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Editorial

In this edition of IE we discuss the critical role of
educators and their Union in dealing with broader
issues in society – as well as the impact these
issues have on the education profession.
The ever-present media exposition to adults
and children alike of a seemingly constant
viewing of trauma and disaster must have
an impact. Teachers are then faced with the
challenge of how to tackle difficult discussions
in the classroom. Professor Beverley Raphael
explains how educators can approach these
conversations (p10).
Our lack of control over tragic events happening
globally highlights the need for schools to provide
a safe and secure environment for students and
educators. Compliance officers play a vital role in
this; ensuring schools are up to workplace health
and safety standards and thus allowing school
staff to focus on their own workloads (p15).
In the classroom setting, an educator’s ability to
feel in control as well as be in control reinforces
their students’ feelings of safety and security. IEU
member and teacher Juliette Foenander discusses
the importance of acknowledging one’s feelings
in order to create a healthy and supportive
learning space (p28).
Some issues, of course, extend beyond the
classroom. Forced displacement of people has
reached historic levels and schools all over the
world are welcoming into their classrooms an
increasing number of refugee children. We discuss
the power educators have to help refugee
students through what can be an extremely
disorientating experience (p18).
As we welcome migrants and refugees
from across the globe into our schools and
community, we must take the time to ensure
that children value multiculturalism and learn
the essential social skills of cultural awareness
and inclusion (p25).
As we commemorate Reconciliation Week
and NAIDOC Week we pause to consider issues
of significance to our Aboriginal and Torres Strait
Islander members and reflect on how our Union
might do more to promote reconciliation in our
community. IEUA-QNT Research Officer Adele
Schmidt writes to this issue (p22).
Educators have the power to take charge
of their work environments – with their choices
having the potential to have a positive influence
and shape the values and views held by the
community at large. Our Union stands for
members who are passionate about their
professions and we fight to ensure that the
profession is fairly recognised as a vital contributor
to a better society. Our members make a
difference – and our Union is determined to ensure
they are able to continue to do so now and in the
future.
Terry Burke
iemagazine@ieu.asn.au
4|independent education|issue 2|Vol 47|2017

New South Wales

NAPLAN – beyond a diagnostic test
The NSW Parliament recently saw lively debate on linking Year 9
NAPLAN results to the Higher School Certificate (HSC) testamur.
The previous NSW Minister for Education, Adrian Piccoli, outlined his
view that a Western Australian model requiring Year 9 students to meet
three band 8s in NAPLAN will become a feature of the NSW education
landscape. Piccoli’s view was that “students will have to try a bit
harder”.
The curious feature in NSW is that students who have not met the
minimum bands can sit the HSC but not receive the testamur.
The matter became more complex as the University Admissions
Centre revealed students will not require an HSC to receive an ATAR.
In essence the non attainment of an HSC will not be a bar to entering
university. This is particularly confusing to parents and students.
NSW Shadow Minister for Education Jihad Dib challenged the linking
of NAPLAN and the HSC. While not opposed to raising educational
standards, the NSW opposition considers academic improvement is best
achieved within a holistic educational context rather than through a
literacy and numeracy benchmark.
Supporting teachers and respecting the existing curriculum to
deliver sound outcomes is the way forward. NAPLAN has an agreed
and understood diagnostic purpose. Linking NAPLAN and the HSC is
confusing and unnecessary.

Western Australia

Voters embrace new government
On 11 March 2017 WA voters went to the polls, the result was
a strong rejection of the incumbent Barnett Liberal Government.
The ALP was elected with the largest victory over a sitting
pgovernment in WA history. Mark McGowan is the new Premier. There
are many new members of Parliament, with a record 23 female ALP
members in both Houses.
Sue Ellery MLC had been the Opposition spokesperson on Education,
with IEU enjoying a good working relationship. Ellery is now Minister
for Education and Training. We have met and established ongoing
communications and a forum for discussion on education issues that
affect our members. Early topics for discussion included funding,
staffing remote schools and the Teacher Registration Board and review
of the Teacher Registration Act. We also raised the need for stakeholder
input when changes are proposed to the School Registration Standards
such as the recent ‘Code of Conduct’.

Victoria

Focus on salaries and workload
This year is a busy negotiating year for wages and
conditions for Victorian school union members. The
negotiation of the government sector agreement has now
been finalised and the agreement covering employees in
Catholic schools and Catholic Education Offices is currently
being negotiated.
The government agreement delivers 3.25% wage increase
per annum from April this year until October 2020. For
teachers the beginning salary at the start of the agreement
is $65,415 and the top of the automatic teaching scale
is $98,047. By the end of the agreement, salaries will be
respectively $72,058 and $108,003. For education support
staff on top of the 3.25% per annum increase, there are
additional increases for employees at Range 1 and 2
because of changes to the incremental steps. Government
principals have a 4% per annum increase. The 4% “recognises

workload and includes an additional 0.5% increase to
account for the missing superannuation guarantee increase”
(AEU). The government agreement also provides for some
improvement in teacher workload through the introduction
from 2018 of four professional practice days a year (one per
term) in addition to pupil free days. The focus of the teachers’
days can be determined by the teacher from the areas of
planning, preparation, assessment, collaboration, curriculum
development, PD and peer observation.
IEU Victoria Tasmania, at the time of writing, is still in
negotiation for the Catholic Sector Agreement. This year is
the 20th anniversary of IEU winning parity with the Victorian
government sector in wage increase quantum and effective
dates of payment. The Union won’t be giving up this hard
won principle. Workload controls and improvements are
also central.

Tasmania

Union members have their say
Following close on the heels of the negotiation of a new
classification structure for education support staff which
has come into effect in March this year, IEU returns to the to
table for negotiation of the total Catholic Education Single
Enterprise Agreement which expires later this year. IEU is
currently surveying all of its Catholic school and Catholic
Education Office members about their priorities so that it can
develop a comprehensive log of claims.
In the government sector, there is an in principle settlement
of a new deal that reflects public sector wages policy of 2%
per annum, although there have been additional increases
at the entry level for four year trained teachers and top of
the automatic scale rates.
The early response to the Union’s survey to date has
been strong and members in Tasmania have similar issues

to their Victorian counterparts, with a few local differences.
Workload is high on the agenda. No surprises there, with
comments about curriculum and educational change, less
capacity to quarantine preparation time, and the impact
in a classroom of students with special needs. There are no
specified maxima for class sizes in the current agreement.
In the last round of negotiations there was a protracted
industrial campaign where one of the strongest justice
issues was school support staff conditions. The Union won
a guarantee to a minimum 40 weeks of employment per
year for this group of employees, but there is consensus that
there still needs to be improvement in the overall mode of
employment, which is inferior to the Victorian classification
structure for employees on different holiday arrangements
(Cat A, Cat B and Cat C).

Queensland

Resolving employee issues in flexible learning centres
As a result of a IEUA-QNT member campaign to address
the structures and employment arrangements for employees
in Queensland Catholic Flexible Learning Centres (FLC), a
review of working conditions is currently being undertaken by
a FLC Joint Working Party.
FLCs are the fastest growing sector within Catholic
education in the country. They are characterised by their
focus on the individual needs of young people who are
disenfranchised and disengaged from the mainstream
education approach. FLCs respond to these needs by
providing a place and an opportunity to re-engage in a
suitable, flexible learning environment.
The work of members within the flexible education system is
unique, and the review is an important opportunity to ensure
that employers fairly recognise and reward the contributions
of these employees.
IEUA-QNT Assistant Secretary Brad Hayes said members and
employee representatives were committed to developing
shared solutions with the employer representatives in order to

address uncertainties and inconsistencies in FLC workplace
arrangements in Queensland.
IEUA-QNT representatives have tabled a number of
member issues identified for consideration in the joint review
of FLC conditions including:
• work arrangements and hours of duty issues
• appropriate classification of school officer and youth
worker positions
• leave arrangements and vacation periods for school
officers and youth workers, and
• the suitability of promotional structures within the FLC
context.
Employee representatives and IEUA-QNT organisers will
be liaising with FLC members over coming weeks to further
inform the development of proposals regarding these
important employee issues.
For more information visit www.qieu.asn.au/flc.
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South Australia

Support for students in the SACE
The South Australian Certificate of Education (SACE)
allows all students to develop the knowledge, skills and
understandings necessary to becoming active participants
in an ever changing world.
For a young Aboriginal student, achieving the
SACE qualification not only provides greater access
to meaningful pathways such as further education,
training, and employment but can lead to the
development of other essential capabilities such as
personal, social and emotional well being, financial
prosperity and security, and enhanced capacity
for critical and creative thinking.
The SACE Board Aboriginal Education Strategy 2017–2021
aims to prepare Aboriginal students to achieve their SACE
while maintaining their Aboriginal culture and identity, as
well as positioning them to succeed in their local community
and as global citizens.
The strategy reflects a strong commitment from the
education sector in South Australia to enhancing the
learning outcomes and capabilities for Aboriginal students,
and the voice of Aboriginal students and their families has
informed this strategy.
This new strategy builds upon the success of the previous
2012–16 strategy and highlights recommendations for
schooling sectors and other stakeholders to consider, which
have proven to contribute to the SACE attainment for
Aboriginal students.
It also acknowledges that success in the SACE
does not begin in Years 10 or 11, and that broader
educational policy change is required. The focus
for the SACE Board Aboriginal Education Strategy is on
emerging practices that include building on strengths,
encouraging pride in young Aboriginal people’s cultural
heritage, and emphasising proactive approaches to
SACE attainment.

The 2017–2021 strategy includes the presentation of the
new strategic priorities:
• empowerment: identity and belonging
• respect: strong commitment and high expectations
of relationships
• leadership: people and culture
• capacity building: culturally and contextually responsive
curriculum and assessment
• achievement: excellence, aspiration and merit, and
• transparency: data analysis and evaluation.
For each strategic priority, the development of
recommended aims, initiatives and activities for schooling
sectors and other stakeholders to consider as follows:
Recommendations
It is recommended that implementation of the SACE Board
Aboriginal Education Strategy 2017–2021:
• focuses on emerging practices, including building on
strengths, encouraging pride in young Aboriginal people’s
cultural heritage and emphasising holistic collaborative
and proactive approaches to SACE attainment
• drives positive change by acknowledging that success
in the SACE does not begin just in Years 10 or 11, and
recognising that broader educational policy change in
former schooling years is required
• inspires schooling sectors and other stakeholders to consider
the range of interrelated recommendations offered in the
strategy, and
• promotes the targeted initiatives, activities and
coordinated approaches that are required at the school,
sector and state levels in order to achieve sustained,
positive improvement.
https://www.sace.sa.edu.au/schools/aboriginal-students/
sace-aboriginal-education-strategy

Northern Territory

Negotiations for new NT Catholic agreement underway
Maintaining comparable wages to public sector
counterparts, clarifying hours of duty issues, establishing
better resourced positions of responsibility structure and
school officer classification review have been highlighted as
key issues for members in Northern Territory Catholic schools
as negotiations for a new collective agreement start.
The initial meetings of the Single Bargaining Unit (SBU)
took place on Friday 24 March and Monday 24 April 2017
with employee representatives tabling the employee
Log of Claims and a number of elaborated clauses for
consideration.
IEUA-QNT Branch Secretary Terry Burke said Catholic
schools in the Northern Territory support a culture of
continuous improvement to bring about improved school
learning outcomes and life opportunities for students.
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“In order to achieve this mission, schools need a
contemporary set of conditions to ensure that high quality
staff can be recruited and retained and that industrial
processes and working conditions support best education
practice,
“Members in Northern Territory Catholic schools are
committed to working with their employer to put in place a
collective agreement that will strengthen Catholic education
into the future,” Terry said.
The employer has not tabled a Log of Claims at this stage
but noted that the ongoing clarity of clauses would be a
major focus and that their claims would be presented during
the negotiations.
A schedule of regular negotiation meetings has been set.

Growing community spirit

When Vocational
Education Teacher
Bridget Ward applied
for an IEU NSW/
ACT Environment
Grant sponsored
by Teachers Mutual
Bank, she did not
fully appreciate
what the long term
consequences of
such a move would
be, IE journalist Sue
Osborne writes.

Bridget’s school Loyola Senior High
School in western Sydney, won the $3000
grant last year for their wicking garden.
’Wicking’ means drawing moisture. The
school created four garden beds using
the wicking technique to save water.
Wicking involves layering – first a layer of
sand is covered with plastic sheeting, then
scoria or gravel followed by an ‘ag’ pipe
with an inlet to be filled from a rainwater
outlet, then a geo-textile cover to stop soil
contaminating the water table, followed
by a layer of soil, no more than 300ml thick,
to enable the wicking process to occur.
Bridget said she first saw the wicking
concept on an ABC gardening show.
“The school delivers training to hospitality
and commercial cookery students, who
prepare and cook recipes requiring the
purchase of fresh vegetables and herbs,
which costs the school a lot of money.
There had been an attempt to grow
herbs but it was unsuccessful due to the
maintenance requirements of the garden.”
Bridget invited staff to participate in the
grant application process. She said it is
important to gain the support of all staff
in the project to be able to successfully
undertake it from inception to completion
and maintain the garden in the future.
Once the garden beds were up and
running, they became a focal point for the
school and community action has evolved
around them, and continues to bloom.
“We put them in prior to the Christmas
holidays and planted some seeds at the
end of term. The gardener was told not
to water them at all, and he was amazed
how they had survived the hottest, driest
time of the year without any watering.”
Herbs grown in the wicking beds have
been harvested by staff and turned into
pesto. The money raised is being used to
buy more plants.
“We have a sustainability unit in
each of our VET subjects. A lot of our
students come from low socio-economic
backgrounds, many from migrant or

refugee families, and they have no idea
about sustainability.
“Many live in homes without gardens.
Because of their involvement in the
construction and planning of the garden,
they have shown an interest in the
garden. We have a community program
called Magis which involves serving others
in the community.
“Students who don’t want to go out into
the community are able to work in the
garden.”
Staff members who were initially unsure
of the garden have now become
engaged with it as they can see its
benefits to the school community.
“The visual arts department is
considering a project to decorate it,
which will emphasise its sustainability.
“The flow on effects to the school
community have also been very positive.”
Grant application
This year’s round of IEU Environment
Grants are now open to members in
NSW/ACT.
Members in schools, colleges or early
childhood centres are invited to apply for
one of five environment grants of $3000
each, sponsored by Teachers Mutual
Bank.
Typical projects could include habitat
conservation, biodiversity, kitchen
gardens, water and energy saving, tree
planting, recycling, composting and
Aboriginal cultural projects. Applications
close 19 July. For applications forms and
further information email Betty Tan at
betty@ieu.asn.au.
References
http://www.sgaonline.org.au/wicking-beds/
http://www.abc.net.au/gardening/stories/
s4010599.htm
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Kaleidoscope

Who says girls
can’t play rugby?
Women’s rugby was
suddenly thrust into the
spotlight by the outstanding
performance of the
Australian Women’s Rugby
Seven’s team gold medal
at the Rio Olympics last
year, IE Journalist Sue
Osborne writes.

But it hasn’t always been that way.
Charlotte Caslick and her history making
team members were not universally
encouraged to play rugby at school. In
fact some went to schools where girls
were not allowed to play the sport at all.
And as most of the team are in their early
20s, this is very recent history.
The ARU website says Charlotte is widely
regarded as one of the best players in the
world of Rugby Women’s Sevens.
The scrumhalf, from Corinda just outside
of Brisbane, is already a dual international
having represented her country at the
Australian Youth Olympic Festival and
2013 Rugby Sevens World Cup, as well
as playing for Touch Football Australia at
both age grade and open levels.
Charlotte was named in World Rugby’s
2014-15 and 2015-16 Dream Teams – she
was also one of four players nominated for
the 2015 Women’s Sevens Player of the Year.

She scored seven tries throughout the
competition in Rio, including one in the
gold medal match against trans Tasman
rivals New Zealand.
Charlotte went to Sherwood State
Primary School in Brisbane and had no
real connection with non traditional
female sport at that stage.
But she credits a teacher’s passion
for Jump Rope for Heart, (the Heart
Foundation fundraiser) for getting her
into regular twice weekly fitness training,
thereby creating a routine for Charlotte at
a young age.
It was at Brisbane State High School that
another teacher decided to go against
the grade and started Charlotte on
the course that led to gold medal glory
in Rio.
“Mr Sione Sukosuka was really
passionate about rugby and coached the
boys 15s rugby team,” Charlotte said.

The whole team is massive on proving to
people that we can play rugby well and
to counter all those stereotypes that exist
around women’s rugby.
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“He took us girls for touch football and
he saw my potential. He started me
training with the boys’ team. We didn’t
tackle and the boys were actually really
supportive.
“No other teachers at the school had
ever shown any interest in girls playing
rugby. I think a lot of them thought girls
shouldn’t be allowed to play rugby. I’m
not sure why. Maybe safety issues or
something like that.”
While the boys were supportive, some of
Charlotte’s fellow female students were
less so, drawing on some unpleasant
stereotypes of female rugby players.
Nevertheless, Charlotte continued to
develop in the sport and at the TransTasman Touch Football competition she
was ‘spotted’ by Australian Rugby Union
scouts looking for players for the Olympic
squad.
Charlotte said many of her fellow
teammates came from schools where
they were not allowed or not encouraged
to play non traditional sports.
However, since the gold medal, things
are changing.

“Since Rio we’ve done heaps of visits to
schools and go and watch younger girls
play, run water for them, things like that.
“The whole team is massive on proving
to people that we can play rugby well
and to counter all those stereotypes that
exist around women’s rugby.
“I think girls should be allowed to play
whatever sports they want or do whatever
activity they are into at school.
“We feel that we are role models for
younger girls. The interest in rugby for
women has really grown since Rio and
now we are aware of a lot of schools,
even all girls schools, that are getting girls’
rugby teams and competitions.”
Charlotte is concentrating on sport full
time at the moment and says she hasn’t
found anything she wants to do more
than rugby as yet.
She is training for the Commonwealth
Games on the Gold Coast next year and
the team is hoping to repeat its gold
medal success and further raise the profile
of women’s sport.
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Helping
children deal
with trauma
in the news
Disasters occur –
whether natural or
manmade – and when
they do they are often
given constant media
coverage. Journalist
Sara El Sayed looks at
how constant exposure
to trauma in the
news and online can
affect children
and what teachers
can do to help.

Today, 34% of Australian children eight
to 13 years old use social media, with
82% of teens accessing social networking
sites on a regular basis. As a result, their
exposure to news which may be traumatic
is unparalleled.
Research conducted by the Office
of the Children’s eSafety Commissioner
found that children spend 19 hours online
outside of school hours. And for teens it is
even higher, at 33 hours.
The easy and seemingly unlimited
access to the internet most young
Australians enjoy allows them to be more
exposed to media coverage of disastrous
and traumatic events.
Media coverage during times of disaster
is important as it can help to provide
people who have been affected by the
disaster with news and information about
where to go, how to access help and
when it is safe to return to their homes.
Indirect exposure
However many people, especially
children, can become absorbed by the
constant news stream about the disaster
and sometimes watch or listen for hours.
Researchers agree that viewing extreme
trauma indirectly through the media affects
children’s mental and emotional health.
Media access brings worldwide events
close to children and often in a very crude
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way, through the news, internet
or social media.
It can involve intrusive, unedited images
portraying extreme acts of violence or
footage of natural disasters that can be
intense. Young children in particular do
not have a sense of spatiality and rarely
understand the concept that these events
may have occurred far from their current
location.
Instead, these almost live events can
cause feelings of unsafety, hopelessness
and helplessness.
According to the Trauma and Grief
Network’s tip sheet Disasters, the media
and your child, seeing media coverage
that contains graphic and scary images
can cause distress or worry for children
and adolescents.
Children and young people will also
often discuss what they have seen in the
media with each other – meaning that
even if they do not see it on television or
social media, they are still exposed to it by
their friends.
Professor Beverley Raphael – former Head
of the Academic Unit of Psychiatry and
Addiction Medicine at the Australian National
University and Chairperson of the Australian
Child and Adolescent Trauma, Loss and
Grief Network – said that feelings of fear and
uncertainty are what strike children when
they are exposed to trauma in the news.

Exposure
to news
and media
coverage
of trauma
and disasters
opens up
a child’s
vulnerabilities
in a very
intense way.

Sense of security
“Exposure to news and media coverage
of trauma and disasters opens up a child’s
vulnerabilities in a very intense way,”
Professor Raphael said.
While parents play an important role in
managing the effects of their children’s
exposure to disaster media, according to
the Childhood Trauma Reaction: Teacher
Manual, teachers are in a unique position
to identify children who are experiencing
difficulties following a natural disaster
because of their role, expertise, and
extended contact with children.
“One of the most important things for
an educator to do is to give their students
a sense of security and safety,” Professor
Raphael said.
“It’s important for a child to know that
good people – their teachers and school
staff – are there to make them feel safe
and secure.”
Professor Raphael said if teachers notice
that children are becoming noticeably
stressed about what they have seen or
know about disasters, teachers should
focus on reassuring their students that they
are not in harm’s way.
“Let the children know what’s
happening and how they will be kept safe
at all times at school.
“Of course educators will have to
address the disaster at hand – but they
should do so by explaining to children that
a tough time is being experienced without
dwelling too much on the negative
aspects of the disaster.
“The focus should be on making sure
the children understand that they live in
a strong country and they will be looked
after,” Professor Raphael said.
Closer to home
The Childhood Trauma Reactions:
Teacher Manual also highlights that what
an adult perceived as threatening may
be very different to the child’s experience.
For example, in the context of natural
disasters, parents may feel that their life or
the life of their child was threatened.
The child however, may be much more
concerned about being separated
from their parents and family during or
immediately after the trauma. The fear

of separation may continue for weeks or
months following the trauma depending
on the age of the child and the severity
of threat.
Professor Raphael said educators can
calm these separation anxieties by
reassuring children that their parents
are safe.
“Telling young children that their parents
are safe and that they will be with them
soon will help in comforting them,”
Professor Raphael said.
While educators play an important role
in helping children deal with exposure to
trauma through the news, it is also critical
that educators appropriately deal with
the effect it may have on themselves in
terms of self care.
In Professor Raphael’s paper Resilience
and Self Care for Principals and Teachers,
she outlines the need for educators to
develop self care strategies to help deal
with everyday stressors and adversities as
well as with disaster after effects and new
or ongoing trauma.
“The best thing for an educator to do is
to have someone they trust – whether it
be a colleague or friend – who they can
discuss their anxieties with.
“Educators should know that their role
in helping children understand and get
through tough times is important – and to
do this effectively, their own wellbeing must
be looked after,” Professor Raphael said.
The Childhood Trauma Reaction:
Teacher Manual can be accessed via
education.qld.gov.au/studentservices/
natural-disasters/resources/child-traumahandbook.pdf and Professor Raphael’s
paper Resilience and Self Care for
Principals and Teachers can be accessed
via earlytraumagrief.anu.edu.au/files/
ACATLGN_Raphael_ResilienceSelfCare_
D1_0.pdf
References
https://www.ncbi.nlm.nih.gov/pmc/
articles/PMC4803729/
https://esafety.gov.au/about-the-office/
research-library
http://earlytraumagrief.anu.edu.au/files/
ACATLGN_Raphael_ResilienceSelfCare_
D1_0.pdf
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Different
learning
styles are
a myth
It’s a standard idea in
teaching practice that
students learn through
different styles: auditory,
visual and kinaesthetic
mainly, journalist Sue
Osborne writes. This idea
is embedded in university
teaching, PD and
curriculum. Yet there is
no scientific evidence to
back it. Many experts are
now saying that not only
is the idea a myth, but
categorising students this
way does them harm.
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In March this year 30 prominent
international academics joined forces
to publish a letter in The Guardian to
debunk the learning styles theory.
Learning styles theory has been around
since the ‘70s and is predicated on the
idea that some people will learn better
if material is presented in a visual way
(pictures, graphs, video); others learn
best by doing and moving (kinaesthetic)
and others through listening (auditory).
These academics included professors
from the universities of London, Oxford,
Bristol, Harvard, San Diego, Cambridge,
Columbia and Frankfurt.
The letter said: “We wish to draw
attention to this problem by focusing
on an educational practice supposedly
based on neuroscience that lacks
sufficient evidence and so we believe
should not be promoted or supported”.
“This belief [learning styles] has much
intuitive appeal because individuals
are better at some things than others
and ultimately there may be a brain
basis for these differences. Learning
styles promises to optimise education
by tailoring materials to match the
individual’s preferred mode of sensory
information processing.
“There have been systematic studies
of the effectiveness of learning styles
that have consistently found either no
evidence or very weak evidence to
support the hypothesis that matching or

It’s not hard to
understand the
popularity of
the idea. We
live in a society
that values
and respects
diversity and
individual
differences. As
educators we
are perhaps at
the vanguard of
inclusiveness.

‘meshing’ material in the appropriate format
to an individual’s learning style is selectively
more effective for educational attainment.”
In an article in Teacher magazine Dr Tanya
Vaughan, Honorary Fellow at the Melbourne
Graduate School of Education at the University
of Melbourne, writes: “a staggering 95% of [UK]
teachers think learning styles are true”.
IEU member, Ballarat Clarendon College
maths and physics teacher, blogger and
PhD candidate Greg Ashman writes that
common conclusions that teachers draw
from learning styles models is that wherever
possible, they should aim to teach students in
their preferred learning style.
“Professor Hal Pashler and colleagues,
reviewing the evidence in 2009, called
this the ‘meshing hypothesis’: If a student
prefers to learn visually then we should give
her visual ways of accessing the content.
Unfortunately, they were unable to find
any evidence to support this idea. In fact,
they found some evidence that directly
contradicted it,” Greg writes.
“It is not hard to understand why. Students
may prefer certain learning activities over
others but this does not necessarily mean
that these activities represent the best way
to learn everything.
“For instance, a student labelled as a
kinaesthetic learner is still likely to gain
a better understanding of Australian
geography by studying a map than by
performing a series of movements. This has
led the cognitive scientist Dan Willingham to
conclude that the way that students learn
something needs to be matched to the
content to be learnt rather than the students’
learning styles.
“Cognitive science actually has a lot to offer
teachers on ways of presenting content. For
instance, we seem to be able to process visual
images and spoken words simultaneously
and this means that studying a graphic or
animation while listening to a commentary can
be a powerful way of learning some concepts
(see Mayer, 2002). Yet it is equally powerful for
all students and not just suitable for a certain
grouping,” Greg writes.
Just a fad
Professor and Associate Dean Stephen
Dinham of the Melbourne Graduate School
of Education, University of Melbourne told
IE that learning styles was a “fad” that had
been around so long it had taken root in
people’s minds and was hard to dislodge.
“A lot of us have been saying for a long
time now that learning styles are not valid,
but the enthusiasm for it has drowned that
out,” Professor Dinham said.
“Let’s face it, a lot of people have made a lot
of money out of this. I gave up counting after I
found 70 different models of learning styles.
“Google ‘learning styles’ and see how any
items come up, yet the vast majority are not
research based.
“When I talk to people about the use of
learning styles they say ‘it doesn’t matter’ but
in fact it matters a lot.”

Professor Dinham said categorising
students as having particular learning styles
was constraining the way they developed,
the tasks they took on and the idea of
themselves as learners.
Greg writes: “There are other potential
problems with categorising students in this
way. Young people tend to enjoy activities
that they are good at. A student might
identify as a kinaesthetic learner because
she struggles at reading and therefore does
not enjoy it very much. If a teacher then
uses this evidence to give that student less
reading to complete then the gap between
her reading ability and that of her peers is
only likely to grow.
“As Coffield and colleagues note, many
learning styles models don’t appear to be
neutral or value free. Who, for instance, would
wish to be a ‘non reflective activist’? These
models could lead to teachers labelling
students in damaging ways. Teachers might
talk of the difficulty they have in engaging
‘the kinaesthetic learners’. Students, too, may
start to self identify with these category labels
and give up quickly or not even attempt
something that they feel is beyond them. We
may also find that learning style categories
are not spread evenly across ethnic or gender
groupings, solidifying any nascent bias.”
Categorising or miscategorising a student
is a waste of school and teacher resources
and time, Professor Dinham said.
“It powerfully constrains their future learning
and the choices they make at school and
beyond.
“It creates stereotypes. There’s a view
out there, and it’s a myth, that Aboriginal
students learn best by doing things with their
hands and are good at physical activities
such as sport.
“In fact you get the same range of abilities
in this group of people as any. It is in fact
racist and it ends up being a self fulfilling
prophecy.
“If you tell people they are only good at
one thing, that’s what they will become.”
Greg writes: “Given the potential problems,
we might imagine that learning styles would
have been confined to the dustbin of
history a long time ago. So why do eminent
professors feel the need to write letters to
newspapers, warning of this myth?”
Professor Dinham said when he presents
on this around the country, pointing out
that there is no scientific rigour, research
or evidence to back any of this up, some
teachers become upset because the idea is
so embedded in their psyche.
“It is still being taught to teaching students
at some universities.”
Greg writes: “Although the message is
starting to get out there, it is still pretty easy
to find plenty of examples of learning styles
models on school websites or in university
handbooks.
“For instance, Victoria University’s 2017
College of Education handbook contains
multiple references. This perhaps reflects a
feeling among many involved in research
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that education needs to be more student
centred rather than teacher led.
“Perhaps forcing teachers to reflect on
students’ supposed learning styles will help
achieve this aim. And for many teachers,
learning styles are part of their approach
to differentiation; the process of adapting
teaching to the needs of their students.
“The identification of learning styles has
been encouraged in the past by those
who write about differentiation and by
popular differentiation approaches such
as Universal Design for Learning (UDL).
“It’s not hard to understand the
popularity of the idea. We live in a society
that values and respects diversity, the
individual and individual differences.
As educators we are perhaps at the
vanguard of inclusiveness, keen to
make our schools welcoming places
for all of our students.
“We want to show that we recognise the
children in front of us as unique human
beings. As large institutions, schools are
keen to reassure parents that they will
meet their children’s particular and
specific needs and discussing learning
styles is a powerful way to do this.
“Yet it is now time to heed the evidence
that learning styles are at best, neutral
and at worst, harmful. Yes, children are
all unique and special but that should
give us even more of a reason to pause
before attempting to shoehorn them into
arbitrary categories. Let’s put the learning
styles myth to bed.”
Professor Dinham refers to neuroscientist
Carol Dweck’s work on ‘growth’ mindsets,
which promote learning, rather than a ‘fixed
mindset’ or seeing one’s abilities as an entity.
Reliance on learning styles for teaching
encourages a fixed mindset, he said.
“We need to be assessing students as
individual learners and using evidence
based interventions to assist them.
“We should be teaching for meaning.
That’s how learning gets into long term
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memory and can be applied for further
learning and achievement.
“In medicine you have to prove
something works with clinical trials before
you can use it on the general population.
“In education we have it backwards, we
start using a theory or strategy then see
whether it works.
“Teachers need to be critical consumers
of research – as with medicine, lives are
also at stake – yet with the best will in the
world and without the knowledge and
time to do so, decisions may be made to
adopt new approaches that are not only
ineffectual, but can actually do harm. A
case in point is learning styles.”
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Managing
compliance
- new roles
in schools
You wouldn’t be
far off the mark
if you called this
the era of risk
management
and compliance
in Australian
schools, IEU VicTas
member Vince
Muscatello writes.

In 2012 under the Empowering Local
Schools National Partnership initiative,
an application was submitted to explore
opportunities and possibilities for the
four Catholic primary schools in the
Sunraysia district to enhance effectiveness
in decision making, resources and
staffing in the areas of governance and
management.
The Sunraysia Partnership Council
was established consisting of principals
from the Catholic primary schools,
representatives of the Catholic parishes
of Sunraysia, representatives from St
Joseph’s Secondary College and Fr
Michael McKinnon, to look at a number of
common issues.
A strategic directions statement was
formulated. Through the formation of a
partnership, the members sought to engage
in shared activities designed to support
the growth and development of Catholic
education in Sunraysia. The council would
focus on professional learning, Catholic
identity, promotion of Catholic education
and the future provision for Catholic
education to name a few.
Over the last five years since its inception
the Sunraysia Partnership Council has

continued to flourish and evolve in
how it supports and enhances Catholic
education in Sunraysia.
Why the need for a compliance officer?
Due to the increasing compliance
demands placed upon principals, and
administration staff, arising from the
Victorian Registration and Qualifications
Authority (VRQA) and the response to the
Royal Commission into Institutional Child
Abuse, the council undertook a process
of identifying and investigating the current
needs of principals and subsequent
factors impinging their current duties and
responsibilities.
Principals bogged down
Principals were becoming ‘bogged
down’ with administrative documentation,
surveys, questionnaires, compliance
checklists and trying to navigate our
way through the never ending stream
of complex legislative directives and
emails. It was taking us away from our
core business of learning and teaching.
Something needed to change. All the
compliance regulations put in place
by the relevant governing authorities
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were noticeably impacting on principal
wellbeing. In 2016, the council began the
journey of formulating a role description
and subsequent documentation for the
employment of a risk and compliance
officer. We were looking for someone
who had a particular skill set.
The risk and compliance officer duties
include the completion and maintenance
of risk assessments, risk and compliance
registers (accidents, risk alerts and near
misses) and insurance, the coordination
of risk workshops, compliance audits and
investigations as required to assist the
principals to drive a culture of continuous
improvement.

Principals were
becoming
‘bogged down’
with the never
ending stream
of complex
legislative
directives and
emails.

Role centralises work
The role is intended to centralise the
executive level risk management and
compliance work traditionally done by
principals and deputy principals in Catholic
schools; and to streamline and conform
the common compliance practices and
documentation across schools.
The risk and compliance officer is
responsible for keeping abreast of a
range of compliance requirements and
ensuring the schools are well placed to
meet them. An integral component of this
was ensuring we had chosen someone
with excellent communication skills. The
position involves regular communication
with the Catholic Education Office
Ballarat (CEOB), principals and other
leaders of our schools (and sometimes
school staff), the creation of easily
adapted templates, the centralisation of
resources and regular audits. The risk and
compliance officer audits the schools’
compliance documents and practices
and then undertakes the work (as
opposed to simply advising principals and
deputy principals) to support the schools
to meet and exceed requirements.
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The focus is on the high level, complex
requirements that are common across
schools such as policy and procedure
creation, WHS updates, child safe and
mandatory reporting requirements etc,
rather than day to day administrative
matters such as record keeping,
personnel matters, payroll and so on
that are effectively managed by existing
administration staff.
The benefit of the role is that principals
and deputy principals have more
time to focus on the spheres of faith
development, wellbeing, pastoral care
and management, learning and teaching
and community.
As a result of our due diligence in the
early stages of planning and preparation
we attracted a quality field of applicants.
Our successful applicant had an extensive
background in educational settings at
primary, secondary and tertiary level. She
also had a sound understanding of WHS,
risk management, policy development,
state legislation and strong interpersonal
skills, among other things.
Our risk and compliance officer
commenced employment with us in
January this year. In four months we have
already seen a number of improvements in
our processes and procedures. A number
of our colleague principals as well as CEO
Ballarat are watching us with interest to
see how this develops. It is our belief that
this model can be replicated and shared
throughout the diocese. Regardless of
size of school, your responsibilities and
accountabilities are all the same.
At the end of the day, the establishment
of this model will ensure that we as
principals can focus on our core business:
learning and teaching.
Vince Muscatello is the Principal of
St Paul’s Primary School, Mildura.

Tassie schools tackle
compliance head on
IEU VicTas member Peter Hayes talks
about his role as a school compliance
officer working across a number of
Catholic primary schools in Hobart.
IE: In your view, Peter, why and how has
the whole area of risk and compliance
become such a significant and complex
area of focus for schools?
Peter: I believe that the requirement
has always been there and a lot of the
work that needs to be completed now
(job safety analysis and risk assessments)
was carried out in the past, but the
documentation was the challenge
for most schools. Schools have now
got to be very much on top of this –
documentation and follow up. As a WHS
trainer told me once, if it comes to a
court battle, it’s “my pile of paperwork
trumps your pile or lack of”.
IE: What in particular is driving this?
Peter: It is being driven by a
combination of factors or forces:
legislation, with the potential for massive
fines if you get it wrong; community
expectations; our insurers’ expectations;
increased litigation fears; and the
schools themselves wanting to be seen
as model, modern schools with WHS at
the forefront.
IE: What are the major issues schools
have to deal with?
Peter: Apart from the monetary costs
involved in implementing WHS changes,
one of the other issues is the changing
of attitudes of staff and students. I have
had to work with staff in the past who
have not really ‘believed’ in WHS.
Now, we see a clear evolution in
leadership and staff from attitudes of
‘why should I do it’ to staff members with
a new mindset who have a ‘why aren’t
you doing it’ view of WHS.
IE: How is the area more complex and
demanding?
Peter: The legislation is complex, and
the Codes of Practice (CoP) are very
prescriptive and easily changed by Safe
Work Australia. So instead of dealing
with outdated laws which have not kept
up with the times, the CoPs are kept
updated. The challenge is for schools to
be on top of these changes at all times.
Previously the principal was responsible
for everything WHS, and now there is
personal liability on staff, contractors etc
as well.

IE: Why is it important to have someone
specialise in this area?
Peter: Schools need a specialist in this
area who can provide specific advice,
recommendations, etc that are in line
with current legislation, judicial decisions
from courts (even those overseas – refer
to the recent decision on mobile phones
from a court in Italy), and community
expectations.
The principal carries a lot of overall
responsibility in schools and is the
ultimate WHS decision maker. I believe
ready access to good current advice is
important for them.
IE: What specific skills and knowledge do
you bring to the job?
Peter: Apart from the obvious ones of
knowledge of a lot of legislation and
the ability to interpret it, interviewing
and investigation skills are also needed
as the position is required to deal with
students, parents, staff (school and
TCEO), police, WorkSafe etc. The position
is also required on occasion to take an
authorative approach with principals,
business managers, staff etc to ensure
that legal obligations are met.
IE: Where are you working and how did
your role across the five schools come
about?
Peter: I work across five schools. In
2007, the five were finding it a challenge
to compile the mandatory Form 46 for
submission to an independent authority
to satisfy them that the schools were
being maintained in accordance with
the relevant legislative requirements.
Each school then received funding to
employ a person for one day a month,
but decided to pool the funding and
employ a person for five days a month
to work across the five schools.
There are advantages to this model
– uniformity of application of legal
requirements, the five schools are not
individually ‘reinventing the wheel’.
For example, forms, policy docs, risk
assessments are shared across the five
schools (six sites). Staff are more willing to
speak to me on or off the record as they
see me as a member of their staff and
not ‘the person’ from outside the school.
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Young refugees resettling
in Australian schools
School is
one of the first
experiences of
Australian life for
many refugee
children and
young people
when they arrive.
Journalist Sara
El Sayed looks
at how schools
can help young
refugees navigate
and settle into
their new lives in
Australia.

Positive school experiences and good
relationships between teachers and
students are important factors in the
successful resettlement of refugee students.
According to the Department of
Immigration and Border Protection, in
2015-2016, the Australian Government
granted 17,555 refugee and humanitarian
visas – many of these refugees being
young people.
The Multicultural Youth Advocacy
Network states that 25% of young people
in Australia are from a refugee or migrant
background.
While young people from refugee
and migrant backgrounds share some
similarities, young refugees are faced with
additional obstacles such as impacts of
trauma and torture and, in some cases, no
formal school education.
Sally Stewart, Youth Services Senior
Manager at Multicultural Development
Australia (MDA) manages a team of
youth and employment workers supporting
new, young Queenslanders of refugee and
migrant backgrounds to become active
citizens. (See picture opposite)
Sally said that young people may not
yet have a strong sense of who they are
in their new homes or confidence in how
they are going to achieve their dreams,
but they certainly know what they want.
“Young people of refugee background
are highly aspirational and motivated,
despite surviving war, significant loss,
conflict or long periods of hardship in
camps,” Sally said.
“The young people MDA supports face
challenges, mostly systemic, in navigating
new and complex environments such
as training and post school educational
pathways.
“They also face challenges such as
language barriers, cultural differences
and no local networks which means their
skills and talents are often overlooked or
underestimated.”
MDA helps young people enrol in
school and work with teachers, English
as an Additional Language or Dialect
(EALD) teachers, guidance counsellors
and principals to ensure that school
environments can be as responsive and
welcoming as possible.
MDA does this by offering outreach
casework support and collaborating with
schools to deliver information and skill
development programs.
“As part of our youth transition program,
we sit down with each young person to
understand their aspirations and work with
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them to harness their talents, develop
their skills and enhance their ability to do
well at school and in further education,
training and work,” Sally said.
She said school is where a great deal of
settlement takes place for young people.
“As young people and their families are
learning about and negotiating new roles,
responsibilities and customs, it is important
that they are empowered to understand
systems and are able to make informed
decisions.
“Providing information in different
languages, using interpreters and
understanding the barriers for parent
engagement is important.
“A welcoming smile along with an
opportunity to be orientated to the school
and showcase talent in school activities
such as Harmony Day and other cultural
days can be critical to the long term,
successful engagement of students.”
St James College is a Brisbane school
that is committed to supporting students
from refugee and asylum seeker
backgrounds.
EALD teacher at St James College, Fiona
Hales, said that the school works hard to
ensure that its practices not only promote
diversity, but also inclusion.
“We focus on building positive
relationships between staff and students,
and between students and their peers,”
Fiona said.
“To make students feel welcome, it is
important that we take the time to not
only know their name and where they are
from, but know their story,” she said.
Fiona said that St James’ restorative
justice policy helps both students and
staff at the school feel included, heard
and understood.
“If a disagreement occurs at school,
whether it be between a student and a
teacher or between two students, our
restorative justice program ensures that
all parties are given opportunities to
speak, state facts and feelings as they
see them, and then to acknowledge the
feelings of others.
“This process is important as, instead of
resorting to disciplinary action, we work to
acknowledge and recognise differences
of opinion, belief and perspective and
to resolve issues through respectful
communication.”
A Mission Australia youth survey has
revealed that almost a third of young
people experienced unfair treatment or
discrimination based on their race. Fiona
said it is a reality that young refugees can
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We focus
on building
positive
relationships
between staff
and students,
and between
students and
their peers.

become exposed to racist attitudes in
Australia – making it important to provide
students with a safe and inclusive learning
environment.
“Lack of knowledge among other
Australians is also a big issue – which is why
we work to ensure all staff and students
implement inclusive practices to create a
positive school community.”
St James College has established ERA
for Change – a student run advocacy
program which connects passionate
students from St James with other students
across Australia. The program encourages
young people to have an active voice
and participate in issues that they are
passionate about.
Through the program students have
run campaigns on issues they feel
passionately about such as the treatment
of asylum seekers and refugees,
homelessness, reconciliation and human
trafficking.
Resources for educators
A variety of resources to help educators
support refugee students through lesson
plans, games and activities can be found

via www.refugeecouncil.org.au/gettinghelp/information-guidance/resources-forteachers.
The Multicultural Youth Advocacy
Network also provides a number of useful
resources including the National Youth
Settlement Framework and Good Practice
Guides, which are helpful for educators
and youth workers alike. These can be
accessed via www.myan.org.au.
MDA holds regular cross cultural training
sessions including one specific to young
people called Engaging with Young
People from Refugee Backgrounds.
Information on session times can be found
via www.mdaltd.org.au/engaging-withyoung-people-from-refugee-backgrounds.
References:
http://qpastt.org.au/tbcwp1/wp-content/
uploads/2014/05/School-teachers-guide2007-updated-2104.pdf
http://www.abc.net.au/news/2016-1205/mental-health-top-concern-amongyoung-australians-survey-finds/8092846

independent education|issue 2|Vol 47|2017|19

Preventing and managing
workplace bullying – it’s
about cultural change
Workplace bullying is a serious and
dangerous hazard with the potential
to end the productive working lives of
those who are affected, Health and
Safety Officer Brian Martin writes.
This article discusses the
hazard from an organisational
perspective and suggests
how union members can act
collectively to combat not only
the bully but the bullying culture.
What is workplace bullying?
The Fair Work Act 2009 states
that workplace bullying is
“repeated and unreasonable
behaviour directed towards
a worker or a group of workers
that creates a risk to health
and safety”.
In its 2016 Psychological Health
and Safety and Bullying in
Australian Workplaces Report,
Safe Work Australia reports that
the percentage of accepted
claims citing bullying and/or
harassment as the reason for the
mental stress accounted for 29%
of the total. The rate of claims
made by females was almost
triple the claims made by males.
The report excludes data from
Victoria but WorkSafe Victoria
data shows a similar pattern. The
typical claim payment amounted
to $22,600, with the injured person
being typically absent from work
for a period of nine weeks. School
education as an industry ranked
eighth highest in terms of claims
frequency rates, while secondary
school teachers ranked ninth
highest among occupational
groups nationally.
Bullying, harassment and
discrimination are terms often
used together without workers
and workplace leaders being
fully cognisant of the important
differences between them.
While each may occur in a
workplace concurrently, bullying,
harassment and discrimination

are different terms and it is
important to be aware of
the subtle differences between
them. It is not the intention of
this article to discuss harassment
and discrimination in any detail
other than to make the reader
aware that using the terms
together in policy or procedure
may actually diminish the
effectiveness of any prevention
effort.
Repeated and unreasonable
The nationally accepted
definition of workplace bullying
contained within the Fair Work
Act means that for behaviours
to be considered bullying they
must pass the test of being
unreasonable, repeated
and result in – or have the
potential to cause – harm to
another. Harassment, unlike
bullying, does not have to be
repeated behaviour. However,
it is behaviour that intimidates,
offends or humiliates and targets
an attribute or characteristic
of another person. Likewise,
discrimination occurs on the
basis of one or more personal
attributes such as gender, age or
disability being targeted.
According to the report
Bullying and Harassment in
Australian Workplaces: Results
from the Australian Workplace
Barometer 2014-15 states the
reasons for bullying behaviour
can include:
• a lack of managerial regard
for workplace psychological
health and safety
• an attempt to force greater
productivity from workers
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• attempting to maintain
personal power within the
organisation, and
• poor quality task and job design.
The report also found that
superiors are most commonly
considered the source of
bullying. In schools of course that
means middle and senior levels
of management. It has been
long accepted that differential
levels of actual and perceived
power in the workplace are a
factor in why bullying occurs.
Strategies to combat bullying
What then are the strategies
available to workers to respond
to and prevent workplace
bullying? How does a worker
employed for 20 years in a
school respond to bullying
behaviour from a superior,
particularly when the superior
is the principal?
The seeking of anti bullying
orders against a principal in the
Fair Work Commission, as was
the case in Purcell v Farah and
Mercy Education Ltd (2016),
is one option. However in
seeking this remedy there may
be jurisdictional barriers, not to
mention the emotional demands
of preparing the case and being
subjected to cross examination
during the hearing. While anti
bullying orders may be granted
by the Commission there remains
the existence of the underlying
workplace culture which gave
‘permission’ for the behaviour to
occur in the first place. Seeking
anti bullying orders may provide
some welcome relief, but it very
likely will not result in cultural
change.
Changing the culture
In many similar working
environments where ‘permission’
is given by leadership for
bullying to flourish and
continue unabated, where the
organisational culture is neither
healthy nor safe, staff often
reassess their commitment to
continue to work there. The
decision to leave and find
employment elsewhere is
commonly the path to resolve
being bullied.
On the matter of workplace
culture, the Australian Workplace

Barometer report noted that “to
mitigate the deleterious impact
of bullying and harassment there
must be a solid commitment
from senior management to
prioritise and communicate good
work health and safety policies,
practices and procedures”. The
report makes clear that such
commitment is made more visible
when “strategies to address
workplace bullying emphasise
organisational level prevention
through monitoring and modifying
the risk factors in the organisational
system”. To subvert the dominant
bullying culture of a workplace
where the leaders themselves are
the bullies requires a sustained
collective effort of union members.
Addressing the bullying
behaviours of a member of the
school’s senior leadership, such
as the principal, takes courage,
commitment, solidarity and guts,
and it doesn’t resolve quickly.
Changing a toxic workplace
culture may take between two
and five years and requires the
union sub branch to work closely
with their union organiser, recruit
new members to the cause and
not give up until the bullying
stops or the perpetrator is
disciplined or removed, and the
dominant cultural paradigm of
the workplace shifts to a culture
of continual improvement and
prevention.
Throughout such a quest
to improve the workplace, it
is essential that members do
not neglect their own and
colleagues’ health, safety and
overall wellbeing and that
ways to support each other are
identified and acted upon.
The election of a WHS Rep
by staff is crucial. Union sub
branches can also carry out
a number of steps, including
collecting the relevant data,
analysing the data to identify
key preventative strategies and
planning how they can achieve
each strategic goal.
Underlying effective strategies
is a collective approach.
Brian Martin is the Health and
Safety Officer for IEU Victoria
Tasmania Branch.
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Closing the Gap reconciliation in our schools
National Reconciliation
Week celebrations
this year marked two
significant anniversaries
in Australia’s
reconciliation journey
– 50 years since the
1967 referendum and
25 years since the
historic Mabo decision.
As we commemorate
these milestones, it is
appropriate that we also
pause to consider issues
of significance to our
Aboriginal and Torres
Strait Islander members
and reflect on how our
union might do more to
promote reconciliation,
IEUA-QNT Research
Officer Adele Schmidt
(pictured above with
colleagues) writes.

As teachers and support workers in
non government education institutions,
our Aboriginal and Torres Strait Islander
members are addressing the challenges
on two fronts: as Aboriginal and Torres
Strait Islander people, and as providers
of education for future generations
of Aboriginal and Torres Strait Islander
students.
Poor progress
The latest Close the Gap report indicates
that, on fundamental markers of quality
of life, such as life expectancy, child
mortality and employment, Aboriginal
and Torres Strait Islander people continue
to lag behind Australians from other
cultural backgrounds.
This is, quite simply, unacceptable and
it is for this reason that our Union strongly
supports initiatives such as national Close
the Gap Day held in March each year,
which aims to raise awareness and lobby
government to increase its support for
healthcare initiatives for Aboriginal and
Torres Strait Islander people.
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Perhaps most troubling however, is that
the Close the Gap report also indicates
that access to early childhood education,
attendance at school, and reading and
numeracy skill levels for Aboriginal and
Torres Strait Islander students also continue
to lag behind non Indigenous students.
Successive governments have
made numerous attempts to address
educational disadvantage. Most recently,
the Federal House of Representatives
has been undertaking an extended
Inquiry into Educational Opportunities
for Aboriginal and Torres Strait Islander
students, which commenced in 2015.
Both IEUA federal body and our
Queensland and Northern Territory Branch
have made submissions to this inquiry.
Based on input from Aboriginal and
Torres Strait Islander members working with
students in a variety of settings, ranging
from specialist/community schools in
urban areas, through to smaller Catholic
and independent schools in rural and
remote communities, our submissions
raised two general points:

• A need to recognise the differing
circumstances and needs of students
in urban, regional and remote
communities, and
• The importance of integrating
education with broader support
services for families and communities.

A reliance
on boarding
schools
cannot, and
should not,
replace
investment in
local schools
and support
services.

Members were particularly concerned
that, while a child’s experience of
education has a significant impact
on the trajectory of their life, many
Aboriginal and Torres Strait Islander
students struggle to engage with learning
in the first instance because they face
ongoing challenges that have their
genesis in unfair and inequitable policies
and practices of colonisation.
We have known for many years that
changing perceptions and experiences
of education for these students requires
a long term commitment, commencing
with early childhood education
programs that are respectful of the
language and culture of the child and
continuing through to constructive,
collaborative relationships with family
and community members and other
support services.
Building relationships that improve
outcomes for students takes time and
persistence, because empowering
community members and education
professionals to work together and
develop the highly situated, locally
responsive solutions required for success
needs long term, stable funding and
resources.
Our full submission to the Senate
Standing Committee’s Inquiry into
Educational Opportunities for Aboriginal
and Torres Strait Islander Students can be
viewed at http://www.qieu.asn.au/.
Community schools work
Two specialist schools in Brisbane have
worked hard to develop and implement
community models of education. The
Aboriginal and Islander Community
School (also known as The Murri School)
and Hymba Yumba Community Hub are
both governed by independent boards
comprising education professionals
and community members. Both schools
place high emphasis on comprehensive
support services, facilitating not just
education but also students’ access to
auditory testing, paediatric assessments,
regular health and dental checks and
psychological support.
The schools, and their staff, also invest
in relationships with parents and other
community members. The Murri School,
for example, runs initiatives such as family
camps in the school holidays, offers
a Certificate III in Education Support
for parents and community members,
encourages parent volunteers and
regularly invites community members into
the school for morning teas.

Such activities are important
mechanisms to establish trust with
previous generations, whose own
experience of the education system has,
all too often, been less than positive.
The experiences of these schools show
that this model of schooling is improving
outcomes. The Aboriginal and Islander
Community School, for example, has
attendance rates as high as 90% for
primary students and 81% for secondary
and, in 2014, 70% of eligible students
graduated with a Queensland Certificate
of Education. Similarly, Hymba Yumba’s
first cohort of OP-eligible students
graduated last year, with 80% continuing
on to university study.
Boarding schools are not an adequate
replacement for quality local learning.
In response to the federal House of
Representatives Inquiry in 2015, IEUAQNT members working in rural and
remote communities drew attention to
the substantial educational and social
impact of limited schooling opportunities
for Aboriginal and Torres Strait Islander
students. Of particular concern to our
members was a failure to recognise
that access to boarding school does
not negate, or compensate for, lack
of access to quality education in a
student’s home community.
Negative consequences
While our Union recognises the good
intentions behind many schemes
offering subsidised placements at
metropolitan schools for Aboriginal
and Torres Strait Islander students,
such programs can have unintended
negative consequences for students
and their home communities.
The intention may be to provide
students with access to quality
education and create a new
generation of leaders working in a wide
range of fields, but the reality is that
there are many reasons why boarding
schools prove unsuccessful for individual
students, ranging from homesickness
and dislike of the boarding environment,
to a lack of understanding of the
boarding context and expectations.
Data collected to inform our Union’s
response to the Inquiry into Educational
Opportunities for Aboriginal and Torres
Strait Islander Students indicates that
up to 53% of junior secondary and
63% of senior secondary students from
Aboriginal communities spent at least
some period of time at boarding school
between Term 1 2014 and Term 1 2016.
Members also indicated that the
sense of failure some students feel upon
return can translate into arrogance or
aggression toward their local community
school and elders, leading to long term
disengagement with education.
The problem is often exacerbated
when boarding schools from urban
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The Murri School Principal Philomena Downey with
IEUA-QNT Branch Secretary Terry Burke and local
Elder and school board member Greg Egert.
centres time recruitment visits to local
communities prior to school census
periods. As the students are enrolled
at boarding schools during the census
period, when students then return from
boarding school and resume their studies
at local community schools, allocations
of staff, funding and resources are often
inadequate.
The prevailing view of members with
experience in remote communities is that
a reliance on boarding schools cannot,
and should not, replace investment in
local schools and support services.
Better outcomes
Our Union strongly supports embedding
quality schools and support services within
communities, but we also recognise that
not all Aboriginal and Torres Strait Islander
students reside in communities where
establishing and maintaining a community
school is a viable option.
For this reason, our Union is also proud
to support Reconciliation Australia’s
Narragunnawali: Reconciliation in Schools
and Early Learning initiative, which provides
schools and early learning centres an
opportunity to formalise their commitment
to actions that can increase engagement
and improve outcomes for Aboriginal and
Torres Strait Islander students.
RAP
IEUA-QNT’s Reconciliation Action Plan
(RAP) was endorsed by Reconciliation
Australia in June 2016, acknowledging
our ethical and professional responsibility
to positively influence the perceptions
and behaviours of future generations
by working with members to support the
process of reconciliation within their own
school communities.
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The RAP operates at the Innovate
level in accordance with Reconciliation
Australia guidelines.
RAP Caretaker and IEUA-QNT Branch
Secretary Terry Burke said that to operate
at an Innovate level means our union
work goes beyond symbolic gestures,
with clear actions that will have a lasting,
positive impact on interactions between
Aboriginal and Torres Strait Islander
peoples and other Australians.
“The actions incorporated within our
RAP outline our belief that building and
maintaining meaningful engagement
with Aboriginal and Torres Strait Islander
members and their local communities is an
important and necessary step to achieving
Reconciliation in Australia,” Terry Burke said.
The RAP details significant events and
actions, including:
• increasing Aboriginal and Torres Strait
Islander representatives on union bodies
• celebrating NAIDOC Week
• marking Close the Gap Day
• acknowledging Country at meetings
and events
• supporting Narragunnawali
Reconciliation in Schools, and
• increasing participation in our Union’s
Yarning Circle.
The RAP will also help facilitate
understanding, promote meaningful
engagement, increase equality and
develop employment opportunities.
Further information about
Narragunnawali can be obtained from
the Reconciliation Australia website
http://www.reconciliation.org.au/schools/.

Raising culturally aware
and inclusive children

The term ‘melting
pot’ is often used to
describe Australia and
the variety of cultural
groups that call this
country home. Our
identity as a nation is
defined by our diversity
– making it of utmost
importance to raise
young Australians
to value diversity,
and promote the
social skills of cultural
awareness and
inclusion. Journalist
Sara El Sayed looks at
how Australian children
learn to be culturally
aware and inclusive.

Teaching inclusivity
The Australian Bureau of Statistics’ (ABS)
2015-16 net overseas migration figures
account for 182,165 people. At 30 June
2016, 28.5% of Australia’s estimated
resident population (6.9 million people)
was born overseas.
According to KidsMatter – a mental
health and wellbeing initiative set in
primary schools and early childhood
education and care services – school
staff have a significant role to play in
supporting children and families from
culturally and linguistically diverse (CALD)
backgrounds. When staff are welcoming
and approachable it helps to build a
sense of belonging and trust for students
and their families.
Cultivating a culture of respect, caring
and inclusion of difference among the
whole school community is important as it
helps in supporting positive mental health
and reducing school based risk factors for
children from CALD backgrounds.
Schools and early childhood services
are in the position to promote values
of mutual respect and understanding
among their students, and to effectively

address problems of discrimination when
they occur in the school setting.
Dr Lyn O’Grady, KidsMatter National
Project Manager at the Australian
Psychological Society, said children learn
how to value diversity through the actions
of those around them.
“Whether it is their parents, teachers or
peers at school, children learn how to
behave by watching others.
“Adults are very influential in this respect,
as children pick up on not only what they
say, but what they do.
“It is extremely important that adults
– both parents and school staff, model
behaviour that promotes inclusivity.
“The teaching of inclusivity is in the
practice of inclusivity,” Dr O’Grady said.
KidsMatter’s information sheet Cultural
diversity: Suggestions for school staff states
that teachers can encourage a positive
school environment for children of CALD
backgrounds by inviting diversity into the
classroom. This can be done by providing
opportunities for children and their
parents and carers to share their cultural
stories in an atmosphere of respect and
acknowledgement.
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National Project Manager for
KidsMatter at the Australian
Psychological Society
Dr Lyn O’Grady
Mutual respect across cultures involves
being open to learning different ideas
and approaches, and appreciating the
enrichment this provides.
Emerging refugee communities
According to the Asylum Seeker
Resource Centre, Australia has a refugee
population of 34,503 people.
The United Nations High Commissioner
for Refugees (UNHCR) recognises that
forced displacement has reached historic
levels and schools all over the world
are welcoming into their classrooms an
increasing number of refugee children.
Teachers also face the challenging task
of teaching children about refugees,
asylum and migration.
The subject is taught in most schools
in some form, but with public debate
intensifying and refugees and migrants
featuring firmly on the world media
agenda, it is important for teachers to have
access to quality teaching materials which
they can use to help students make sense
of the concept of forced displacement.
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The UNHCR provides a number of
resources for educators to help engage
students from refugee backgrounds, as
well as promoting understanding of the
refugee experience among all students.
These resources can be accessed via
www.unhcr.org/en-au/teaching-resources.
The Centre for Refugee Research’s
Roads to Refuge: Refugees in Australia
education kit aims to teach children
(10-12 year olds) and young people of
Australia about the specific experiences
of refugee children and young people.
Roads to Refuge emphasises the positive
attributes of refugees, such as bravery,
resilience and perseverance.
The key elements of the program are:
• the meaning and experience of
persecution and its impact
• loss and grief
• the difference between refugees and
other migrants
• survival on the refugee’s journey
• the strengths of refugees and their
determination to succeed, and

• ways in which students and their families
in the wider Australian community
can create a welcoming environment
for refugees, to assist them in settling
successfully in Australia and contributing
to our multicultural society.
Teachers can find out more about this
program via www.arts.unsw.edu.au/
research/forced-migration-researchnetwork/

It is extremely
important
that adults –
both parents
and school
staff – model
behaviour
that promotes
inclusivity.

Honesty works
Research from the Australian Institute of
Family Studies states that:
• services are more effective for
Aboriginal and Torres Strait Islander
children and families when teachers
are aware of and address cultural
competence in their service delivery
• it is critical for non Aboriginal staff to be
aware of how to engage and support
all cultures, but particularly Aboriginal
and Torres Strait Islander cultures
• honest engagement, building trust,
and working with community members is
essential, and
• when working with Aboriginal and
Torres Strait Islander children, a focus on
empowerment and working from
strengths makes a difference.
Dr O’Grady said the most important
thing for schools to do is to be open to
working with Aboriginal and Torres Strait
Islander people in their communities.
“Connecting with people in the
community and forming relationships with
community Elders is extremely valuable,”
Dr O’Grady said.
According to KidsMatter’s handbook
Engaging with Aboriginal and Torres Strait
Islander communities, the whole school

community can only actively be involved
when they are provided with the skills and
opportunities to learn, discuss and practise
together.
Schools should discuss with Elders and
Aboriginal Education Workers (AEWs) how
social and emotional learning can be
culturally inclusive and adapted to the
local community so it remains relevant.
“These practices are not only critical to
ensuring the broad Aboriginal and Torres
Strait Islander community is respected, but
also helps cultivate a safe and inclusive
environment for people of Aboriginal and
Torres Strait Islander descent to feel more
comfortable and proud to be part of the
school community,” Dr O’Grady said.
Teachers can access the Engaging
with Aboriginal and Torres Strait Islander
communities handbook via
www.kidsmatter.edu.au/atsi-resources.
References
http://www.abs.gov.au/AUSSTATS/abs@.
nsf/mf/3412.0
http://www.kidsmatter.edu.
au/sites/default/files/public/
KMP_C1_CDCW_CulturalDiversity_
SuggestionsForSchoolStaff.pdf
https://aifs.gov.au/cfca/publications/
working-indigenous-children-families-andcommunities
http://www.earlychildhoodaustralia.
org.au/our-publications/every-childmagazine/every-child-index/everychild-vol-18-1-2012/indigenous-cultureeverybodys-business/
https://www.asrc.org.au/resources/
statistics/world-statistics/#1409812498-1-87
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Feeling in control
During the opening
to his show, Dr Phil
McGraw says that
“this is a safe place
to talk about hard
things”, teacher
Juliette Foenander
writes. It is interesting
that an international
television production
is offered as a ‘safe
place’ to talk.

For teachers, it is important that we are
in touch with our emotions, so that we are
emotionally intelligent for our students,
therefore providing the safe place at
school. Like us, children have any number
of things going on in their lives and it is
our job to be mindful of this. There is a
difference between ‘feeling’ in control
and ‘being’ in control/controlling.
Building relationships
This can make a significant difference
to classroom relationships and student
learning and outcomes. Being ‘controlling’
comes from a need for control. However,
teaching is about relationship building,
which requires feeling and connection.
Feeling in control is a basic human need,
to feel in control of ourselves in order to
make safe and self protecting choices.
From this point, if we ‘feel’ in control we are
in control of our emotions and our personal
situation to guide healthy choices.  
Teachers have to ‘be’ in control of a
classroom setting for safety and education
of the students. However, feeling in control
allows them to provide the emotionally
safe place. A teacher ‘in control’, is
empathetic, aware of the feelings and
states of mind of the students because
he/she is aware of their own state of mind
and in touch with their own emotions and
can therefore notice student irregularities
with greater ease. It also enables the child
to see that the teacher is a ‘safety net’,
approachable during difficult times.
This has terrific implications for a child’s
future as “childhood and adolescence
are critical for setting down the essential
emotional habits that will govern our
lives – the emotional lessons we learn as
children at home and at school shape
the emotional circuits, making us more
adept or inept at the basics of emotional
intelligence”. (Goleman)
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Neuron connections in the brain rapidly
develop in the early years through rich
and engaging experiences. Teachers
can help to make these connections
by providing a rich environment
of engagement, socialisation and
opportunity. The growth of connections
increase because the reasons/intention
behind the messages are correct.
If the child makes a strong connection
with their teacher, they will feel a greater
sense of security, supporting them to feel
safe to express their emotions and take
greater personal and academic risks. This
could look like having the courage to ask
more questions, trying harder in a sport or
applying greater persistence when faced
with a mathematical challenge.
A happy, proud child will treat others
accordingly and apply the modelling
they have seen and received. Feeling
in control is about leadership, allowing
children and others to simply be who they
are, providing opportunities for learning
and growth. It is a support system, like a
scaffold, the structure in place to ‘allow’.
Teachers who are in touch with their
emotions, have a sense of self that allows
others to feel their own emotions, by
simply being themselves.
Further, creativity is supported when
children are given opportunities to trust
their ideas and thinking and believe
in themselves. They feel confident,
respected, cared about. It comes from
a place of love. In contrast, being in
control/controlling removes opportunities
for growth and connecting/relationship
building. By allowing trust, ‘feeling’ in
control also supports children to develop
resilience.
When we trust ourselves, we feel a
greater sense of self, thereby allowing
trust and a sense of self in others. This
is extremely powerful for building

“Teachers are
in a unique
position to
provide a ‘safe
place’, an
environment
that helps
children to
make vital
connections
needed
for healthy
emotional
growth.”

relationships and developing the
“essential emotional habits” (Goleman).  
Teachers in control of their emotions are
natural models. They listen with their heart
and therefore use empathy rather than
authority supporting the child who rarely
brings in their homework – or the child
who doesn’t have everything they need
for their best learning or the one who
regularly experiences negative emotions
and feels discouraged – to make those
vital connections.
Teachers can make the shift to ‘feel’ in
control by asking themselves:
1. How am I feeling at the beginning of
the day? Take a deep breath.
2. What stress/pressures do I have? How
am I feeling about them? Name them:
anxious, worried/pressured.
3. Say: ‘I am feeling a little anxious
about the meeting after school. I can
trust that I have done all that I can
to be prepared for it, so it makes me
feel better; or I am feeling pressured
because I am not fully prepared for
the meeting, so I will put time aside at
recess to have all the data I will need,
then I can feel more relaxed’. By doing
this, the teacher has felt and named the
emotion, allowing the connection.
4. When the children come in to the
room, share feelings with the children in
a group sharing, allowing them to feel,
name and connect with emotions. It is
a perfect opportunity to discuss how
to deal with negative emotions and
how they can be turned to a positive
emotion/thinking.
5. At the end of the day, reflect on any
positive or negative emotions and how
they were dealt with, encouraging
effort taken to get there. Often the
internal effort is harder to deal with
and overcome, so requires greater
recognition and encouragement.
Further, teachers who are organised
and know what they are teaching are less
stressed if the lesson doesn’t go to plan,
is interrupted or cancelled. Organisation

allows for flexibility and minimises stress (on
the teacher, and therefore the children),
and negotiation can happen at an adult
level with regards to the cause of the
interruption and strategies to minimise
this in future.  
Teachers will also feel a greater
sense of esteem as they allowed the
communication to take place and they
maximise the opportunity to connect
and build the relationship and esteem
in the other. Teachers are in a unique
position to provide a ‘safe place’, an
environment that helps children to make
vital connections needed for healthy
emotional growth and intelligence for
their future. By feeling in control, teachers
show empathy and leadership through
creating a classroom environment that is
conducive to best learning, providing the
safe place. We know that children do well
when they feel good about themselves.
We all do. Feel it and be the difference. 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Social media:

do teacher and
student worlds collide?
We as teachers have
aspirations for our
students. We like to think
that they will become
something great,
something like the dreams
expressed by John
Keating in Dead Poets’
Society: “That you are
here – that life exists, and
identity; that the powerful
play goes on and you
may contribute a verse”.
This is often a dream of
English teachers, that our
students will read and
understand literature, and
then go on to be at the
top of the bloom tree and
be creative.

These dreams, though, are often
crushed. English teachers are left upset
that their students don’t love Shakespeare
or even Harper Lee; that our students are
desperately looking up ‘How To Write an
Essay’ or after ‘Notes On The Whiteboard’
to help them complete dreaded essays.
Then, worse still, that our students might
not want to contribute a verse to life.
Same goes for students of history, science,
mathematics. Students are there for the
dreaded reasons that Keating decries –
to gain marks. “Medicine, law, business,
engineering, these are noble pursuits and
necessary to sustain life.”
In the discourse about social media and
reading, people from generation X and
baby boomers negatively judge younger
generations ‘glued to their devices’. It is
easy to see how this happens. We get in
our cars, turn on one of the ABC channels,
or maybe 2WS, MMM or Smooth FM, and
tune into our interests. We are not on our
devices, unless we are breaking the law.
Perhaps we might look at Facebook in
the afternoon. Perhaps read a paper. We
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might then read a story and comment
using one of the most popular boomer
‘shaming’ phrases in relation to social
media – that it is ‘dumbed down’. The
irony of such judgement, however, is that
these same people writing and reading
such items probably can’t work out how
to use social media tools properly.
In order to frame the contemporary
parallels between our students and
ourselves, we need to discuss what it is
that keeps us entertained. Just what are
we doing? What are they doing?
Let’s look at teachers first. On weekends,
what are we doing for leisure? Perhaps
a powerful play, an arthouse film or the
Sydney Writers’ Festival, listening to authors
speaking of their love of novels. Maybe,
though, that’s just English teachers.
Are we so different?
In reality, from listening to lunchtime
conversations, we are more likely to
be plugged into Netflix dramas, reality
TV, or returning from taking our kids to
sport or another afternoon activity. Not

It is on
Snapchat
where students
are now
often seeking
their reading
– they can
access news
organisations
through the app.

every teacher is into novels and plays
for leisure. Most weekends, in order to
unwind, I prefer seeing the mighty Giants
giving their all against their opposition.
Or reading tweets. Or reading opinion
pieces. Or conversing with people on
Twitter. All of this reality about teacher
lives, however, should lead to a question
like ‘what are our students doing’? Is it
really much different?
All of this judgement can also be down
to how we travel, how we engage. I
catch the train and bus to school each
day. I can read novels, but more likely,
I’m on my ipad. I do look up occasionally,
and the public bus contains many
students from various schools. What are
our students doing on the way to school?
I see lots of phones out, not many novels.
Maybe a book from a particular genre,
perhaps dystopia related to a widely
promoted movie or book series.
I sometimes ask students when they
get to school – what are they doing? Most
likely, they are plugged into Spotify or
Apple Music. Or YouTube. They are also
more than likely looking at Instagram
or Snapchat – and a combination of
all of these.
What does that mean for us?
Asking many of our students to
understand novels and the ebb and
flow of a short story is as difficult and
challenging as asking most teachers
to develop a Snapstory – it’s a reading
experience that doesn’t necessarily fit
into our lives. I know teachers who read
this might say “but if only they were
exposed to quality…” That kind of cultural
proselytising may fit into the John Keating
dream, but on the other hand, it can
be seen as imposing a particular style of
cultural engagement on our students. That
said, we know that they need to analyse
a narrow definition of ‘what Is literature’
but for them to happily engage with texts
selected by English teachers whose idea
of a good time is probably based around

going to plays, reading novels and going
to Writers’ Festivals? That’s a different
matter.
It is on Snapchat where students are
now often seeking their reading – they
can access news organisations through
the app. Or they can see through
Instagram what news is trending, so they
can be informed of ‘what is big’. And,
therefore, perceived as relevant. Their
cultural consumption is YouTubers creating
content, commenting on life, doing
cool stuff. One of the most successful
sections from student magazines I ever ask
students to compose has them compiling
a comprehensive guide about Tubers.
It is also in that world that they are
‘contributing their verses’ – in snaps
to each other, through the filters
expressing whatever they are feeling,
their Insta photos. And they get their
affirmation through those apps – which,
of course, attracts a fair share of
additional comment about students
being ‘addicted’ to social media
acknowledgement. Again, though,
the question should be – don’t most
people crave acknowledgement
and acceptance? There are ways
of expressing one’s self in a variety of
ways on social media, through being
Tubers, making animations, maybe even
their own memes (I have one student
particularly enthusiastic about doing this).
The reading is there. The forms of
expression are there. What is not there
quite yet is an assessment schema and
teacher mindset that accepts these new
forms as valid. Perhaps what it needs is for
more of us to catch trains and buses and
be forced to engage with our devices.
Mark O’Sullivan is an English teacher
and Year Coordinator who has been in
classrooms for 20 years. He is also an IEU
NSW/ACT Branch Councillor for Central
Metropolitan sub branch. Mark is an
enthusiastic tweeter and can be found via
the handle @mrmarkosullivan
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Women
leaders
unite – bold
for change
Over 100 women members and staff from
branches of the IEUA attended the Women
in Leadership conference in Canberra – Be
Bold for Change.
Conference Coordinator and Assistant
Federal Secretary Christine Cooper urged
participants to “be bold for change”
in all they did, reflection the theme of
International Women’s Day celebrations
this year.
Among the top level inspirational
speakers were Australia for UNHCR founder
and National Director Naomi Steer, author
and former Labor MP and ABC presenter
Maxine McKew, academic and former
Premier of Western Australia Professor
Carmen Lawrence, writer and Co-founder/
CEO of Lead Like A Woman Megan DallaCamina and Queensland Council of Unions
General Secretary Ros McLennan.
In her opening address Naomi Steer
said: “Education can and does play such
an important role in creating change for
women and girls – it’s what brings equality
through an understanding of social justice
and opportunity. Now more than ever
women need to connect in order to
create change and ensure gender
equality for all.”
Iconic Rosie the Riveter provided
inspiration for action and fun filled
expression throughout the two day
conference.
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Movies going for a song: the rejuvenation of musicals
The Jazz Singer
revolutionised
cinema in 1927, as
Al Jolson talked and
sang his way into
movie history. Since
then the musical
continues as a much
loved cinema genre,
writes Peter Krausz.

Early synchronised sound may not have
been perfect, but it created a whole new
way of experiencing cinema, giving it a
theatrical edge.
Indeed the earliest sound films
emanating from Hollywood were largely
musicals shot in large theatres, like
Broadway Melody of 1929 and The King
of Jazz 1930. However as sound on film
developed, and the camera was able to
become more mobile, the musical genre
became the mainstay of film production,
ebbing and flowing in popularity.
Integrating songs into the film narrative
had been a style since the stage musical
Show Boat in the 1920s, and filmed in 1936
and 1951, presented audiences with a
story where the song moved the narrative
forward, rather than being a separate
part of the film.
Apart from many stage adaptations
for film, distinctive musical films were
developed which combined the
integrated song with the story structure.
Busby Berkeley was an innovative
pioneer whose films such as 42nd
Street 1933, were shot in bold, massive
choreographed styles, highlighting songs
that moved the narrative forward. The
team of Fred Astaire and Ginger Rogers
provided audiences with a popular
musical couple, in films such as Top Hat
1935, which turned the musical into
a fully accepted genre. Meanwhile
MGM created a large series of musicals,
including On the Town 1949, shot on
location in New York, and the arguably
best musical they made, Singing In the
Rain 1952, which delightfully poked fun at
the silent cinema turning into the sound
revolution it became.
It must be noted that Jacques Demy,
a French director who adored the
Hollywood musical, made a remarkable,
narrated through music drama which
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is now regarded as the best musical
ever made: The Umbrellas of Cherbourg
1963, a brilliant piece of storytelling with
a beautiful popular jazz song score by
Michel Legrand.
Some other remarkable musicals
inlcude: Tiga Dara (Three Sisters) 1956, a
musical shot in monochrome, which was
a rarity for Indonesian, and indeed Asian,
cinema; Dancer in the Dark 2000, Lars von
Trier’s working class anti musical shot in a
remarkably obtuse fashion, challenging
our notions of typical screen musicals; and
Moulin Rouge 2001, Baz Luhrmann’s super
kinetic anachronistic musical update of
the Camille story.
Now we have two films that have
re-energised the musical. The six time
Oscar winning La La Land 2016, Damien
Chazzelle’s homage to the Hollywood
and Jacques Demy musicals, which
reinvigorated the narrative and provided
an excellent jazz music score. The film’s
sweeping combination of reality and
fantasy in a bittersweet story is a brilliant
piece of filmmaking. The Australian film
Emo the Musical 2016, is based on Neil
Triffett’s own previous short film, about the
Romeo and Juliet style love story between
an Emo teenage boy and a devout
Christian girl. This delightful piece of
whimsical storytelling and enjoyable music
and songs, indicates the musical genre is
alive and well.
Peter Krausz is an IEU member, film
critic, film journalist, Q&A host and film
festival consultant. He runs a weekly radio
program in Melbourne, Movie Metropolis,
on Saturday nights on WYN FM, 88.9,
and is the former Chair of the Australian
Film Critics Association and a member
of FIPRESCI, the International Federation
of Film Critics. He can be contacted on:
krauszpeter8@gmail.com
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