




















Teacher, community and university researcher reflective logs. All participants
were encouraged to keep a reflective log of their impressions as the project
progressed. These logs were scaffolded to allow participants to reflect on the
practicalities of the project, the long term and overarching goals of the project and
the personal (including emotional) dimensions of the project. These were
collected at set intervals to enhance ongoing critical discussion of how the project
progressed and to allow changes, particularly to the teaching program, if
necessary. These logs were based on scaffolded reflective logs presented and
developed in Reynolds and Grushka (2002); Ferguson-Patrick, McCormack and
Reynolds (2006); Grushka, Hinde-McLeod, and Reynolds (2005).

The study, although initiated by the university members, sought to involve all
participants in the process and product of the study. It was intended for the study to be
transformational in developing new learning, leading to new action and new visions
of what is possible as a cycle of reflective practice (Lewin, 1946). The actual
implementation involved a participatory approach to action research in that all
become participants in working through the project and its outcomes. It was not
participatory action research in the pure form espoused by Kemmis and Taggart
(2000). After all the university researchers cannot reject the initial monopoly over the
project’s inception and development and scrutinisation of the results to some extent
apart from the other participants, although results and expectations for the future have
been and will continue to be discussed with all in the group.

Results

Reflective Logs

The participants’ reflective logs indicated initial tensions associated with establishing
the areas of teaching. The African community members were unaware of the student-
centred pedagogic style of teaching in Australian schools and saw their role to give
mini lectures on how life was and is in Africa. They were wary of being involved as a
support person because they saw themselves as experts on their own countries (of
course!). The university staff wanted initially to focus on one African country to
ensure that cultural diversity in Africa was recognised (we wanted to focus on Sudan
and not generate assumptions, very common in school children, that all Africa is the
same). The activities that we used also needed to be appropriate for state curriculum
requirements and the age of the students. After a series of meetings and lots of email
communication we worked out a program that all groups were happy about and we
adapted as we went along. It could be said that all groups became more trusting of
each other and so the engagement grew between us all. After the three sessions
comment made below were representative of all involved.
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African community member 3

Main point passed across was that it did not matter which country you came from in
Africa - North South, East, West. All in all, we are one people with the same passion
irrespective of ethnic backgrounds.

1 enjoyed every visit made at the school. It showed the interest and openness of the
children to learn about other cultures different from their own. Would like future
involvement in other projects to come. Thank you !!

African community member 1
The exercise was really educative and at the end of the day, there was evidence that
students had gained knowledge from the activities that were carried out.

The most important thing was that the interaction between the students and the
participants with an African background was achieved.

African community member 2

Everything went very well — though the format of the program is rather vague. No
problems — everything was wonderful. Students were very involved and interested
Very gratifying experience which I would love to repeat.

I would like to see the program repeated and expanded because of its initial success.
University teacher 1
Students very comfortable with activities and interaction with African community

members.

Teachers very grateful — reported that students and parents had expressed great
interest in the project.

Great collegiality with all contributors

University teacher 2

Was great — I felt we had really done it. Students were talking and engaging with
people —asking questions and learning language.

The teachers from all backgrounds felt that they had made an impact on student

understandings and empathy with African communities and they enjoyed the
experience. They also learned from each other.
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Results of student assessment — Mapping before and after

Immediately
Before after 3 months after

Activities Activities Activities

Outline of African

continent, or South
Africa included within YES YES
map YES 19 | NO 33 42 NO 6 30 NO 18

Outline of Africa
demonstrates
reasonable
correspondence with
geographical shape YES YES
of continent YES 2 | NO 50 17 NO 31 11 No 37

Correctly spells YES YES
'Africa’ YES 12 | NO 40 30 NO 18 19 NO 29

Indicates Africa as a
continent comprising
many countries YES1 [ NO51 | YES5 | NO43 | YES 5 NO 43

Locates African
continent in southern YES
hemisphere YES 5 | NO 44 19 NO 24 | YES 9 NO 35

Locates African
continent due west of YES YES
Australia YES 6 | NO 45 26 NO 22 16 NO 32

Locates African
continent with
approximate global
accuracy in relation
to another countries
(not including
Australia) continents,
or other geographical
conventions (
equator, ocean etc.) YES2 | NO50 | YES7 | NO41 | YES 3 NO 45

Identifies by name

one or more African

countries, other than
| Egypt on the map. YESO | NO52 | YES4 | NO43 | YES 2 NO 46

Table 1: Examination of student maps at three different periods of time.

Students were asked to draw freehand maps of the world. It can be seen that Africa
appeared on the maps much more consistently and more accurately after we had spent
time in that classroom. Although it was disappointing to see a drop away of responses
after three months the result was predicted, underlining the need for all teaching of
knowledge to be reinforced and revised — a well known teaching phenomenon.
Nevertheless we had good success in ensuring Africa and its constituent countries
became part of the global knowledge of these children. It was not only knowledge of
African that improved. For many children their knowledge of the shapes of other
continents and countries, and geographic conventions had also improved.
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Results of student assessment - Knowledge of countries before and after

Students were asked to list all the countries they knew in the world on three different
occasions. The actual numbers of countries mentioned actually decreased over time
but not significantly (184 countries mentioned in 1* survey, 154 mentioned in survey
2 and 167 mentioned in survey 3). Africa definitely increased in the lists (from 3 in
survey 1, to 21 in survey 2 and did not diminish after 3 months) but the individual
countries of Africa only appeared occasionally. We had hoped that increased exposure
to map reading would have increased their knowledge of the world generally (not just
knowledge of Africa) and although this appeared to be the case from examining the
increased details in the maps drawn, the number of countries from the world written
down did not increase but in fact decreased. There were a couple of things that could
have influenced this, one being the fact that the students grew tired of the amount of
time devoted to each test.

Results of student assessment - Like/dislike drawings
Students were asked to list countries liked and disliked and to explain, either

pictorially or by use of narrative, why they felt that way. Immediately after the first
intervention Africa began to appear on the lists of places liked.

Before After After 3 Months
Africa 6 5 2
Africa including 13 11 6
Egypt
Most Common 15 (China) 12 (Bali) 16 (China)
Total listed 117 68 100

Table 2: Countries students don’t like

Egypt

Before After After 3 Months
Africa 12 25 13
Africa including 21 33 17

Most Common

13 (America — more
if Hawaii is

13 (America —

10 (America —
more if Hawaii

included) more if Hawaii is | is included)
included)
Total Listed 152 183 185

Table 3: Countries students do like

After the first intervention Africa appeared much more frequently on the lists of
countries liked and was less apparent on the list of countries disliked. After the total
intervention students had reverted to their original position about Africa being liked
but their dislike of Africa had dissipated even more. By examining some of their
drawings we do know that what influences children of this age to dislike areas of the
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world is the perception of war, bombings, a climate that does not seem inviting (some
children hate the deserts, some the cold), poverty, and unusual food. Much of it is
obviously influenced by the media. Many of these details are the subject of further
study but what can be seen is that children disliked less numbers of countries, liked
more countries and definitely thought more of Africa than previously indicated.

Results of student assessment - Attitudes before and after interventions

The students completed a simple survey by ticking agree or disagree to a set of items.
This survey was read to them, individual item by individual item, to assist with
literacy disparities and also to assist with items that were inversely weighted. This
survey was based on and adapted from Griffin, P.; Woods, K.; Dulhunty, M. and
Coates, H. (2002). Australian Students' Knowledge and Understanding of Asia.
Canberra: Commonwealth of Australia. It consisted of five sub scales that were linked
to attitude domains identified by Krathwohl, Bloom and Masia (1964). A number of
items were removed from the results and analysis was recalibrated because the items
were found to load across a number of sub scales for this cohort of students.

Before vs Immediately After | T Df Sig ( 2 tailed)
Subscale 1 (Avoidance) 2.153 48 .036 *
Subscale 2 (Receiving) .190 46 .850
Subscale 3 (Responding) -1.065 41 .293
Subscale 4 (Valuing) -3.086 42 .004*
Subscale 5 (Organisation) -4.658 32 .000*
Before vs After 3 months T df Sig (2 tailed)
Subscale 1 (Avoidance) 1.909 41 .063
Subscale 2 (Receiving) 1.879 42 .067
Subscale 3 (Responding) .260 39 197
Subscale 4 (Valuing) -1.964 41 .056 (close)
Subscale 5 (Organisation) -6.682 35 .000*

Table 4: Attitude Survey results: Before, Immediately after and After 3 months

The Cronback Alpha assessment of reliability for this survey was scored at .285
which is not as reliable as we would have liked but still allows some general trends to
be discerned and to be seen as valid generalisations.

It can be seen that immediately after the intervention there was a change in attitude by
students in relation to subscale one, four, and five. After three months there was still
change in subscale five. Their responses were positively changed after the
intervention in areas such as the fun associated with learning about Africa, how going
to Africa would be fun and so on (subscale 1) and then responses to the idea that we
can learn from foreigners (subscale 4) and that they would not avoid foreigners, and
would not call these foreigners names (subscale 5). As can be seen from the results
the changes that occurred immediately after the intervention dropped away after 3
months but the students were still respectful of foreigners and agreed that they would
not call foreigners names or avoid them — a significant change from before we visited
the school. This is a gratifying result for all our efforts.
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Subscales two and three were more about preparedness to listen to African ideas and a
number of the items referred to the value of learning about Africa and the helpfulness
of learning about Africa. These young students were not interested in these sorts of
approaches to learning — that is they seemed to be too young to see learning as
instrumental to something else. Their reactions were more pragmatic.

Sub Scale description (Griffin, P.; Woods, K.; Dulhunty, M. and Coates, H., 2002)

Subscale 1 Avoidance: Reject contacts and value of Africa; denies importance and even existence,
does not want to listen; avoids contact. Negative reaction and avoidance of African culture and people.
Subscale 2 Receiving: Willing to listens; shows awareness of importance; some sensitivity to social
issues; accepts differences of race and culture; attends to the classroom activities; personal response
to Africa as an entity; willingness to receive information and to participate in basic activities related to
Africa

Subscale 3 Responding Completes assigned projects; participates in group discussion about Africa;
completes practical work and assignments; volunteers for some routine tasks; shows surface interest
in learning. Recognises possible benefits linked to learning about Africa; and importance of Africa as
well as the possible differences related to a lack of involvement

Subscale 4 Valuing Demonstrates belief in learning about Africa; appreciates African art or music;
appreciates the role of Africa in everyday life; shows concern for the welfare of Africa; demonstrates
commitment to social and cultural improvement. Can see benefits; has a positive approach to learning
about Africa; personal involvement and caring approach emerging.

Subscale 5 Organisation Organises behaviour around beliefs; recognises the need for balance
between freedom and responsibility; accepts responsibility for own behaviour in relation to African
cultural awareness; understands and accepts own strengths and limitations in understanding;
formulates life plan in harmony with African interests and beliefs.

Conclusion

There was obvious success in what was hoped to achieve. There is enough evidence
in the reflective logs to indicate increased interest and excitement from lecturers and
African community members to indicate that each group had a renewed faith in each
other. There is no doubt that there was an immediate effect on the students’
knowledge of the world, attitude to Africa and attitudes to others and some of that
effect continued even after three months. Students felt more positive toward more
places in the world, were conscious of more places in the world, were more conscious
of Africa and were more positive in their attitudes to Africa. The students were more
open to other peoples. The researchers would like to think that the reason why the
program was successful was because the geographic knowledge provided an anchor
of awareness, a visual knowledge of place, for these students. Then was added the
affective element by providing the emotional outlook and enjoyment of the Creative
Arts to build on this knowledge of Africa and at the same time introduced people
from that region as an adjunct to this so that it becomes seamlessly a study of all
aspects - an integrated approach that would not have succeeded so well without all
elements. Some students experienced changes in their attitudes and these changes
were long term - surely enough reason to keep doing this.
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