audiences if they offer a different program of, say, small scale contemporary works. It has
also created problems for the Australian Ballet Company which more and more has to
provide a fare of romantic ballets of the 19th century, instead of developing a repertoire
which is of more relevance to our times.

Cbhb School systems tend to reflect the attitudes of their communities: that dance
should be an important part of children’s and students’ education is not yet accepted.
Educationally dance is often regarded as a way of keeping fit and it is therefore placed
in the hands of the physical education staff, few of whom have either the skills or the
interest to promote it in a school. Nevertheless, where a teacher talented and enthusiastic
about dance is found in a school, students, boys as well as girls, can become enthusiastic
over its possibilities also, for example, as at Knox Grammar (Sydney), Broken Hill High
and Port Adelaide Girls High.

Cb6 Certain educators believe there is a need for an active dance program in the
schools. They feel that dance should no longer be part of physical education {where it
may be passed over or limited to a few folk dancing sessions) but included as an arts
activity in its own right. Among indications of this changing attitude can be cited the
amount of written material now available in the form of programs and curricula; the
holding this year (1977) in Melbourne of a National Dance-in-Education Conference; the
establishment of a Dance Committee in Brisbane to consider a syllabus for secondary
schools; and the establishment of major courses in dance and dance education in some
tertiary institutions (Flinders University, as part of a degree in drama; Rusden State
College, as part of the Drama Department major courses; the Institute of Early Childhood
Development, Melbourne, a two year graduate diploma in dance and movement; Kelvin
Grove, Brisbane, a two year study in dance for an Associate Diploma). In Perth, two
specialist high schools have been designated for dance, one in classical ballet and one in
dance education.

c.7 The five State ballet and dance companies provide programs designed for school
audiences and tour educational dance programs to schools. They endeavour to do this
with special seasons in a theatre to which schools come (such as the Australian Dance
Theatre’s Rise to Fame of Vaslav Smith in Adelaide during the Come Qut ‘77 Youth
Festival). Most of the companies also send a small team round schools, chiefly to
demonstrate basic techniques of dance {Queensland Ballet Company’s That’s Dancing?).
Such programs have to be undertaken with limited numbers and resources in addition
to their major seasons and it has proved difficult, under the circumstances, to give the
schools program sufficient time, thought and dancers.

C.8 Despite their unremitting hard work, the State companies, as already noted, do
not receive adequate support from the community and for the most part operate under
rather precarious financial circumstances. Apart from giving talented young dancers in
the various States the opportunity for full-time professional work, their most valuable
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service for dance up to the present time has probably been their encouragement of local
choreographers (Queensland Ballet Company, Tasmanian Ballet Company, Dance
Company of New South Wales, in particular); a most important service if we are ever to
develop our own dance idiom.

co The two State companies specialising in contemporary programs — the Dance
Company of New South Wales and the reformed Australian Dance Theatre of Adelaide
(with a brief to provide programs for both South Australia and Victoria and funding
from both State governments) — in particular have to consider ways of educating the
community to understand and appreciate the work they do. One way might be through
dance education programs. In fact, a more serious move into this field might be an
excellent development for all the State companies as a long term policy. Dance Concert
of Sydney, a professional company specialising in a range of ethnic dances, includes both
performances and participation by children and students in its program but is not in a
financial position to allot time for follow-up visits to schools. Yet the popularity of
Dance Concert’s programs, the response to the Kinetic Energy Dance Company’s work-
shops held in mid-1977 in schools in the Australian Capital Territory and the interest
aroused at Royal Melbourne Institute of Technology in the work of Dance Exchange
during their term there as ‘dancers in residence’, all demonstrate that young people are
more ready to be involved than has hitherto appeared likely.

C.10 Groups of professional dancers concerned with dance education should be
encouraged and supported where possible by Government, whether through arts or
government funding. Groups centred in a region or a particular metropolitan area or one
or two teams working regularly with a number of schools, giving programs and holding
dance workshops, would in time do much to break down present prejudices about dance.

C.11 But for dance to take hold in the schools and involve both boys and girls (the
‘dance is for poofters’ attitude prevalent among boys must be radically altered if any
program is to succeed) it must be primarily by means of an imaginatively planned and
executed program presented by teachers in the schools. For some years to come dance
education will need able and dedicated teachers in order to break down the present
prejudices against dance among staff, male students and parents. Such a program must
start at infant school level and continue right through primary and secondary school.

C12 The nature and scope of dance programs is the subject of much consideration
among dance educators. Nevertheless, all agree on the basic premises: that dance is
relevant to education; that all children and students should have the opportunity to take
part in it; that teachers must be trained and accredited to teach it; and that dance pro-
grams should involve dance experience and its translation into a learning experience.
Models for curricula exist in British and American schools and could be modified for our
local conditions. In any case, it is not especiatly important if approaches to dance educa-
tion vary among schools provided that the goal is the same: that the range of dance
experiences offered is wide enough to involve all the children or students. Programs
should be flexible enough to allow opportunity to experiment with dance forms, includ-
ing projects inter-relating with other arts like music, drama and visual arts, and should
offer enough in the way of dance techniques to challenge and extend the participants.
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Appendix D
DRAMA

DA The term drama has come to have a special meaning among educators who use it
as a synonym for dramatic experience which they regard as very important to children’s
and young people’s development as individuals and as members of a community. In this
sense, drama is not a script nor necessarily a performance before an audience; perform-
ance, if it occurs, is a by-product rather than the object of the exercise. Drama education
provides the place and times for children or students to explore situations of their own
and the drama teacher’s choosing. Enacting these situations they play out various roles,
explore different approaches to a problem, learn to respond immediately to the demands
of improvised scenes. It is a workshop situation in which they discover, exercise and
develop their abilities in the field of human relationships.

D.2 Where the program is inadequate, activities do not get beyond warm-up exercises
and drama games which are useful for the student’s physical and expressive development
but do not lead anywhere. Drama teachers must know when and how to move the group
on to further stages and must be able to cope with the special demands of drama educa-
tion. They cannot retreat into the safety of the formal teacher/pupil relationship: they
must be confident enough in themselves to have confidence in their students; to know
when to step in and when not to; to know when and what questions to ask; when to
assume a role and introduce another factor into the action. In addition, there is the
problem of maintaining an open-sided approach in class, yet including sufficient structur-
ing in the course for the group to feel a sense of progression and purpose.

D.3 Drama teachers at present still have to be emissaries for their subject to their
colleagues and often to the classes as well. Students, especially junior teenage boys,
unfamiliar with the idea of drama are likely toregard it with suspicion, particularly if they
feel they may be required to expose themselves emotionally in any way. Occasionally,
exceptionally talented and enthusiastic teachers have single-handedly won over an
initially indifferent or hostile school but the majority require readily available support
and guidance in addition to their own personal commitment and skills.

D4 Drama education is a very recent arrival in the schools (in this country, only
within the last decade to any extent). Many principals regard it with suspicion. The
absence of curriculum guidelines may disturb them and they are likely to be resistant to
the idea of drama workshops which appear to have no visible or measurable results.
Parents may have similar reactions. Drama being a ‘young’ subject in the schools, the
drama teachers are usually also young and this too proves a handicap when, for instance,
they want to persuade senior subject masters or deputy-principals that there should be
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special time-table arrangements for drama. For all these reasons strong curriculum
support, a framework which provides guidance but still leaves room for individual
approaches, is desirable.

Db Only a few schools possess drama rooms or spaces that can be devoted to drama
workshops. Unfortunately, the situation is improving only slowly; efforts to find or
convert such space in older schools should be increased. Even in older schools there are
often possibilities for conversion of space to drama use at modest cost.

D.6 Pre-service training for drama teachers should reflect the difficulties young
teachers will face in schools. Drama departments in tertiary institutions sometimes design
courses reflecting the interests of their own staff and overlook the kind of situation that
their graduates will be faced with in secondary schools. Some, through special staff
interests, gear their courses as much to training in performance skills as in teaching. In the
excitement of putting on plays the needs of drama education may be relegated to a minor
place in the course. A few tertiary institutions, however, endeavour to balance the learn-
ing of theatre skills with equivalent emphasis on teaching by ensuring that students take
drama classes in schools as a regular part of their course.

D.7 General primary teacher training courses allow very little time for core curriculum
courses in drama and though college drama departments may offer a wide range of
electives the trainees’ course requirements often give them little opportunity to take
these electives. Lacking sufficient training and confidence in the uses of drama, most
classroom teachers tend to avoid it unless, as in some primary schools in the Australian
Capital Territory, Victoria and South Australia, they are encouraged by the presence of
a drama resource teacher in the school who will work with them on projects with the
children.

D.8 As might be expected the methods of drama education are vigorously debated
among its proponents. Just as it is difficult to design satisfactory courses at primary or
secondary level, it is difficult to design tertiary training courses that can combine self-
developmental and exploratory aspects of drama with the kind of structure and content
that will give trainees practice and confidence in communicating their subject in schools.
Fortunately there are tertiary institutions which are carrying out research and develop-
mental pilot projects in conjunction with schools, such as the School of Education, La
Trobe University. Special branch staff in some education departments (such as Drama
Resource Centre, Melbourne) are doing the same. More such work needs to be done
involving a wide range of social groupings and differing environments, metropolitan and
regional. Development projects should include the use of drama and puppetry for teach-
ing children of ethnic groups, including Aboriginal children; they should also include the

use of drama and puppetry as therapy and teaching methods for disturbed and retarded
children.

D9 Drama is not only a means of developing children’s and students’ expressive
abilities, self-awareness and awareness of others, it is also an important teaching tool, like
its fellow art, puppetry. One major objective of drama specialists is to convince education
authorities of drama’s value in the whole process of learning. Drama educators like
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Dorothy Heathcote in the United Kingdom have demonstrated in their work that drama
as a teaching method can be successfully applied to a number of other subjects. Drama
teachers in some schools in this country have also demonstrated this, a fact not enough
teachers recognise, especially secondary teachers. Interesting and imaginative projects
can be designed together by the drama teacher and other subject teachers and used when
required to augment and illustrate a variety of topics from mathematics to modern
languages. Examples are the puppet theatre used by the Department of Modern Languages
at Macquarie University and the History Alive programs at Cremorne Girls High and
Caringbah High, Sydney.

D.10 An important need in the field of drama education is to improve communica-
tions between education department staff (especially those involved in curriculum
research), staff of drama departments in colleges, graduate teachers in schools and
principals and senior staff in schools. Only by informal yet searching discussions between
representatives in all these areas is there likely to be a move towards developing curricu-
lum projects in schools, with the education department ensuring that such projects will be
continued over several years and adequately observed and recorded.

D.11 The rapid growth of the Association of Drama in Education in every State over
the past two or three years is an indication that drama teachers everywhere are eager and
active to help themselves. At the beginning of 1976, a National Association or NADIE
was formed to provide information on a national level. These associations have proved a
source of support to their members, not only through the various newsheets put out
regularly, but also through seminars, regular drama workshop sessions and drama camps.
The State and National Associations could undoubtedly play a vital role in communicat-
ing to others the value of such approaches to drama education.

D.12 Education through the dramatic arts is also being stimulated in all the States
through the various professional theatre teams who tour primary and secondary schools.
While these companies provide important drama experiences particularly where drama
education is otherwise non-existent or rudimentary, their work must be complementary
to developments within schools. Many secondary programs deal with social issues (such
as relationships - with parents, job problems, discrimination, prejudice, etc) generally
relevant to the students’ situations. Some touring puppet groups should also be included
with these teams (Tasmanian Puppet Theatre, the latest Marionette Theatre of Australia
production, Little Patch Theatre of Adelaide). All these groups are generally referred to
as Theatre-in-Education teams (see National Report 3.26). Many of the problems of these
teams have already been discussed in the National Report but there are others from their
particular point of view that need consideration.

D.13 Most of the teams, because of the nature of their commitments, perform at a
school, have a short discussion with the children or students after the show, possibly stay
to assist in a drama workshop, and then move on to the next school. Very often, it would
increase the value of its visit if the team could spend a day in each school, holding small
informal discussion groups and taking workshops if the school wants them. Return visits
to schools for follow-up work would be valuable.
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D.14 There is also need to raise the status of schools-touring teams in the acting
profession. Performances given to schools, in any kind of space, at 9:30 in the morning,
without the assistance of sets, lighting, etc, make particular demands on actors who have
to create the dramatic experience entirely by establishing a particular relationship among
themselves as a team and between their team and the audience. Not all actors, however
talented, can do this successfully and if the best of those who can are to be encouraged
to enter the field, conditions and thus status need to be improved. Also, some kind of
evaluation of their work needs to be made by responsible individuals. From the teams’
point of view evaluation would be best undertaken in a situation where an audience of
teachers and the students that they have designed the show for was present, as well as
an official committee (as on the lines of the New South Wales Branch of the Australian
Youth Performing Arts Association’s annual ‘leap’).

D.15 {f teams are to maintain the required standards they must have more time for
devising and rehearsing programs. In this respect, a researcher/script writer attached to
a team for, say, one year (as with the Tasmanian Theatre-in-Education team) would be of
great benefit to the team and valuable experience to the writer.
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Appendix E
FILM, TELEVISION AND RADIO

E.1 Film, television and radio are art forms in themselves as well as recorders and
broadcasters of the other arts. They are distinctively 20th century art forms. In our
culture they are ubiquitous, especially radio. Whereas radio and television provide
immediate transmission of their messages, film does not; and in that important distinction
lies much of the explanation for the differences in the paths of their development and
use.

E.2 Film, over the fifty years of its existence has developed as a more studied and
consciously artistically used art form. It also makes deliberate use of other art forms,
combining these to communicate profoundly as well as on the level of light entertain-
ment. It has historical, technological and ideological as well as artistic interest.

E.3 Television, that perpetual invader of the domestic scene, includes and expands on
the possibilities of film. It includes news, current affairs, children’s shows, panel games,
variety shows, serial productions and sports of all kinds, as well as drama, concerts and
recitals, most of them broadcast at the actual moment of their taking place. In the
immediacy and pervasiveness of tetevision lies its special power; in its capacity to present
setectively, distort through camera work, convey personal images and simply to ‘hook’
us for hours daily, lies its special dangers.

E.4 Resurgence of the popularity of radio, following its temporary decline when tele-
vision was introduced, has been facilitated by the portability of transistorised receivers
and new techniques. Its possibility as a two-way medium of communication and as a
medium of immediacy are beginning to be exploited. A few schools are using it (for
example, Coffs Harbour Youth Radio) as a way to bring the community into the school
and vice versa.

Eb It is generally agreed that visual media have a profound effect on our society and
many are seriously perturbed about its long term effects on children whose days begin
and end with television. All those concerned in this field who contributed to the study
were unanimous in saying that schools must accept responsibility for educating young
people in the visual media, especially television. They argue that the visual media must be
‘de-mystified’. If television and film are having such powerful effects on children, then
these children must become familiar with how those effects are made, through partici-
pating themselves in the making of film and video programs. If they learn to understand
and manipulate the medium, the argument runs, they will be less readily manipulated
by it.
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E.6 Education authorities for the most part until now have regarded the media (film,
video, cassettes and tapes) as useful audio-visual aids to formal teaching, not as art forms
in their own right, art forms which should be included in the education of children and
students. At the present time in Australia, film and television studies are nowhere
recognised as a matriculation subject by education departments; there is no curriculum
for such studies accepted as yet by any department; there are very few specialist teachers
in the field trained in both theoretical and practical aspects of film and television, as there
are only three universities (Flinders, Griffith and La Trobe) and three colleges (Rusden
and Melbourne State Colleges, and the Western Australian Institute of Technology, Perth)
who offer such training. Swinburne Technical College and the Film and Television School
in Sydney train students for professional work in film and television but are not involved
in a major way in teacher education. Most colleges of advanced education include film
and television or media studies as a minor subject, usually a component of communica-
tions. In primary and secondary teacher training courses such studies are allotted very
little time. Usually they do not cover more than instruction in the use of basic equip-
ment, occasionally they include some critical study of films.

E.7 Film-making projects (especially with Super 8 equipment) are taking place in a
number of secondary schools and a few primary schools, especially in Victoria and South
Australia. Some good films are produced; many more do not reach completion. Projects
still largely depend on the presence of teacher enthusiasts who are often not trained in
film-making but are keen to try. Along the way, without assistance from experienced
film-makers, they may find projects too demanding, involving as they do a range of
technical skills, careful and detailed organising and budgeting, and patience in editing and
dubbing.

E.8 Video-making is more recent in schools because the equipment has been far more
expensive than a comparable film camera and is also more easily damaged, requiring
frequent maintenance. Its advantage of instant replay and the fact that tapes can be
recorded over when required makes it popular with children and students. Video cameras
and recorders are now less expensive and consequently more are purchased as a part of
school equipment. It is probably more difficult to make good video-tapes, however, than
to make acceptable films and the problems of continuity of staffing, lack of trained
teachers and the absence of a curriculum apply just as much to video-making as to film-
making.

E.9 The prime need is for a program of film and television studies in both primary
and secondary schools; a program that supports the educational value and practicability
of the subject. This program must be backed by teaching methodology, appropriate
training of teachers and support staff, a practical guide to resources required in terms of
equipment (both hardware and software), facilities for editing and viewing and methods
of assessment. Even where schools are not bound by a common syllabus (as in New South
Wales and the Australian Capital Territory) a clearly detailed program is needed as a basis
for innovation and development. Development of an appropriately rigorous teacher
training program in film and television and challenging curricula are now needed to
establish film and television studies on a sound educational basis. In this connection,
South Australia’s and Queensland’s proposed future film and television studies curricula
deserve attention.
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E.10 The most important requirement needed for film and video-making in schools,
however, is sufficient time. Film and television studies are extremely difficult to time-
table - when practical work is involved and shooting schedules, even when carefully
prepared, do not fit into forty minute time slots (especially if outdoor shooting is going
on and the crew has to wait for a particular light effect). It is hard to convince principals
and senior staff of the need to overcome this difficulty but it is important if projects are
to succeed. A solution to this problem will not be easy. A well-defined curriculum which
establishes beyond doubt the educational value of the subject is the first essential to
ensure that the needs of film and television studies are accommodated.

E.11 Given the establishment of film and television studies in a school the practical
exercise of inter-related subject studies and team-work involving teachers from different
disciplines is likely to follow. Scripting, shooting and editing a feature film or video-tape
can be closely linked with English studies; the making of a documentary can inter-relate
with history, geography, geology, social studies and the sciences. An example cited was
the work of students with a biology teacher in Victoria who devised a system linking a
microscope to a camera to study the circulatory system of a frog.

E.12 Film and television provide a unique opportunity to assist in overcoming the
disadvantages of isolated areas. There are some audio-visual services designed to supply
schools and communities in remote regions with films, tapes and cassettes (as in Darwin
and Port Hedland where mobile audio-visual units are used to service distant settlements).
Provision of these resources is very important. Equally important, however, is to give the
children the opportunity to make their own films of their own environment — and many
live in splendid surroundings for such film-making. Outback schools should be given
priority for resources and equipment and the community should also be encouraged to
be involved in film projects. Fascinating historic documentaries could be made by
children in centres like Broome, Tennant Creek or Albany. The process of making these
films would give the children a more positive and personal vision of the environment in
which they live.

E.13 It is also important that interesting work done by schools be available for view-
ing (the Special Services Branch of the Victorian Education Department keeps a library
of the best films made by schools) and that periodic film/video festivals be held in the
different States (like the festival run by the South Australian Film Corporation every
year) where the work of schools in this field could be shown to a wider audience.

E.14 There is particular need to place emphasis on suitable film and video work
made locally for distribution to schools. Local material has been swamped by overseas
commercial interests in the audio-visual education field, as on the television channels and
in the cinemas. It is estimated that less than 10 per cent of educational audio-visual
material for schools distributed in Australia is made locally. For the research student and
for the students of the future there also needs to be a Film and Television Archive set
up where films, tapes and video-tapes of historical interest could be safely stored and
which would be available for study by teachers and students when required.
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Appendix F
MUSIC

F As a school subject, music is the most ‘respectable’ and the longest established of
all the arts. Though not regarded as of comparable importance to core academic subjects,
music is considered a desirable activity by education departments and many principals,
at least to the end of junior secondary school. It is included in primary curricula in all
States and most departments endorse the principle of compulsory music classes for the
first two years of secondary school. Yet music is not a popular subject with children and
students in the schools and few teacher trainees elect to study it as a major subject in
college.

F.2 Classroom music in primary and secondary schools has traditionally consisted of
learning a selection of songs, some introduction to the music and lives of famous com-
posers and listening to recorded works selected to illustrate various periods and styles of
music. Songs and music are drawn from the Western European music tradition of the
past few centuries. School songbooks for the most part have little that is local and
contemporary (an exception to this is the series issued by the Primary Music Branch of
the Victorian Education Department, Sounds Fun) or that has been drawn from non-
European cultures. To children and students saturated with the kind of music they hear
round them outside school, the music selected for the classroom is mostly alien and
unless they are fortunate enough to have a teacher who can persuade them of its
relevance and interest, they simply do not relate it to the world of music outside the
classroom.

F.3 There is a persistent myth that only children with musical aptitude can be
involved in such a program and that they are a minority in the schools. Knowledgeable
music educators, however, believe that a// children have a capacity for music sufficient
for them to take part and enjoy it in some way, provided that their introduction to it is
an experience that involves and encourages them from their early years. Somewhere along
such a range of music-making activities, every child can take part. No one can say in
advance what the limit of an individual’s capacity may be. For example, at a one teacher
school near Lismore, the teacher, a brass instrument player, had every child in the school
playing a brass instrument sufficiently well to make up an all-school band.

F.A4 At the present time there is much debate about the kind of experience that
should be provided, what music education involves, particularly for very young children.
There is argument, often heated, as to the relative merits of various music education
techniques for young children (Kodaly, Orff-Schulwerk, Suzuki, Yamaha, Dalcroze, for
instance). Those who consider young children need a well-structured introduction to
music-making are likely to be called authoritarian by those who emphasise an open-
ended, child-centred approach. In turn, the latter come under fire for providing the
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children with haphazard music experiences that lead nowhere. The majority of music
educators would include both approaches in a curriculum of music education, beginning
with loosely structured music activities for young children in which they explore with
voices, objects and percussion instruments, various sounds and rhythms; progressing to
singing tunes and harmonies and playing them on simple tuned instruments; later moving
to more complex vocal pieces and the more difficult instruments.

F.5 Where small group instrument teaching programs exist they are proving very
successful, especially in primary schools, for the children can develop interest and skills
early and are more likely to continue with music when they go to secondary school.
Successful though they are, these programs involve only a small percentage of the total
school population. In addition to developing the present instrument teaching programs
other kinds of participatory music experience, along the lines suggested above, are needed
to provide interesting and enjoyable participation for children and students at all levels.

F.6 Such music experience programs, however, will require dedicated and enthusiastic
teachers, especially while the programs are being established, and this introduces once
more the issue of teacher training for music education. Questions that must be considered
include: in the infant and primary schools can classroom teachers with other teaching
commitments realistically be expected to cope with this kind of music education as well?
in secondary schools, what kind of training will the specialist music teacher need?
Imaginative and broadly based curricula are of little use if the teachers who have to carry
them out have been trained with other goals in view.

F.7 The desirability of specialist resource teachers attached to primary schools and
carrying out programs in conjunction with the classroom teacher has been discussed in
the National Report (see 5.11). Such an arrangement is already operating with music in
twenty-two primary schools in Adelaide and a limited number of primary schools in the
Australian Capital Territory. Attachment of such specialist music resource teachers
to pre-school and infant schools is equally, if not more, important. While in theory
educators recognise the importance of music in early training, in practice nowhere is
music a major core subject in infant teacher training and those teachers need specialised
assistance as much as the primary teachers.

F.8 Up to the present the emphasis in specialist music training in most tertiary institu-
tions, especially the conservatoria, has been towards performance rather than teaching.
It is necessary that a specialist music teacher should be a performer, in at least the sense
of being an active participant, as there is no other way to develop familiarity and con-
fidence with music, but it is equally necessary for a performer wanting to teach to be
familiar with developments and practice in music education, particularly if the emphasis
is to be on participation in and exploration of music experiences. Courses for B.Mus.Ed.
and Dip.Mus.Ed. at universities, colleges and conservatoria will require careful structuring
so that the music education aspect can be an integral part of these studies.

F9 It is important that sustained and adequate curriculum development of music
education be accorded the highest priority by education departments and tertiary institu-
tions. Selected projects should be given the proper support which includes, above all, time
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to develop the project over a number of years. Properly set up and developed pilot pro-
jects are necessary. Examples include: the Sydney western suburbs Kodaly Project, now
in its sixth year; the research into the possibilities of music enrichment centres as an
alternative to music specialist schools which has been running for three years in the
Faculty of Music, Melbourne University; research into the methods of Kodaly, Orff-
Schulwerk, Yamaha and Suzuki in the same Faculty; and research into the teaching of
music to Aboriginal children at the Centre for Aboriginal Music, Adelaide University. The
results of these projects and others like them will inform discussion of policy and reduce
some of the heat of argument over different methods — often generated by confusion and
lack of direct experience — and the strengths and limitations of each method will become
understood and accepted. In the process, the methods are bound to become adapted to
our own local situation and needs, with advantage to teachers and children. In addition,
such projects would provide centres for interested teachers to work in for special
experience in a particular field.

F.10 Music branches in some State education departments (such as South Australia
and New South Wales) are designing, or have designed, broader based curricula with the
emphasis more on participation. A number of individual teachers in the schools have also
designed imaginative music courses centred on participation. If the principle of partici-
pation in a range of music experiences develops, alongside the instrument teaching
programs which are already expanding faster than tutors can be found for them, then
additional resources will be needed to further this expansion. Facilities for the arts in
schools have already been discussed in the National Report {see 2.36—2.39). In the case
of music it is extremely important that the young players have outlets for performing.
The recent development of non-competitive Schools Music and Choral Festivals in cities
and some regional centres, the National and State annual music camps, and the formation
of school orchestras, bands, jazz groups and youth orchestras in the community, are all a
response to this need.

F. 11 Music for playing and singing in a variety of arrangements, particularly locally
written works, is badly needed. The employment of arranger/composers {as in the Music
Branch, Adelaide, and the School of Music, Darwin) by every education department and
the pooling of information about songs and scores among all music branches, youth
orchestras and choir organisations would be a great step towards solving this problem.
There are a number of talented young composers who could be commissioned to write
short works for performance by schools, community music groups or professional groups
touring schools {(a practice already carried out from time to time by the State opera
companies of South Australia and Victoria in their schools-touring program, and by the
Bennelong Players of Sydney).

F.12 With music associated so much today with discs and tapes there is also a need
for children and students, especially those learning instruments, to see as well as hear
professional musicians at work. Mention has been made in the National Report of music
groups touring schools {see 3.28); these groups provide interesting programs but there
are far too few of them to cover all schools regularly. If live performances by professional
musicians have to be so infrequent then this need could be supplemented by television.
Performances and demonstrations by classical and contemporary music ensembles, both
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vocal and instrumental, by jazz groups and by ethnic vocal and instrumental groups could
be made regular television programs, if possible on all channels during children’s peak
viewing times. Tapes of such programs could also be made available to schools and
communities in distant centres. The Flinders Street School of Music, Adelaide, has made
a number of short films demonstrating instrument playing techniques in association with
the South Australian Film Corporation. Short films of actual performances could be
made and distributed to audio-visual resource centres in all the States.
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Appendix G
VISUAL ARTS AND CRAFTS

GA1 The area of activities covered by the term ‘the visual arts and crafts’ is very large,
as it is sometimes difficult to be unequivocal about the art form to which a particular
activity belongs. The activities may involve painting, sculpture, print-making and in
the craft areas anything from spinning and weaving to boat-building, book-binding,
embroidery, jewellery and metal work.

G.2 There is no problem of introducing visual arts and crafts programs to schools. It
would be most unusual to find a school anywhere in Australia which does not provide
some time during each week for periods labelled ‘drawing’, ‘painting’, ‘craft’, ‘handicrafts’
or some other similar name. Nor is there a problem of ‘selling’ the programs to students.
They rate consistently as being among the most popular of school activities and under-
standably so. Some school activities have little in the way of tangible results and often
from the point of view of students may seem to have little relevance to their world
outside school; but a well-directed and imaginative visual arts and crafts program offers
to students opportunities to be involved in doing or making something that is their own
personal creation, while also providing them with tuition and skills. The end of art/craft
work is always something that can be handled, displayed or perhaps taken home and
used. Such a result is bound to give students a strong sense of achievement and consider-
able pleasure.

G3 The expectation that as a norm general primary school teachers will be able to
organise appropriate learning experiences in visual arts and crafts for students is, hawever,
one of the main reasons for the dissatisfaction expressed by teachers themselves, as well
as by experts, with the quality of the programs offered. Many teachers feel inadequately
prepared. As a consequence, their programs are seen by everyone as being limited and
unimaginative. There are of course individual teachers who are resourceful and imagina-
tive and who are able to broaden the whole art/craft experience for children, but all too
often the horizons are restricted.

G4 Not many children emerge from such programs with a desire for continuing
involvement with the arts and still fewer have the confidence to make the arts part of
their adult lives. Inexorably, school experience has taught them that practice of the arts
is reserved for a talented few and that it is not appropriate for everyone in the com-
munity to express themselves through the visual arts or through one of the crafts. The
validity and respectability of the crafts, in particular, as avenues of expression and absorb-
ing interest throughout adult life are rarely communicated adequately.
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G5 In the National Report there are details of the number of art/craft advisers and
specialist art/craft teachers in the schools. Increasing use is being made of part-time
specialists who combine work in a ‘home’ school with some specialist assistance to other
schools. The trend is popular: when such teachers offer assistance in other schools they
are well received as colleagues who can share problems and successes, rather than as
outsiders who give theoretical advice. Country teachers feel the absence of advisory
services most acutely as it is more difficult for them to search out assistance on their own.
To be valued, advisers must be able to give substantial periods of time to each school;
they should not be located at distances greater than the regional headquarters.

G.6 Acquisition of skills, introduction of ideas for improved programs and introduc-
tion to the possibilities of excellence in any of the arts and crafts would be facilitated for
teachers and students in both primary and secondary schools if they had more oppor-
tunities, from time to time, to work alongside professional artists and crafts people, or
watch them at work. Such contact would be valuable to all parties. Schools need to have
the financial resources and freedom to be able to welcome into the school people from
the community with special arts skills. It should also be possible for groups of students,
where it can be arranged, to work for a time in an artist’s or craftsman’s studio. There are
examples from other countries of the employment of ‘artists-inschools’ which demon-
strate the usefulness (indeed the excitement) of having artists work with students. Some
existing regulations may need to be varied to make these arrangements possible but the
effort would be well worthwhile. Broadening of programs in ways which blur traditional
age, sex and status barriers has particular potential for assisting in the achievement of the
major objectives of the art/craft programs.

G.7 The conventions of school time-tabling are more difficult to alter. There is as yet
little evidence of fully flexible scheduling of school programs in ways which facilitate
achievement of general objectives. Schools traditionally schedule art/craft periods late in
the day and often late in the week. The periods allotted are often short and bear no
relationship to projects being undertaken; nor is there any accommodation of schedules
to the requirements of particular projects. The scheduling processes often inadvertently
impress upon students the lack of importance of arts programs.

G.8 As with other art forms, the visual arts and crafts pose problems for teachers in
determining how much emphasis there should be on skills training. The problem is not as
acute with the crafts since the concept of a craft is the concept of the application of a
particular skill to shape material to a desired end. Assuming skills training is needed at
some point, the problem for teachers is to decide when and how demonstrations and
practice of skills should occur. Their problem is to do this in a way which does not stifle
the expression of students but rather enhances it. While debate rages as passionately as
always among experts, classroom teachers often feel acutely the lack of some guidance
in the handling of this problem.

G.9 One avenue, both for improving the content and organisation of programs and of
helping teachers to discern when and how to give assistance to students, could be curricu-
lum action projects operated by groups of schools in close proximity to each other. The
process of development of materials, trialling of these ideas in schools, reshaping of the
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materials, in-service training of teachers, and expert support for those teachers implement-
ing the materials are aspects of effective curriculum development and renewal. Some
personnel and financial resources additional to that generally available are necessary but
since curriculum development projects of this kind are generated and evaluated by the
teachers themselves, that is, those directly concerned for the quality of the experiences
they are offering children, they are well-received.

G.10 The widespread lack of sufficient well-planned facilities and insufficient suitable
equipment and materials make the burden of teachers of the visual arts and crafts in
schools, particularly primary schools, a heavy one. Lack of funds to buy art/craft
materials and lack of an art-room are often cited by teachers as reasons for poor pro-
grams. These deficiencies certainly contribute to the limitations of these programs:
indeed, they may be more necessary for the many less skilful teachers than for the few
who are really expert. Expert teachers are often able, with very few resources, to devise
experiences which are not repetitive or pointless.

G.11 Reference has already been made to the expectation that general classroom
teachers will provide the visual arts/crafts teaching, despite their lack of necessary training
and skills. The deficiency of skills arises initially from inadequate school experience but
is then compounded by the general structure of training courses which do not allocate
adequate time to art/craft core courses. It is not possible in the space of a few course
hours to acquire a range of art/craft skills and then the further skill of organising pro-
grams for children. Still less do training courses enable student-teachers to integrate the
arts into the general curriculum of primary schools, for example, language, social science
and science.

G.12 At the secondary school level, specialist arts teachers naturally reflect the type
of training they have had. Frequently, they have had specialist courses designed essent-
ially for professional artists and crafts people. There is competition among the specialities
for staff and resources, the press being towards specialisation rather than integration. This
tendency is carried into secondary schools where arts teachers are often left to compete
with each other for resources. Seldom are there integrated arts departments uniting
specialist teachers in programs which cross arts frontiers, associating the visual arts
and crafts with music or drama, for example. These could be ways of developing and
strengthening programs in the visual arts and crafts.
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1
INTRODUCTION

1.1 This Report deals with the current position of the arts in the regular education
system of Queensland. It draws heavily on the following position papers prepared by
members of the Queensland Steering Committee:

« Art — Mr J. Shaw, Senior Lecturer in Art, Kelvin Grove College of Advanced
Education.

« Music — Mr K. Siddell, Supervisor of Music, Department of Education,
Queensland.

« Drama — Ms Win Colvin, Lecturer in Speech — Drama, Mount Gravatt
Teachers College.

« Film and television — Mr James Mitchell, Administrator, Queensland Festival
of the Arts.

« Dance — Ms Jill Cadden, Teacher of Dance, Brisbane.

1.2 The Report also incorporates results of a Survey on the Teaching of the Arts in
Schools by the Research Branch of the Department of Education {March 1977).

1.3 It is realised that this Report does less than justice to the situation outside the
regular education system. We have had numerous submissions which relate to adult
education, the position of the various arts in the community and the areas in which
change and support are needed. We have attempted to some extent to draw upon these
submissions but the treatment is still by no means exhaustive.



2
GENERAL CONCLUSIONS

2.1 We would venture to state the following as conclusions of general application to
education and the arts.

2.2 We find that commonly the educator acknowledges the significance of the arts
and the importance of their being recognized and accommodated within the education
system. To some extent, however, we think that this is a response to increasing public
awareness of the importance of the arts to the whole human being but in many areas all
that is being done is to pay lip service to the principle. In practice, in face of the pressures
which are imposed by enlargement of the scope of the basic subjects, there is a discernible
tendency for the arts to be regarded as time consuming and time wasting, essentially
peripheral and insignificant. This tendency will as often be found in parents and students
as in the school. We think that this approach tends to be enhanced by a view which is
still quite widely entertained in the community that they are unmanly and by a parallel
view which tends to be held, as we think, by educators that they are ‘soft options’. The
exceptional case is when the principal is genuinely committed.

2.3 The consequence is that the privileged continue to enjoy the enriching experiences
to be derived from the arts to a significantly greater degree than the rest of the com-
munity; that a ready channel for enthusiastic participation by the young in the learning
process is neglected and with it a means to promoting freedom of thought and expression
and realising the potential of the whole man.

2.4 We express strongly the view that no school-leaver has been educated until he
has been involved in at least one of the creative arts, both in doing and appreciating, to
the stage of having some understanding of the purpose, values and possibilities of the
medium.

2.5 Those whose response to the explosion of knowledge is constantly to expand the
scope of school courses in the core subjects will regard this approach as an unrealistic
invasion of the available time. But of the nature of things, it must soon be recognized that
the explosion of knowledge is of such a magnitude that not only is the universal man an
illusion of the past but so also is the complete expert in any one discipline. The emphasis
should be on essential principles rather than on particular applications and time must be
found, at all levels, for production of the complete human being. At the Headmasters’
Association Conference at Cambridge (UK) on 2 April, 1976, the following proposal was
put by the President, Mr Pat Martin:

‘Pupils under 16 should take no more than a core of examined subjects, English,

Maths, Foreign Language, and a Modern Science for % week — the other % on
subjects valued for their contribution to a vision of the quality of life.



2.6 There is an obvious tendency to rationalise an educational approach which accords
the lowest priority to the arts and indeed to the humanities. In our view there should be
a determined stance taken by education authorities against this attitude. We realise that
the modern approach is to give the maximum of discretion to the principal. We offer
no criticism of this approach. We would, however, point out that there is nothing in-
compatible with the position of a ship's captain,in the owners specifying both the cargo
and the destination. Principals can and, in our view, should be told that it is the policy of
the education authority that, where they are available, students attend a specified
program of activities provided either by multi-arts touring groups, local groups or the like.
Those whose schools are so remote that they are not reached by appropriate activities
should be invited to seek from the authorities some substituted activities, film or the like.
It should be the object of the system that all children, not only those in the major centres
of population, experience a minimum program of artistic activities during their school
years. Again, the widely reported feeling of teachers in the arts subjects that their subjects
are regarded as trivial or irrelevant should, we think, be countered by an active expression
of policy at the highest level which expresses respect for the arts and sympathy for their
involvement in the whole process of education.

2.7 In our view education authorities should take a determined and specific stance
against attitudes in the schools or in the administration which would accord the lowest
priority to the arts and to the humanities. In our view this stance needs to be not merely
a pious statement but should take positive form and we suggest certain specific require-
ments below.

2.8 From official approval translated into positive action will flow inevitably most of
the improvements which are obviously called for at present. Essentially they include more
specialist teachers of each of the arts to supplement class teachers and to act as consult-
ants, regional advisers and so forth. Enlarged art content in the CAE courses is obviously
called for even in the specialist courses and curricula in which arts subjects are purely
elective will become the exception.

2.9 Specifically we recommend that one arts subject (possibly a multi-arts course)
should be an essential part of secondary schooling — not merely in Grade 8 but through-
out. It follows from what we have said above that the same applies to the courses taken
by trainee teachers.

2.10 There are inevitably many deficiencies in the provision of texts, equipment of
various types, instruments, audio-visual resources and their maintenance and use.

2.11 A system of teaching the arts which is confined to the school itself is inadequate.
This will be so even if, as we think desirable, the practising artist is brought into the
school as much as possible. In addition, however, the major art forms should be taken on
tour as indeed is not uncommon at present. In this connection it may well be found that
a suggestion made to us of multi-arts groups touring at least in major centres has much
to commend it from the point of view of economic deployment of the groups on the one
hand and convenience to the schools on the other. We cannot however over emphasise the
importance of high quality of content tailored to the needs of children. In a State like



Queensland there will always be schools which cannot conveniently be reached by touring
groups. The aim in such cases must be to provide some substituted activity and film and
video-tape are amongst the obvious possibilities. It should be laid down as the policy of
the education authority that all students in the State participate in a program of artistic
experience, the minimum dimensions of which are stated.

2.12 In practically all schools in the public sector at least, there is a serious accom-
modation problem. This is confirmed by the Survey into the Teaching of the Arts in
Schools referred to in paragraph 1.2 above. The Commonwealth has in the past few
decades provided funds for the provision of science blocks in the secondary schools. The
time is now ripe for serious consideration of a program for the provision of multi-purpose
arts blocks, the facilities of which need to be designed with a scrupulous regard for user
requirements and after careful consultation with those who must work in them. There is
no sector of arts education from which we have not had a complaint of serious deficiency
in accommodation. Society will derive a double benefit here, for it is obvious that these
buildings can also serve the community, out of school hours, as the performing arts
centres which are so desperately needed. It is heartening that the Department is consider-
ing such a development in selected primary schools and the Premier, Mr J. Bjelke-Petersen
has recently announced a policy of community access to the schools.

213 Lastly, it is apparent from many sources that there is a strong probability that
much of the good which is done in the schools is lost by a lack of continuity between the
schools and tertiary institutions on the one hand and community art groups on the other.
Means of developing this continuity must be found. All performing arts groups would
benefit from recommendations from the schools for school-leavers to join.



AIMS

3.1 It became apparent at an early stage of this inquiry that it was necessary to
attempt a definition of the role of the arts in society with a view to identifying the object
of studying the arts. We approach the subject with diffidence because the experts have
not succeeded in articulating a philosophy of arts or arts education sufficiently cogent to
gain general acceptance. We venture to suggest the following statements which are a
synthesis of views given to us in submissions by Dr Val Vallis of the Department of
English, University of Queensland and Dr Colin Crisp of the School of Humanities,
Griffith University.

3.2 Fundamentally the role of the arts in society is two-fold. On the one hand they
are concerned with the discovery, exploration and growth of human potential. On the
other their role is to condense the collective experience of the society. They tend there-
fore to reflect its collective values, attitudes and standards. This means that the arts are a
unifying force in an increasingly fragmented society and one which may accordingly
contribute to such things as a sense of national identity.

33 The object of studying the arts could be said, in a narrow sense, to be the training
of performers and technicians, actors, painters, poets and musicians. This, of course, is an
important function but in its broadest aspect, an aspect which is relevant to the position
of every educated human being, the study of the arts serves to enlarge the individual and
to identify and heighten awareness of the values, attitudes and standards of our society.
It does so in relation to those values as they presently obtain and as they have developed
over the period of our society’s history. As Dr Vallis put it: ‘Our membership of civilis-
ation is not limited to Brisbane, Sydney or even Canberra. Nor is it limited to 1976".

34 So approached, participation in creative activity is seen as enabling every child
not only to realize his own potential but to inherit the cultural tradition of his society. It
goes far beyond the training of the performer. In this connection we must emphasise that
a philosophy of education which rejects norms, standards and criteria may be fashionable
but is not, we think, acceptable.

3.5 The above formulation is not, of course, exhaustive. Nonetheless, we have found
it helpful because it enables us to proceed to the next step. This is to ask the question:
‘Why then include the arts in education?’. We suggest the following as some practical
answers:

a) If the study of the arts is left out of the education system this enriching
experience will be confined to the privileged who, having enjoyed it them-
selves, will spend their time and money ensuring that their children too enjoy
it



b) ‘Art in various forms is one of the few activities which the youth of our
society is truly enthusiastic about. It makes sense to channel this enthusiasm
in positive directions and see that it informs and relates to the rest of the
work they do at school” {Dr Crisp). We reject the notion of the various arts
as ‘soft options’. They are, in fact, more time consuming and more difficult
than the vocational subjects. They involve constant value judgments whereas
the bulk of the problems in the vocational subjects, in the final analysis, are
susceptible of a direct answer.

c¢) The study of the arts involves and requires total freedom of mind and expres-
sion and is therefore specially appropriate to the citizens of a democracy.

d) They provide a form of stimulation which we all desire and need.

e) They provide a dimension of communication of which no one should be
deprived.

3.6 Having accepted that the arts ought to be included in the education program, the
next problem is to identify the type of education which is to be offered. We would quote
from a submission made to us by the Artistic Director of the Queensland Ballet who said
that basically there are three different types of dance education, namely:
a) education about dance - dance appreciation without necessarily involving
the students in dance performance themselves;

b) education in dance — the student is encouraged to realise his full potential as
a dance performer (not necessarily using the word ‘performer’ to indicate a
theatrical aim);

c) education by dance — dance used as a therapy either to ‘release’ the student
psychologically or to help (perhaps the awkward mover or handicapped
person) towards the achievement of an easier, more harmonious therefore
more efficient way of moving.

One could say much the same thing about any of the art forms. To these, we would
add:

d) education through the arts — the arts used as a means of bringing the student
to an awareness of the finest values of the civilisation which he has inherited.

While (c) is debatable so far as concerns the regular education system, we think it obvious
that any reasonable curriculum should aim at (a), (b) and (d).



ART

Kindergarten and Pre-school Level

4.1 Approximately 10 per cent of the infant population is accommodated in 250
kindergartens catering for the three to five year group. The pattern of pre-school level art
education established by the Creche and Kindergarten Association is regarded as of high
quality. The Department of Education has recently developed pre-school centres which
cater for approximately 45 per cent of the four to five year age group on a 2% hour day
basis. An additional 800 children undertake correspondence courses in pre-school educa-
tion under the guidance of parents. It is the object of the Department of Education to
maintain appropriate standards in the teaching of art at this level. The teachers derive
from short conversion courses and it is obvious that there will be a need for constant care
to ensure that the necessary standards are in fact maintained, if necessary by in-service
courses and seminars and the like.

Primary Schools

4.2 Art is a compulsory subject in all State primary school grades and occupies two to
three hours per week. There are no specialist art teachers in the schools although there
are some fifteen advisory teachers for the primary system who visit the schools on the
request of principals. It is the policy of the Department of Education that primary art
like primary music is taught by the class-room teacher. This policy necessarily focuses
attention on the training of general primary teachers. At most of the six teacher training
institutions there is a compulsory semester of art education of four hours per week in the
first year and a further semester of three hours per week in the second year. More than
twice this time was devoted to art and craft areas in the 1960’s and it is obvious that it
represents the bare minimum and that serious consideration to increasing this time should
be given. We have heard a suggestion that one college of advanced education is actually
considering doing away with art training for primary teachers. Having regard to the
departmental policy this is obviously quite unacceptable. As we have said elsewhere, we
do not support the notion that art can fairly be described as a soft option.

Secondary Schools

4.3 We realise that there is no practical possibility of specialist art teachers in every
school in the foreseeable future. Nevertheless, the concept of specialist support in the
form of visiting teachers and practising artists should be within the bounds of practical
possibility. In this connection there has been overwhelming response to a survey of
primary school teachers conducted by the Queensland Art Teachers Association as to the
desirability of specialist support. This is confirmed in relation to all art subjects by the
Survey into the Teaching of the Arts in Schools referred to in paragraph 1.2 above.



44 Art is compulsory in Grade 8 but thereafter is an elective subject. Its treatment in
Grade 8 varies from school to school. It is often awarded only 35 to 45 minutes per week
which is a clear indication that it is not taken seriously. Nothing useful can be done in
this field in this sort of time. In the secondary school art suffers under stringent pressure
for academic and vocational subjects. There are also practical and resource problems.
Practical art needs a succession of periods and this presents time-table problems.
Accommodation and material provisions are unsatisfactory in many cases. Of recent years
a general increase in the number of art teachers has occurred and promotion oppor-
tunities have improved. There has been significant improvement in performance in
country schools which is attributed by Mr Shaw to the moderation system attendant
upon the Radford recommendations. There is some improvement in accommodation but
much remains to be done. There continues to be a need for teachers to have access to
funds for the purchase of expendable materials.

45 We see two areas of deficiency in relation to the secondary schools. First, we
would repeat what we have said elsewhere with regard to the priority being widely
accorded to the academic and vocational subjects. In our opinion it is not acceptable for
a secondary school student to be totally divorced from all experience of the arts for the
last four years of his schooling. It should be possible to devise a system under which he
must elect one of the arts subjects, possibly a multi-arts subject, in each of Grades 9 to 12.

4.6 The other limiting factor on art training in the secondary schools is the content of
the course offered by the college of advanced education which trains all secondary art
teachers. Mr Shaw draws attention to the fact that other art teaching courses throughout
Australia have a very much higher percentage of course time in arts subjects. The percent-
age in the Queensland course is of the order of 50 per cent. We would suggest that this
should be reviewed.

4.7 The aims of the Program in Art for Primary Schools are set out in Appendix 1 in
Mr Shaw’s Report.

18 The general aims of the syllabus in art for Grades 8 to 10 (September 1974) are
as follows:
“To foster an understanding of and responsiveness to our own and other cultures

by providing encouragement and opportunity for the development of four major
areas of aesthetic education —

« Creative expression
+ Skills

+ Discrimination

« Knowledge,

Over emphasis on technical skills and knowledge beyond the pupil’s require-
ments for development in creative expression and discrimination should be
avoided.’

49 Under the heading ‘Theme and Approach’ the syllabus states that emphasis should
be placed on the observation of design forms evident in nature and necessary in art and
should explore the following elements:



« Shape relationships

« Structural relationships

« Relationships of mass

« Spatial relationships

« Tonal relationships

« Colour relationships

« Textural relationships

« Qualities of mood atmosphere and movement.

410 A program in art for Grades 11 and 12 which is currently proposed sets out its
general aims as follows:

Aims ~ Obijectives

To develop creativity The student will be able to:
use his imagination, solve problems, invent,
experiment.

To acquire knowledge and The student will have competence in:

skills art materials and equipment, media art processes.
The student will have an associated knowledge
of:
design elements, theory and history of art forms.

To develop discrimination The student will:

and appreciation be self critical, be critically aware of his environ-

ment, make sensitive judgments, value the
contribution to society of creative people.

Existing Structure of Postsecondary Education in Art and Design

4.11 General. Despite the apparent lack of an overall planning statement in post-
secondary art and design in Queensland, response by institutions to emergent needs has
created a fairly clear pattern of development and a number of institutions now fill
specific roles in this area of education. There are two notable gaps in the pattern in that
no institution has yet undertaken the role of leadership in art in special education or art
therapy but generally both practical and theoretical areas are well covered throughout
Queensland, mainly in institutions not established primarily as art schools.

4.12 The College of Art at Seven Hills is the only art institution per se in Queensland
and conducts largely practically oriented courses mainly in areas which have traditionally
been described as ‘fine arts’. This is under the Department of Technical Education which
is also responsible forthe Coorparoo Technical College with a certificate course in studio
ceramics.

413 The colleges of advanced education, having been developed largely in regional
centres tend to fill the role of regional art schools in catering for local community needs
in practical as well as theoretical areas. These activities have occurred as offshoots
generally from courses in which art was provided as a component in teacher education
and some colleges have succeeded in establishing specialist reputations by their work in
such fields as jewellery, textiles, ceramics, or primary and secondary art education
studies.



414 The University of Queensland unlike the colleges, provides a ‘fine arts’ course
with no practical component, concentrating instead on history, philosophy and aesthetics.
Architecture students have, however, had contact with visiting tutors in practical arts
areas.

4.15 Other bodies acting in an entrepreneurial capacity throughout Queensland offer
art education at various levels thus:

a) The Board of Adult Education makes available short courses in many art
forms in ten Queensland districts: Metropolitan, Moreton, Toowoomba,
Maryborough, Bundaberg, Rockhamption, Mackay, Townsville, Cairns and
Mount Isa.

b) The Queensiand Arts Council operates workshops annually.

c) The Craft Association of Queensland organizes lectures, classes and work-
shops throughout the State.

d) The Queensland Potters Association runs regular metropolitan classes and
organizes other workshops as well as initiating publications and films.

e) The Australian Flying Art School offers tuition mainly in painting and draw-
ing in country centres.

f) The Queensland Department of Education offers inservice vacation work-
shops mainly of a practical nature for teachers.

The Process of Postsecondary Education in Art and Design

416 The Process of postsecondary education in art and design in Queensland dis-
plays many differences between courses but also a high degree of interdependence,
particularly in the study of art education. It may be seen that few courses are solely
concerned with art, but that art is in most cases a component of a course designed for
another purpose such as education or architecture.

417 The College of Art by its nature has the main task of providing courses aimed at
the development of professional artists and designers. Three year courses for Diplomas in
Art and Graphic Design have entry requirements of a senior pass level including English
and art. The study of English at post-secondary level is available within the courses so
that graduates will be able to satisfy Queensland Department of Education requirements
of a second teaching subject if they wish to undertake the postgraduate Diploma in
Teaching at Kelvin Grove CAE. Certificate courses in applied arts are also available and
entry to these requires a minimum junior level pass.

418 Darling Downs Institute of Advanced Education with an entry requirement of
a minimum TE score of 810 has a quota of fifty full-time and five part-time students for
the Diploma of Arts (Creative) which includes visual and performing arts. Graduates from
this course intending to teach must complete the post-graduate Diploma of Teaching at
Kelvin Grove CAE for which a second teaching subject is required.

419 The University of Queensland offers (within the Bachelor of Arts course)
subjects in the areas of art history and appreciation. A minimum TE score of 880 is an
entry requirement. Graduates with these subjects who wish to become art teachers must
first obtain proficiency in practical art areas as well as completing the post-graduate
Diploma in Teaching at Kelvin Grove CAE.
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4.20 Kelvin Grove College of Advanced Education offers the Diploma of Teaching
(Secondary Art) as a three year course with a quota of fifty-five students in first year.
Entry requirements include at least twenty semester units in subjects approved by the
Board of Secondary School Studies, and at least twelve points in four semesters of
English and of art. A one year post-graduate Diploma of Teaching (Secondary Art) is also
available as outlined in paragraphs 4.17,4.18, and 4.19 and these two courses provide for
all of the art teachers trained in Queensland. An Associate Diploma in Visual Arts will
be offered from 1977. This is a two year full-time course and four year part-time course,
of a practical, vocational nature with emphasis on craft areas.

4.21 North Brishane College of Advanced Education will offer an Associate Diploma
of Art in 1977 designed to give a broad grounding and appreciation in a number of art
activities.

4.22 Primary/Pre-school Courses offered at Capricornia IAE, Darling Downs |AE and
at the CAE's of Kelvin Grove, Mount Gravatt, North Brisbane and Townsville include
compulsory units of art with an elective major study. Entry requirements are as outlined
in paragraph 4.20 but not including four semesters of art.

4.23 Other bodies as outlined in paragraph 4.15 offering post-secondary art education
tend to be characterized by short duration workshops often tutored by imported artists
of international stature. Funding for these workshops comes from cultural grants at either
State or Commonwealth government level but organized locally.

Co-ordination of Postsecondary Education in Art and Design

424 Co-ordination occurs formally within the framework of the Board of Advanced
Education and its Course Assessment Committee but as this Committee has only been
convened to consider firmly based course proposals, it is apparent that initiatives have
come from other quarters.

425 Informal co-ordination occurs through contact between institutions at the
personal level, sometimes through involvement with community organizations such as
those outlined in paragraph 4.15 or through professional bodies such as the Australian
Society for Education Through the Arts and the Queensland Art Teachers Association.

4.26 The informal contact between educational institutions and community organiza-
tions enables the expertise of lecturers to be employed in community projects while
enriching the institutions by contact with visiting lecturers and providing information of
community needs as evidenced by recent course proposals.
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MUSIC

Primary Schools

5.1 The heart of music education in the State primary schools is the ‘Curriculum
Guide to Music in the Primary School’ which provides the class teacher with the basis for
teaching the five fundamental activities of singing, playing, listening, moving and creating
which in turn lead on to musical literacy — namely reading and writing music. Music
education in the State primary schools is essentially the function of the class teacher.
The eighty music teachers in the service are appointed mainly in large practising schools,
and while they take classes of children for music, it is as a means of fulfilling their func-
tion of teacher education that they are primarily employed. There are thirty part-time
teachers whose function it is to supplement the work of the class teacher where the latter,
through lack of training, is unable to carry the program out without assistance.

5.2 The series ‘Adventures in Music’ which consists of tapes and explanatory booklets
has been provided to all schools. It is essentially directed to music appreciation but is also
capable of being used to some extent for participatory activities.

5.3 The Curriculum Guide to Music is being implemented in approximately 40 per
cent of the primary schools of the State. The balance of the schools rely for music experi-
ence on radio programs but it must be remembered that the radio signal received in many
parts of Queensland is less than adequate.

54 The system depends on the training of class teachers in music to the level at which
they can implement the Curriculum Guide to Music. The colleges of advanced education
offer music as a subject which, as a general proposition, is elective only. Something of the
order of 25 per cent of student teachers take music. It is obviously necessary to supple-
ment the system and this is done by inservice courses and seminars and there is a number
of advisory teachers with responsibility for an area.

5.5 The aim of the system is to provide this experience of music for every child in a
primary school in the State. It seems obvious, therefore, that a system which permits the
arts subjects, including music, to be taken on an elective basis is unsatisfactory. 1t must be
remembered that the teaching of the arts, including music, in the primary schools, by the
class teacher is not a stop-gap but is regarded as integral to the education system. This is
not to say that there is not a strong body of opinion in favour of specialist music teachers
in every primary school and indeed in every school working with the class teachers but
obviously this will not be achieved in the short term. Desirably, therefore, all student
teachers should be required to take one or more arts subjects or possibly multiple arts
subjects as part of their course of training. The present program of in-service training
courses and seminars should obviously continue for as long as is necessary.
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5.6 The Report makes the point that at the resource level sound reproduction equip-
ment and reference material are needed in most schools and that suitable accommodation
for the teaching of music is not generally available. The need for visits by small multi-arts
performance groups is stressed. The latter is a theme which will be found to recur in
relation to many of the art forms.

Secondary Schools

5.7 Presently, secondary school music education centres around the course in music
approved by the Board of Secondary School Studies. This is not a specialist musician’s
course but one oriented to an appreciation of music and an understanding of the relation
between music and the other art forms and the society in which they emerge. In addition,
however, there is a participatory element which involves some composition (and therefore
some harmony and counterpoint) and performance on the simpler instruments. This
course requires trained musicians to teach it. Sixty-four schools (thirty-eight State schools
and twenty-six non-State schools} offer this course to Grade 10 level and progressively
less to the higher grades.

58 It is at the secondary school level that the competition between the arts and the
vocational subjects becomes increasingly apparent. The question is whether the whole
education system does not involve the secondary school student specialising at too early
an age. Not all students go on to tertiary institutions and of those who do the overwhelm-
ing majority are finished with their education in the arts by the time they leave school.
We think it right to say that no school-leaver has been educated unless he has had a
worthwhile active experience of the arts. This is not to suggest that the purpose of educa-
tion in the arts is to make musicians, painters and poets of all who pass through the
system. The object of a true education system should surely be to produce in the school-
leaver an appreciative awareness of what has happened in past history in at least some of
the arts and what is happening in them at present; to devise multi-arts subjects, the special
advantage of which would be to demonstrate the interaction of all creative activity and
its relation with the society out of which it grows. The provision of such courses will
obviously require teachers who are trained for the purpose in all secondary schools. This
we see as the major deficiency of the secondary school system.

5.9 At this level also there are urgent accommodation needs and they involve major
expenditure. A music room for every teacher is essential and the requirements involve
two class rooms, practice rooms, high security instrument storerooms, staff rooms and
resource storage areas. The view is expressed that every school should have a multi-
purpose hall suitable for performing arts. There is at this level also a shortage of instru-
ments, class texts, reference material and audio-visual resources. Even without a major
expansion of the system further advisory teacher assistance is required and pre-service
teacher education for all teachers graduating from training institutions and entering the
State service.

Instrumental Music Tuition

5.10 Instrumental music tuition is offered in State schools in eleven main areas of the
State involving eighty-four full-time and twelve part-time teachers giving instrumental
tuition in group situations to upwards of 6,000 primary and secondary school students.
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Financial support takes the form of the provision of instruments for many beginning
students and the support system for this provision includes a program of repair and
maintenance. There is also an instrumental music lending library. An interesting feature
of this program is the residential instrumental camp held in 1975 and to be held again in
1976. The scheme is currently based on the major urban centres and its extension to
country areas is dependent on massive injections of funds to supply personnel and instru-
ments. A special feature of group instrumental music teaching is that teachers trained for
such activities are needed and it is suggested that tertiary institutions could give attention
to this area.

5.11 This activity again highlights the necessity for suitable accommodation and of
course, any extension of the scheme will involve extensions of the music lending library
and the instrument repair and maintenance system with all that is involved.

5.12 The need for improved accommodation is emphasised in practically all the
submissions we have received. Thus the staff of the Music Department of the University
of Queensland make exactly the same point. They too say also that the provision of
equipment such as musical instruments, microphones, amplifiers, gramophones, cassette
recorders and the like for creative music is far below the desired standard. They contend
strongly for the use of television as well as radio to increase children’s love and under-
standing of music.

5.13 An interesting suggestion by the Music Department of the University of
Queensiand is the setting up of a specialist music school for the training of children aged
eleven to eighteen years.

B.14 The existence of the fine films dealing with various aspects of the world's music
seems to us an important point which should not be lost sight of. We see the planned
circulation of material of this sort as a valuable means of supplying experience of the arts
in areas which are remote from the urban centres. No great expense should be involved.
It would seem, we think, to be largely a matter of co-ordination and planning. Apart
from this the suggestion is made that trained film-makers should be available to work in
collaboration with music educators and musicians to produce high quality television and
other films either on a national scale or preferably at State level. It is known that the
State of Queensland is currently interested in the establishment of a local film industry
and this suggestion seems to us to be worthy of examination in relation to all of the art
forms and to underline yet again the interdependence of the art forms. Lastly, the same
source makes a suggestion which is echoed in many other submissions. This is the pro-
vision of multi-arts blocks in the schools funded on the same lines as the science blocks
provided by the Federal Government over the last decade or two. We see this as a positive
aim to which Government should be committed. We think that it would serve not merely
the immediate purpose of providing a venue for the training of school children but that
it might fulfill a widespread need throughout the remoter communities for a venue for
performance of the arts by those outside the school system. Accommodation is a problem
with the Queensland Conservatorium itself. There is need for additional rehearsal space
and alternative performing areas.
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Community

.15 There is a demand in more than one quarter for the establishment of a Jazz
Faculty at the Queensland Conservatorium of Music. The 31st Australian Jazz Conven-
tion goes so far as to suggest that there should be an independent and autonomous
Director of Jazz Studies at the Conservatorium and independent and autonomous part-
time lecturers at the same institution.

.16 A point which we think worthy of serious attention is the suggestion that
musical groups should be actively engaged in involving the school-leavers so that the work
done in the schools is not lost.

5.17 There is obviously a continuing requirement for the co-ordination of the various
bodies and institutions involved in the arts. As an example the Conservatorium opera
workshop is hampered by the unavailability of a student orchestra for its productions.
There is now a State funded Queensland Theatre Orchestra and there are obviously
possibilities in co-ordinating the activities of the two.

General

5.18 The problem of the country areas {(remoteness from the major centres) requires
constant attention. A suggestion which emanated from Mount Isa is for the setting up of
a flying music school. From many sources we have had suggestions for the establishment
of music centres throughout the State staffed and funded by the Department of Educa-
tion. We refer elsewhere to the possibility of setting up multi-purpose arts blocks in the
schools which could also serve as community arts centres out of school hours. With such
a centre as a base for operations we would think that existing personnel and equipment
resources might well be adequate for greatly enlarged community involvement without
great additional expense. In other words we would think that once such arts centres were
in existence it would be a matter rather of organisation than of additional duplicated
systems to achieve this object.

5.19 A paper from the Queensland Opera Company makes a point in relation to
music which is echoed in submissions in relation to the other arts. It is that there must be
a worthwhile transition of action from the schools into the community. Queensland
Opera Company is heavily involved in the school system. A suggestion from this source is
that extra-curricular music activities be provided on a formal basis — say on Saturdays —
to complement the school curriculum.

5.20 The Australian Society of Music Education {ASME) submission emphasises the
need for provision of performing arts centres and for more teachers in advisory and con-
sultative positions to help the class-room teacher. In dealing with the ASME submission,
it is convenient to refer to a special problem which seems to be of general application.
There seems to be a widespread view that many education administrators and in parti-
cular many principals are not sympathetic to the arts, regarding them as an invasion of
the limited time available. We reject this approach which we have dealt with in general
terms in paragraph 2.6 above.
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DRAMA

Rationale

6.1 Drama is one of the oldest art forms known to man and appears to have its origin
in the impulse to imitate and ritualise certain activities in his environment in an attempt
to understand and control them. The instinct to play, which appears to be shared by
young creatures of all species is now recognised by educationists as an important part of
the learning process, which continues to be equally valuable throughout adult life. It is
still true that drama, like all art forms, can contribute to man’s understanding of his
culture, and can hint at solutions to problems. Its close relationship to play, with its
educational and therapeutic value, should also ensure its place within any education
system.

6.2 Drama can therefore be justified as an area of study in the same way as art and
music, from preschool to tertiary level and as a community activity which is both
demanding and absorbing. In schools, drama has two main aims:

a) As an extension of children’s play, to stimulate and develop the students’
own creative abilities in producing their own work. While we do not antici-
pate turning out large amounts of original work of high quality, the experi-
ence of working through the process of invention itself helps to give an
understanding of the principles on which the art form is structured.

b) As performance, and as study of drama as literature, to foster the understand-
ing and appreciation of the works of art which have been produced by human
beings in the past and present, as forming part of our cultural heritage.

Pre-schools

6.3 Most teachers of preschool children have some training in drama. The Early
Childhood Drama Project mounted by La Boite Theatre and the Pre-school section of the
Department of Education is based, broadly, on curriculum material and its success
depends upon the co-operation of the actor-teacher team and the teachers in the schools.

Primary Schools

64 Although drama is an integ?al part of the program laid down by the Language Arts
Curriculum Guide of 1974, in practice, it is not mandatory and drama has been left to
the few enthusiasts who believe in its value. It would seem that the attitudes of adminis-
trators and parents militate against general perception of the educational value of drama
in schools. We would therefore emphasize that there needs to be a recognition by
administrators in government and in schools and by the community that drama is an area
of study in its own right comparable with any other subject. We think that the position
paper rightly makes the point that once this recognition is established, other essentials
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will follow, for example, trained personnel, resources centres, advisory services, space,
rostrum blocks, lighting facilities and so forth. A pilot scheme introduced in the North
Brisbane region by the Department of Education is worth noting. A team of teacher-
actors, the North Brisbane Theatre-in-Education Service, visits schools in the region acting
as resource personnel.

Secondary Schools

6.5 Until 1973 drama was done as a part of the English course and usually, therefore,
from a literary point of view. Since 1973 the Board of Secondary School Studies has
had a trial syllabus in speech and drama for Grades 8, 9 and 10 which has since been
expanded to Grades 11 and 12. Fourteen schools are now taking part in this trial pro-
gram. A high level of interest has been generated but the percentage of schools involved is
small. There are 120 secondary schools in the State system. As demand for the subject
increases there will be a problem in providing trained teachers. In this connection it
should be noted that there is, as yet, no course for specialist teachers of drama at any
college of advanced education. From 1977 there will be an elective speech and drama
‘teaching subject at Mount Gravatt College of Advanced Education as part of a joint
program with Griffith University. The speech and drama subjects at other colleges of
advanced education are not designed to train teachers of the subject. A theatre course,
initiated by Dalby High School was begun in 1976 and is to be extended to four other
high schools in 1977, Elsewhere drama is included in the English curriculum by those
teachers who feel competent to handle it. It should be stressed that the appointment of
a person responsible for the promotion and supervision of the subject is vital at this stage.
An advisory teacher has recently been appointed in English with special interest in drama
but his responsibilities should be extended.

Special Education

6.6 An advisory teacher for drama in Special Education (essentially the handicapped)
has recently been appointed. Impressive work has been initiated by those working in the
Theatre for the Deaf.

Tertiary

6.7 There is some training in speech and/or drama at all CAE’s but, as pointed out
above they are not, so far, designed for the training of teachers of the subject. Courses
differ according to the aims of the institution (for example, students at Darling Downs
are trained in Theatre Arts, those at Queensland Institute of Technology are more con-
cerned with the study of Communication Arts). The University of Queensland includes
practical courses within the study of drama as part of the English courses. Student
teachers train as general teachers although some of them elect to major in drama. There
are no specialist courses for teachers of drama comparable with the courses for art and
music teachers. Kelvin Grove and North Brisbane have recently introduced courses in
Performing Arts, though again not for teachers.

6.8 We regard the training of further drama educators as probably the highest priority
in this area. There is a strongly held view against rapid proliferation of drama courses
through the schools since there are at present few teachers qualified to staff them. Avail-
able resources should therefore go to the training of personnel. The point is made that a
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competent drama teacher can operate very successfully with minimum equipment pro-
vided only that he has space. An enlarged program for the training of drama educators
needs to be supplemented by in-service training of existing teachers. In-service courses are
sponsored by subject associations (for example, Queensland Association for Drama in
Education and Speech Teachers’ Association of Queensland). Many teachers attend
seminars, workshops and conferences in their own time.

6.9 There are, of course, equipment and accommodation problems, the basic require-
ment for accommodation being indoor space, uncluttered by desks and chairs, of
sufficient size to atlow free movement to a normal sized class.

Theatre Arts and Education

6.10 General. It is important to stress that although there may appear to be a lot
of activities below, they are on the whole haphazard, unco-ordinated and rarely evaluated,
though the Queensland Arts Council is attempting to co-ordinate some of the work of
touring companies and some organizations (for example, Queensland Theatre Company
(QTC) and La Boite Theatre) have an internally consistent policy that shows an attempt
to service a clearly distinguished range of needs in their work. The disadvantages of this
lack of co-ordination include the following:
a) Many or most Queenslanders are unexposed or rarely exposed to any form of
theatre, active or passive.
b) Groups are unable to see or communicate with each other, share ideas and
thus grow in their work.
c) There is an uncritical acceptance or hostility from teachers, principals,
parents, all based on a lack of appropriate background or touchstones.
d) Work of questionable quality or motives can occur.

e) Untrained enthusiasm can be allowed to dissipate, because it is both isolated
and faced by insufficient challenges.

6.11 Theatre-in-Education. This may be defined as work where the theatrical and
dramatic elements are subordinated to the educational content — it is often characterised
by work for small audiences (for example, one class), flexible program structures allowing
for considerable participation, and programs written by the performing team. Two teams
under this definition, working entirely in this field are La Boite Early Childhood Drama
Project (Preschool/grade 1) and North Brisbane Theatre-in-Education (Primary). In
addition the Popular Theatre Troupe is developing polemical theatre through special
techniques (for example, Snakes and Ladders game) for adults. At present, there is no
regular work of this kind in the secondary schools, though Queensland Theatre Com-
pany’s Project Spearhead will attempt to fuse these techniques in selected schools with
guided exploration of the arts of theatre. The metropolitan CAE's at least offer occasional
work in this field using students.

6.12 Theatre for young people may be discussed under two headings:

a) In schools: The school play is an unevenly spread tradition, usually depend-
ing on one or two keen teachers, and according to one submission, sometimes
actively discouraged as time-wasting.
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b} Outside school (adolescents): There are many local groups, usually attached
to little theatres, offering work often of high standard and very student-
centred, like Rockhampton Youth Theatre, and the well-known, independent
Nambour Young People’s Theatre, throughout the State, and a few in
Brisbane, notably La Boite Middle Stagers, and the annual production of
Brishane Youth Theatre. The most ambitious of these groups — like those
named, often prepare their own material; this will be a major function of the
QTC's Darling Downs Project, as well as supervising training in theatrical
skills and techniques. In some ways this last project may be seen as regional
extension of their week-long experience workshops for young people.

6.13 Community and adult theatre and education. Again, scattered and sporadic.
Both the established QTC and the anti-establishment Popular Theatre Troupe involved
themselves with ethnic groups, including an attempt to find a Black Theatre. La Boite and
Twelfth Night held a course for adults on aspects of Theatre and provided intensive work
for a select group of citizens. Play/ab in Brisbane endeavours to give young playwrights
the opportunity to test out and improve their plays by workshopping them.

Community

6.14 There is frequently expressed a need for performing arts centres in major centres
of population. We consider that serious thought should be given to the establishment of
multi-purpose art blocks in secondary schools to which artistic groups in the community
could have access when they are not required for school purposes.

6.15 Submissions from the country inevitably ask for visiting performing arts groups
and emphasize the need for satisfactory communication between such groups and local
groups.

6.16 A point which is much made in relation to all the art forms is the importance of
bringing the practising artist into the schools. We agree with the proposal. it is obvious
that it is as valid for drama as for the visual arts or music.

6.17 Many of the submissions emphasize the importance of advisory teachers in
drama and it is encouraging to learn from the Department that such an appointment is to
take effect from 1977, although the provision can only be regarded as a beginning.

Speech and Drama Outside the Regular Education System

6.18 Upwards of 300 teachers are involved in the teaching of speech and drama out-
side the State school system. Some 120 teach in independent schools of which there are
approximately thirty in the metropolitan area and fifty in the country areas. The rest of
the teachers operate in private studios. The number of students involved ranges between
two hundred and fifty odd at age seven, peaking to approximately five hundred by age
eleven and then falling away again. Tuition costs are paid by parents. The leading require-
ment in this area is seen by the writer of the position paper as being a requirement for
specific qualification of teachers. There is no recognised course for teachers in speech and
drama in Queensland, and no restriction on who is permitted to teach. This consideration
reinforces the need recognised earlier in relation to the State education system for
specialised training of speech and drama teachers in colleges of advanced education.
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6.19 There is a number of children’s youth activities provided by theatres and
organisations throughout the Brisbane area and its vicinity. These activities generally
speaking centre on established theatre companies. Thus La Boite Theatre provides regular
activities on Saturday mornings and during school vacations. Twelfth Night Theatre pro-
vides ten weekly after school workshops for the seven to twelve year olds and one teenage
workshop, the tutors being qualified. It conducts regular holiday workshops in drama and
related arts. Average attendance at the after school workshops is fifteen and at holiday
workshops up to forty. A team of actors tours the schools throughout the State present-
ing two educational programs to about thirty thousand children each year.

6.20 There are theatre groups throughout the State which in varying degrees seek to
involve school age children. For example, the Nambour Youth Theatre is said to be one
of the strongest and most imaginative groups in the State and possibly in Australia. A
theme which constantly recurs in submissions from the country areas is that teachers and
notably principals seem unsympathetic to the involvement of students with local dramatic
performances and activities. We refer elsewhere to the need to counter this attitude.

Recommendations

6.21 Study of drama. It is recommended that:

not only administrators and the schools but the community must be brought
to a realisation that drama is an area of study in its own right comparable to any
other subject.

6.22 Planning. It is recommended that:

co-ordination, development (including education of the adult community in the
possibilities of drama for themselves and their children) and critical yet positive
assessment of the work going on, are essential.

6.23 Supervisor of Drama. It is recommended that:

urgent need exists for the appointment of a Supervisor of Drama to co-ordinate
programs throughout the State; until someone is responsible for direction and
supervision, progress will remain sporadic.

6.24 Specialist courses. It is recommended that:

there is a need for specialist courses for teachers of drama comparable with the
courses for art and music teachers and not merely for courses in speech and
drama which are designed to form part of the general education of the student
at tertiary level.

6.25 Accommodation and equipment. It is recommended that:

note be taken that in relation to speech and drama there are the inevitable
deficiencies of accommodation and equipment to which we draw attention in
relation to all of the other art forms.

6.26 Practising artists. It is recommended that:

in relation to drama as well as the visual arts and music it is important to devise
means of bringing the practising artist into the schools.
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7
FILM AND TELEVISION

General

71 It is obvious that the mass media plays such an important part in the contempor-
ary environment that the education system must take some account of the phenomenon.
Most people would agree that the visual media are probably the most important source
for social conditioning of the child and it follows that the education system should
involve a critical appraisal of their role in shaping values and attitudes and their capacity
to influence, persuade and manipulate.

7.2 Quite apart from this, however, they present a challenge which the young accept
with enthusiasm. We refer elsewhere in a general way to the role of the arts as a channel
for the enthusiasm of the young and as providing a means for capturing their interest for
other fields of learning. This is especially so of film and television. Most of today’s young
people are convinced, that given the chance they could make a film and this belief should
be encouraged if only on the basis that it is foolish not to take advantage of a situation
in which school can be associated with an exciting creative process. The position paper
goes on to the point that film and television provide ideal vehicles for inter-disciplinary
activity. Numerous instances of possible inter-disciplinary involvement are given.

7.3 Against this background it is remarkable that these media, as art forms in them-
selves, figure so little in the Queensland education system. To the extent to which they
are found, it is essentially as vehicles for the teaching of other disciplines.

Primary and Pre-schools

7.4 There is virtually no education in film and television short of the secondary
school. But in these same years children are heavily exposed to and manipulated by the
media. Two features seem self-evident. First, very serious attention should be given to
the quality of material to which they are exposed; and second, from their earliest days
they should be progressively assisted to learn critically to evaluate the programs which
are presented for them.

Secondary Schools

75 Most screen education in Queensland is an incidental adjunct to courses in
literature and art. There is an encouraging exception to this situation. Catholic schools
offer a full media course which includes a large section on film and television apprecia-
tion. Again the Brisbane Grammar School uses film-making extensively and St. Hilda's
School, Southport has a complete media program.
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76 As yet screen education is not offered in the State secondary schools. A proposed
syllabus for Grades 8 to 12 is currently under consideration by the Board of Secondary
Studies but no decision has yet been made. Trained teachers, proper facilities and good
method will be needed before this syllabus can be introduced.

Tertiary

7.7 The College of Art offers a one semester course in screen education as part of its
Associate Diploma of Art course. Kelvin Grove College of Advanced Education offers two
elective courses (semester length) to students specialising in subjects such as physical
education, home science, art, music and commercial subjects. Mount Gravatt College of
Advanced Education offers an elective course in media studies to third year students. It
is however, co-ordinating with Griffith University to offer a combined BA Diploma
course. The humanities students at Griffith do considerable work in cinema in their first
year including work on theory and methodology in the media. The School of Humanities
offers major courses in the second and third years involving detailed study of film and
the relationship of film to literature, history and sociology.

78 We believe that for anyone undertaking teaching, insight into the nature and
quality of contemporary culture as created by or reflected in the mass media is funda-
mental. We therefore think that the teaching colleges should include screen education
in their general courses. The position paper suggests that a general course should cover
the way in which various forms of media communication have developed, how they are
at present organised, their role in shaping values and attitudes and their capacities as art
forms. In addition we favour a specialised course in film and television for those wishing
to specialise in the secondary schools. If this is not done the teachers will not be available
for the introduction of screen education. Moreover in the short term if screen education
is to be introduced as we think it should, in the secondary schools at least, in-service
teacher training will be essential. The position paper makes various suggestions for
expedients which would facilitate introduction and encouragement of film education.

Conclusion

79 Many points of detail are raised in the position paper and we are sympathetic to
them. However, we would put in the forefront three propositions:

a) It is important that the role of film and television in education be accepted
by the Department of Education and that it be recognised that these media
are not mere sources of entertainment on the one hand and mere vehicles for
the teaching of other disciplines on the other. This position is accepted in
Victoria and South Australia, where screen education is treated as a serious
part of the curriculum and, to a lesser extent, in New South Wales.

b) It is desirable that tertiary institutions be involved in formulating criteria for
screen education if we are to avoid a lack of continuity and co-ordination

between the secondary school and tertiary level as, it is said,currently occurs
in relation to art education generally.

22



¢) Adequate equipment will have to be provided and the position paper contains
a practical statement of the requirements which we endorse. In addition
in this as in so many other fields, adequate accommodation is essential.
Consideration of the problems which attend the introduction of film and
television as serious educational subjects reinforces the conclusion which we
express elsewhere that a high priority need for the immediate future is the
provision of multi-purpose arts blocks, the facilities of which need to be
designed with a scrupulous regard for user requirements and after careful
consultation with those who must work in them.
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DANCE

Dance Outside the School Situation

8.1 Dance must be regarded as the art form which commands probably the most
widespread and spontaneous support in the community. QOutside the school situation,
wherever tuition, of whatever quality, is available, many thousands of children each year
take examinations in classical ballet, theatrical dance, highland and Irish dance and
modern dance. In addition courses leading to examination in ethnic dance are taken in
many centres the emphasis being on those which include migrant communities. In
addition there are many thousands who are also taking dance in various forms without
their efforts leading to examination.

8.2 It is true to say that almost the only limitation on the involvement of children in
dance is the availability of teaching staff. In the more isolated and smaller centres of the
west the usual pattern is that parents combine to meet the costs of bringing a teacher to
the town on a periodical visiting basis. The parents must, in addition, bear the cost of
tuition. The needs of dance education outside the school fall into three main categories:

a) If children in the remoter parts of the State are to have an opportunity of
tuition in dance some financial support for the movement of teachers to these
areas is required.

b} The accommodation available for the performance of dance is more usually
than not unsatisfactory. In this area as in so many others multi-purpose
community arts centres are an urgent need. We suggest elsewhere and we
repeat in relation to dance that a policy of establishing multi-arts blocks at
secondary schools available to the community out of school hours would go
a long way towards meeting a need which is general throughout the arts
except in the more favoured centres of high population.

c) There is a distinct need to ensure that those who teach dance are properly
qualified to do so. At a rough estimate only some 50 per cent of those who
are teaching the children of the State outside the schoof system have any
form of accreditation. A determined effort must be made to raise the quality
of those who teach dance and the time must, we think, come when the
examining bodies will refuse to accept candidates who are not trained by
accredited teachers. We appreciate that this cannot happen overnight and
that even as a policy it cannot be adopted until there is a steady flow of
accredited teachers at an acceptable rate from the teaching institutions.

Dance In the School Situation

8.3 Primary schools. As a generalisation it may be said that the subject thrives in
the infant school, palls through the middle school and becomes submerged in the physical
education program for most girls in the upper school. One of the main limiting factors is
the teacher. Dance is almost wholly elective in the teacher training system and knowledge
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of dance is not considered in any stated policy to be a desirable background for students
applying for teaching scholarships. Indeed dance as such is not recognised as an academic
unit leading to matriculation. In this connection it may be contrasted with music and
speech. It is a component in the course in health and physical education but it is felt that
it tends to be subordinated to the human movement aspect of this course. Background
knowledge -of dance does not appear as a recommended or highly desirable prerequisite
for students who elect to major in either physical education or the arts within the
elementary teacher education program. Again the limited number of elective hours
normally available within the various teacher education programs will usually limit
student exposure in a structured course to a maximum of two contact hours a week.

84 Secondary schools. As has been said above the subject under which dance is
studied is health and physical education. It is an elective area of study which means, of
course, that the teacher may decide not to include it at all and in turn the student may
elect not to pursue the study even if it is available. It is felt that a much needed develop-
ment in this area is the appointment of advisers or consultants with specific qualifications
to give leadership. The accommodation problem is ever present. Even where space is
available floor surfaces may need improvement and the facility will usually need sound-
proofing. In developing appropriate syllabuses for submission to the Board of Secondary
School Studies it is felt that the schools need advice and guidance from responsible bodies
such as the Arts Council if the broader educational objectives of dance as an art form are
to be met.
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APPENDIX

INDIVIDUALS AND ORGANIZATIONS
CONTRIBUTING SUBMISSIONS

After School Care Club, Maryborough.

Anderson Frame, Ms Olive, Musical Director, Sunshine Coast Concert Society and Youth
Orchestra.

Ashton, J.K., Head, Music Section, Kelvin Grove College of Advanced Education.
Australia Theatre Week. (see Gatton Mercury Theatre)

Australian Irish Dancing Association,

31st Australian Jazz Convention.

Australian Society for Music Education, Queensland Chapter.

Birdwood-Smith, Miss Gloria, Brishane Youth Theatre.

Board of Adult Education.

Brisbane Jazz Club. (C.R. Shaw)

Brisbane Youth Theatre. (Miss Gloria Birdwood-Smith)

Broad, C.R. Lecturer in Singing, Queensland Conservatorium.

Chapple, R.W., Senior Lecturer in Art, Townsville College of Advanced Education.
Culpin, L.R., Supervisor, Board of Aduit Education.

D’Arcy, Therese. (Speech and Drama)

Dorgan, Elizabeth and others - Lecturers in Education, Capricornia Institute of Advanced
Education.

Earle, R.S., Photography, Film-making and Video, Kelvin Grove College of Advanced
Education.

Gatton Mercury Theatre.

Gough, Mary, Wynnum-Manly Junior Eisteddfod.

Harlequin Theatre, Wynnum Central.

La Boite Repertory in the Round.

Lacey, Carol, Innisfail.

Lepherd, Laurence, Lecturer in Music, Darling Downs Institute of Advanced Education.

Lofthouse, P., Lecturer in Education Classes, North Brisbane College of Advanced
Education.

Mason, Rachel, Lecturer in Art,Kelvin Grove College of Advanced Education.

Mercury Children’s and Youth Theatre. (See Gatton Mercury Theatre)
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Minza, D., Head of Department of Art and Craft, Mount Gravatt College of Advanced
Education.

Moore, W.J., Wide Bay Art Society (apparently based on Board of Adult Education).
Mount Isa Youth Orchestra.

Noosa Arts. (Mrs M.J. Harrold)

North Queensland Ballet and Dance Society.

Paye, Paul E., Head, Oral Communication and Drama Section, Kelvin Grove College of
Advanced Education.

Pirrotta, Miss Mary, Lecturer in Speech and Drama, Brisbane Kindergarten Teachers
College.

Professional Photographers Association, Queensland.
Queensland Art Teachers Association.

Queensland Arts Council.

Queensland Ballet.

Queensland Conservatorium. (see C.R. Broad)
Queensland Folk Federation.

Queensland Institute of Technology. (Patsy McCarthy)
Queensland Opera Company. (see J.L. Thompson)
Queensland Potters Association.

Queensland Theatre Company.

Queensland Youth Orchestra.

Rockhampton Little Theatre.

Siddell, K.R., Statement on Music, Queensland Education Department Schools.

Silory, Anne J., Physical Education Department, Kelvin Grove College of Advanced
Education.

Spotlight Theatrical Company, Southport.

Sweeney, Julanne. '

Theatre Organ Society of Australia, Queensland Division.
Thompson, J.L., Executive Director, Queensland Opera Company.
University of Queensland, Music Department.

Waterside Workers Childrens Dancing Academy.

Wide Bay Regional Director of Education (F.T. Borchardt)
Worrall, J.R., Innisfail Branch, Queensland Arts Council.

Wynnum-Manly Junior Eisteddfod. (Miss M. Gough)
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. During the last three years a wide range of language
arts materials- has been supplied to Queensland primary
schools. The purpose of this publication is to

(a) outline some of the principles underlying the
selection;

(b) describe how some teachers have already used the
materials; and )

{c) suggest ways of organizing the materials for
effective teaching and learning.

Books in the classroom

-Traditionally, Queensland primary schools have been
sapplicd with 2 single English textbook and a réading
series in the upper grades and a variety of books for
reading in the lower grades,

The books for reading in the lower grades comprise a
basic reading series {Happy Venture) for Grades | and 2

and a range of eleven titles for Grade 3. Details of these |

schemes are contained in Appendices B and C.

The English textbooks supplied to Grades 4 to 7 prior
‘tothe present issue contain a variety of activities designed
for use with the 1964 English syliabus. The activities
include stories and poems to read, suggestions for oral
and written expression together with exercises in spelling,
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vocabulary and grammar. Teachers often supplement.
these activities with others from commercially-produced
textbooks and other source matenals.

Many teachers feel that a textbook provides a basic
core of learning experiences suitable for every pupxi
regardless of his ability level,

COtiher teachers consider that experiences given from
a textbook aloae are inadequate. They feel that it is
necessary t¢ provide many opportunities to use alier-
native instructional materials and to go outside the texi-
book in search of other activities relevant to the topic
being treated. Such teachers would agree with the
approach recommended by Harold Rosen:

“The noked textbooks shevld always be supplemented
with real documenis and source materia! from real
books, autobiographies, original works and novels. Any
one class will contain pupils at very different stages of
progress . . . if different ways of verbalizing new experi-
ences are left open to them they can cross the bridges
when they are ready to cross them.”*

* Rosen, H. “The Larguage of Texthooks™ in Telicing and Writing
—A Hendbook for English Teackhers (d. James Britton), Methuzn,
1967, p. 108.
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in recent years, however, increasing numbers of
teachers have moved away from using a single textbook.
‘They feel that the use of a textbook may have certain
undesirable effecis on teaching and learning in the class-
room: it may reduce the chances of catering for individual
differences; present a narrow cross-section of possible
learning activities; and give little recognition to the
principle that “children learn by using language and
learn language by using it”. These teachers would prefer
to devise a program arcund a variety of source materials,
and would select experiences from these in accordance
with the needs, interests and abilities of the pupils.

it 1s anticipated that the present issue of books for
reading and. language arts source materials, together
with the materials previously supplied, will meet the
needs of teachers whatever their particular persuasions
with respect to the use of textbooks and-source materiais.

Categories of language arts
materials supplied

The language arts materials supplied to primary
schools during 1971-73 may be categorized thus:

(a) books for reading in Grades 1 to 3

(b) books for reading in Grades 4 to 7

(c) source materialis for use in Grades 1 to 7

(i) for use by pupils
(1) for use by teachers with pupils

(d) teacher reference materials.

Thesc materials, used in conjunction with materials
previously supplied (See Appendix A) and those pur-
chased by individual schools, provide teachers with a
wide variety of resources to assist them in designing and
developing a language arts program.

Criteria adopted for selection of language
arts materials ‘

Prior to the selecticn of materials in each of the above
categories, a number of general criteria were adopted by
the Primary English Syllabus Committee as the minimum
requirements in publications to be supplied to Queens-
land primary schools. These criteria are outlined briefly
below:

(8) Books for Reading in Grades 1 to 3 should—

(i) provide for a sequential development in (a)
reading skills, {b) ‘new’ vocabulary, (c) com-
plexity of sentence patterns;

(ii) build on familiar experiences to develop con-
cepts, generalizations and relationships;

(iit) extend and enrich children’s knowledge, interests
and experiences; ‘

(iv) avoid undesirable cultural bias;

(v) employ attractive illustrations that are both
motivational and functional and not merely
decorative;

(vi) have well-designed physical features (presenta-
tion, printing, lay-out).

(b) Books for Reading in Grades 1 to 7 should—
(1) meet criteria {ii) to (vi) listed above;

(i) provide a bridge between reading skili develop-
ment and reading for information and pleasure;

(iit) introduce children to selections of highliterary
merit;

(iv) form the basis for a variety of language activities
especially in oral and written expression.

(c) Source Materials for Use by Pupils and Teachers in

Grades I to 7 should—

(i) suggest a variety of activities to foster the use of
language;

(if) involve the four areas of listening, speaking,
reading and writing;

(iii) provide a balance of creative and functional
speaking and writing activities;

{(iv) encourage the involvement of chiidren in indi-
vidual or group activities as well as in whole-
class aciivities;

(v) be accompanied by appropriate teacher’s
manuals, guidebooks or similar materials;

(vi) meet criteria (iv) to (vi) listed in (a) above.

e
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(d) Teacher Reference Materials should—
(i) present a comprehensive account of one or more

aspects of a language arts program;

(ii) be based on sound educational research and
modern theories of learning;

(iify include a variety of useful, practical suggestions
for teachers;

(iv) be compatible with the experiences of Queens-
land teachers.

-
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*“. .. members of the Primary English Syilabus Committee eveiuating
language arts materials.”’
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Individual books and series by categories

~ With the above criteria in mind, individual books and
series were selected for supply to primary schools.

A complete list of the materials is given below:

(@) Books for Reading in Grades 1 to 3

Even while children are acquiring a basic reading
competence through the reading skill development pre-
gram, ihey are aiso gaining a wide variety of experiences
from the books they read. The series listed below cater
for both of these aspects. They provide a range of
interesting experiences and since .they are carefully
graded, are capable of being related to most basic
reading schemes.

Title Publisher

PM Instant Readers (Laige Teacher’s Edition, | Price Milburn
24 titles)

PM Readers (42 titles in 4 series: Red, Yellow, | Price Mitburn
Blue, Green)

PM Advanced Readers (33 titles in 3 series: | Price Milburn
HL 1-12, BD 1-12 and DE 1-9)

PM Country Readers (12 titlas) Price Milburn

PM Concept Science series (First 8 titles in series) Price Milburn
PM Concept Science Series (Last 8 titles in series) | Price Milburn
Helen Piers Mouse Books (3 titles) AB Publication
Helen Piers Animal Books (First 6 titles in series) | AB Publication
Helen Piers Animal Books {(Last 2 titles in series) l AB Publication

(b) Books jor Reading in Grades 4 to 7

The books for reading listed below were supplied to
primary schools during 1971. “The nature of the material
in these books is such that they provide the means of
developing a wider range of language skills than simply
those related to reading instruction. These developmental
readers, therefore, may also be used to stimulate both
oral and written expression.”’*

Title Publisher

Golden Trails

! . .. | Holt, Rinehart, Winston
Teacher’s Handbook 2——Parr 2

Wings of Wonder . . Holt, Rinehart, Winston
Teacher’s Handbook 3—Part I e

Flights Near and Far ... . Holt, Rinebhart, Winston
Teacher’s Handbook 3—Part 2 e

Gallery Methuen

Contact 1 Lengmans

* Education Office Gazette (November 1971, pp. 232-3)

(c) Scurce Materials for Use by Pupils and Teachers in
Grades 1 to 7

The source materialis listed below were selected in order
to cater for both the functional and expressive aspects of
alanguage arts program. Some of the materials (Language
and How to Use It, Exploring Language and Language
Games) stress the imporiance of social communication
(functional language)* while others (Let’s Imagine,
Young Ildeas, Ideas, Workshop of Ideas and Expression)
suggest a variety of activities to stimulaie creative self-
expression (expressive language).

Moreover, some of the materials were selected specific-
ally for pupils to use while others were for teachers to
use as sources of ideas. The Meving Into Drama series
consists of both pupil’s and teacher’s editions. However,
only the latter were supplied since this series has most
value as guidelines for teachers planning a drama pro-
gram.

(i) For Use by Pupils

Title Publisher

Language and How To Use It
Activities Kit
Teachers Handbook for Begmmng Levels
Beok One—Pupil’s Edition . .
Teacher’s Edition
Book Two—Pupil’s Edition
Teacher’s Edition
Exploring Language
(Sealey)
Book One .. a .. ‘e
Bogk Two .. .. .. .
Teacher’s Manual

Scott Foresman

Nelson

Young Ideas (6 in series) Macmillan
(Ramsbottom)
Idzas
(Ramsbottom)
Book One .. .. . e
Bock Two ..
Workshop of Ideas
(de Fossard and Pappas)
" Pupil’s Book .. o
Teacher’'s Manual .. .o
Let’s Imagine Series
(Eyre)
Imagine, Look and Talk ..
Imagine and Talk
Imagine, Talk and Write
Imagine and Write

Macmillan
Cassell

Blackwell

* Source materials of this kind for Grades 4 and 5 may also be
found in the Teacher's Guides accompanying the Language
Pateerns Servies {Golden Trails, Wings of Wonder, Flights Near
and Far).



(i1) For Use by Teachers

Title Publisher

Language Games e Teachers Publish-

(Wagner, Hosier, Blackman) ing Corporation

Moving into Drama, Teachers Books (4in | Schofield and Sims
“serics)

{Doherty and Bleakley)

One Hundred Poems Chosen for Children ' Angus and Robert-
{Saxby) son -’

Expression (6 in series) Rupert Hart Davis
{Marshall)

(d) Teacher Reference Materials

The various titles listed below together with the
teacher reference materials previously supplied (See
Appendix A), constitute a core of useful background
information for teachers of the language arts in the
primary school. Each title not only presents a compre-
hensive overview of the theoretical framewcrk behind
the topic being treated but also provides a wealth of
practical hints for effective classroom teaching.

Title Publisher

Developing Language Skills in the Elementary

Schools Allyn and Bacon
(Green and Petty)
Creative Writing for Juniors .. .. .. | Batsford
(Maybury)
Speech and Communication in the Primary | A.and C. Black

School .
(Sansom)

Children’s Literature—Strategies of Teaching | Prentice Hall
(Whitehead)
Development through Drama Longman
(Way)

THE MATERIALS IN USE

The following articles were prepared in cooperation
with a number of principals and teachers in Queensland
primary schools as well as lecturers and student teachers
from two Queensland teachers colleges. Each article
focuses on a topic relevant to the design and develop-
ment of a language arts program and makes reference
to the language arts materials supplied to primary
schools.

SUPPLEMENTARY READING WITH INFANTS
D. McMillan: P.M. Instant Readers (Price Milburn)
B. Randell: P.A. Readers (Price Milburn)

C. Harper: P.M. Concept Science Readers (Price
Milburn)

Helen Piers: Mouse Books (A.B. Publication)

Helen Piers; Animal Books (A.B. Publication)

1

One of the major functions of reading materials such
as those listed above is to “introduce activity work that
will arouse interest and in so doing will strongly reinforce
the skills developed by the basic series”.*

Another important function of supplementary reading
raateriais is to provide children with enjoyable experi-
ences that can give rise to a variety of language activities
involving many aspects of the curriculum. Children
should be able to relate easily to the family situations in
the Story Readers, to the stories of country life in the
Country Readers and aboui animals in the Mowuse and
Animal Books, as weil as to the factval information con-
tained in the Concept Science Readers.

Sequential skil! developmen

Teachers will find that the various series listed above
can be easily related to the sequence of skill development
contained in practically any basic reading series they
might be using. For example, the following table shows
how these series might be related to the books in the
Happy Venture Scheme:

Happy Venture Readers | Supplementary Readers
Readiness

Soon We'll Read P.M. Instant Readers

A Introductory Book
Fluff and Nip
Book One Playtime

P.M. Story Readers
{(Red and Yellow)
P.M. Story Readers
(Blue and Green)
Helen Piers Mouse Books
C - | Book Two Our Friends | P.M. Advanced Readers
' (HL 1-12; BD 1-12)
Helen Piers Animal Books
Iy . Book Three Growing Up | P.M. Advanced Reuaders
{ (DE 1-9)
’ Helen Piers Animal Books
P.M. Concept Science
i 1 Readers
E | Book Four Holiday Time | P.M. Country Readers
! Helen Piers Animal Books
| P.M. Concept Science

| Reauers

® The Teaching of Reading—A Teacher’s Manual for Infant and
Junior Grades, Department of Education, Queensland. p. 3.



Several of the books are suitable for use in the Grade 3
reading program. They are the last eight titles in the
Concept Science series and the last two titles in the Helen
Piers Animal Books series. Grade 3 teachers will find that
these books relate quite readily to the other supple-
mentary books supplied previously (See Appendix C).

General comments on the series

The P.M. Instant Readers consist of twenty-four large
picture- books each of which deals with a particular
sentence pattern. As well as developing appropriate
sentence patterns, the format of the books makes them
suitable for relating “‘pictures to print”. They are there-
fore very useful during the readiness period as well as

for remedial purposes in the lower grades of the primary

school.

The P.M. Readers consist of three series in sequence:
Story Readers, Advanced Readers and Country Readers.
These books are designed to accompany some of the
basic readers in the Ready to Read scheme. However,
they are equally useful as supplementary reading with
other basic reading schemes.

"The Story Readers consist of forty-two little books
graded into four colour levels: Red (12 books), Yellow
(12 books), Blue (9 books) and Green (9 books). They
depict family situations that are meaningful to children
in the lower grades. Illustrations are simple and colour-
ful, language patterns are natural, and type is print script.
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“. .. supplementary books and material should introduce
activity work...”

The books are short, giving satisfaction and encourage-
ment to young children.

The Advanced Readers are also graded into levels:
HL 1to i2;: BD 1 to 12; and DE 1 to 9. They continue
the development of reading skills commenced in the
eariier series. The stories are related to the experiences of
boys and girls in both city and country areas.

The Country Readers are well illustrated by photo-
graphs in black and white and cover a wide range of
interests associated with life in the country. The content
may be related to the science and social studies programs.
Sentence patterns are natural, units of langunage are well
arranged, and the books continue the standards of earlier
series.

The P.M. Concept Science Readers are a valuable and
original series of sixteen books that develop science
concepts. They are of high interest, and have well graded
vocabulary, apt illustrations, and appropriate compre-
hension questions. An analysis of this series by a member
of the Primary Science Syliabus Commitiee indicates that
these books could be readily used in primary school
science programs.

Helen Piers Mouse Books feature outstanding illustra-
tions in colour photography, repetition of vocabulary
and sentence patterns, good layout and bold, clear type.

The eight Animal Books reflect the dynamic use of
language. This can be useful in giving children contact
with imaginative and expressive language. High quality
photography is relevant to the text and widens the
children’s experiences in a world not necessarily their
own.

Summary

All told, there are some 140 titles supplied for use as
supplementary reading with infants. Many are short and
therefore suitable for less able children. The stories are
interesting and relate to the activities and experiences of
Australian children—both in the city and in the country.
A large number are about animals, many with attractive
illustrations. Such a variety should prove valuable to
teachers of infant classes, not only for supplementary
reading activities but also as stimulus material for think-
ing, talking and writing.



LANGUAGE IN THE LOWER GRADES

Language and How To Use It, Language
| Activities Kit {Scott, Foresman)
| M. Monroe: Language and How To Use It, Begin-
ning Levels (Scott, Foresman)
A. Schiller et al: Language and How To Use I,
Books 1 and 2 with Teachers Editions (Scott,
| Foresman)

Children come to school with wide variations in oral
language competence. A number of factors contribute
to this variation:

(a) the frequency with which the child has oppor-

tunities to talk with adults in the family;

(b) the cultural background of the family and the

language model used in the home;

(c) the quality of experiences available in the home and

outside which give rise to language;

(d) the number and quality of books available in the

home and read to the child; and

{€) the possibility of a language other than English

being predominantly used in the home.

The teacher needs to be aware of these factors and the
influence they may have on the language competence of
the children within her class. A major purpose of the
lower grades program, therefore, is to provide children
with the kinds of experiences that give rise to language
and foster a steady improvement in the skills associated
with language development. Various materials from the
Scott Foresman Language and How To Use It program
have been supplied to the lower grades of Queensland
primary schools in order to achieve this purpose.

The following comments have been prepared by
teachers who have worked with this material. The first
section shows how one teacher made use of the Language
Activities Kit within the context of a comprehensive
readiness program. In the second section, a Grade 2
teacher outlines how she used aspects of Language and
How To Use It, Book 1, with the children in her class.

The language activities kit

In the comprehensive readiness program worked in
Term I, besides aiming at developing an interest in books
and rcading, we alsc planned the development of:—

(a). a background of experience and ideas;

(b) increased language ability;

‘(¢) visual and auditory perception and discrimination;

(d) the ability to interpret pictures.

In conjunction with this, every opportunity was taken
to introduce to the children the idea that words can make
us laugh, make us sad, paint pictures for us, etc.—in fact
to the importance of oral language.

During a short ‘settling in” period, the children were
familiarized with their new surroundings and expected

“. . . language ability was being developed in conjunction with the
enrichment of experiences.”

behaviours, and the pattern for free and natural com-
munication between child and child, and child and
teacher, was set. This, in individual and group situations,
led to the first sharing of ideas and experiences.

In subsequent weeks, this enrichment was greatly
expanded to include discussion of pictures, and seis of
sequence pictures depicting scenes and activities ranging
far from the children’s environment,

Language ability was being developed in conjunction
with the enrichment of experiences, and while all points
of interest arising from children’s comments were fully
discussed, vocabulary in specific areas was also being
enlarged by using:

e.g. Language Activities Kit

(1) Colour matching and naming
(2) Cafeteria
(3) Learning plural forms of nouns

Language ability was also strengthened by story read-
ing and retelling, and shy children were encouraged to
express themselves more freely through play and dramati-
zation using puppets and masks, ¢.g. Scott Foresman
masks for retelling “The Little Red Hen”.

With regard to the development of visual perception
and discrimination, the coloured discs and geometric
forms supplied were used for sorting, matching and
grouping activities, relating to colour and shape, and
using terms: ‘same’, ‘small’ etc. As individual differences
became apparent, some children played with Snap cards,
while slower children used large jig-saw puzzles supplied.
The pictures with missing parts and incongruitics were
also used in this context to develop visual perception and
stimulate conversation.

Qur program to develop auditory discrimination and
perception was also supplemented by using the That’s
Silly Word Order, and That’s Silly Incongruities Pictures.

=
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e.g. La}xguage Activities Kit:
(1) Picture Sequence Cards
(2) One Picture Tells a Story
(3) That’s Silly (twoe sets used at first for discussion
only)

All the pictures in the kit were displayed at various
times purely for discussion—so that children could
identify characters and main ideas, recognise emotional
reactions, note details, and generally interpret and
enjoy.

Parts of this kit, e.g. capital letters, small letters and
numerals, and the map game, were set aside for use later
in the year, but in Term 1 in particular, the manual itself
and material mentioned proved to be invaluable sources
of material and ideas io supplement our existing readiness
program.

Language and How To Use It, Book 1

Resourcefu! teachers will see endless possibilities in the
use of this series from the pages of which come peering
giants, tigers, ranches, fairies, elves—even a tiger in a
teapot: surely a treat for a child deprived of such
luxurious books at home but equally stimulating to a
child of above-average reading ability. The books are
admirably suited to small group work with the teacher
_ acting as group leader and the children seated around
her. Through conversation and discussion in such an
informal atmosphere, the children will be even further
stimulated to share their experiences with one another,
to use language in an expressive way, and to concentrate
on improving their communication skills.
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I will mention here only two of the activities presented
in Book 1 and which I have tried with the children in my
class.

" (Prickly pear, spinifex, mulga) . .

The first activity, “Let’s Think About Words™ (p. 83),
is mainly geared to using different and more suitable
adjectives in the context of a story about a giant and a
fairy. But rather than confine our attention to this par-
ticular aspect, we used it within a thematic approach.
We made up a story about a giant who was very kind
(according to the children’s suggestions) and who helped
some tiny mice escape from the hungry, old cat.

We listened to some music: “Hall of the Mountain
King” from the Peer Gynt Suite by Grieg, and discussed
the part that sounds like a giant dancing. We compared
this to the “Dance of the Sugar-Plum Fairy” from the
Nutcracker Suite by Tchaikovsky. We also used. other
stories, such as “Giant John” by Arnold Jobel, and
poems such as “Queen Mab”, “There are Fairies at the
Bottom of Our Garden” and “FElves in the Rain™ from
Language and How To Use It, Book 1.(p. 77).

The children then wrote stories, about giants and
fairies, which we stapled together into a booklet ready
for them to illustrate with their own drawings. These
were not only records of the work we had done but also
usetul experiential reading material for other occasions.

A second aspect from Book 1, “Just Imagine” (p. 24)
was also developed using a thematic approach but from
an Austrafian point of view. We discussed the fact that
English-speaking people who live in different countries
often use different words in their vocabulary. We
decided, therefore, to look at the pictures about the
American ranch and give Ausiralian names to all the
things we saw. The following sequence outlines our
approach:

*“The people who wrete this bock call this a ranch. Do
we have places like this in Australia? What do we call
them? (cattle stations). Some of the names they use are
the same. We talk about horse, calf, camp-fire, saddle,
tree, mountains, cattle-dog, branding-iron, boots. What
would we probably find growing instead of cactus?
. instead of fir-trees?
(Gum trees) They call the people in the picture cowboys
and cowgirls. What would we call them? (Stockmen,
drovers, jackaroos, jillaroos)”

We then proceeded to discuss what was happening in
the picture. (One man is trying to catch a calf.) Why?
(Possibly-it is branding time.) Where have you seen this
sort of thing happening? (On a cattle station, at a rodeo,
at-the show) Now let us draw our own picture putting in
the names we use in our country. Write a few sentences
about what is happening in your picture.

Al in all, T feel that children will thoroughly enjoy
using these books and teachers will find that they offer
valuable guidelines to the development of interesting
language programs in the lower grades.
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CHILD DRAMA IN THE CLASSROOM

|
! Way: Development Through Drama (Longman)

] Doherty and Bleakley: Moving Into  Drama |
! (Schofield and Sims) i
|

i {

Child Drama in the school curriculum is concerned
with developing the whole personality of the child. In
Chapters 1 and 2 of Development Through Drama, Brian
Way cutlines the various facets of the child’s personality
that we as teachers can hope to develop through drama.
Way summarizes these in the diagram reproduced below:

4.
Physical self

3

The remainder of this valuable book deals with sug-
gestions for structuring activities to achieve this all-
important objective. There is enough material here to
serve an imaginative teacher for the whole of the child’s
school life—from the infant grades through to the
secondary school.

It is the structuring of these activities around the
interests of children in their own environment that is the
major responsibility of teachers. Broadly speaking, the
areas of development teachers should consider are:
body shape; control and movement; concentration and
absorption; sensory awareness; sensitivity to rhythm;
imagination; characterization and improvisation. Each
drama experience should focus on at least one of these
areas although many of the others will also be included.
" The teacher may also consider that some form of
évaluation is necessary. At first this may be carried out by
the teacher herself, but eventually the children can also
become involved in this process. Evaluation will ensure
that a progression is taking place and the children are

Imagination

developing a means of expression, control and communi-
cation. Excellent summaries of one such progression are
provided at the conclusion of Books 2, 3 and 4 of the
Moving Into Drama Series by Doherty and Bleakley.

Although this series has been written assuming that
each child has a text, this is not really necessary since the
teacher’s editions can be cffectively used as a source of
ideas. With the aid of these books, and especially the
Notes for Teachers, it should be possible for teachers to
structure a program which contains a well-planned pro-
gression of appropriate activities. ‘

Let us now consider how one aspect of a drama pro-
gram--concentration and absorption—might be de-
veloped using the ideas in Development Through Drama
and Moving Into Drama.

Concentration is probably basic to every drama
activity for, until the child has learned to concentrate and
become absorbed for a -specified period, he cannot
attempt much of the imaginative work that is to follow.
Doherty and Bleakley point out that in this regard it is
also necessary to develop a sense of ““space-awareness’
for “without space-awarenass you will have no control
over your drama lessons because your children wilt be
unable to concentrate and this will lead to giggling and
siliiness” (Book 1, p. 4g). Way suggests that a first step in
developing concentration is to “start with the usz of
other factors that already exist within all human beings—
the five major senses: hearing, seeing, touching, smelling
and tasting” (p. 15). The following developments are
based on “looking”—one for the lower school and one
for the upper school.

Lower grades development

Warm up: Listen to the music and move over the whole
space in a way it makes you feel (lively music). When you
hear the loud beat of the tambour (or cymbal) “freeze”.
Change the movement when the music changes (quiet
music). Concentrate on responding to the signal.
Development: Now relax. Lie very still and close your
eyes. Think of all the colours you know. Now sit up and
look at the colours in the room (exclude clothing).
Think about them. Turn to your friend and identify
them (e.g. colours of flowers, pictures, mobiles). Relax
when you have both discovered a number of colours,
Choose one. (Select a popular colour, e.g. red.) Let’s all
think of RED. What does it make you think of? (fire
engine, stop sign, letter box, Father Christmas). Let’s all
be Father Christmas. What does he look like? (coat; belt,
boots, cap, beard, sack). Stand in your own space.
Become fat and jolly like Father Christmas. Put on your
bright red coat. Now buckle on the belt. Pull on your
boots. Look in the mirror and comb your hair and
whiskers. (Later they can do mirror exercises in pairs.
See Development Through Drama: pp. 162-5.) Put on
your cap. Pick up the heavy sack of toys. Go to all the
houses along the street (perhaps two walls) and leave a
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. without space-awareness you will have no control over your
drama lessons .. .”

toy at each house. Look at each toy and talk about it as
you leave it. The sack is empty. Come back to your space.
Take off your czp and boots. You are so tired. Read your
Santa-land newspaper until you go to sleep. (Use the
tambour throughout where necessary.)

Upper grades development

Using the same objective for upper grades at the same
level of development, the experience might develop as
foliows:

Warm up: Listen to the drum beat and think of a sport it
reminds you of. Move as if you were playing . . . (tennis,
football, squash, cricket, basket-ball). Don’t touch any-
one. Move in your own space. As the drum beat gets
faster, increase your pace. Freeze on the signal.
Development: Sit and relax. Look at the colours in the
room {(exclude people’s clothing). Turn to your friend and
identify them (colours of books, maps, pictures). Try to
differentiate between the different shades of red, blue, etc.
Let’s all think of RED. What does it remind you of?
(fire engine, fire, blood, stop-sign). Concentrate on ‘fire’.
Be the smouldering coals. Think of words to express
your feelings (e.g. glow, brighten, heat-waves). The small
flames gradually grow (leap, twist, turn, spin). Twigs and
sticks are added (crack, pop, spark, jump). “Freeze” on
a signal.

Now form groups of six or seven people and make a
sequence of words as you move to make the fire grow and
die. Start as coals: glow, spark, grow, spread, leap,
crackle, consumiing, leaping, roaring. (One group might
form a chorus with words like heat, giare, flames, red,
yellow, orange.) The shape has now reached its highest

point. Subside as you select new words (red, orange,
black, smoke, flame, charred wood, dying, crack-le . . .,
leap . . ., smoulder, glow . ... ashes.. .. ashes.)

In this activity we have developed concentration, but
the children have also been guided in awareness of body
control, language, imagination and some *‘shape’ of the
story created (however simple). If the objective were
“speaking”, Way gives a suggested development of the
same theme. (See Development Through Drama: pp. 153
and 154)) At a much later stage improvisation of stories
would be the principal objective. Note, for example, the
concentration and movement pre-experiences which iead
up to making a story entitled “A Strange Journey” (see
Moving Into Drama: Book 3, pp. 36a-36d).

Tke principle to be followed in Child Drama is a spiral
development—using many facets within a single experi-
ence but focusing on one each time and fitting this to a
general plan of progression.

READING, LANGUAGE AND LITERATURE
IN THE MIDDLE GRADES

Linn et al: Language Patterns series—Golden Trails,
Wings of Wonder, Flights Near ond Far (Holt,
Rinehart and Winston)

Whitehead: Children’s Literature: Strategies of
Teacking (Prentice-Hall)

Saxby: One Hundred Foems Chosen jor Children
(Angus and Robertson)

The last three books from the Language Patterns series
were selected for chiidren to use in the middle grades of
the primary school. Canadian by origin, the whole series
provides a range of interesting stories and poems which
have a wide application in the curriculum. Their obvious
relationship to reading, language and literature should
not in fact be allowed to conceal their potential value in
such areas as science and social studies. This aspect will
be discussed further below.

The author of the Language Patterns series comments
that the books are designed to “give the pupils an
opportunity to examine a wide variety of story structures
and to expand their understanding of the nature of
written language”. Thus, although these books can be
used wuite profitably within the framework of the
reading program, they are also very useful for intro-
ducing children to various literary styles and media:
poetry and prose, nonsense thymes and informational
stories, fact and fantasy; as well as leading them to a
greater understanding of the nature of language iiself.
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*, . . follow-up activities involving group work . . ."”

The three books are supported by very useful Teachers
Guides which provide comprehensive guidelines for each
“lesson’. Suggesiions are made as to the kinds of com-
prehension activities the teacher may employ in checking
the chiidren’s understanding as well as an interesting
variety of follow-up activities involving group work.

The Guides siress the importance of listening (See
Objectives for the Listening Program, pp. ix-xi) and urge
teachers to make sure that the listening program is “an
effective tool to expand the speaking vocabulary and the
competence with which the young child uses his language
—a goal which will be invaluable as independence is
gained in reading skills”.

Such aspects as the appreciation and oral interpretation
of literature are also emphasized and teachers will find
that many of the extracts are admirably suited to the
investigation of characterization, mood and style, plots
and themes; as weill as choral speaking, reading aioud
and free personal reading. A full treatment of these
aspects is contained in Whitehead’s valuable guide,
Children’s Literature: Strategies of Teaching. Here, the
author ouilines 2 pianned program in literature which
“views literature as a functional part of the total reading
program, making a significant contribution to both
reading and the building of an appreciation of litera-
ture .. .”".

Whitehead categorizes the types of reading material
preferred by children at various stages of development.

‘Much of the material in the books from the Lang:uage

Patterns series fall into these categories as shown in the
table below.

Category Golden Trails

Wings of Wonder | Flights Near and Far

“The Mighty Hunter” (34)
“Helping Hilda™ (117)
“Whitetail” (153)

Adventure

“Danny” (10)

“Elmo and the Monkeys” (30)

“Silly Old Goat” (107)

“The Cats Who Stayed for Dinner” |
(140) ‘

Animal Stories

Myths, Fables, Folk and | “The Elves and the Shoemaker™

Fairy Tales (22)
“The Three Billy Goats Gruff”
e "

“The Boy Who Cried ‘Wolf” ” (94)

Biography and Informational! “Penguins” (44)

Stories '

Stories about Gtaer | “Patrick O'Donnell and tie Lepre-
Regions, Lands and chaun” (99)
People

“Solving the Mystery™ (68)

“The Day the Numbers Disap- |
peared” (34)

“Surprise for Uncle Alec” (81)

“Alvin” (56)

“Rumble Makes a Wish” (122)
“Carlo to the Rescue” (212)

“The Baker’s New Coat” (42)

Exploring” (24)
“Whitey and the Rustlers” (95)

|

zan | s
|
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“The Jackal and the Alligator™ (155)
“Allin Grows Up™ (163)
“The Right Time to Laugh” (185)

“Peter and the Wolf> (60)

“The Long-Nosed Goblins™ (114)
“Intelligent Arithmetic” (204)
“Legend of Sleepy Hollow™ (182)

| “Goldfish™ (106)

“A Big Waier Baby” (138)

“Pedro’s Wish” (18}

“Talking Pictures™ (50)

“Shingebiss: A Chippewa Indian
Tale” (132)

“Nanabozho and the Racoon™ |

(176)
“The Elephant’s Bathtub™ (192)

10

“The Sifly Slave” (212)
“The Steadfast Tin Soldier™ (250)

“When We Go to the Moon™ {2)
“Qcean Wonders” (74)

“Your Own Bird Sanctuary” (101)
“Water All Around Us” .(170)

“The South Pcle™ (95)

“The Chinese Knew" (118)

“Ali and the Camels’ (222)

“Dinosaurs . . . They Had Their
Day™ (240)

“Bis for Butter, Ring and Jar” (264)
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Category

Golden Trails

Wings of Wonder

Flights Near and Far

Nursery Rhymes, Jingles,
and Nonsense Rhymes

Poetry and Humour

“Little Charlie Chipmunk” (42}
“The Tickle Rhyme” (8)
“Bees” (9)

“Holding Hands" (28)

“The Woodpecker” (43)
“QOld Log Housc” (52)
“Wind on the Hill” (74)
“A Long Story” (86)

“The EIf and the Doormouse”
1z

“Old Man Moon™ (88)

“Hist Whist” (78)

“Curiosity’ (1)

“Cat” (17)

"I “Poor Old Lady” (30)
| “Discovery™ (163)

The interesting varicty of poetry contained in the
Language Pafterns Series may be supplemented from
other sources. For example, one primary scheol principal
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“The Grasshopper” (102)
“You Are Old, Father William”
(84)

“General Store” {23)

“*Daddy Fell Into the Pond” (59)
“He Did It (70)

“The Plaint of the Camel” (220)
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has found that the following poems are suitable com-
panion pieces for the poem “Wind con the Hill” by
A. A, Milne in Golden Trails (p. 74).
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Teachers may also find that Saxby’s delightful
anthology, One Hundred Poems Chosen for Children,
contains many poems which can be used in this way.
Selected for children in the lower and middle grades of
the primary school, the poems in this volume are arranged
around several broad themes: Out of Doors and Away;
Things to See; Things to Do; Songs and Stories; Nursery
Rhymes and Nonsense; Grace, Lullaby, Christmas;
People; Some Animails and Birds. There is also a com-
panion volume available for older children entitled,
_ Songs for ANl Seasons by Rosemary Dobson.

- Teachers should find the above materials valuable in
the development of programs concerned with reading,
language and literature. A theme or unit of work on
“the circus” at the Grade 4 Jevel might involve the story,
“Alvin”, from Wings of Wonder (p. 56) and the poem
entitled, “Holding Hands” from Golden Trails (p. 28).
The story of “Ariel the Magician™ in Flights Near and Far
(p. 110) could also be used, as could the two poems from
Saxby’s anthology, “Roundabout” (p. 27) and “The
Circus” (p. 28). Similarly, there are ample opportunitics
to develop themes around Animals, Adventure, Hobbies,
People oi Other Lands, and so on.

An investigaticn of various literary forms could com-
mence by looking at legends, myths and fables. The
children could consider “The Legend of Sleepy Hollow™
and ““Shingebiss: A Chippewa Indian Tale”” in Wings of
Wonder (p. 182, p. 132), and “A Horse Afraid of His
Shadow”, the story of the young Alexander the Great, in
Flights Near and Far (p. 208). Likewise, fables might be
introduced by referring to the story about Aesop, “The
Silly Slave”, in Flights Near and Far (p. 212).

In certain other areas of the curriculum, teachers may
find this material of still further value. The Curriculum
Guide for the Teaching of Handwriting in the Primary
School suggests that children might develop a greater
interest in their handwriting if they investigate aspects of
the history of handwriting (See Appendix A). Supporting
material for this activity can be provided from Wings of
Wonder (“Talking Pictures”, p. 90) and Flights Near and
Far (“B is for Butter, Ring and Jar™, p. 264).

Similarly, supporting material for social studies is
readily available. A Grade 5 teacher dealing with Unit 2:
Early Settlers in Australia Sought to Meet Their Needs by
Exploring and Developing New Areas might find an
interesting introduction in the story “Exploring” in
Flights Near and Far (p. 24). Stories “which tell of the
conditions and difficulties experienced by other explorers
and pioneers, and their problems of adaptation to new
environments” (Book 2 of the Social Studies Syllabus,
p. 95) will also be found in Flights Near and Far: “When
We Go to the Moon” (p. 2); “The South Pole™ (p. 94);
“He Did It” (p. 70). Saxby’s anthology also includes a
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poem about the “Tom Thumb”: “Poem for My
Children” (p. 64); as well as a number of poems which
could be related to aspects of pioneering life in Australia:
“Sale-Time” (p. 11); “Harbour-Side” (p. 26); “Song of
the Cattle Hunters” (p. 54); “The Swagman” (p. 96).

Finally, reference should be made to the way in which
the Language Patterns series and One Hundred Poems
Chosen for Chiidren can also help teachers in the area of
science. A Grade 4 teacher introducing Unit 1. Living
Things will find that the four understandings listed below
are to be developed:

4.1 Some young animals resemble the adult.

Here reference might be made to the kangaroo and its
characteristic “hep”. Saxby’s anthology provides several
poems about kangaroos: compariscns may be made
between “The Kangaroo™ (p. 118) and the two rhymes
“Jimpitty Jumpitty Kangaroo” and “There was once a
baby 'Roo™ (p. 74). These verses could provide an
interesting development of the above theme.

4.2 Some animals change their ouiward form completely
as they grow,

In Wings of Wonder, “Wagtail’s World Grows Wider”
{p. 162} is a happy little story about a young frog finding
out that he was once a tadpcle. This story is followed by
a poem, “Discovery” (p. 162), that aiso introduces a
tadpole whose “froggy legs were beginning to grow”.
Both of these could prove useful in this part of the
science program.

4.3 Some animals care for their young.

Teachers may find that “A Big Water Baby” in Wings
of Wonder (p. 138), and the stories, “Penguins” and
“Whitetail” in Golden Trails (p. 44 and p. 153), will
assist in the development of this understanding.

4.4 Animals ore grouped according to ceriain character-
istics.

In the Language Patterns Series and Saxby’s anthology,
One Hundred Poems . . ., numerous examples may oe
found to illusirate the various groups identified in the
science syllabus: for example,

Muammals  *Old Man Platypus” One Hundred Poems ... (p.137)
“Possum Up a One Hundred Poems ... (p.120}
Gum Tree”
Reptiles “Allin Grows Up"”  Flights Near and Far (c.162)
“The Lizard” One Hundred Foems ... (p.131)
Birds “The Woodpecker” Golden Trails {p.43)
“The Reason for Golden Trails (p.84)
the Pelican”
“Brolgas™ One Hundred Poems ... (p.119)
“The Frogmouth”  One Hundred Poens... (p.128)
Fisk “Goldfish” Wings of Wonder (1.106)
Amphibians “Frog Chorus” One Hundred Poems ... (p.138)
Spiders “Tzrantulas” One Hundred Poems ... (p.118)
Insects “Forgiven” Wings of Wonaer (p.104)
“Little Talk” Wings of Wonder {0.112)
“Bees™ Golden Trails (0.9)
“The Grasshopper” Flights Near and Far (p.1083;

p
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It is possibie, therefore, to use the above materials
in a wide range of situations. Apart from their general
value as reading materials, they can also be used to foster
conversation and discussion; as stimuius materials for
writing; for literary appreciation and the oral inter-
pretation of literature; as well as supporting material for
other aspects of the primary school curriculum.

IDEAS, IDEAS AND MORE IDEAS

Ramsbottom: Young Ideas Books i to 6 (Mac-
miiian) :

Ramsbottom: Ideas Books 1 and 2 (Macmillan)

de Fossard and Pappas: Workshop of Ideas (Cas-
sell)

The materials listed above have been used extensively
by several! teachers. The following comments give an
indication of the value of these materials for stimulating
ideas, thoughts and feelings in primary schocl chiidren.

Young Ideas is a set of six books containing suggestions
for stimulating children’s writing and linking this to the
many other facets of the daily teaching program. These
suggestions are suited to group or class discussions and
activities as well -as to individual efforts.

Numerous prose and poetry extracts are quoted which,
as well as providing necessary motivation for the par-
ticular topic, also create a desire for follow-up reading,
e.g.

Poems by Walter de la Mare (My Five Senses p. 4)

Aesop’s Fables (Boxes, Bags and Bottles p. 12)

Aladdin—The Arabian Nights (Boxes, Bags and

Bottles p. 16)
Gulliver’s Travels (Boxes, Bags and Bottles p. 24)

Many of the topic ideas lead to an integration with
other subjects, e.g.,

Labelling and Listing/Social (Boxes, Bags and Botties

Studies pp-2&3)
Estimation and Measurement/ (Boxes, Bags and Bottles
. Maths p-3

Construction and Modelling/  (Boxes, Bags and Boitles

Art and Craft p- 25) -
Drama (Boxes, Bags and Botties
p. 12)
Listening/Interpreting Sounds (Boxes, Bags and Bottles
p. 19)
Map Reading (Boxes, Bags and Bottles
p- 30)
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. .. conustruction and modelling . . "

“Seeing Nature” Walk/Science (My Five Senses p. 5)
Mime/developing reaction to  (My Five Senses p. 22)

and awareness of mood
Rhythm/movement
Word Games

(On the Move p. 6)
(On the Move pp. 12

& i3)

The exciting illustrations in these books, owing to the
page size, are best viewed and discussed by small groups
of children. However, the teacher, stimulated by the
colour, layout and subject matter, could create trans-
parencies and chart pictures where these would add
stimulus to a discussion or help to elicit descriptive
words and ideas.

Foilowing (1) 2 reading of the verses by Walier de a
Mare (My Five Senses p. 4); (2) a nature ramble;
(3) a short class discussion of the collection of small
things gathered by the children; (4) group discussions
describing shape, size, pattern and colour of these

.objects—a Grade 3 child wrote:—

Through my Magnifving Glass
Crystal balls that glitter
- That’s what I like to see
Spider-webs that sparkle,
Just my magic glass ond me,

The topics and illustrations contained within these
books are built on child interest, experience and activity.
We have found these books to be extremely exciting,
stimulating and useful when planning for creative writing
in the classroom. When used by groups of children or by
individuals, they have provided excellent motivation for
creative writing and other related activities.

Ideas I and 2 provide a wealth of material designed to
involve the child in situations where his imagination can
be stimnlated, his powers of observation heightened, and
his experiences, real and imaginary, brought into focus.

s v s s ssmh e e g s i\ e i et A b s



LIREN

L i o
— LT _-n'!1

L g =L ! b
F P / - j
. -
o ‘“\_ 3
).4.
A

b‘gmf'f S e W .

L‘h—n.;-. PP L

... situations where his imagination can be stimulated . . .”

The emphasis is on his developing an awareness of him-
self as an individual, of other people, and of the world

around him.
The introduction to each book, Before You Begin,

indicates that the various sections are ‘“‘starting points
for a journey—the journey of ideas”. By extending the
activities outlined in each chapter, the teacher can pro-
vide a range of situations to enrich the child’s ideas,
thoughts and feelings. There is scope for the use of
language in all its forms—speaking, listening, reading,
writing. Several of the sections labelled Discussion
direct the child to examine his emotions and his reactions
to his environment, 2.g., Ideas I.—"Feeling Fingers”;
Ideas 2:—*Our Emotions”, “Other People”, *‘A Senses’
Quiz”. One entire section in Jdeas 2 is devoted to
“Thoughts and Feelings™.

The topics dealt with allow the teacher to cater for the
interests of children of &ll levels.

In Ideas 2 a particularly well-presented section on the
topic “Sounds”, enables meaningful integration to be
carried out in science, music, art and craft and social
studies, as well as providing discussion, vocabulary
enrichment, listening research activities, expository and
creative writing. One girl wrots, in a “Shape Poem”, the
words patterned to the shape of an ear,

“I hear through my ear, »
Sometimes blocked, sometimes not.
My ear is like a catcher’s glove
Because it catches sounds as they fly by.”
Vocabulary enrichment was ¢vident in subsequent oral
and written expression of children who put to good use

~ words from the class list, compiled as suggested in

Ideas 2 (p. 82). Interest was added to the development of
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a social studies topic, “Communication”, by the section
on the making of gramophone records and the brief study
of the lives of people who contributed to forms of the
roass media, e.g., Edison, Marconi, Baird.

On the theme, “The Sea”, developed at some length by
the class, Ideas 2 (Section 12) was used to advantage.
These titles, “Rescue”, “Down in the Depths”, “Below
the Sea”, ‘“Meeting Sharks”, and outline notes on
Piccard and Cousteau give some notion of the range of
interest-arousing ideas provided in these books. The
exploits of Columbus, da Gama, Cortez, Oates, Fuchs
and Hiilary are also presented in a way to stimulate the
child’s imagination and awaken an emotional response.

By supplementing the activities listed in the texts with
a variety of verbal, visual and aural stimuli, the teacher
and the children enjoy the “journey” as was intended by
the author.

Workshop of Ideas—English for Upper Primary
Classes, originated in the series of educational telecasts,
Workshop of Ideas, commenced by the Australian Broad-
casting Commission in 1966. The authors of the book
worked togeiher on these telecasts. They are sirongly
committed to a policy of stimulating interest and en-
couraging enthusiastic participation in experiences which
give use to a variety of ideas, thoughts and feelings. They
also recognize the need for the child to progress gradually
and logically towards a more varied and confident form
of self-expression.

The book is therefore intended to be “a jumping off
point into the exciting world which lies all around, and
it is hoped students and teachers alike will enjoy the ideas
it contains and go on to find other, possibly better, ones
of their own”. The Teacher’s Manual offers very helpful
suggestions which the teacher can modify to suit the
needs and interests of the children in a particular group.
Also included is a Selected Book List for additional
reading on topics treated in the Student’s Book.

The Student’s Book arouses interest and provides a
great variety of language activities—some highly original,
thought-provoking, and entirely in keeping wilhi the
spirit of the book; others, such as the listing of adverbs,
are more reminiscent of the textbooks of the past. A
great deal of entphasis is placed on open-ended situations
and the children are frequently asked to observs, imagine
and draw inferences.

The material is arranged around eight themes each of
which contains numerous suggestions for thinking,
talking and writing: “Ideas for self-expression (whether
you like to do it through writing, painting, music or
some other medium) are all around you. You merely
have to learn to see them and think about them imagin-
atively.”
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READING AND LITERATURE IN THE
UPPER GRADES '

Greaves: Gallery (Methuen)
Watts and Grono: Contact I {Longman)

t
|
I

In Gallery the material has been arraniged according to
themes and it is essential that the teacher reads the
Gallery Forums with which the book is interspersed so
that he might understand fully the implication of the
groups of companion pieces. Such is the nature of the
material provided that, if the teacher handles it with
thought, sincerity and skill, his children will be experi-
encing contact with literature and finding the experiences
10 their liking.

Gallery is certainly no do-it-yourself book from which
each child reads each story or poem in the published
sequence, then answers the questions posed ih each
Gallery Forum. The teacher or the children might
suggest topics for discussion that arise as a result of what
has been read.

1 would never use this book for reading in groups. 1
feel that no child should be denied the expericnces of
Gallery because he happens to have a iow rating as a
reader. Such a child should be given the opportunity of
listening to a story or a poem read by the teacher. The
teacher’s treatment of the material in Gallery is vital to its
success or failure. Each story, each poem has been
carefully selected; there is an absence of trivia, there is a
wealth of fine literature. All that is needed is an awareness
on the part of the teacher of what Gallery has to offer a
child in developing a iove of his language and an apprecia-
tion of sincerity of expression.
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A teacher is at liberty to start at any place in the book,
but because of the thematic approach in Gallery, we
have usually developed a theme and, where relevant, we
have introduced other poetry or prose to enrich the
theme and enhance the children's experiences.

For example, the delightful poem “An Old Woman
of thz Roads™ (p. 81) was read aloud to the children.
This reading aloud of a poem is essential to an apprecia-
tion of its music and its beauty. We called this a poem of
longing—a poem expressing a simple desire. This old
woman, who had lost her home and for some consider-
able time wandered the roads in all weathers asked God

“For a little house, a cuse of my own—
Out of the wind’s and the rain’s way.”

We intreduced the children to companion pieces—
“Mine be a Cot” (Samuel Rogers)
“The Lake Isle of Innisfree” (W. B. Yeats).

thre'possiblf:, the children made the acquaintance of
an Australian writer, in this case the poet, Mary Gilmore
with her delightfully simple wish:

“I ask not weaith, nor lengti of days,
Nor pride, nor power, nor worldly praise;
But just a liitle quiei piace
Where a friend may come,
Laying his hand on the door
As though it were home.”

From Gallery Forum X came some helpful suggestions.
The “old woman of the roads” had been driven from her
home, so we discussed the lot of refugees. The reading of
the poem “The Little Cart” (p. 80) followed. This led
naturally to the story of Gladys Aylward and the group
of refugee Chinese children as told In “The Small
Woman™; this book is available in the school library.
From Contact came “The Silver Sword™ (p. 3) a story of
refugees in the Europe of World War IL It is important
to nete that the teacher may if he wishes use Contacr and
Gallery wherever he finds either of these vaiuable to his
teaching. We spoke of tramps and referred to “Lousy
Peter” (p. 87) and “The Wind has Teeth” (p. 74). From
Henry Lawson’s “Out Back” came our picture of an
Australian swagman:

“He begged his way on the parched Paroo,
and the Warrego tracks once more,
And lived like a dog as the swagmen do . ..”

Our thoughts then turned to gipsies and we read “Meg
Merrilies” by John Keats, and “Gipsies’ by John Clare.
“Amahi’s Song” (p. 79) completed our unit.

Most rewarding was the interest shown by the children
who brought to school many poems and stories relevant
to the theme.



In order to get the full value out of Contact, it should
be realized that each selection, for example, “Ash Road”,
is the title of the book from which the sclection has been
chosen. At this school we have in the classrooms readily
available to the children three copies of each of the titles.
We realize that the use of these novels is imperative if the
child is to get the full value out of Contact. These novels
are proving very popular among the pupils, whatever
their proficiency in reading.

The fact that each story or poeni in Contact is followed
by a number of pertinent questions should not lead the
teacher to the erroncous conclusion that here is a do-it-
yourself book. This could result in this most undesirable
technique: “Open your books at page 1. Read the story
carefully and when you have finished, answer the
questions on page 3.” This uninspiring strategy would
require the child to read the next story, then answer the
subsequent questions, then repeat the process again and
again with monotonous absence of any stimulating
purpose.

When the children were introduced to “Ash Road”
they discussed the cause and effect of bushfires. They
turned their attention to “*Prevent Bushfire” slogans.
Their teacher read to them the poem, “Drought” written
by Queensland born Fiexmore Hudson, Then followed
Irene Gough’s “Rain in the Wind” with its portrayal of
the breaking of the drought. They spoke of the people of
the outback and read “The Oid Black Billy An® Me”
(p. 39) and “Me and My Dog” (p. 43). Next Henry
Lawson’s “Down the River” was read. A different facet
of bush life is portrayed in “On Qur Selection” (p. 56);
this was considered next. The children liked its fun, so
“The Man irom Ironbark’ was read to them for good
measure.

Shown below is our development of “The Wild

Colonial Boy”. This ballad lends itself admirably to an
expansion into varying arecas of English/Language Arts.
It also integrates with other subjects, such integration
being natural, educationally valuable, and not the least
forced.

Deveiopment of a theme from Contact 7

FOCUS:
“The Wild Colonial Boy” in Contact I, p. 66.
ACTIVITIES:

Read “The Ballad of Bold Jack Donohue” and
“The Bushrangers” from The Call of the Guins—
An Anthology of Australian Verse, p. 1 and p. 21.
Compare the poems “The Wild Colonial Boy” and
“The Ballad of Bold Jack Donohue”. Discuss the
way in which poems are handed down by word of
mouth—hence different versions of the same story.
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Discuss the minstrels and troubadours of Europe
and the dush baliadists of Australia,

Compare the poems “The Bushrangers” and
Alfred Noyes’s “The Highwayman”, Also refer to
the story of Dick Turpin. Compare Australian
bushrangers and English highwaymen.

Let the children write a ballad or a newspaper
report on a “‘hold-up”.

FOCUS:

“Midnite” in Contact I, p. 67-70.

ACTIVITIES:

Discuss the questions at the end of the passage.
Groups of children to write down ideas about one
of the topics listed under For you to write abour.
Read extracts from the play “MNed Kellv” by
Douglas Stewart and discuss the painting “Bail

T

Up” by Tom Roberts.

RELATED ACTIVITIES:

from SOCIAL STUDIES.

Discuss the “roaring days”; gold and bushrangers;
the influx of peoples of many nationalities and
types; the Eureka riot; the right to vote; the
squatters.

from MATHEMATICS
Draw and discuss graphs illustrating—
{a) population changes from 1851 to 1861;
(b) value of gold produced from 1857 to 1861;
(c) number of pastoral labourers from 1851 to
1861.
Children to explain significant variations.

from MUSIC
The Wild Colonial Boy
Ballad of Cobb and Co.
Click Go the Shears

from ART

Children may make a collage depicting a gold field
scene, models of miners’ tents, bark huts, the fiag
hoisted at Eurcka and gold nuggzts.

SOURCE MATERIALS:

Watts & Grono: Contact I Longmans, 1965.

Hausen (ed): The Call of the Gums Edward Arnold,
1962.

Thoinson (ed): Living Verse Jacaranda Press, 1964.

Stewart: Ned Kelly.

Gilbert: Gold.

Scott: The Bushrangers.

Overhead transparencies showing—
(a) the “Wild Colonial Boy” country;
(b} the Kelly country;
(c) a Miner’s Right;
(d) bushrangers.
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The teacher’s rele in such a development should be
pOsitive and inspiring. It is he who selects the additional
relevant material which provides a wealth of experiences
for the child. It is his enthusiasm which will affect his
children, an enthusiasm that will “sub off” on to.the
children, awakening in them an appreciation of the
apparertly limitless, ever fresh and stimulating world of
literature.

ACTIVE LANGUAGE SITUATICNS

Greene and Petty: Developing Language Skills in
the Elementary Schools (Allyn & Bacon)

Sealey: Exploring Language Books 1 and 2
(Nelsen) .
Wagner et 2!: Language Games (Teachers Publish-

ing Corporation)

Language is man’s most distinctive human character-
istic and, as such, warrants careful attention in the school
program. It is understandable therefore, that Greene and
Petty emphasize that, “the language portion of the school
program should be, and ordinarily is, organized in a
manner designed to teach or to further develop language
skills, to foster attitudes important to the most effective
use of these skills, and to build appreciation of the role of
language in increasing an individual’s resources as a
human being.”

Developing Language Skills in the Elementary Schools
provides a comprehensive account of “the language
portion of the school program” and suggests numerous
activities for inclusion in such a program. While it is
basically a very practical book, it also presents a sound
theoretical background which should enable teachers to
understand the full implications of “teaching language”
in the primary school.

Of particular relevance is the chapter on skills and
abilities important to both oral and written language
(Chapter 10). Here, the authors discuss a number of
these skills and abilities in order “to emphasize the fact
that oral and written expression are highly related”.
They attack misconceptions  about correctness in
language usage, both oral and written, and suggest that it
is very important to “provide many active language
situations for the genuine exercise of desirable habits (of
language usage)”. Numerous “active language situations”
are suggested in Sealey’s Exploring Language series, and
Wagner’s very useful publication, Language Games.
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In Exploring Language, Book 1- Sealey aims to
establish precision in the use of the word symbol to con-
vey the idea intended. He proceeds to deal with word
study—the formal parsing of cld—in the novel setting of
mathematical sets. The units on story-making and
comprehension are based on logical thought aimed at
precision of expression. In Book 2, Sealey deals with
structure by replacing analytical dissection with an
effective program of synthesis. His analogy of the
branching limb of a tree is carried over into good sentence
enrichraent. The units on description, reports and
accounts, and bias and effect form the basis of a formal
communication or functional writing program.

Teachers using these books consider that they are best
used in small group work. They have found that because
of the open-ended nature of the activities, children can
discuss each other’s responses quite freely: even after a
long discussion, the children do not always reach agree-
ment, One teacher commented that the children derive
considerable benefit “through their snirited discussions
(in which) they were thinking, expressing opinions, and
proving the validity of these opinions with reasoning.”

This kind of interaction may be best illustrated by the
following extract from a tape recording of some Grade 6
children who were working in groups of three with
Exploring Language, Book 1. The particular topic was
taken from Unit 4: Comprehension (p. 42) and dealt with
evidence given to a policeman investigating a robberyin a
house. However, the evidence was jumbled and the pupils’
task was to discuss the evidence and put it in the right
order.

Group Leader:  Well, where do you think these things would be
written down? Who would write this down?

Pupils: A policeman

Group Leader: Probably, yes. But he’s got it all muddled, hasn’t
he? How would we straighten it all up for him?

Pupil 1: Get rid of that which is not so confused.

Pupil 2: Well . . . sort of re-act it. :

Pupil 3: Well, think what would have happened first
*cause they would have had to have gone to the
theatre before they . , . the robber could have
come in and taken whatever he took.

Pupils: Yeah. '

Pupil 4: Down near the bottom it’s got . . . however, the
meal was ready on time . . . that would have to be
up near the top . . .

Pupils: Yeah.

Pupil 2: ...thenthey’d have to . . .

Pupil 4: . . . because they’d have thc meal before they
went to the theaire . . .

Pupil 1: And they’ve got this bit down near the bottom

. . . the husband taking the woman . . . wife to
the theatre,

Right. It's probably important, isn’t it, that we
have the evidence in the right order.
{Agreement)

Andso. ., we got home late from the theatre . . .
should be somewhere round here (pointing).

Group Leader:

Pupils:
Pupil 5:



Puptl 6:
Pupil 5:
Group Leader:
Pupil 1;
Pupil 4:

Pupil 3:
Pupil 4:
Pupil 3:
Pupil 4:
Pupil 2:
Pupil 4:
Pupil 2:

Pupil 6:

Pupils:
Pupil 1:

Pupil 6:

Pupil 3:

Pupil 1:
Pupil 4:
Pupil 3:
Pupil 5:
Pupil 3:
Pupil 4:

Pupil 3:

Pupil 4:
Pupil 2:
Pupil 4:
Pupil 2:
Pupil 4:
Pupil 2:
Group Leader:

Pupils:
Group Leader:

.. ‘cause when they ame home they’d have to
find out . .. the house was in a terrible mess.
.. . should be after . . . the front door of the
house was closed when we returped.
Right. Well, let’s see if we can organize them
correctly . . . what would come first?
... they'd have to have their tea first . .,
. . . youwd start where the electric stove is not
working properly . . . so we called theelectrician
and he came in a quarter of an hour . . .
Right,
... that'd go first . . .
...and second ...?
. . . however, thé meal was ready on time.
No...
...and then. ..

No . .. I planned to have . ... a mcal ready the
moment my husband came home . . .

Hoid it, It should be. .. it was my birthday and
my husband . . . had promised . ..o takeme . ..
to sce a new play at the local theatre . . . that
should go somewhere near the beginning.

Yes.

(thinking aloud) . . . the show . . . what’s the
number two . .. you can do it . . . I planned to
have the mea! ready the moment my husband
came home.

That'd come practically first . . . and then the
electric stove conks out . . . however the meal was
ready on time. .

And then they go off . . . the car which was
parked in the drive . . .

. .. there, what was number four?

Number four would be . . . afterwards the car
did not start easily . . . .

No...

No ... it was my birthday . ..

No, No

. .. the play was excellent and we enjoyed it very
much ...

No . .. but you've got to put this afterwards . . .
the car did not start easily because the weather
was so ccld.

Yes but . . . that’d be . . . that’d come after . . .
that’d be near the end. ]

That’d be after . . . as soon as we eat our evening
meal. . .. '
...wedrove offin the car . . .-

Yes,so ...

... they'd alrcady driven . . . look, that was when
they’d come horme.

No, no. ... that should be before . . . as soon as
we had eaten our evening meal.

When do you think the “afterwards” is talking
about?

After the theatre . . .

Could be, yes.

The above discussion is an example of the kind of
“active language situation™ that gives rise to language
interaction. The discussion was all the more valuable
since, having only cne book to each group, the pupils had
to argue out their positions on particvlar points until
some agreement was reached.
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The Exploring Language series would possibly be of
most benefit in the upper grades. However, much of the
work in Book 1 could be directed towards the middle
grades and many of the ideas could profitably be used at
that level. The work units, though integrated in an overall
plan, are self-contained so that work with various units
could progress simultaneously. They are not books
necessarily to be worked from front to back.

Teachers have found these books to be a valuable
follow-on to the various aspects of language study pro-
vided in the Langucge Patterns series which was pre-

" viously issued to primary schools for use in Grades 4
and 5.

The teacher’s manual is particularly well-written. Each
topic is clearly defined and well supplemented by topics
for discussion with groups of children. The additional
activities provide a particularly apt remedial strand built
into the main ideas of the topics. The notes on language
development and an approach to language learning are
‘highly relevant, concise and very much in line with
modern thinking. When read in comjunction with the
relevant chapters of books such as Greene and Petty’s,
Developing Language Skills in the Elementary Schools,
we see that the author, Sealey, has brought the logic and
precision of mathematics into the field of language.

Like Greene and Petty, the authors of Language
Games support the notion that teachers have “a unique
opportunity during the early years of their pupils’ lives
to help them build a strong foundation of appropriate
attitudes and correct practices in language”. To achieve
such a purpose, they suggest that instructional games can
form the basis of many “active language situaticns”. The
major advantage of such an approach is that games pro-
vide children with “many opportunities for extended
experiences with a given language skill in a variety of new
settings”.

Teachers will find in this publication, one hundred and
sixty instructional games that apply to six aspects of the
language arts program: writing, speech, dictionary work,
spelling, vocabulary developnient and correct usage. The

. games are divided into four general types (seif comperition,
partnership, active group and group quiet) in order to
assist the teacher. The teacher who is searching for games
related to particular skills will find the Index of Language
Skills (pp. 137-143) a valuable guide: fifty-nine language
skills are given and a number of different games {graded
in difficulty) are listed against each one.

Through “active language situations” such as those
given in Exploring Language and Language Games, it is
possible for teachers to ensure that their pupils are
developing increasing competence in their use and
control of language as well as providing them with
enjoyable ways of doing so.
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PLANMNING AN INTEGRATED LANGUAGE
ARTS PROGRAM (THEMATIC APPROACH)

It will have been obvious from the comments made in
the preceding articles, that many Queensland teachers are
attempting to use a rhematic approach in the teaching of
the language arts. This is especially true in the middle
and upper grades of the primary schools.

The Dictionary of Education defines “theme” as a
“generalization selected as the basis for . . . a unit of
study or activity” and involving “a unified scheme of
content.”* The usc of a thematic approach enables
teachers to integrate many strands of the language arts as
well as place a great deal of emphasis on the interests of
the pupils in their classes.

- The interests of the pupils are catered for by the
selection of an appropriate theme or topic usually on the
basis of prior discussions between teacher and pupils.
A knowledge of the pupils’ present standards of achieve-
ment provides the ieacher with guidelines for integrating
the various strands of the language arts: some may
require emphasis while others may require consolidation,
extension or enrichment.

The following are two sample programs based on the
thematic approach. Both have been developed by class-
room teachers in Queensland primary schools.

The first program shows the development of a theme
around some of the material in Contact I together with
other source materials available in the school prior to the
recent issue. The second program is based on many of the
source materials recently supplied to primary schools:
Expressien, Workshop of Ideas, Moving Into Drama,
Exploring Language and One Hundred Poems Chosen for
Children.

Theme one: Magic and Superstition

This program was designed to help each child (1)
express his own ideas, thoughts and feelings, and (2)
discover new ways of expressing himself in writing. It
consisted of three parts as described below:

(a) Class Discussions andjor Free Writing—i0 minutes
daily.

During this period children were free to write about
what they liked. After an introductory discussion on
topics that interested the children, ne other stimulus was
used during the fortnight. The writing was read, and
corrected, by the pupils. The correction, however, was
not considered an integral part of this writing. The real
purpose of free writing was to provide a link between the
personal life of each child and the school so that writing
mighi become an impoirtant and, perhaps, lasting part of
each child’s life.

* Dictionary of Education, C. V. Good (ed.) McGraw Hill, 1959,



(b) Creative Writing Lessons—30 minutes twice weekly.

These lessons, although teacher-directed, also focussed
on child interests. They could almeost be described as
‘typical’ creative writing lessons—a stimulus, direct
(using sensory stimuli) or indirect (using literature),
followed immediately by writing, or through discussion
leading to writing. Here the emphasis was on stimulating
creativity while also helping pupils to develop ways of
effectively writing what they meant.
(c) Self-Expression Periods—1 hour twice weekly.

These hour periods could have been treated as separate
but in this program were tied together to give two hours
for creative work with a particular theme—“Magic and
Superstition”’—as the focus, net only for writing buf also
for creative oral language, drama and art work. The
emphasis was on expression in many forms both within
and outside ‘English’. Added advantages were that it
encouraged children to read further, while allowing the
teacher to foster interest in music, literature and social
studies related to the theme.

The following table shows the development of the
theme in broad outline.*

* Adapted from the icacher’s notes.

A focussing activity was selected and was followed by
a variety of activities designed to expand four topics
related to the overall theme. The activities were similar
to those suggested in Maybury’s boek, Creative Writing
for Juniors (pp. 128-132).

~ The program operated for a fortnight during which

time the teachers carefully observed the pupils’ reactions
to the thematic approach. Some of their comments are
summadrized below:

(1) the theme selected had to be of sufficient interzst to
involve most, if not ali, pupils in the class for an
extended period of time; _

(2) oral language formed the basis of the program: it was
considered tc be the most important single factor
facilitating the iniegration' of all strands of the
program;

(3) the program of activities had to be coordinated in
such a way that a proper balance was maintained
among the various strands being treated;

(4) intensive preparation, careful planning and con-
tinuous evaluation of the thematic approach were
vital to the success of the program;

(5) at all times, it was essential to ensure that the thematic
approach served tiie program: if, on the oiher hand,
the program served the thematic approach, teaching
and learning could be placed under scvere sirains.

Theme: MAGIC AND SUPERSTITION

Focus: A focussing activity was sclected to introduce the theme. This was based on a reading of “The Sword and
the Stone” in Contacr I (p. 34). The magic in this story was compared with the superstition in the story of *“The
13 Clocks™ in the same publication (p. 60). Together these twe stories formed the basis of the theme—Magic and

Superstition.
nt

Topics: Witches, Wizards and

Goblins, Gnomes, Fairies

Magic Tales, Fables,
Legends and Myths

Lucky Charms and
Superstitions

(a) Class Discussions and/
or Free Writing

(b)Creative Writing: Pre-
pare a Short Scripted
Piay Abour the Lock
Ness Monster.

(c) Self-Expression: Act
Cut an Event from the
Story of King Arthur
and His Knights.

(a) Class Discussicns and/
or Free Writing

(b) Creative Writing. Friday
the  Thirteenth, The
Lucky Horseshoe, Biack
Cats.

{c) Self-Expression: Set Up
o Display Corner En-
titled “‘Regions of the
Magic Cauldron™.

Witchcraft and Leprechauns
Activities:. (a) Class Discussions and/ | () Class Discussions and/
or Free Writing or Free Writing

(b) Creative Writing: Des- | (b) Creative Writing: Write
cribe the Scene as the a Poem About a Trouble-
Witches Prepare to Cast some Goblin.

- Their Spells.

(c) Self-Expression: Crea- | (c) Self-Expression:  fllus-
tive Dance to Music trate Poems with a Col-
from “The Sorcerer’s loge or Mural.
Apprentice™.

Source “The Wizard of Oz (Story) | “Goblins” (Poem by A.
Materials: “The Witches’ Spell” (from|  Garner)

Macbeth in Lamb’s Tales
Jrom Shakespeare)

“Witches” (Poem by .
Hope Simpson)

“The Sorcerer’s Appren-
tice” by Dukas (Record)

“The Long Nosed Goblins™
(Story from Wings of
Wonder)

*Patrick O’Donnell and the
Leprechaun” (Story from
Golden Trails

“Sorcery and Black vlagic”

(from  Danger Patrol,
Chapter 5)
“Pitidoe, The Colour

© Maker” (Legend)

“King Arthur and His
Knights” (Story)

“The Legend of Sleepy |
Hollow” (Story from
Wings of Wonder)

“Finian's Rainbow™
{Record)

“I’'m Looking Over a Four
Leaf Clover” (Song)

“Friday the Thirteenth”
(Activities from Let’s
[magine, Book 4)
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the pupils’ interest was maintained. However, the teacher
was at all times prepared to abandon the theme in favour
of another approach if there was any falling-off of
interest. .

Summary

The sample programs outlined above represent one
kind of approach to the teaching of the language arts
using the materials recently supplied. Many teachers may
feel that there are more effective ways of using these
materials: they may wish to focus on a particular skiil or
set of skiils and will select activities to develop these;
they may see the materials as providing “‘support”
activities for a radio or television program; or they may
select activities to focus on a particular occasion or event
in the school calendar. It is anticipated that the range
and variety of language arts materials supplied will assist
teachers in all of these endeavours.

ORGANIZING THE MATERIALS

The language arts materials supplied during 1971-73
have been issued at ratés varying from one per ten pupiis
in the case of Books for Reading in Grades 1 to 3 to one
per three pupils in the case of most other categories. Full
details are contained in the relevant Education Office
Gazette notices * and are reproduced below for ease of
reference:

By adopting these rates of issue, it has been possible to
provide a wide range of materials and thus facilitate
individual and group activities. Tt has also enabled
teachers to introduce a greater degree of variation and
differentation in the teaching of English than would have
.been possible if a single textbook had been provided for
each and every pupil.

Rates of issue

The following tables list the language arts materials
suppiied to Queensland Primary Schools during 1971-73
together with the relevant rates of issue:

(a) Books for Reading in Grades [ t¢ 3

|

- Title i Rate of Issue

PM  Instant Readers (Large | 1 set per school
Teacher’s Edition, 24 titles)

PM Readers (42 titles in 4 series: ‘ 1 set per 10 pupils in Grade 1
Red, Yellow, Blue, Green) i

PM Advanced Readers (33 titles in « 1 set per 10 pupils in Grade 2
3 series: HL 1-12, BD 1-12 and |

i

DE 1-9) i

* Education Office Gazetie (November 197(, pp. 232-3 and
November 1972, pp. 311-3).
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Title Rate of {ssue

PA Country Readers (12 titles) ..

PM Concept Science series {First
8 titles in series) ,

PM Concept Scienve series (Last
8 titles in series)

Helen Piers Mouse Books (3 titles)

Helen Piers Animal Books (First
6 titles in series)

Helen Picrs Animal Books (Last | 1 set per 10 pupils in Grade 3
2 titles in series)

1 set per 10 pupils in Grade 2
1 set per 10 pupils in Grade 2

1 set per 10 pupils in Grade 3

1 set per 10 pupils i Grade 1
1 set per 10 pupils in Grade 2

(d) Books for Reading in Grades 4 to 7

' Teackers Hardbook 3—Part 2

Title Rate of Issue

Golden Trails

Teachers Handbook 2—Part 2
Wings of Wonder

Teachers Handbook 3—Part 1
Flights Near and Far

1 per 6 pupils in Grade 4
1 per teacher in Grade 4
1 per 6 pupils in Grade 4
1 per teacher in Grade 4
1 per 3 pupils in Grade 5
1 per teacher in Grade 5
1 per 3 pupils in Grade 6
1 per 3 pupils in Grade 7

Gallery
Contact I

(c) Source Materials for use by Pupils and Teachers ip
“Grades [ to 7
(i) For Use by Pupiis

Title Rate of Issue

Language and How To Use It
Activities Kit

.. .. | 1 per schoot
Teachers Handbook for Begin-

1 per teacher in Grade 1

ning Levels
Book One—Pupils Edition 1 per 3 pupile in Grade 2
Teacher’s Edition | I per teacher in Grade 2
Book Two—Pupil’s Edition 1 per 3 pupils in Grade 3
Teacher’'s Edition | 1 per teacher in Grade 2 .
Exploring Language
(Sealey)
Book One 1 per 3 pupils in Grade 6
Book Two 1 per 3 pupils in Grade 7

Teacher’s Manual 1 per teacher in Grades 6 and

7

Young [deas (6 in serics) . . 1 sct per drafi of Grade 4

(Ramsbottom)

Ideas

{Ramsbotiom)
Book One 1 per 6 pupils in Grade 5
Book Two 1 per 6 pupils in Grade §

Workshop of Ideas

(de Fossard and Pappas)
Pupil's Book ..
Teacher’s Manual

Let’s Imagine series

(Eyre)
Imagine, Look and Talk
Imagine and Talk
Imagine, Talk and Write
Imagire and Write

1 per 6 pupils in Grade 7
1 per teacher in Grade 7

1 per 6 pupils in Grade 4
. | L per 6 pupils in Grade 5
i 1 per 6 pupils in Grade 6
1 per 6 pupils in Grade 7

taar®



. (Marshall)

-(Green and Petty)

(ii) For Use by Teachers

. Title Rate of Issue

Langucge Games .. .. I pér school

(Wagner, Hosier, Blackman)

Moving into  Drama, Teachers
Books (4 in series)

(Doherty and Bleakley)

One Hundred Poems. Chosen for
Children

(Saxby)

Expression (6 in series)

1 set per school
1 per school

4 sets per Class 1 school

2 sets per Class 2 and 3
schools

1 set per Class 4, 5 and 6
schools

(d) Teacher Reference Materials

Title ||

Rate of Issue

Developing Language in the Elem- |
entary School

1 per school

Creative Writing for Juniors

(Maybury)

Speech and Communication in the
Priznary Schoe!

{Sansom)

Children’s Literature—Straiegies of
Teaching

(Whitehead)

Development through Drama

(Way)

1 per school

1 per school

1 per'school

1 per school

Comments from teachers

A number of primary school teachers have been given
the opportunity to discuss the implications of rates of
issue such as those indicated in the tables above.

Many of the teachers felt that a rate of issue of one per
three or more pupils required some reappraisal of their
present class organizaiion and meihods of evaluaiing
pupil progress.

They suggested that if they wished to conduct lessons
where each pupil in the class had a book to work from,
there were at least three alternatives open to them:

1. Allocate the materials to each draft of a grade on a
rotational basis. (This alternative would only apply in
the larger primary schools); '

2. Group sets of materials of a similar kind (for example,
Let’s Imagine, Expression and Ideas) and allocate to
classes on a rotational basis;

3. Rotate the materials allocated to a particular class
among groups of children, providing the others with
alternative activities.
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 Fach of these alternatives permits each pupil to have

a book to work from at any particular time. However, in
the discussion with teachers, one question was frequently
raised: What disadvantages exist with the one pupil/one
book approach?

In answer to the above question, it was generally agreed
that there were many more .opportunities for pupils to
develop their language ability if the source materials
supplied were used as guidelines for group work than if
they were used as textbooks to be followed slavishly by
each pupil. Pupils working from their own books would
appear to have fewer opportunities to try out their oral
language skills—to discuss, inform, debate, argue or
convince. On the other hand, pupils working in groups
using the source materials as guidelines can discuss par-
ticular topics and report their findings to the class.* In
this way many language skills, both oral and written,
may be involved in the learning process.

Suggested allocations to grades

The rates of issue have been based on the number of
pupils in particular grades. However, principals and
teachers have been advised to allocate the materials “in
accordance with their knowledge of the needs and
abilities of the children in their schools.”

Many teachers have commented that unless a par-
ticular book or scries is restricted to a certain grade level,
there is a danger that pupils may be presented with the
same material in successive years. Other teachers have
recognized that if the books are used only as source
materials and not as. textbooks, then this problem need
not eccur. In other words, a teacher developing a topic
or theme on “Trains” or “Magic and Superstition” |
may find appropriate source material in a number of the
books that have been supplied. These may or may not be
the books that have been allocated to his particular grade.

Such an approach ensures that the focus is on the
individual pupil, his interests, needs and abilities, and not
on an instructional sequence as outlined in a particular
textbook or series.

Qverview

In order to assist principals and teachers in the initial
placement of the materials, however, the following over-
view provides some guidelines.

* The article entitled “Active Language Situations” in the
previous section (p. 17) provided an example of this kind of
activity.

1 See the article, “Planning an Integrated Language Program”,
in this publication (p. 19).



GRADE

CATEGORY

O

{a) Books for Reading in Grades | Happy Venture Readers, a
1to3 Playbooks*

PM Instant Readers

PM Story Readers

id  Library Bocks Wide Range Readers and vaiious
supplementarias*

PAf Advanced Readers

£M Country Readers

PA; Concept Science Readers

Helen Piers Animal Books

S i R it g

PM Concept Science Readers
Helen Piers Animal Books
Quecnsland Grade 3 Reader®

Helen Piers Mouse Books

(b) Books for Reading in Grades
4to7

{¢) Source Materials for Use by | Language Activiries Kit
Pupils and Teachers in
Grades 1 to 7

Language and How To Use I,
Book 1

Language and How To Use I,
Book 2

Teachers Manual

l Teachers Editicn. Tcachers Edition _1]

L] Foran 1
Let's Imagine !

l
[
[
I
I
[
|
i
I
I
I
I
I
1
f
I
|
I
|
|
!
I
I
I
1
I

"
1

r Listening Aids Through the Grades* —-'
] !

l Reading Aids Through the Grades* ]
v [

l Language Games ]
i T
l ! Expression 1 & 2
l L e ]
F ! r Moving Into Drama ! }
| ! J

1

| L One Hundred Poems Chosen for Children J
|
|

{d) Teachier Reference Materials Goweis: Fowler’s Modern English Usage
Bennett: New Methods and Materials in Spelling
Tansley: Reading and Remedial Reading

KEY: * indicates previous supply
t indicates 1971 supply

[:] indicates Teacher Source Materials
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Queensland Grade 4 Reader*
Golden Trailst
Wings of Wondert

Teachers Handbookst

Queensland Grade 5 Readert
Wings of Wondert
Flights Near and Fart

Galleryt

ﬁeachers Handbookst ]

Queensland Grade 6 Reader®

Queensland Grade 7 Reader®
Contact It

Let’s Imagine 1 & 2
Young Ideas | to 6

Exploring Language, Book 1

|
[
|
|
|
|
I
i
!
|
|
l
1
|
i
|
!

Exploring Language, Book 2

B

Teachers Manual

Towards Creative Writing 1
Let’s Imagine 2 & 3

Ideas 1

i
|
{
t
|
i
I
i
|
|
|
I
!
|
| Ideas?2
|

I

i

e e e e e e e e im o e e e o - o e e = e = e m—

Towards Creative Writing 2
Let’s Imagine 3 & 4

Let’s Imagine 4 -
Workshop of ldeas

Teachers Manual

!
|
i
|
!
|
1

L

'
Listening Aids Through the Grades*

A A

Reading Aids Through the Grades*

o s

l

]
Language Games

T T

T
1.

l Expression2 & 3

L L
Expression3 & 4 Expression 4 & 5

Expression 5 & 6

S

L_._|L.._L.__

i bl - I
l Moving Into Drama 1 &2 Moving into Drama 2 & 3 Moving Into Drama 3 & 4 Moving Into Drama 4
T n

[One Hundred Poems Chosen for Children

1
i
1

= e e

I
I\
1
N

|

Greene & Petty: Developing Language Skills in the Elementary Schools

Maybury: Creative Writing for Juniors

Sansom: Speech and Conununication in the Primary School

Whitehead: Children’s Literature—Strategies of Teaching
Way: Development Through Drama
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APPENDIX A—LANGUAGE ARTS
MATERIALS PREVIQUSLY SUPPLIED

The following materials were supplied to primary
schools in 1969:
E. Gowers, Fowler’s Modern Erglish Usage, (Second
edition), Oxford at the Clarendon Press, 1965.

D. M. BENNETT, New Methods and Materials in Spelling—

A Critical Analysis, Australian Council for Educa-
tional Resecarch, 1967.

A. E. TANSLEY, Reading and Remedial Reading, Routledge
and Kegan Pau!, London, 1967.

D. H. RusseLL and E. E. KARP, Reading Aids through the
Grades—Three Hundred Developmental Reading
Activities, (Australian Edition), Australian Council
for Educational Research, 1964,

D. H. RusseLL and E. F. RUSSELL, Listening Aids through
the Grades—One Hundred and Ninety Listening
Activities, (Australian Edition), Australian Council
for Educational Research, 1964,

S. M. LaANE and M. KeMp, Towards Creative Writing,
Books 1 and 2, Blackie, 1968.

-APPENDIX B—BASIC READING SCHEME
SUPPLIED TO GRADES 1 AND 2

-

Following extensive research into reading methods in
the infant grades, and the evaluation of a number of
reading series, a new reading scheme was introduced for
Grade 1 in 1959 and Grade 2 in 1960.

This reading scheme is based on a readiness book
Soon We'll Read; a set of basic readers, The Happy
Venture Readers; parallel readers, The Happy Venture
Playbooks; and library books, The Happy Venture
Library. The series consists of five basic readers, twenty-
seven library readers and five parallel readers. Card and
chart material to accompany the scheme is also supplicd
to schools. An outline of the scheme is shown below:

“Prescribed” Reader Supplementary Readers

Readiness Soon We'll Read

A Happy Venture series . | Parallel Readers
Introductory Rook Lirttle Library Books
Fiuff and Nip .

B Happy Venture series | 1. Parallel Readers
Book One Litele Library Books
Playtime Nos. 6-10

2. Introduciory Playbook
Hide and Seek

C Happy Venture series i 1. Parallel Readers
Book Two Little Library Books
OQur Friends Nos. 11-15

2. Playbook Cne
Story Time

D Happy Veniure series | 1. Parallel Readers
Book Three | Little Library Bocks
Growing Up Nos. 16-21

2. Playbook Two
Saturday Piay

Jaa]

Happy Venture series | 1. Parallel Readers -
Book Four Little Library Books
Holiday Time Nos. 22-27
2. Playbook Three

Now jor Some Siories

During 1973, primary schools were oifered further
assistance in the design and development of reading
programs for the lower grades. Given an allocation of
$1.50 per child in these grades, schools were invited to
select specified materials from the following eight reading
schemes: the  Basic. Reading Series, Breakthrough te
Literacy, Endeavour Reading Program, Ladybird Reading
Scheme, Language Experience Reading Program, Reading
Systems, Ready to Read Scheme, and Young Australia
Readers. Thus, primary schools now have the oppor-
tunity to use a number of alternative reading schemes in
place of the previously “prescribed” Happy Venture
Reading Scheme.

Rpy



APPENDIX C—READING SCHEME
SUPPLIED TO GRADE 3

The list of books issued to schools for use in Grade 3
was pubtished in the Education Office Gazette (September
1964). The following details were contained in the
Education Office Gazette of the following month.

“Wide Range Readers, Blue 1 and Blue 2, are to be used
as the basic readers. These will be issued to schools on the
basis .of one per two pupils enrolled in Grade 3, thus
providing sufficient in any class for the largest reading
likely to be found in that class.

“The other books are to be used as supplementary
readers and will be issued on the basis of one per four
pupils. In addition to the new books to be issued, the
Queensland School Reader, Grade 3, and the Happy
Venture Playbook 4, Far and Wide, are supplementary
readers for this grade. ' '

“The approach i¢ the ieaching of reading in Grade 3
is to follow the lines suggested in the 1964 English
Syllabus and in the manual, The Teaching of Reading. As
pupils will differ in progress, classes are to be organized
in groups as they have been in earlier grades. Some
children entering Grade 3 will not have completed the
Happy Venture readers. These pupils should complete
these books before starting on the Grade 3 readers.

“It is not intended that every child in Grade 3 should
complete all the thirteen books provided, nor that all the
members of a class should be reading the same books,
either basic or supplementary, at the same time. The
object in previding a large number of books is to enable
children to enjoy & wide range of reading material at
difficulty levels suitable to their current progress and to
enable teachers to plan more effectively for individual
progress in reading.

“There will be no set order in which the books should
be used in class. The range of abilities, levels of reading
interest and composition of groups will vary from class
to class. Experience with the readers and a close study of
the needs of particular classes and of individual pupils
in the class will be the best determinants of what readers
to use at particular times.

“It is, however. to be expected that the best readers in
the class will cover all the material provided as well as
‘other reading niaterial from school and iocal resources.
On the other hand, the poorer readers would not be
expected to attempi some of the more difficult books or
parts of books until Grade 4.

“The importance of continuing the type of reading and
writing exercises listed in the manual, The Teaching of
Reading, cannot be too strongly emphasized.”

An outline of the scheme is shown on page 28.



*A GRADE 3 READDING PROGRAM
; i
i Term 1 | Term 1} Term il
Grour A
Basic Wide Range Blue 1 Wide Rarnge Biue 1 and Blue 2 Wide Range Blue 2
Supplementary Far and Wide (Playbook 1V, Happy | Queenstund {3rade 3 Reader (selected | Queensiand Grade 3 Reader (seiected
Venture series) stories) stories)
Wide Range Green 1 Talk, Tale and Song, Books B and C | Wide Range Green 2
Queensland Grade 3 Reader (selected | Wide Range Green 1 and Green 2 Days in Sun
stories) High on a iEfl and Days in the Sun | Readers Digest Book 1 and Book 2
Talk, Tale ard Song, Books A and B | Readers Digest Book 1 School Papers and School and Local
High on a Hill Schoo!l Papers and School and Local Library
School Papers and School and Local Library :
Library
Grour B -
Basic Holiday Time—Book 1V Wide Range Blue 1 Wide Range Blue 1 and Rius 2*
Wide Range Blue 1
Supplementary Queensland Grade 3 Reader (sciected | Queensiand GGrade 3 Reader (selected | Queensland Grade 3 Reader (selected
stories) stories) stories)
Talk, Tale and Song, Book A Wide Range Green 1 Wide Range Green 1 2nd Green 2*
- Far and Wide (Playbook 1V) Taik, Tale and Song, Book B Talk, Tale and Song, Book C
School Papers and School and Local | High on e Hill Days in the Sun
Library School Papers and School and J.ocal 1+ Readers Digesi Book 1
Library School Papers and School aad Local
Library
Grour C
Basic Holiday Time—Book 1V Wide Range Blue 1 Wide Range Blue 1 and Blue 27
Supplementary Library Books 22-27 Far and Wide (Playbook IV) . Queensiund Grade 3 Reader (selecied

Now for Some Siories (Flaybook HI)

Talk, Tale and Song, Book A

School Papers and School and Local
Library

Queensland Grade 3 Reader (selected
stories)

Talk, Tale and Song, Book B

High on a Hiil

School Papers and School and Local
Library -

stories)
Wide Range Green 1
Talk, Tale and Song, Book C
High on a Hill and Days in the Sun
School Papers and School and Local
Library

* May act bc complsted in Srads 3

Miss J. Boxter, Student Teacher, Kedron Park Teachers College; Miss R.
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Infants State School; Miss R. Bishop, Teacher, Junction Park Infants State School, Miss J. Alexander,
Teacher, Junction Park Infants State School; Mrs C. Crew, Teacher, Junction Park Infants State Schooi;
Mr C. Wham, Principal, Milton State School; Miss M. McCabe, Teacher, Milton Statc School Miss E.
Middieton, Teacher, Miiton State School; Miss J. McDonald, Teacher, Ashgrove State School, Mrs G. Brown,
Teacher, Ashgrove State School; Mr D. Holden, Principal, Wynnum West State School, Mrs N. Culium,
Advisory Teacher (Language Arts).
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Gredden) and Members of the Primary English Syllabus Committee; The Principal (Mr T. Collins) and Staff
of the Gumdale State School.

28

wr



> l.“-""l.- -
=,

.

raartoowoomba  education  centre=smeg

OV T

"

P

e S

TO: o PARENTS OF PRE-SCHOOL CHILDREN

O
- e ’.

r

2 THE TOOWOOMBA EDUCATION CENTRE WILL CONDUCT A
PROGRAM FOR PARENTS OF PRE-scHooL CHILDREN AS
W PART OF A SERIES OF TALKS ON EDUCATION,

s Wh '
o O} e , A '
R en APRIL 13th and APRIL 20th - 1pm. to Zpm.

¥, Tupw : "HOW TO HELP YOUR CHILD AT/BEFORE PRE-SCHOOL".

3
,%.
i
=
=i
Ti
=3
%

Marion Cunny - Lectunen in Eanly Chifdhood Education %
at D.0.1.A.E. )

o D Co
BRI

n¥e

' Space is limited and people are asked to book by ' phoning the
Education Centre on - '

.. o

. ORIGINATOR: Pat White for Reading Education And Development,
s SARLRL L

)
e

> -,
Y N

-
-

>
S,

o Cony
R

=

| -,
(B

§



- TOOWOOMBA EDUCATION CENTRE

Dear

You are probably aware that the Fourth Annual Conference of the
Australian Reading Association will be held in Brisbane in August, 1978.
This event will attract several specialists, in the teaching of reading,
from overseas and interstate.

We are fortunate to be given the opportunity to bring some of these
lecturers to Toowoomba. Hearing their addresses will be an event that
may not recur for many years.

Would you 'spread the word' to as many teachers as you poss1b1y can,
please? Details of the sessions are set out below.

We hope that all teachers will take advantage of the visits of these
specialists. It is unfortunate that all sessions must be held in the
one week - but speakers will not be available later.

Yours faithfully,

PAT. WHITE (chairman),

DIANE MacDONALD and

JUDY STOWER (joint secretaries)
for R.E.A.D. COMMITTEE.

Mon. 28th Aug., 1978 at T.E.C. at 4 p.m.
Speaker: Dr. Tom Nicholson (University of Waikato).
Topic ‘New Trends in Teaching and Diagnosing Reading Comprehension.

Tues., 29th Aug., 1978 at T.E.C. at 4 p.m. "
Speakers: Mrs, Judy GiTlett and Mrs. Yvonne Munro (Reading Development Centre,
Adelaide).

Thurs., 31st Aug., 1978 at T.E.C. at 4 p.m.
Speaker: Mrs. Gwen Bray {United Kingdom].
Topic: School Policies in Reading and Language.
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JUNE
JUNE
JUNE

JULY
JuLY

JULY
JULY

AUG.

10

12
29

6, 13

17
28 )

CALENDAR FOR TERM 2, 1978,

W WIS NN N eI NEN

Seminar at Thallon S.S.
Commi ttee Meeting.

Public Lecture on Adult Literacy (Ms. S. Foster & Ms. M.
Byrne, M.G.C.A.E.).

Lecture for Classroom Teachers (Dr. John Elkins, U. of Q.)

Books of Fact. (Leétures in conjunction with Book Week
activities - Mr. G. Bull & Mr. R. Skilton, D.D.I.A.E.)

Language in Action Readers (Ms. Margaret Herbert)

2 sessions for parents of Grades 1, 2 children.

------------

Information on topics, times and venues will be made available

in due course.

P. WHITE.
(for R.E.A.D. committee)



mesets Or, J. EIKIDS

SENTOR LECTURER, SCHONELL ED. RESEARCH CENTRE, UNIVERSITY OF QUEENLSAND
AND PRESIDENT-ELECT QF THE AUSTRALIAN READING ASSQOCIATION.

we A Lecture for Classroom Teachers

TITLE: Recent Insights into Reading Comprehension in Laboratory and Classroom.

At TOOWQOMBA EDUCATION CENTRE on WEDNESDAY, Jply bth
at 4.15 p.m.
Enrolment requested by 30th June, 1978
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2 R.E.A.D. Centre,
c/- Toowoomba Education Centre,
P.0. Darling Heights,
TOOWOOMBA. Q, 4350

Attgndance at Lecture by Dr. John Elkins
on July 5th, from this school will be . . . . .
teachers.

HAVE YOU REGISTERED FOR THE NATIONAL CONFERENCE
ON READING?

OVERSEAS AND INTERSTATE SPEAKERS.

AUGUST 24 - 27, 1976 in  BRISBANE

Registration fonms available gnom R.E,A.D, Centre
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EDUCATION CENTRES IN QUEENSLAND

. ¥ x o -
Atherton and Mareeba Mr Bigrn Simonsen,
Director, }
Atherton District Education Centre,
PO Box 177,
TOLGA, QLD. 4882
Telephone 070 954213
Bayside ° Mr L. Blanchard,
Chairman,
Bayside Education Centre,
(61 Wwhites Road)
PO Box 74,
MANLY, QLD. 4179
Telephone 073 968476
Brisbane Mr J.F. Quinlan,
Director,
Brisbane Education Centre,
GPO Box 84, . '
(495-499 Boundary Street, Spring Hill)
NORTH BRISBANE, OQLD. 4000
Telephone 072 214685
Cairns - Mr J., Ollenburg
i Secretary,
Cairns Education Centre,
PO Box 1839, »
(Cnr Lazarus and Morehead Sts., Bungalow)
CAIRNS, QLD. 4870 -
Telephone 070 514359 - 070 541160 (school no.
Innisfail Mr A. Blewer,
Secretary, ' .
Innisfail and District Education Centre,
PO Box 932,
INNISFAIL, OQLD. - 4860
Telephone 070 612917
Townsville Mr G. Swayn,

Co-ordinator,

Townsville and District Education Centre,
PO Box 5641,

MSO TOWNSVILLE, QLD. 4810

Telephone 077 723858

Warwick Mrs B. Davison,
Secretary,
Warwick Education Centre,
PO Box 320,
WARWICK, QLD. 4370

Telephone 076 612286




Mackay

Mount Isa

Redcliffe

Toowoomba

Mr J. Taylor,

President,

The E.F. Gutekunst Teachers'
c/- Central State School,

(Alfred Street,)

PO Box 77,
MACKAY, OQLD. 4740

Telephone 079 511233

Mrs R. Whitelaw, _
Director,

Mount Isa Education Centre,
PO Box 783,

MOUNT 1ISA, QLD. 4825

Telephone 077 432096

Ms M. Herzig,

Secretary,

Redcliffe Education Centre,
PO Box 167,

REDCLIFFE, OQLD. 4020

Telephone 07 2849902

Mr J. Handley,
Director,
Toowcomba Education Centre,

Centre,

Darling Downs Institute of Advanced Education,

PO Box 128,
TOOWOOMBA , QLD. 4350

Telephone 076 301578




Teachers are urged to support the following practical short-term workshops.
You are requested to book early so that final arrangements can .be made.

Nominations for The Superannuation Meeting might be best made on a school basis.
Please book by phoning the Toowoomba Education Centre on 30 1578.

USING THE PORTAPAK

Practical Wonkshop...the Portapak explained..
shots. .. Lighting...editing. ..make a §ilm.
Films shown to conclude the day.

The Education Centre Pontapak will be available
forn Loan to 'graduates'.

Satunday July 22nd...9.00-5.00
at Toowoomba Education Centre.
Booking essential - Limi 20

FREE!

The Practical use of ......
CALCULATORS IN THE CLASSROOM
Leader: Leo Ratz

Leo conducts a course in the use of
calculators for children at Harlaxton
State School. He has many useful tips
and hints.

There will be a display of calculators

Thursday July 27th.

7.30 p.m. at Toowoomba
Education Centre.
Booking essential -
Limit 30

FREE!

Leader: Jan Somerville
Modelling - use a wide range of materials -

dough...clay salt ...ceramics...sawdust.,.

plaster.

Carving: Vermiculite, plaster, clay

Polystyrene - fruit, vegetables

Saturday August 5th at

9.00 until noon. Toowoomba
Education Centre. Booking
essential. Limit 25

FREE!

PRINTING

Using Letnaset fon betten presentation -
Dragting and making plates.

Of4set printing - very useful fon
examination papers, especially Technical
Drawing, Mathematics, Geoghaphy, nepont
carnds and schoof magazines.

Thunsday August 10th

at 4.00 p.m. r__///’fTT:Nﬁﬁg
Toowoomba Education
Centre. Limit 10

= 0O

| smm——

FREE! Z 2

Ll

Speaker: Burgess Stephenson

What you should know about your superannuation
At 60 - how much?
At 65 - how much?
Widow's pension, Incapacity, Control of the fund

entitlements.

Plenty of time for gquestions.

August 29th at the Toowoomba Education Centre.

Booking essential - Limit 70
FREE!
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FRYER
Msg,

"READING” SessioNs FOR PARENTS TO ASSIST CHILDREN WITH READING IN

THE MIDDLE SCHOOL

JULY 28: LEARNING TO READ IN THE MIDDLE ScHooL (GRADES 3, 4 & 5)

Ave 4 PEADING FOR PLEASURE IN THE MIDDLE scuooL (GR, 3, 4 & §)

WHERE ToowooMBA EDUCATION CENTRE

WHEN o 1- 2.15 pm, HOW TO GET To ToowoomaA
- EDUCATION CENTRE %

COST $1

Numbers are limited so please book
by phoning on 30 1578.

Child minding available.

\WJEST STREELT




(Clﬂd Dads) 7/////{ ( ((({ (U/%

FIND OUT ALL ABOUT THE MATHS YOUR GRADE 1 & 2 CHILDREN
ARE DOING AT SCHOOL. ~ FIND OUT HON YOU CAN HELP THEM

AT HOME - DO SOME SORTING AND CLASSIFYING AND NUMBER

SENTENCES.
WHEN: Ry ooe 9, 16m, R0, . 2 2 1ew - 215 pum,
WHERE: TOOWOOMBA EDUCATION CENTRE

- Distyssion LQOder: Mr. CoL CRAIN - PRINCIPAL, GABBINBAR STATE SCHOOL

, . Y HOW TO GET TO TOOLOOMEA Child minding available!

P MCGRECO » - 0

’;:ouaq: EDU_C_Q_T_LQ_!_\}__QE_NI_EE* Space limited - booking essential -
' _ phone 30 1578

|

'T.E.C.

Fee - $1 for the three sessions.

WJEST STRELT
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" BAKER STREET " PHONE  3015/8°

welcome fo ...

TOOWOOTIBA
EDUCATIOR

CERTRE ...

Whats it all abovt ?



Use the Photocopien
to photocopy, make
OHP transparenciés

ot address lalkels

See the Dinectorn about
the addness Label facility-

it could save you a Lot of
' Lime..
% Mrs. A Teachen,
State Schook,
b TOOWOOMBA Q. 4350

ING
.Q}S) qu?
R.E.A.D. has... < o
| ¥, || KEITH STOREY, Tndustnial Officen
. A 3
* displays of reading schemes, & |R.E.|[A.D. = for the Teachen's Union, has an
" 23. : office at the Toowoomba Education
resource materials on K e P
teaching reading, ‘%0 ¢ Centre., He has a felex for
T N ¢ contacting Brisbane with
* seminars/discussions on 4d

teaching reading, Union/Consontium mattens.
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