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SUMMARY

The main aim of the thesis was to investigate factors related to participation and
academic achievement in university education with emphasis placed on the language,
ethnic and socio-economic background of students.

The review of literature covered factors related to retention rates and educational
performance in Australian secondary schools, students’ educational aspirations, par-
ticipation and academic achievement in higher education, and ethnicity and labour
market experience. The consideration of Asian overseas students and age structures
of ethnic populations in Australia in previous research on the participation of non-
English speaking background persons in higher education was investigated.

A questionnaire survey was designed and applied to students who attended Chem-
istry I, English I and Economics I orientation week lectures at the University of Ade-
laide in 1990. The number of questionnaires returned was 818. Among other factors,
students’: birthplace, parents’ birthplaces, language study and usage, ethnic identity,
degree of social integration, socio-economic background, last type of secondary school
system attended, type of financial support, and semester residence were established.

Questionnaire responses were analysed and in relevant situations, compared with
Australian Bureau of Statistics Census data and data on 1985 entrants to South
Australian higher education institutions available from previous research. Responses
to the open-ended question ‘What do you hope to gain from your studies at the
university ?’ were also analysed.

The academic transcripts of students who supplied their institutional reference
number (70 % of the sample) were obtained and students’ 1990 academic achievement
data analysed in connection with the questionnaire data. A number of factors were
investigated in relation to academic achievement including gender, age, semester
residence, whether the student was enrolled in their first preference course or not,
socio-economic background, type of secondary school attended, language background,
ethnicity and degree of social integration. Factors for which differences in academic
achievement were found were investigated again in relation to the 1991 academic
achievement data of students who re-enrolled in 1991 to establish if these differences
persisted into the second year of study.

Data on whether students enrolled in 1992 were also obtained to enable the cal-
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culation of proportions of students in 1990 who re-enrolled in 1991 or 1992. These
figures gave an indication of those students who had most likely dropped out from
their university studies.

A number of key findings were discussed in the thesis. Those from high socio-
economic backgrounds were found to be strongly over-represented at the University
whilst those from low socio-economic backgrounds were under-represented. The rep-
resentation of those from state, Catholic and independent schools was found to be
much the same as five years earlier, namely, those from state schools were under-
represented whilst those from independent schools were over-represented. The rep-
resentation of those from Catholic schools was about the same as for the South Aus-
tralian population. Regarding ethnicity, it was concluded that, overall, those from
non-English speaking backgrounds were not under-represented at the University of
Adelaide.

A number of significant differences in academic achievement were found. Among
them were that females performed better than males, those who relied on casual or
part-time work as a source of income performed worse than those who did not, and
those who were not enrolled in their first preference course performed significantly
worse than those who were. Although the differences were not significant, other indi-
cations were that those from state schools were the best overall performers, followed
closely by those from independent schools whilst those from Catholic schools were
the worst performers.

The academic achievement of non-English background speaking persons as a
group was found to be much the same as for those of English speaking background.
However, those from non-English speaking backgrounds were more likely to re-enrol
in later years. More specifically, those from a non-English speaking European back-
ground were found to be the worst overall performers for 1990 but the best performing
group in 1991. Results also indicated that those from non-English speaking back-

grounds who socially integrated performed better than those who did not.
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Chapter 1

Introduction

Elitism, Equity and Higher Education

Higher education in Australia has long been seen as and is still seen today by many of
the Australian population as elitist due to the difficulty of gaining entry, the limited
number of places offered and the rewards that it can bring. Higley et al. (1979) in

their research on elites in Australia, stated that:

One of the features of elites that sharply distinguishes them from mass
populations is their educations, especially their university educations.

More than half (55 per cent) [of Australian elites] held at least one univer-
sity degree (compared with 3 per cent of males aged forty-five or more in
1973), and fully one-quarter held post-graduate degrees (compared with

0.2 per cent in 1973). ...Thus university graduates were statistically
over-represented in the national elite by at least eighteen to one (pp. 83~
84).

As high paying, high status occupations are highly sought after, so to are the
avenues leading to these attainments. Higher education is well recognised as being

one of the main avenues as Miller and Volker (1989) pointed out:

Educational attainment is widely held to be of central importance to the
issue of labour market success. The better educated in society gener-
ally secure the more prestigious jobs characterised by higher earnings,
superior opportunities for training and greater access to superannuation
benefits. They are less likely to be unemployed and, should they become
unemployed, are fortunate in that they can expect to stay in that state
for a shorter than average period (p. 47).

The success of a higher education in securing a high paying, high status occupation is

illustrated by the fact that those who attain or hold a higher education qualification



usually hold positions in the higher echelons of society. Indeed, of all persons in Aus-
tralia who were employed in February of 1988 and held a degree (which represented
10 % of all those employed) 83 % were in one of the professional, para-professional or
managerial /administrative occupational categories.

In South Australia in 1990 there were four major higher education institutions.
They were the South Australian College of Advanced Education (S.A.C.A.E.),
South Australian Institute of Technology (S.A.I.T.), The Flinders University of
South Australia and The University of Adelaide. Using available quotas and cut-
off entrance scores for undergraduate degree programmes published in the SATAC
Guide?, the following average 1989 cut-off scores were calculated: S.A.C.A.E. 297,
S.A.1.T. 325, Flinders 307 and Adelaide 355. These figures indicate that, on the
whole, the University of Adelaide was the hardest of the South Australian tertiary
institutions to gain entry to. The University of Adelaide, along with Flinders Uni-
versity, were the only institutions in South Australia giving courses leading to the
traditionally prestigious and high status degrees of Medicine and Surgery. Also,
the similarly high status degrees of Dental Surgery and Law were only obtainable
(within South Australia) at the University of Adelaide. These factors tend to place
the University of Adelaide in an “elitist” light.

Such issues immediately raise questions about inequality, inequity, disadvantage
and discrimination. The more elitist an institution is considered, the more likely
it is to be prone to accusations of discriminating against certain groups in society
and favouring others. The concern for ‘disadvantaged’ groups in society with regard
to higher education has not always been present however. The ‘Murray Report’®,
for example, mentioned little with regard to equality and equity in higher education
since these were generally not issues in educational research or Australian society of
the 1950’s.

However, since the early 1970’s, participation and equity have both been given
priority concern in education by the Commonwealth government in Australia. These
concerns were first directed towards the primary and secondary school sectors before

being also recognised within the tertiary education sector. Concerns of participa-

1Source: Australian Bureau of Statistics, Labour Force Status and Educational Attainment, Aus-
tralia (Canberra), February 1988.

2The SATAC Guide 1991, South Australian Tertiary Admissions Centre, 1990.

3Report of the Committee on Australian Universities, Sir Keith Murray, Chairman, September,
1957, p. 4.



tion and equity in the school gave rise to the Commonwealth Schools Commission’s
‘Participation and Equity Program’in 1984. One of the main objectives of this pro-
gramme was ‘to make special provision for those students who until now had been
prevented from participating fully in the benefits of schooling.”* Those considered
to be disadvantaged by the Commonwealth Schools Commission in 1985 were, in its
words, ‘the children of ordinary working people’, the children of ‘parents with low to
middle levels of income’, ‘ethnic minority groups’, ‘rural youth’ and ‘girls’.®
Concern about participation and equity in the school sector led to increasing at-
tention being given by the Commonwealth government towards these same factors in
the higher education sector. In 1985 the Commonwealth Tertiary Education Com-
mission established the ‘Higher Education Equity Program’. The purpose of this
programme was to ‘increase opportunities for disadvantaged groups to participate in
higher education’.® Those groups identified as being disadvantaged in higher educa-
tion were the same as for pre-tertiary education. This was indicated in the following

extract from a policy statement:”

The Government will . .. provide “seeding grants” to kick off programmes
to increase equity and access for women and students from low socio-
economic groups and financially disadvantaged families.

Current initiation to assist the participation of Aboriginal people, migrant
groups and women will be continued and, where possible, expanded.

More recently in 1990, the Government identified disadvantaged groups in higher
education and presented strategies for achieving equity in higher education for these
groups in the discussion paper ‘A Fair Chance For All’.® Those identified as being
disadvantaged were people from socio-economically disadvantaged backgrounds, Abo-
riginal and Torres Strait Islander people, women, people from non-English speaking
backgrounds, people with disabilities and people from rural and isolated areas.

In recent years the University of Adelaide itself has addressed the concerns over

access and equity. In the University of Adelaide’s 1989 ‘Strategic Plan’® it was stated

*Participation and equity in Australian schools, Commonwealth Schools Commission, 1983.

8 Quality and Equalily: Commonwealth specific purpose programmes for Australian schools, Com-
monwealth Schools Commission, 1985.

$ Annual Report 1985, Commonwealth Tertiary Education Commission, 1986, p. 17.

"Higher Education: a policy statement, circulated by The Hon. J.S. Dawkins, MP, Minister for
Employment, Education and Training, 1987, p. 6.

8A Fair Chance For All: national and institutional planning for equity in higher education, De-
partment of Employment, Education and Training, 1990.

®The Future Plan: The strategic plan for the University of Adelaide, circulated by the Vice Chan-
cellor, Professor K. Marjoribanks, March, 1989, p. 10.



For more than a decade the University of Adelaide has been operating
Special Entry Schemes in an effort to compensate for the disadvantages
introduced by socio-economic circumstance, ethnicity and gender on the
distribution of access to study.

In June 1991, the university developed an ‘Institutional Equity Plan’ for the 1991-93
Triennium. Within this plan, people from socio-economically disadvantaged back-
grounds, Aboriginal and Torres Strait Islander people, women, people from rural and
isolated backgrounds, people from non-English speaking backgrounds and people with
disabilities, have all been targeted as part of the university’s access policy.

The University of Adelaide also has as section 5 of its Act a declaration stating
that “The University shall not discriminate against or in favour of any person upon
grounds of sex, race, religious or political belief”.!° ‘Race’ is in popular English usage
often equated with ‘ethnicity’. This is illustrated by the Oxford Dictionary definition
of ‘race’ given as “group or class of persons, animals, or things, having some common
feature or features”'! Here, the ‘feature’ or ‘features’ could be interpreted as those
which distinguish one ethnic group from another, for example, culture, language or
religion. Also, as religion and political beliefs are explicitly mentioned in this item
of the act, these factors being common differences between ethnic groups, it follows
that this item of the University Act also implies that discrimination shall not take
place on the grounds of ethnicity. This item of the Act was first introduced in 1972
replacing an item declaring that no religious test would be administered to potential
students, graduates or office holders of the University.

The University of Adelaide has a number of schemes in place to assist access of
those groups identified as being disadvantaged. The ‘Special Entry Scheme’, which
has been in place since 1975, targets mature age students and students who have not
completed secondary education, that is, early school leavers. The ‘Fairway Scheme’
commenced full operation in 1990. This scheme targets socio-economically disad-
vantaged students. The scheme works by targeting students from schools that are
under-represented at the University and adding a compensatory loading to these stu-
dents’ Year 12 scores so as to allow a more equal chance of access to the University.

Many other tertiary education institutions in Australia also have in place special

admission schemes in order to improve access for disadvantaged groups. Among

10The University of Adelaide Calendar 1988-1989, p. 14.
1 The Shorter Ozford English Dictionary, 1968, p. 1646.



them are the University of Melbourne’s Special Entry Scheme which aims not only
to improve access for disadvantaged groups but also to ‘develop a greater social mix
amongst the student body of the University’ (Toomey, 1987, p.1).

Inequality and inequity in admission to higher education is not just a concern in
Australia but also in some overseas countries. An illustration of this fact is given by
the allegations of bias in admission of students to the University of Edinburgh. The
University was accused of favouring students from other parts of the United Kingdom
over students from Scotland and of giving preferential treatment to applications from

students from fee-paying schools, particularly those in England.?

The Nature of Disadvantage

One inevitably has to ask the question “What is meant by a ‘disadvantaged’ group in
society with regard to higher education ?” In the 1985 Karmel Report!? disadvantage
was defined as follows:
Disadvantage in special groups is demonstrated to the extent to which
individuals in the groups fail to gain access to further education, employ-

ment, high status occupations and high incomes in broad conformity with
the rest of the community.

Other statements such as

Research into educational disadvantage demonstrates that, despite con-
siderable effort in recent years, substantial inequities in access to higher
education remain for some groups in the population ... [my italics] 1

and

...a combination of measures is required to increase both the enrolment

and the success rate of disadvantaged groups.!®
implicitly equate ‘disadvantaged groups’ with ‘those groups which are under-rep-
resented in enrolment numbers or success rates’. It would appear then, that mere
numbers of students enrolling and graduating form the sole basis of whether or not a

particular group in society is to be seen as ‘disadvantaged’ in higher education. Thus

12 University of Edinburgh Annual Report 1987/88.

13Quality of Education in Australia, Karmel, P., (Chairman), Report of the Review Committee,
1985, para. 14.62 ,

14 Setting the Course, Report by the House of Representatives Standing Committee on Employment,
Education and Training, May 1988, p.21.

15ibid. p.22.



although a particular group in society may have a greater opportunity to participate
in higher education compared with the general population, it will still be considered
as a disadvantaged group if it is under-represented. If a person from group £ in society
receives an offer to his/her first preference course in a higher education institution
but willingly opts to stay and work in his/her parents’ business say (such behaviour
being the cultural norm of group ¢), then can this person or group be considered as
disadvantaged with respect to higher education ?

It is not enough just to look at representation alone to determine which groups
in society are advantaged or disadvantaged. Rather, having found which groups
in society are over or under-represented, one has then to look at factors such as
aspiration, motivation and cultural values towards higher education before being
able to truly identify which groups are advantaged or disadvantaged.

Hester (1991) had a similar view. He viewed a disadvantaged group in higher
education as being not merely a group that was under-represented when compared
to the equivalent proportions in the general population, but an under-represented
group whose under-representation was, at least in part, snvoluntary. Hester (1991)
also explained the term ‘systematic disadvantage’ as covering ‘both overt and hidden

rules and structures working against a disadvantaged group.’

Ethnicity and Equity in Higher Education

As far as minority ethnic groups and migrant groups are concerned, the Common-
wealth government has run a number of programmes to help these groups achieve a
full secondary education. The main objective of the programmes was to improve the
English language competence of students whose first language is not English. The
first such programme was the Schools Couunission’s ‘Child Migrant Education Pro-
gram’ introduced in 1971. Later, other programmes were introduced, not with the
aim of increasing the participation rate of minority ethnic groups in school education
but to ‘cater for the needs of a multicultural society.” The ‘Multicultural Educa-
tion Program’ was established in 1979 by the Schools Commission with the aim to
‘encourage schools to respond to the multicultural nature of Australian society’.'®
Such a programme was directed towards the whole of the Australian school popula-

tion, not just specific groups within it. To assist ethnic minority groups to maintain

16 Priennium 1982-84: Report for 1982, Commonwealth Schools Comumission, 1981, p. 23.



their ethnic culture and language in Australian society, the Commonwealth Schools
Commission launched the ‘Ethnic Schools Program’ in 1981. This programme pro-
vided grants to assist in the provision of community language and related cultural
programmes through part-time ethnic schools or insertion classes in regular schools.

It would appear, however, that when ethnicity and higher education are consid-
ered in relation to participation and equity, only one group in Australian society has
been singled out for major special investigation and assistance from the government,
namely, the native Australians — the Aboriginals. This was made clear by the fol-
lowing statement made in a report by the Commonwealth House of Representatives

Standing Committee on Employment, Education and Training:'”

3.16 The groups which are most clearly underrepresented [in higher ed-
ucation] and which receive the attention of special access programmes
are Aborigines, people from financially disadvantaged backgrounds, and
people from rural and isolated areas.

Aborigines have been given special assistance in attaining places in higher education
by way of special entry schemes, funds provided by the Commonwealth Aboriginal
Participation Initiative (a programme of earmarked places for Aborigines in higher
education) and Special Course funding given under the Aboriginal Study Assistance
Scheme (ABSTUDY) which provides financial assistance for entry courses and sup-
port arrangements for Aboriginal students. Such assistance has not been specifically
offered to any of Australia’s many other minority ethnic groups, even though the
Commonwealth Government is well aware of the existence of other disadvantaged

ethnic groups:

There is also wide variation in participation among ethnic groups. Partic-
ular migrant groups are severely under-represented in higher education,
and people from non-English speaking backgrounds encounter special lan-
guage and cultural barriers to success.!®

With most research into inequity in higher education, factors such as sex of stu-
dent, educational qualifications held by students’ parents, income level of students’
parents and secondary school achievement of students have usually been taken into

account. When one considers that Australia is one of the most multicultural nations

17Setting the Course, op.cit. p.23.

18 Higher Education: a policy discussion paper, circulated by The Hon. J.S. Dawkins, MP, Minister
for Employment, Education and Training, December 1987, p.21.



in the world, it is surprising to find that very little detailed research has been done on
inequity in higher education with regard to the ethnic background of students. This
is especially so when one considers the increasing concern being given by governments
and other bodies over minority ethnic groups in relation to inequity and inequality

in higher education.

Discrimination and Equity in Higher Education

Gender has, for some time now, been a subject gaining much attention with regard to
inequity and discrimination in higher education. This has often been considered at a
fairly simple level. If a particular course or institution had a greater number of males
enrolled than females, it was considered to be discriminating against females. In order
to be seen as a ‘fair’ course or institution, steps would have to be taken in order to
increase the number of females enrolling. Engineering, for example, has regularly
been singled out as it is a typically male dominated course and as such is considered
to be discriminating against females. Female enrolments represented only 9 % of
Australian higher education engineering enrolments in 1989.1% It is interesting to
note, however, that little is said regarding ‘discrimination’ against males in typically
female dominated courses such as women'’s studies and nursing. In 1990, for example,
females represented 87 % of all nursing enrolments.?® An explanation for this situation
may be that males were not discriminated against or disadvantaged for they were
given the same opportunity to do nursing as females but they were not as motivated
or interested in seeking enrolment in such a course thus leading to a greater number
of females than males being enrolled. A similar argument can, of course, be applied
to the engineering situation.

In a similar manner, a group in society (whether it be selecled ou the grounds
of educational achievement, income level or ethnicity) will be considered as disad-
vantaged if its proportional representation is lower in the course or institution under
consideration when compared with the proportional representation in society in gen-
eral.

Although under-representation of a group in society may be explained by that

19 Engineering Students, Higher Education Series Report no.6, Department of Employment, Edu-
cation and Training, 1990.

20 Female students, Higher Education Series, Report no. 12, Department of Employment, Education
and Training, 1991.



group not having a high motivation or interest to enter higher education, this does not
automatically exclude the possibility of discrimination. It may be that a particular
ethnic group, for example, does not take a great interest in higher education due to the
content of higher education and its irrelevance to the culture of the ethnic group. In
this sense, higher education could be seen as discriminatory due to the vast majority
of courses being traditionally structured around the cultural knowledge and values
of one group of society, namely, the Anglo-Australians. Until a greater proportion of
higher education courses satisfy the cultural needs and wants of under-represented
ethnic groups, higher education could be viewed as being discriminatory. The need for
a culturally inclusive curriculum in the secondary school sector has been recognised
for some time. Sloniec (1991), for example, mentioned a number of programmes

‘...to ensure that the curriculum is

carried out in South Australia since the 1970’s
reflective of the diverse cultural and linguistic communities that constitute school
populations’ (p.49). Sloniec pointed out that one of the most important reasons for
having a culturally inclusive curriculum is that secondary students themselves want
culturally inclusive knowledge. Thus it is most probable that many students would
also want a culturally inclusive curriculum in higher education. If such a curriculum is
not available, then many students may not have the motivation or desire to undertake
higher education.

Another way in which higher education institutions could be seen as discrimina-
tory is by the giving or supplying of information about admission, courses offered
et cetera in the language of the majority group, namely English. This immediately
puts those in non-English speaking groups of society at a disadvantage. A child is
guided through its formal educational years principally by its parents. The parents
decide upon which primary and secondary schools their children will attend and to a
large extent, what subjects are to be studied. If the parents are mainly non-English
speaking or have difficulty in understanding English, the chances are that they will
lack a sound knowledge about avenues of entry to university, entry requirements for
courses at university and the most appropriate subjects to be studied at secondary
school level for different university courses due to their difficulty in understanding
literature about these topics which have been written in English only, or due to their
inability to communicate effectively with English speaking school or university per-

sonnel who have the knowledge about these topics. Such parents would not be in a
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position to effectively guide their children to give them the maximum opportunity to
develop their educational abilities.

It is, however, unfair to lay all of the responsibility of alleviating inequity and
inequality in higher education onto higher education institutions when many of the
above problems may well have arisen initially in the lower educational levels, namely,
the primary and secondary education sectors. If certain groups in society perform
poorly at primary and secondary levels resulting in lower proportions successfully
completing secondary school when compared with society in general, then these
groups will be far less able to gain admission to higher education. This results
in these groups being under-represented in higher education leading to higher educa-
tion institutions being accused of inequality with regard to selection and admission
procedures. If the problems causing inequality at higher education levels are dealt
with adequately in primary and secondary schools, one may well find that inequality
is substantially reduced or eliminated in higher education.

Miller and Volker (1989), in their examination of educational continuation deci-

sions of Australian male secondary students from year 10 to tertiary entrance, found:

... considerable differences in the predicted probability of undertaking ter-
tiary education, with the most marked variations being associated with
the socio-economic status of the family, parent’s educational attainment,
school type and ethnic origin. These differences derive largely from differ-
ences in the probability of completing high school. ... One interpretation
of this result, therefore, is that all male high school graduates have ap-
proximately equal access to tertiary education (pp.55-56).

Support for this finding came from Williams et al. (1987, p.115) who found that
‘Other things equal, among those eligible to enter higher education by virtue of

having completed Year 12, there is no socioeconomic imbalance to speak of.” These

findings led Miller and Volker (1989) to conclude that:

Policies aimed at altering the social composition of high school graduates
or tertiary sector participants should therefore be aimed at the Year 10
threshold or at even earlier stages in the educational process (p. 47).

Despite considering all the factors which might be actually discriminating against
certain groups in society, the facts in many cases may simply be that some such
groups, no matter how much opportunity and support they may be given to go

onto higher education, do not value higher education as a desirable destination. This
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inevitably results in such a group continuing to be under-represented in higher educa-
tion. In such cases it is pointless to continue claiming “inequity” and “disadvantage”.

Much has been said about the over or under-representation of certain groups of
society in higher education but less about the academic performance or progression of
those in these groups who do embark upon university studies. Most work in this area
has focused upon the proportion of students passing or failing, or completing their
degrees in the minimum time. A higher than usual failure rate, or lower than usual
completion in minimum time, are other criterion which have been used to establish
whether or not students from a particular group in society are to be considered as

‘disadvantaged’.

Graduating Rates

One aspect of higher education which has received the Commonwealth Government’s
priority attention has been the overall number of students enrolling and graduating.
The attention given to graduating rates was caused by concern, not for the quality of
higher education, but for economic and political reasons. High student failure rates,
or ‘wastage’, have long been viewed as a waste of tax-payers’ money, as was indicated
in the ‘Murray Report’:

One of the most disturbing aspects of university education in Australia is

the high failure rate ... Such a high failure rate is a national extravagance
which can ill be afforded.

More recently, the Commonwealth Government’s ‘Green Paper’ ?? has identified a
need to raise the level of education of the Australian workforce in order to foster
economic growth. In trying to achieve an annual graduation figure of about 125000
by the year 2001, the Government would include “improving graduation rates through

the elimination of unnecessary wastage.” 23

Aims of the Thesis

The first objective was to review the previous research regarding student participa-

tion and academic achievement in the secondary and tertiary education sectors with

2 Report of the Committee on Australian Universities, op. cit. p.4.
22 Higher Education: a policy discussion paper, op. cit.
Z3Setting the Course, op. cit. p.4.
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particular emphasis being given to research dealing with non-English speaking back-
ground persons. In reviewing the literature, the methodology behind some research
findings were analysed and criticised. For example, in establishing participation rates
for various ethnic groups in higher education, did the researcher give consideration to
the different age structure of ethnic groups compared with the general or higher edu-
cation student populations ? Also, were full fee paying overseas students included in
the data ? Being related to educational background, the literature regarding ethnicity
and labour market experience was also reviewed.

Having reviewed the literature, attention was then given to the analysis of data on
a sample of students at the University of Adelaide obtained via a questionnaire survey
and students’ academic transcripts, the aim being to identify groups of students who
were over or under-represented, or who had higher or lower than average academic
performance at the University of Adelaide. Where differences were found in the
academic performance between groups, social and cultural factors which may explain
these differences were investigated. Differences may be explained by why the student
chose a particular course. For example, was it due to parental pressure, to avoid
written English or purely out of the student’s own aspirations and interests ? Or,
stronger explanations may be found in how satisfied a student is with the content of
courses offered, whether students were enrolled in their first preference course, the
satisfaction gained from study, the extent to which a student socially integrates, or
the type of semester residence.

Having investigated such factors in relation to students’ 1990 academic results,
those factors for which differences in performance were found were investigated again
in relation to the 1991 academic results of students who re-enrolled in 1991, the aim
being to establish whether or not differences found in the first year of study persisted
into a second year of study.

Although previous research has investigated a number of factors in relation to
performance in education, these factors have not been linked to the cultural back-
ground of students. One of the aims of the thesis was to link the cultural or ethnic
background of students with other factors investigated in relation to academic per-
formance to help explain why some ethnic groups might over or under-perform at the

university.



Chapter 2

Review of Previous Research

In reviewing research dealing with participation in education and academic achieve-
ment, with particular emphasis placed upon the influence of ethnicity with regard to
these factors, three main areas of research became apparent: research dealing with
primary and secondary school education including retention rates to year twelve and
educational performance; the transition from secondary school to tertiary education
including aspirations for and access to higher education; and research dealing with
tertiary education alone where participation, academic performance and progression
rates were all considered.

The review commences with research done on secondary education before moving
onto research done on the tertiary education sector. Primary education will not be
covered as it is considered to be beyond the scope of this paper. The importance of
primary education in the overall picture should not go unrecognised, however, for its
effects on higher education are present in a ‘domino effect’. That is, the effectiveness
of secondary education in overcoming inequalities and inequities in educational par-
ticipation and performance has a direct bearing upon these same factors in higher
education, while the same is true for the relationship between primary education and
secondary education.

Students’ experience of secondary school is a very important factor in the deter-
mination of whether or not they will seek admission to the higher education sector
and if this admission is sought, whether admission is granted or not. If a nega-
tive attitude towards education is formed in the secondary years, chances are that
the secondary education will not be completed thus making the future likelihood of

undertaking higher education extremely low; or if secondary school is finished, any
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desire to undertake higher education may be quashed. Even if secondary students
are motivated towards undertaking higher education, their secondary education may
be inadequate in overcoming problems which will either prevent them from achieving
well enough in order to gain entry to higher education, or to perform well enough in
higher education if entry is gained. For example, if secondary education is unsuccess-
ful in overcoming language problems then these same problems are likely to hamper

success in higher education.

2.1 Secondary School Education

2.1.1 Ethnicity and Retention Rates

Research on ethnicity and secondary school education deals with a much larger pro-
portion of the school population than what may first be thought. In a report to the
South Australian Minister of Education!, it was stated that in 1976 11 % of coun-
try and 24 % of metropolitan secondary school students were of ethnic background
(ethnic in this case meaning the student, or at least one parent, was born in a non-
English speaking country). The figure for all primary and secondary schools in South
Australia was 20 %. Also, on an Australia wide basis, it has been claimed that “one
in seven school children comes from a home where English is not the first language
and seldom heard there.”?

One of the most in depth studies made of Australian secondary school students
was the longitudinal survey of Sydney high school students entitled ‘The Educational
Experience of Sydney High School Students’ which comprised of three reports (Martin
& Meade, 1979; Meade 1981, 1983). The survey came about from a need for research
on child migrant education expressed by the Commonwealth Immigration Advisory
Council in 1972. The Council’s main concern was the difficulties experienced by
migrant school children. Not only the English language learning but also the social
aspects of migrant education were suspected of causing difficulties. The 3043 students
in the survey were selected from sixteen Sydney state high schools in the metropolitan

area. Material collected over a five year period and analysed in the survey included

1South Australia, Report to the Honourable The Minister of Education, Ethnic Students in Sec-
ondary Schools, 1977.

2Australia. Department of Education, Training and Employment, Report of the Committee of
Inguiry into Education and Training, 3, 1977, p. 44.
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information on students’ personal and family background, educational performance
and motivation/aspirations towards education.

Although it was found that the majority of students, regardless of own or parents’
birthplace, did not continue on to the HSC (Higher School Certificate), a greater
proportion of students with both parents born in non-English speaking countries
(41 %) continued to the HSC compared with those with both parents born in Australia
or another English speaking country (30 % and 35 % respectively). It is interesting
to note that of the broadly classified groups, the one with the highest continuation
to the HSC, 43 %, were students with one parent born in a non-English speaking
country and the other in an English speaking country. Similar results were found
by Williams et al. (1987), namely, students whose fathers were born in non-English
speaking countries completed Year 12 at a substantially higher rate than students
who were born in either Australia or another English speaking country.

A greater retention rate among students from non-English speaking backgrounds
has also been found in a number of other studies. Taft (1975a, 1975b) found that
working class students with both parents born in a non-English speaking country
tended to stay at school longer than their Australian peers and were more likely to
complete Year 12 at secondary school. Similarly, Connell et al. (1975) found greater
retention among second generation migrants than for Australians, in the lower socio-
economic classes. Rather than using the birthplace of parents, Rosier (1978) used
language spoken at home as an indicator of the ethnic background of a student. He
found that after controlling for basic family environment variables and gender, the
retention rate for students for whom English was not the only language spoken at
home was higher than for those from an English only speaking home environment. In
both studies of retention in Government schools conducted by Ainley et al. (1984a,
1984b) (Australia wide and Victoria respectively), it was concluded that the greater
the proportion of students of non-English speaking background entering a school,
then the greater the retention rates were within the school.

On a more specific level, Martin and Meade (1979) and Meade (1983), found
that of the specific ethnic groups identified, those from Greek backgrounds where
most likely to complete the HSC (57 %) compared with Yugoslavian 46 %, Italian
39 %, Lebanese 27 % and Maltese with the lowest HSC completion rate of 8 %. Of
those with Australian born parents 30 % completed the HSC thus indicating that
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those with Greek, Yugoslavian and Italian parents completed the HSC at a higher
rate than those with Australian parents, while the reverse was true for those with
Lebanese or Maltese parents. In agreement with Martin and Meade, Young et al.
(1980) found that Lebanese and Turkish youth completed the HSC at a much lower
rate than their Australian born peers. Further support for the findings of Martin and
Meade came from the analysis of 1981 census data by Birrell (1987). In analysing
the proportions of Australian born persons aged 15 to 19 years still attending school
by the birthplace of parents, he found that those with a Greek background had the
highest proportion still attending school followed by those of Yugoslavian, Italian,
and German backgrounds respectively in descending proportions (see table 2.1). All
these four groups had higher proportions still attending school than those with both

parents or father only born in either Australia or the United Kingdom and Ireland.

Table 2.1: Percentage of Australians born aged 15-19 still attending school by
birthplace of parents*, 1981.

Birthplace of parents* Females Males

Australia 34.3 2.2
U.K. & Ireland 37.1 36.4
Germany 41.5 38.1
Greece 59.7 60.4
Italy 44.8 43.8
Yugoslavia 50.0 49.1

Source: Australian Bureau of Statistics 1981 Census, Table 52
(microfiche). (Data extracted by Birrell
(1987, p. 105)).

*These figures combine students with both parents and father only born
In a particular country.

Birrell (1987, p.104) stated that the information given in table 2.1 should be inter-
preted cautiously since ‘young people engaged in apprenticeships were excluded: the
Greeks, in particular, have a low rate of apprenticeship training.” Another factor in
interpreting the above 1981 census figures not mentioned by Birrell is the possibil-
ity that a higher proportion of English speaking background persons aged 18 or 19
may have already completed their high schooling whereas greater proportions of non-
English speaking background persons aged 18 or 19 may still have been attending
school due to poorer academic performance leading to the repetition of grades. In

other words, a higher proportion of 15-19 year olds from a particular ethnic group
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still attending school does not necessarily mean that this group successfully completes
schooling at a higher rate.

The findings of Miller and Volker (1989) gave further general support for the
earlier findings of Martin and Meade (1979) and Birrell (1987). They found that
‘Compared to second-generation Australians, students whose fathers were born in
Mediterranean countries appear much more likely to continue on at school than other
groups.” (p.54). They found further that students who had a father born in Asia,
a group not specifically targeted by Martin and Meade or Birrell, had the highest
probability of all for continuing on to the last two years of school. This finding
supported the earlier finding of Bullivant (1987), whose case studies of seven schools
in Melbourne revealed Asian students to be the most successful.

Not all research in this area is in agreement; although Meade (1984), for example,
found that Greek and Yugoslavian students were much more likely to continue on
to the HSC than Australian students, Connell et al. (1975) included these ethnic
groups among those who were less likely to complete secondary school than Australian
students. Connell et al. also found that these ethnic groups, along with Northern
and Southern Italians, were the migrant groups most likely to drop-out from school
after fifteen years of age.

Thus although research consistently shows that students from non-English speak-
ing backgrounds in general stay at school longer and complete secondary schooling at
a higher rate than Australians, there are some conflicting results when specific ethnic
groups are considered. Care must also be taken when generalising across all immi-
grant groups. As Connell et al. (1975) found, although second generation Australian
immigrants tend to stay on at secondary school longer than their Australian peers in
lower socio-economic classes, a numbecr of particular ethnic groups did the reverse.
Martin and Meade (1979) showed that there was also a greater variation in reten-
tion and educational performance between different non-English speaking groups of
students than between all students of non-English speaking origin and those of Aus-
tralian or other English speaking origin.

One of the most important variables determining completion of secondary school
by students with overseas born parents was clearly illustrated by Meade (1983),
namely, the students age on arrival (or whether the student was born in Australia).

For students with both parents born in non-English speaking countries, the respective
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proportions of those completing the HSC who were born in Australia, arrived before
ten years of age, or arrived after ten years of age were 44 %, 40% and 32 %. The
same trend also occurred for those students with both parents born in another or
different English speaking countries.

Although sample numbers became quite small, when Meade (1983) considered
specific ethnic parentage and whether the student was ‘Born in Australia or arrived
before ten years of age’ or ‘Arrived ten years of age or over’, in every ethnic group
considered, the likelihood of completing secondary school was very much lower if the
student was in the latter category, as is shown in table 2.2. This factor would seem

to go a long way in explaining the results of Young et al. (1980), for example, who

Table 2.2: School accreditation by age at arrival in Australia.

Parents Country Born in Australia or Arrived 10 years
of Birth arrived before age 10 of age or over

Left Left Remained | Left Left Remained

before after to HSC before after to HSC

SC* SC but SC SC but

before before
HSC* HSC
per cent distribution per cent distribution

Both Greek 5 35 61 88 13
Both Italian 11 49 40 33 50 17
Both Lebanese 7 56 37 32 58 10
Both Maltese 20 71 9
Both Yugoslav 10 34 55 9 59 32
Another non-English
Speaking Country
(both same) 5 54 41 5 58 37
Different non-English
Speaking Countries 8 52 40 12 41 47
Total non-English
Speaking 8 49 43 10 58 32

Note : Where total number is less than five, no percentages are shown.
* School Certificate

** Higher School Certificate

Source : Meade (1983, p.116).

found that young people from Turkish and Lebanese ethnic groups both of which

made up a large portion of recent arrivals to Australia, participated in secondary
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schooling in lower proportions compared with Australian born youth. It is striking
to note that for every category of parents born in non-English speaking countries in
table 2.2, except for Maltese, the percentage of students remaining to the HSC who
were either born in Australia or arrived before age 10 was higher than for students
with either both parents born in Australia (30 %), or both parents born in another
or different English speaking countries (35 %). The most probable reason why more
recently arrived migrants left school earlier was language difficulties.

Marsh (1988) mentioned a number of political, communication and cultural fac-
tors that could inhibit the amount of participation of non-English speaking back-
ground students in secondary education. Parents from different cultural backgrounds
may not understand the ideology of the school system and have very different views
on the intended outcomes for their children. As much information with respect to
the secondary school system is not available in multilingual form, many non-English
speaking background immigrant families may not be aware of the special assistance
available for their children entering Years 11 and 12 (Marsh, 1988, p.3). A num-
ber of cultural factors that could inhibit the participation of non-English speaking
background persons was also mentioned by Marsh (1988, p. 3):

o illiteracy or semi-literacy in the home language,
e lack of previous education, especially for the Indo-Chinese,
o education interrupted by was and civil disturbance,

e different age status and definitions of adulthood,

co-educational schools inappropriate, and

male student resistance to female teachers.

2.1.2 Ethnicity and Educational Performance

Although it has been shown that, in general, secondary school students from non-
English speaking backgrounds have higher retention rates than other students, those
from certain non-English speaking groups have lower educational performance than
other students. Meade (1983) found that of those who completed the HSC, 27 % of

those with Australian born parents achieved only a low HSC result compared with
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37 % of those with both parents born in a non-English speaking country. The same
trend also applied for the SC (School Certificate) results. When high HSC results were
observed, the trends were reversed with 33 % of those with Australian born parents
achieving a high result compared with only 27 % for those with both parents born in
non-English speaking countries. Again, the same trend applied for the SC results.
Adapted from Meade (1983, p.110), table 2.3 below considers some specific cat-
egories of parentage. Greater proportions of those with parents born in non-English
speaking countries generally achieved only a low SC or HSC result than those with

Australian born parents, while lower proportions achieved a high SC or HSC when

Table 2.3: Performance in School and Higher School Certificates by ethnicity.

Parents Country Left after SC but Remained to HSC
of Birth before HSC
Low Medium High | Low Medium  High
school school school | HSC HSC HSC
cert.  cert. cert. | (0-211) (212-297) (298-489)
per cent distribution per cent distribution
Both Australian 45 34 21 27 40 33
Both Greek 64 23 13 41 33 23
Both Italian 58 32 10 31 33 36
Both Lebanese 67 30 4 48 37 15
Both Maltese 63 30 7 38 63
Both Yugoslav 57 35 9 52 35 13
Another or
Different non-English
Speaking Countries 53 30 18 31 40 29
One Parent English
Speaking other non-
English Speaking 44 40 16 35 28 37

Note : Where total number is less than five, no percentages are shown.
Adapted from : Meade (1983, p. 110).

compared with those with both parents born in Australia. The only exceptions to the
rule were the Italian, Maltese® and ‘One parent English speaking other non-English
speaking country’ categories where a greater proportion achieved a high HSC com-

pared with the Australian born category.

3The Maltese group being an exception here may be due to the very low sample numbers for this
group.
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Other studies also concluded that those from non-English speaking backgrounds
generally did not perform as well as those from English speaking backgrounds (including
Australian). Taft (1975b, p.41) stated that “Children of non-English immigrants are
slightly less successful in examinations than students with an Australian or an English
speaking immigrant background.” In agreement with the findings of Meade and Taft
are the results of Williams et al. (1980), who after administering Word Knowledge,
Literacy and Numeracy tests to their sample of secondary school students, found that
those born in non-English speaking countries performed worst of all out of each of
these tests when compared with those born in Australia or another English speaking
country. Further, the worst performance was recorded in the Word Knowledge test,
followed by the Literacy and Numeracy tests.

Another study which involved the administering of reading and numeracy tests was
conducted by Hewitt (1977) who found that the amount of English spoken at home was
the most important factor influencing educational performance. Hewitt’s sample con-
sisted of 1700 students of non-English speaking backgrounds and over 12000 students
born in Australia. He found that 59 % of 10 year old and 43 % of 14 year old students
from non-English speaking backgrounds failed to reach the 80 % mastery level on read-
ing tests, administered by the researchers, compared with 47 % and 28 % of students
of Australian parentage respectively. As far as the numeracy tests were concerned,
although students from non-English speaking backgrounds still had lower proportions
reaching the 80 % mastery level when compared with students of Australian parentage,
the levels where closer to the figures for Australia overall than was the case for the read-
ing test results. Using data from the Williams et al. (1980) study, Vlahonasion (1982)
found that, with ‘all’ other factors controlled for, (for example, geographic location and
socio-cconomic status), students from non-English speaking backgrounds experienced
a 15% disadvantage on reading tests but only a 4% disadvantage on numeracy tasks
relative to Australian born students.

Spearitt and Colman (1983) investigated the reading and numeration proficiency
of newly arrived Indo-Chinese primary and secondary students after they had received
six months of specialist English language courses. They found that even after these
courses, these students had much lower scores in both the reading and numeration
tests than Australian born English speaking background students and Australian born

students from non-English speaking backgrounds from homes where little or no English
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was spoken. The same cohort of Indo-Chinese students were tested again after being in
mainstream classes for between three and eight months and again performed far worse
than other groups of students in both reading and numeration tests.

Thus the research of Williams et al., Hewitt, Vlahonasion and Spearitt and Colman
all point to English language proficiency as being one, if not the most important factor

in determining educational achievement at school.

2.1.3 Educational Aspirations

Another major factor commonly investigated in research dealing with education and
ethnic groups is the aspirations of the students and their parents towards education. A
number of research studies (including Taft (1975b), Marjoribanks (1979 & 1980), Meade
(1983) and Ainley et al. (1984)), have concluded that, relative to those students from
English speaking backgrounds, those from non-English speaking backgrounds in general
had very high educational aspirations. Taft’s study concentrated on the retention of
students and students’ educational aspirations with regard to three variables, namely,
the student’s sex, social class background and ethnic background. It was found that
the educational aspirations of students from non-English speaking backgrounds were
higher than for Australians, particularly in the working class where 51 % of non-English
background immigrants (excluding very recent arrivals) intended to reach Form Six or
beyond compared with only 36 % of the Australians. It was also found, in the working
class, that considerably more non-English speaking background males, 66 %, aspired
to Form Six compared with 36 % of females. In agreement with Taft (1975b), Ainley
et al. (1984) also found that those from non-English speaking backgrounds were more
likely to intend to complete a full secondary education than those with Australian born
parents, and that these intentions were more prevalent amongst non-English speaking
background males than females.

Meade’s (1983, 1984) Sydney study found that 68 % of students with both parents
born in non-English speaking countries aspired to the HSC compared with 53 % and
60 % of those with both parents born in Australia or ‘another or different English
speaking countries’ respectively. Table 2.4 below gives the percentages of students
aspiring to Form Six or the HSC by specific ethnic groups, as was found by Taft
(1975b) and Meade (1983). Unfortunately, Taft does not give the specific criteria

used for placing students within a ‘national group’ category, thus it is unclear as to
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Table 2.4: Educational aspirations of specific ethnic groups.

Category* Taft (1975b) Meade (1983)
Percentage aspiring to Form 6 Percentage aspiring
or beyond to HSC
Male Female Total
Australian 51 43 47 53
British (U.K.) 55 39 47 na
Greek 66 52 59 85
Italian 54 19 41 59
Maltese 24 29
Yugoslav 56 52 54 74
Lebanese na na na 63
German/Dutch | 65 39 51 na
Jewish 100 75 89 na

Note : Where total number is less than five, no percentages are shown.
* Taft : ‘National group’ ( Unfortunately, Taft does not give the specific
criteria used for placing a student within a ‘national group’.)
Meade : Both parents country of birth.
Adapted from : Taft (1975b) and Meade (1983).

whether Taft’s classifications correspond exactly with those of Meade. Nevertheless,
both studies reveal similar trends despite having been conducted some ten years apart.
Both studies pointed to the higher aspirations of the Greek and Yugoslavian groups and
the lower aspirations of the Maltese group when compared with the Australian category.
The only conflicting result was for the Italian category where Taft found them to have
lower aspirations than Australians, while Meade found the reverse. Both Meade (1983)
and Rosier (1978) have illustrated that the higher the aspirations, then the greater the
retention rate. However, high aspirations need not necessarily be transformed into
higher educational achievement, since other factors may intervene which prevent these
aspirations from being fulfilled.

There are many variables involved in determining a student’s level of aspiration to-
wards education. The aspirations, expectations and success of student’s parents, peers
and teachers all play a part in forming the aspirations of the student. There have been
a number of reasons given for migrant students having, in general, higher educational
aspirations than their Australian born peers. One explanation is that because migrant
parents often have an unskilled job and a low status exacerbated by a lack of educa-

tion and mastery of English, they often felt that their only chance of success was to
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experience it vicariously through the achievements of their own children (Meade, 1983,
p. 58). Smolicz and Wiseman (1971) saw migrants with little or no property or social
standing in the community as having a ‘migrant drive’, a type of social mobility ori-
entation whereby their lack of property or social standing would be made up through
their children’s success via education and careers. Another explanation was put forth
by Martin and Meade (1979) that, rather than the school being seen by migrants as an
avenue for success for their children, it was, above all, seen by migrants as a socialising
agency with the job of turning migrant children into Australians.

A number of studies have investigated parental attitudes and aspirations for their
childrens’ education. Taft and Cahill (1978), in their two year longitudinal study of
recent South American, British and Maltese immigrant families, found that South
Americans had the ‘highest and most consistently stable aspirations for their children’
(p. 87), followed by the Maltese with ‘relatively high educational aspirations for their
children, at least for the males’ (p.89), this latter finding being in conflict with the
above findings of Taft (1975b) and Meade (1983). In a study of parental attitudes
and aspirations for their childrens’ education among British, Greek, Italian, Yugoslav,
Turkish and Australian ethnic groups, Browning (1979) found that the Turks and
Greeks had the highest aspirations for their children while Australian and Italian par-
ents consistently had lower aspirations.

Meade (1983) asked his sample of grade 9 and 11 students to rate the importance of
a number of categories as reasons for their educational aspirations. It was found that
the greatest differences between students with both parents born in English speaking
countries (including Australia) and those with both parents born in non-English speak-
ing countries, occurred in the ‘Enjoyment of learning’, ‘Mother wants it’ and ‘Father
wants it’ categories. Non-English speaking background students (both grades 9 and
11) placed around 12 % greater importance on ‘Enjoyment of learning’ as a reason for
their educational motivation than English speaking background students (including
Australian). For grade 11 students, those of non-English speaking background placed
around 13 % greater importance on both the ‘Mother wants it’ and ‘Father wants it’
categories than for the English speaking background students. Although the same
trend occurred for the grade 9 students, the differences were not as great. These data
point to the greater influence that non-English speaking migrant parents have in the

making of family decisions about their children’s schooling.
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Other groups have also been shown in a number of other studies to have greater
educational aspirations. As Meade (1983, p. 57) pointed out earlier, studies have shown
that males and the middle class had higher educational aspirations than females and

the working class respectively.

2.1.4 Other Variables Concerned with Retention and Per-

formance

Many other factors have been researched in relation to retention rates and performance.
Among them are 1.Q)., socio-economic status, gender, the type of school system (gov-
ernment, Catholic or independent) attended, whether a rural or urban school was
attended, and family size. The bulk of this research has originated from British and
American studies.* With regard to 1.Q., Meade (1983) found that regardless of ethnic
background, those with a higher 1.QQ. were much more likely to remain to the HSC and
to perform better than those with a lower 1.Q).

The relationship between socio-economic status and educational attainment would
have to be one of the most documented relationships in educational research, with the
vast majority of this research concluding that the higher the socio-economic status
of a student’s background, the greater the tendency for that student to complete a
full secondary education. Using variables such as father’s occupation, mother’s and
father’s education levels, and family wealth, Rosier (1978), Williams et al. (1980),
Meade (1983), Ainley et al. (1984), Williams (1987), Prior and Beggs (1989), Miller
and Volker (1989) and many more, have all found a positive correlation between socio-
economic status and retention. Miller and Volker (1989) found parental education levels
to be one of the most influential socio-economic factors in determining retention at high
school. They found further that the mothers’ educational levels were more influential
than the fathers’ educational levels with the probability of high school graduation
being 27 % greater for those with a mother holding a university degree, whilst the
corresponding figure for fathers was only 19%. Although the positive relationship
between socio-economic status and retention at school may be the general overall trend
and even the trend for students from non-English speaking backgrounds as a whole, the

studies of Meade (1983) revealed some particular ethnic groups for which this trend

“See Marjoribanks (1979, 1980) for references of overseas research in these areas.



26

was reversed, namely, those with parents being both Greek or both Yugoslav. For
both of these groups, it was found that the proportion of the lower socio-economic
status category remaining to the HSC was about 10 % greater than for the higher
socio-economic status category.

Gender is another variable commonly investigated in relation to educational attain-
ment. Regularly published retention data have shown the growth in female retention
rates from the early 1970’s into the 1980’s. Rosier (1978), whose data were collected
in 1970 and 1972, found that in all states of Australia, retention at schools was greater
for males than for females. On the other hand, Williams (1987), using data collected
in the 1980’s, found that for both of his samples, females had completed Year 12 at
a higher rate than for males. Ainley et al. (1984, p.48) gave a table showing the
increasing proportions of females, from minority to majority, in both government and
non-government schools over the period 1972 to 1983. Meade’s (1983) survey, in which
data were collected over the period 1974 to 1978, also found that a slightly higher
proportion of females than males (by 4 %) remained to the HSC. When specific eth-
nic groups were considered though (table 2.5), some much larger differences became
apparent. It was only the Australian category which exhibited gender equality in
participation at the HSC level, while in all other categories (except Maltese), females
remained to the HSC at higher rates than did males, most notably in the Greek, Italian
and Lebanese categories where females ‘out-participated’ males by up to 28 %. It is
also evident from table 2.5 that in all categories except Lebanese, females performed
better than did males at the HSC level.

School variables such as the rurality, the type of school system, and whether the
school was located in a lower or upper class area have also been investigated in relation
to retention rates. Although the differences found were generally not greal, Rosier
(1978), Ainley et al. (1984), Williams (1987) and Miller and Volker (1989) all found
that urban schools tended to have greater retention rates than rural schools. However,
it was not true that all urban schools had greater retention rates than rural schools.
A number of factors were identified by the Commonwealth Schools Commission (1975,
p. 75-79) for causing the trend of lower retention rates in rural schools, namely, that
schools in rural areas were more isolated from facilities such as libraries and television,

had a high rate of teacher turnover, and had high proportions of young inexperienced

teachers.
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Table 2.5: Gender: performance in and retention to HSC.

Parents Sex HSC performance Percentage
Country remained
of Birth Low HSC Medium HSC High HSC | to HSC
(0-211) (212-297) (298-489)
per cent distribution
Both Australian Male 33 37 30 30
Female 23 40 37 30
Both Greek Male 56 44 0 45
Female 42 32 27 60
Both Italian Male 50 14 36 22
Female 24 40 36 50
Both Lebanese  Male 35 50 15 \20
Female 56 28 15 39
Both Maltese Male 0 50 50 10
Female 0 0 100 6
Both Yugoslav ~ Male 66 34 0 41
Female 44 35 21 48

Adapted from: Meade (1983).

For different types of school system, the differences in retention were very much
larger than for the rurality of a school. Rosier (1978) used two classifications for
school system, namely, government and non-government, the non-government cate-
gory comprising of independent and Catholic school types. His data indicated that
non-government schools had around a quarter greater retention than did government
schools. Using government, Catholic and independent school categories, Williams
(1987) found that students of Catholic schools were 15 % more likely to complete Year
12 than those of government schools, while those of independent schools were around
56 7% more likely to complete Year 12 compared to those of government schools and
41 % when compared to those of Catholic schools. Similar findings were also made by
Miller & Volker (1989). They found that those from Catholic schools were 20 % more
likely to graduate from high school than those who attended a government school,
whilst the corresponding figure for those who attended an independent school was
38 %. Miller & Volker suggested that these differences may be due, at least in part, to

‘... the competitive screening process associated with entry into some non-government
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schools (p. 54).

In determining why these substantial differences occur between school systems, one
has to ask are the differences due principally to the type of school system alone or to
other implicit variables? As high socio-economic status families were over-represented
in non-government schools, one possibility would be that the between system differences
were due mainly to the socio-economic background of students. Williams (1987) tested
this hypothesis by controlling for socio-economic variables. Although between system
differences were reduced, they remained. Thus the socio-economic composition of the
student bodies in school systems cannot be given as the sole reason for between system
differences in Year 12 completion. The possibility of non-government schools promoting
a higher level of achievement was also investigated by Williams (1987). With both
socio-economic variables and achievement controlled for he found a further reduction
in between school differences. This finding supports the argument that non-government
schools promote a higher level of achievement. However, substantial differences still
remained in Year 12 completion rates between different school systems.

With regard to family size, Miller and Volker (1989) found a strong relationship
of the larger the family, the less likely children in this family were to complete their
secondary schooling. However, Miller and Volker claimed that this finding was not in

general agreement with earlier studies.

2.2 Aspirations for and Entry to Tertiary Educa-
tion

As tertiary education is not compulsory, aspirations towards tertiary education play
a significant role in whether or not an individual will participate in it. A number of
studies have been carried out to determine the aspirations of senior secondary school
students towards tertiary education. Among the possible determinants of students’
aspirations for tertiary study, gender, parent’s occupation, parent’s education level and
ethnic background were among the most common variables investigated. A number
of studies from the late 1960’s onwards including those by Taft et al. (1971), Taft
(1975b), Meade (1984) and Harvey-Beavis & Elsworth (1986), consistently showed that
a greater percentage of students from non-English speaking backgrounds, in general,

aspired to tertiary education when compared with Australian born students or other



29

English speaking background students.

Taft et al. (1971) examined the attitudes of a sample of senior secondary male
Victorian students towards tertiary education. Students were placed into ‘national
groups’ according to their parent’s region of birth. Results indicated a marked variation
in both educational aspirations for and success in gaining entry to tertiary education.
Among those of the sample who intended going on to full-time tertiary study, all
national groups preferred university over a college of advanced education or teachers’
college. The only exception to this were students with both parents Greek, where the
preference for a college of advanced education outweighed the preference for university
by 3%. Males with both parents originating in Eastern Europe were the second most
likely group to prefer a college of advanced education, after those from Greek families.
A partial explanation for why a higher proportion from Greek and Eastern European
families preferred a college of advanced education compared to other groups was given
by Taft et al. (1971), namely, that a high proportion from these families attended
technical high schools. As such, these students would not be considered for entrance
to university unless they transferred to a high school to complete their matriculation.
This factor alone would not, however, fully explain the different preferences between
groups for a college of advanced education.

Of those male students who were in sixth form (matriculation), those with parents
both Asian, both Eastern European or both Polish had the highest proportion of
preferences for university at 95 %, 85 % and 84 % respectively (table 2.6). On the other
hand, males with parents both Greek, or both originating from Northern or Western
Europe, had the lowest preferences for university at 60 % and 49 % respectively.

When one considers the percentages of those who actually succeeded in entering
university (table 2.6), it is clcar that a significant number of students from all national
groups failed to fulfill their aspirations for university entry. The differences in success
between national groups varied considerably. Of the national groups identified in the
study, male students with Polish parents not only had very high aspirations for univer-
sity (84 %) but were also the most successful group in achieving this aspiration with a
reported 84 % success rate. Those with one ‘English speaking’ (excluding Australian)
and one ‘non-English speaking’ parent, or both Greek parents, were the next groups to
be most successful in achieving their aspiration for full-time university education (80 %

and 78 % respectively). It is interesting to note that two of the three national groups



Table 2.6: Planned tertiary education and success in entering it.

Parents Region Percentage of eligable population who planned to Percentage of those who planned full-

of Birth attend university or college of advanced education in 1968 time uni. education and succeded
University (% of 6% Form students) [ C.A.E. (% of 5 & 6% Form students) ( 6" Form students )*

Both Australian 64 9 64

One Australian,

one Other 72 9 65

Both Other

English speaking 72 9 73

One English speaking,
other non-English

speaking 71 0 80
Both Northern or

Western Europe 49 7 29
Both Polish 84 14 84
Both Eastern Europe 85 23 60

One Northern or
Western Europe, one

Eastern Europe 81 10 33
Both Italian 73 11 06
Both Greek 60 29 78
Both Asian ** 95 3 43

Adapted from : Taft et al. (1971).

" These figures should be taken as rough indicators only due to small sample numbers.
** This group consisted almost entirely of foreign students.

24



30

identified as having the lowest success rates in achieving their aspiration to enter uni-
versity, were among the groups with the highest level of aspirations. The two groups
were males with Asian parents (95 % aspired to university, 48 % succeeded), and those
with one parent of Northern or Western European origin and one from Eastern Europe
(81 % aspired to university, 33 % succeeded).

Two subsequent studies of educational and occupational aspirations were conducted
by Taft which, unlike the above study, included females. The first of these studies ex-
amined 754 female and 592 male students who planned to leave school at the end
of the year, while the second was based on a sample of year 8 students and biased
towards working class and immigrant students. All three studies (Taft et al. 1971,
Taft 1975b) yielded consistent results over the six year period in which they were con-
ducted. In these studies the occupational status of families was also taken into account
and compared with the aspirations of the students. It was found that aspirations for
higher education correlated much more strongly with occupational status in the case
of students with parents from English speaking countries than in the case of students
from non-English speaking backgrounds. This points to the level of aspiration being a
function of cultural background more so than a function of occupational status.

Meade (1983, 1984) provided more recent data on the aspirations of high school
students towards tertiary education. A number of differences are to be found between
Meade’s results and those of Taft et al. (1971). These differences were most probably
due to Meade’s sample comprising of grade nine students whereas the survey conducted
by Taft et al. had a sample consisting of senior secondary school students. Despite this
fundamental difference, Meade’s results agreed with the results of Taft et al. (1971)
and Taft (1975b) in that students from non-English speaking backgrounds aspired to
tertiary education more so than those with parents born in Australia or other English
speaking countries. For both groups of students with either both parents born in non-
English speaking countries, or, one parent born in an English speaking country and one
in a non-English speaking country, 42 % aspired to university or a college of advanced
education compared with 32 % for those with both parents born in Australia, and 33 %
for those with parents born in another or different English speaking countries.

When the data were split up by specific ethnic groups and to show levels of aspi-
ration for a college of advanced education and university separately (table 2.7), the

following observations can be made. Firstly, for all groups, there was a preference for
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university over a college of advanced education. This was most marked for students

Table 2.7: Grade 9 students’ aspirations for tertiary education by
socio-economic status and
parental aspiration for child to attend university.

Parents Socio-economic status and institution aspired to || Parental
Country High SES Low SES Total aspiration
of Birth CAE! UNI? CAE UNI | CAE UNI for child to
attend UNI
percentage distribution
Both Australian 17 23 12 14 14 18 20
Both Greek 13 25 16 34 15 33 52
Both Italian 29 29 3 25 8 26 27
Both Lebanese 17 33 15 24 15 25 36
Both Maltese . 1003 12 8 11 14 9
Both Yugoslav 13 25 10 34 10 33 38

Adapted from : Meade (1983, p.94).

! College of Advanced Education
2 University
3 Cell frequency less than five.

with both parents Yugoslav who had a 23 % greater aspiration level for university than
for a college of advanced education. Those with parents both Greek or both Italian
were the next two groups to aspire more to university than to a college of advanced
education by 18 % each.

Socio-economic status was also taken into account by Meade (1983) when looking
at the aspirations of students. It was found that for both English speaking (including
Australian) and non-English speaking background students, those in the higher socio-
economic status category had higher aspirations for tertiary study than those in the
lower socio-economic status category. This was the case regardless of whether a college
of advanced education or university was aspired to, that is, a higher proportion of
those from a high socio-economic status background aspired to a college of advanced
education, or university, than those from a low socio-economic status background.
However, this was not always the case when specific non-English speaking groups were
considered. The most notable exception were those with both parents Greek where the
proportion from a lower socio-economic status background outweighed the proportion

from a higher socio-economic status background by 3% and 9% in aspiration for a
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college of advanced education and university respectively (table 2.7). The proportion
of those from a lower socio-economic status background with both parents Yugoslav
outweighed the proportion from a higher socio-economic background in aspiration by
9%, although this figure related to university only.

Later research on the outcomes of 822 final year high school students in 1984 or
1985 by Prior and Beggs (1989) found that those of non-English speaking background
were more likely to proceed to tertiary education than the children of English speakers.
The strongest and most consistent finding was the significance of the mother’s educa-
tional qualifications in the child’s decision to proceed to further education. Fathers’
educational levels, however, proved to be insignificant with regard to the childrens’
probability of entering tertiary education. The greater influence of the mother’s edu-
cational level than the father’s educational level was also found by Miller and Volker
(1989) in their study of factors influencing retention at high school (see section 2.1).
In agreement with earlier research, Prior and Beggs (1989) also found that those with
a father in a blue-collar occupation were significantly less likely to proceed to tertiary
education and that those who attended an independent (non-Catholic) school were
more likely to proceed to tertiary education.

A study of the transition of 1534 Victorian and 372 Western Australian final year
secondary students by Beswick et al. (1983) yielded results generally supporting those
of other studies. They found that those with more highly educated parents or with a
parent in a high status occupation were significantly more likely to proceed to tertiary
education. Although it was found that the parental income of those who proceeded to
tertiary education was higher than for those in the non-transition group, no significant
differences were found. Beswick et al. (1983, p.78) suggested that ‘other aspects
of socio-economic status, cspecially occupation and education, are more important
influences on transition than is income.” One of the most significant findings was for
the Victorian sample where it was found that those from independent (non-Catholic)
schools were much more likely to proceed to tertiary education whilst those from state
schools or technical and further education colleges were more likely to be in the non-
transition group. Of those who attended an independent school, only 10% did not
proceed to tertiary education compared with around a quarter of those from each of
state schools, Catholic schools or technical and further education colleges.

Meade (1983) investigated other factors apart from ethnicity or socio-economic fac-
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tors alone which could have had an effect on the formation of students’ aspirations.
The parental aspirations for the students studied to attend a college of advanced ed-
ucation or university were investigated to compare these aspirations with those of the
students themselves. Parents of students who had both parents born in Australia, or
both in ‘another or different English speaking countries’, had the lowest aspirations for
their child to go on to a college of advanced education or university at 25% and 39 %
respectively. For the ‘both non-English speaking’ category, the corresponding figure
was somewhat higher at 44 %. The highest parental aspirations, 50 %, were, however,
for parents with students who had one parent born in an English speaking country and
one in a non-English speaking country. When specific non-English speaking countries
were considered, it can be seen from table 2.7 that the rank order of level of aspiration
for university by the student followed, almost exactly, the rank order for the level of
aspiration that parents had for their child to attend university. One common trend
which was revealed by the comparison of parental aspirations and student aspirations
was that the proportion of students who aspired to university was generally lower than
the proportion of parents who aspired for their child to attend university. The only
exception to this trend identified was for students with both parents Maltese.
Another study of parental aspirations for their childrens’ educational attainment
was conducted by Marjoribanks (1980) who asked the parents of his sample of 11-
year-old children ‘How much education would you really like your child to receive if
at all possible 7’ In response, over 70 % of Greek parents and about 46 % of Southern
Italian parents indicated that they would like their child to to receive a university
degree. The corresponding figures for the Anglo-Australian middle social status and
Yugoslavian families were 40 % and 36 % while only 30% and 24 % of the English
and lower status Anglo-Australian parents expressed similar educational aspirations
respectively. Conversely, the percentages of parents who indicated that they expected
their child to either ‘leave school as soon as possible’ or “finish high school’ were in
descending order: Anglo-Australian lower status 51 %, English 44 %, Yugoslavian 41 %,
Anglo-Australian middle social status 25 %, Southern Italian 15 %, and Greek 12%.
Greek and Southern Italian families thus clearly emerged from Marjoribank’s research
as having the highest aspirations for tertiary education. The main difference between
these findings and the findings of Meade (1983) (table 2.7) was that Meade found

Yugoslavian parents to have higher aspirations for their children to go on to university
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than did Italian parents. However, as Marjoribanks cautioned, his Yugoslavian findings
were based on a relatively small sample. Further, Marjoribank’s Italian sample was
specifically Southern Italian, unlike Meade’s.

Taft et al. (1971), in his study of male senior secondary students, looked at a
number of possible determinants of students’ future study plans. Students were asked
to rate the level of importance or influence that these factors had in determining
their future plans. The ‘student’s own personal preference’ was considered as the
most important factor, with ‘success at relevant subjects’ and ‘security of occupation
students had in mind’ also being commonly considered as very important factors in
the determination of future study plans. Parental influence was commonly rated as
being of ‘some influence’, especially for those with both parents Greek. This group of
students also rated ‘financial considerations’ as of more importance than did those with
parents born in other countries. ‘Friends’ influence’, ‘information from careers nights’
and ‘teachers’ influence’ were all rated as having ‘little importance’ by all national
groups.

Beswick et al. (1983) in their study of the transition of final year Victorian and
Western Australian secondary students, investigated the influence of a number of af-
fective or attitudinal factors. Analysis of students’ responses to the question ‘Do your
parents want you to undertake tertiary education ?’ revealed that, for the Victo-
rian sample, significantly more of those who proceeded to full-time tertiary education
felt positive parental encouragement to undertake tertiary education (97 %) than of
those who proceeded to part-time tertiary education (83 %), deferred tertiary study
(78 %), or did not enrole in tertiary study at all (68%). The non-transition group
had the largest proportion, 21 %, claiming to have experienced negative parental en-
couragement to undertake tertiary education. Similar trends were also found for the
Western Australian sample. A multiple regression analysis for predicting transition
revealed positive parent encouragement to be the most powerful predictor of transition
to full-time tertiary education for both the Victorian and Western Australian samples.
Beswick et al. (1983) found further that males were significantly more likely to have
felt positive parent encouragement than females.

Teacher encouragement was also investigated by Beswick et al. (1983) through
the analysis of responses to the question ‘Do your teachers encourage you to undertake

tertiary study ?” The pattern of responses here followed closely the pattern of responses
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in relation to perceived parent encouragement except that no significant sex difference
was found. Of the Victorian sample, 82 % of those who proceeded to full-time tertiary
education felt positive teacher encouragement compared with only 57 % of the non-
transition group. Beswick et al. found further that those who attended an independent
(non-Catholic) school generally perceived more teacher encouragement to undertake
tertiary education than did respondents from other school systems. Students were also
asked ‘Are most of your friends going on to tertiary education ?’ For the Victorian
sample, a significantly greater proportion of those who proceeded to full-time tertiary
education (84 %) expected their friends to be going on to tertiary education than of

the non-transition group (69 %).

2.3 Participation in Higher Education

2.3.1 Ethnicity and Participation in Higher Education

The criteria used in identifying those from non-English speaking backgrounds has var-
ied somewhat from study to study in the investigation of participation in tertiary
education. For example, when using linguistic background to determine non-English
speaking background status ‘first language spoken’ is sometimes used, or, whether the
language(s) spoken at home are ‘English only’, ‘English plus Other’ or ‘Other only’.
Rarely has participation in higher education been related to specific linguistic back-
grounds of students. A more commonly used criteria for determining the non-English
speaking background status of students is the birthplace of their parents or of the
students themselves. In some studies the birthplace of both parents are taken into
account whereas in others, the birthplace of only one parent may be considered. Even
where two studies may both consider the father’s country of birth, say, differences still
occur in how the data were categorised. One study might classify the father’s country
of birth merely as an ‘English speaking country’ or ‘non-English speaking country’,
whereas another will consider specific countries of birth. Another major drawback
in research looking at participation in higher education is that it is mostly restricted
to examining first year intake populations rather than examining populations which
contain later year students as well.

Despite this and the varying ways of classifying non-English speaking background

persons, most research into participation at higher education level has shown that,
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across the board, those from non-English speaking backgrounds are not under-rep-
resented in higher education.

The following review of previous research on ethnicity and participation in higher
education is in two main sections, the first deals with research that has classified a
student’s ethnicity in terms of parental birthplace or linguistic background whilst the
second section deals with research that has specifically used students’ birthplaces as a

measure of ethnicity.

Parental Birthplace/Linguistic Background and Participation in Higher

Education

Anderson et al. (1978) in their study of all students beginning undergraduate degrees
in Australian higher education institutions in 1976, found that overall, students with an
overseas born father or mother participated in higher education at a higher rate than
students with Australian born parents. It was found that students of migrant origin
were over-represented, in comparison to their representation in the corresponding age
group, in universities and metropolitan colleges. This was the case not only for students
with parents born in the non-English speaking countries but also for those with English
speaking country born migrant parents.

In a survey of 1982 newly enrolling tertiary students in South Australia®, it was
found that approximately one quarter of the university students surveyed were of non-
English speaking background, that is, either they themselves or at least one of their
parents were born in a non-English speaking country. This approximated to the es-
timate of the proportion of non-English speaking background people in the general
population. Two years later, Power et al. (1985) in their study of potential university
or college of advanced education students in South Australia in 1984, used not only
father’s birthplace as an indicator of ethnicity but also the languages spoken by par-
ents at home. Students with fathers born in primarily non-English speaking countries
were, as a group, found to be over-represented in universities and colleges of advanced
education compared to the corresponding proportion in the South Australian popula-

tion. The most significant over-representation was, however, revealed by the ‘language

Survey conducted by the Centre for Applied Social and Survey Research at Flinders University
and the S.A. Group of Chief Executives of Tertiary Institutions, mentioned in Report of the Task
Force to Investigate Multiculturalism and Education, Education for a Cultural Democracy, (South
Australia), June, 1984, pp. 176-7.
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spoken at home by parents’ ethnicity indicator. As table 2.8 below indicates, those
with parents who spoke only a language other than English at home were substantially
over-represented. Those with parents who spoke both English and another language

were, although not to the same degree, over-represented, while those who spoke En-

Table 2.8: Language spoken at home, first year 1985 higher education students
vs SA population.

Ethnicity Indicator (a) Enrolled (b) Population* RPR
% % a/b
Language Spoken at Home
English only 80 83 0.90
English + other 17 16 1.06
Other only 3 i 3.00
* ABS Catalogue No. 4503.0 December 1983 (Males 35-54 years vs father’s
birthplace).

Source : Power et al. (1985, p.43).

glish only were under-represented in universities and colleges of advanced education
together in South Australia.

The only national study including the investigation of non-English speaking back-
ground student participation in higher education was carried out by the Australian
Council for Educational Research (Williams, 1987). In this study it was found that
youth of fathers born in non-English speaking countries were participating in tertiary
education at an above average rate and were showing a marked preference for univer-
sity education (table 2.9). When the question of “Ethnic disadvantage ?” was tackled
by Williams (1987), he responded with an ‘unequivical ‘No’’. However, as Williams
noted, the bulk of the English speaking category of his sample was made up of those
of British origin while those of Greek or Italian origin made up the main bulk of those
in the non-English speaking category in his data. Thus a response of ‘No’ cannot be
given to the question of ethnic disadvantage with respect to other national groups such
as Turkish or Lebanese. Indeed, as will be seen later, other studies have shown these
groups to be under-represented in higher education. Nevertheless, Williams (1987)
being aware of this, still claimed that his data established that ‘the majority of per-
sons from non-English speaking backgrounds are not disadvantaged with respect to
participation in education’ (p. 73).

In the investigation of participation of specific national groups in higher education,



38

Table 2.9: Higher education participation by ethnicity.

Father’s Country of Birth

Sample Australian Born in an English Born in a non-
age born speaking country English speaking
country

Per cent ever in higher education: all persons

22 in 1983 24 28 33
19 in 1984 17 16 25
Ever in higher education: Year 12 graduates
22 in 1983 57 61 64
19 in 1984 48 49 50
Ever in University
22 in 1983 12 13 19
19 in 1984 8 8 17
Ever in College of Advanced Education
22 in 1983 16 19 19
19 in 1984 10 9 8

Source : Williams, 1987 (ACER Youth in Transition Longitudinal Study).

data are available from the University of Melbourne’s and Monash University’s new
student intake surveys. The specific national background of students entering South
Australian higher education institutions in 1985 is also available from the study con-
ducted by Power et al. (1985). These studies allow one to get an indication of those
specific national groups which were under-represented in higher education and which
otherwise would not be identified within the over-represented non-English speaking
group as a whole.

The University of Melbourne has recorded precise details of the national background
of its annual intakes of first year students since 1970. Unlike most other research, the
mother’s country of birth was used as the criterion for national background. The reason
why this was used rather than the father’s country of birth was due to the argument
put forth by Price and Pyne (1976). They argued that ‘it is the culture and language
of the mother rather than of the father which on the whole determine the cultural
and linguistic habits of the family’ (Sturman, 1985, p. 59). Table 2.10 of the mother’s
birthplace of University of Melbourne’s first year intake students from 1970 to 1980 is
taken from Anderson and Vervoorn (1983, p.110) where they also compared the 1976
intake data with estimates made by Price and Pyne (1976) of the national background
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distribution of the 15 to 19 year age group of the Victorian population in 1976. As
Anderson and Vervoorn emphasise, the estimates made by Price and Pyne were based
on linguistic affiliation rather than on national affiliation.

The data of the intake surveys of The University of Melbourne revealed some in-
creases and decreases in proportions of students from various national backgrounds
entering the University over the years. Between 1970 and 1978 the percentage of stu-
dents with Australian born mothers decreased by about 7%. This was probably due to
the impact of Australian born children of parents who migrated during the period of
large migration in the 1950’s entering universities. The ethnic groups which increased
most of all in participation from 1970 were the Asians, Italians, Greeks and Yugoslavs.
The main ethnic group to have decreased in participation were the Polish, from 3.4 % in
1970 to 1.4 % in 1980. Although the high participation of Asians could be attributed
mainly to their presence as ‘overseas students’, their increase in participation from
1.1% in 1970 to 8.6 % in 1978 was considered by Anderson and Vervoorn to be due,
in part at least, to the increased immigration of Asians to Australia. It should be
remembered that the above mentioned increases and decreases related to proportions
within the University of Melbourne’s intake population, not to the degree of over or
under-representation with relation to the Victorian population as a whole. It is possi-
ble for a particular group to increase its proportion within the University of Melbourne
population but at the same time, become more under-represented with respect to the
community at large.

The fact that Italians, Greeks and Yugoslavs increased their proportions and Polish
decreased, could be explained primarily by demographic factors. That is, migration
from Italy, Greece and Yugoslavia was a relatively recent event and thus the children
of these migrants were more likely to be of an age to comnence tertiary education
than for the children of other migrant groups. Conversely, emigration from Poland to
Australia had been of small volume since the immediate post-war years resulting in a
decline of tertiary student age Poles over the period 1970 to 1978.

An indication of the over or under-representation of national groups is given by the
comparison of the 1976 intake figures with the estimates made by Price and Pyne (1976)
of the proportions of various ethnic group 15 to 19 year olds in the Victorian popula-
tion (table 2.10). This exercise revealed that the ethnic groups most under-represented

were those from English speaking backgrounds (including Australia), Holland, Italy,



Table 2.10: National origins of new undergraduate students at the University of Melbourne, 1970-80, according to mother’s country of birth (percentages)

Proportion of
1970 1972 1974 1975 1976 1978 1980 Victoria 5-19

Mother’s country of birth N=2630 N=2841 N=2526 N=2596 N=2832 N=2531 N =2408 population, 1976
Australia 72.9 70.5 71.7 65.7 65.9 65.8 65.0 1
Other English speaking 8.6 8.8 9.8 9.3 9.0 9.5 8.9 } 78.3
Germany, Austria 2.2 2.3 2.7 2.2 2.0 2.2 1.9 1.5
Holland 1.2 1.2 1.0 1.1 1.1 1.0 1.1 1.7
Scandinavia 0.1 0.1 0.2 0.2 0.0 0.1 0.1 0.1
France, Belgium 0.3 0.3 0.4 0.5 0.5 0.1 0.3 0.2
Switzerland 0.0 0.1 0.0 0.1 0.1 0.0 0.1 0.0
Italy 2.6 2.7 2.3 4.3 3.7 5.0 4.6 5.7
Spain, Portugal 0.1 0.1 0.1 0.0 0.2 0.4 0.1 0.3
Latvia, Lithuania 0.7 0.4 0.3 0.6 0.6 0.4 0.3 0.2
Estonia, Finland 0.1 0.1 0.2 0.1 0.1 0.1 0.1 0.1
Poland 3.4 2.9 2.3 1.8 2.2 1.7 14 0.8
Czechoslovakia 0.3 0.4 0.4 0.3 0.3 0.5 0.3 0.2
Hungary 0.6 0.7 0.5 0.5 0.5 0.4 0.3 0.3
Romania 0.2 0.1 0.1 0.1 0.1 0.1 0.2 0.1
Russia 0.6 0.6 0.5 0.8 0.6 0.7 0.5 0.2
Yugoslavia, Bulgaria, Albania 0.4 0.6 0.5 0.8 0.5 1.2 1.2 2.1
Greece, Cyprus 1.0 1.2 1.5 2.2 2.2 4.3 3.9 3.1
Malta 0.1 0.2 0.2 0.6 0.5 0.4 0.4 1.7
Turkey 0.0 0.0 0.0 0.0 0.0 0.1 0.0 0.3
Lebanon, Syria - - - ~ 0.0 - - 0.5
Asia 3.4 5.6 4.2 7.2 8.8 5.1 8.6 1.9
Other 1.1 1.4 1.1 14 1.0 1.0 0.0 0.7

All countries 99.9 100.3 100.0 99.8 100.0 100.1 100.1 100.0

No information N = 298 66 441 304 202 780 449 5

Total enrolment N = 2928 2907 2967 2900 3034 3188 2980 =

Note: Percentages have been calculated only on the number of usable returns. The proportions of students giving ‘no information’
ranged from 2.3% in 1972 to an exceptionally high 24.3% in 1978.

Taken from Anderson and Vervoorn (1983, p.110)

B4
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Yugoslavia, Greece, Malta, Turkey and Lebanon. On the other hand, those groups
significantly over-represented were Germany, France, Latvia and Lithuania, Czechoslo-
vakia, Hungary, Russia and Asia. Again, it is not clear from the data whether the
Asian over-representation was due primarily to the presence of Asian overseas students
or not.

Other student intake data showing specific national groups was also available for
Monash University. Table 2.11 gives the national background of new entrants to
Monash University during the period 1970 to 1982. On comparing these data with
those for the University of Melbourne, it can be seen that these data are much the
same with both sets of 1976 data agreeing with which groups were under or over-
represented when compared with Price and Pyne’s (1976) estimates of the relevant
proportion of national groups in the Victorian population.

Much more recent information on representation of ethnic groups in higher edu-
cation is available from the study of access to higher education in South Australia
conducted by Power et al. (1985). Here, the percentages of specific national groups
(determined by the birthplace of the student’s father), as a proportion of all those
first year students enrolled in South Australian universities or colleges of advanced
education in 1985 were calculated and compared with the corresponding percent-
ages of 35 to 54 year old males in the South Australian population by birthplace
(table 2.12). Students from German, Italian, Yugoslavian and Middle Eastern back-
grounds were found to be the most under-represented whilst those of Greek and Asian
backgrounds were the most over-represented. Those with fathers born in Australia,
United Kingdom, Ireland or New Zealand, were found to be slightly under-represented.
The most under-represented group by far found by Power et al. were the Aboriginals
(( % enrolled)/( % population) = 0.07). According to Holton and Salagaras (1988), 1986
data on first year students from Monash University revealed a similar picture, namely,
students from Greek and Chinese backgrounds were over-represented whilst those of
Italian, Yugoslav and Middle Eastern backgrounds were under-represented.

Comparing the 1976 data from Monash and Melbourne Universities with the 1985
data of Power et al. (1985) and the 1986 entry data of Monash University, most
ethnic groups under or over-represented in the 1976 data appeared to be in a similar
position in the 1985/86 data. The most significant exception is for those of Greek
background where the data suggested that they had come from being under-represented



Table 2.11: National origins of new undergraduate students, Monash University, 1970-82, according to mother’s country of birth

(percentages)

Mother’s country 1970 1971 1972 1973 1974 1975 1976 1980 1982
of birth N=2199 N=12089 N=2451 N =2407 N=2885 N =2609 N=2576 N =2394 N = 2374
Australia 70.8 69.8 67.8 69.1 69.0 69.5 64.3 58.3 53.3
Asia 3.7 5.6 7.5 4.5 4.3 4.0 6.7 8.2 14.2
Germany 1.8 1.9 2.2 1.7 1.5 2.1 2.1 1.9 1.4
Greece 0.5 0.8 1.2 1.2 1.3 1.5 2.6 5.8 5.4
Holland 1.3 1.5 1.1 1.5 1.0 14 0.9 1.0 0.9
Italy 1.3 1.9 1.7 2.1 2.3 2.1 2.7 3.4 3.4
United Kingdom 8.7 7.7 8.7 8.1 9.1 8.8 9.9 8.9 8.6
Yugoslavia 0.5 0.4 0.4 0.7 0.5 0.6 0.6 14 1.5
Other European } } 7.2 .7 6.1 5.5 6.1 6.3 5.5
Other® } 114 } 10.6 24 3.5 4.8 4.4 4.2 4.9 5.7

All countries 100.0 100.0 100.1 99.9 99.9 99.9 100.1 100.1 99.9

* Includes ‘no response’ category (approximately 1% ) for 1973-6.
Taken from Anderson and Vervoorn (1983, p.113)

'eo.[,
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Table 2.12: Father’s birthplace, first year 1985 higher education students
vs SA population.

Ethnicity Indicator (a) Enrolled (b) Population* RPR
% % a/b

Fathers’ Birthplace
Australia 58.3 60.7 0.96
UK Ireland NZ 17.0 17.6 0.96
Germany 1.9 2.4 0.79
Greece 3.8 2.8 1.36
Italy 4.1 5.9 0.69
Netherlands 1.4 1.5 0.93
Yugoslavia 1.2 1.8 0.67
Other Europe 4.6 3.5 1.33
Middle East 0.7 1.6 0.45
Asia 6.7 1.6 2.94
North America 0.5 0.5 1.08
Other 1.8 0.5 4.00

* ABS Catalogue No.4503.0 December 1983 (Males 35-54 years vs father’s
birthplace).

Source : Power et al., 1985, p.43.

to being over-represented in higher education. It should be remembered, however,
that the above data relates to only two universities in Victoria, and, higher education
institutions in South Australia. Thus it is doubtful as to whether or not the above
findings could be extrapolated to higher education in Australia as a whole.
Differences in participation between national groups in higher education occurred
not only between the different types of higher education institution, for example, col-
lege of advanced education or university, but also according to the faculty of study.
Anderson et al. (1978) found that for their universities sample, the faculties of Edu-
cation, Law and Medicine had the highest proportions of students with fathers born
in Australia. In contrast to this, the faculties of Education, Law and Engineering had
the lowest proportion of those with fathers born in the United Kingdom, Eireland or
New Zealand. The faculties of Commerce and Engineering had the greatest proportion
of students with fathers born in Asia compared with other faculties, while those with

European born parents were least represented in Medicine and most represented in the

Arts faculty.
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Student’s Birthplace and Participation in Higher Education

This section deals with participation in higher education with specific consideration
to students’ countries of birth. This type of analysis has been much less used in
the research than the use of parental birthplace or linguistic background. A different
perception of under or over-representation in higher education for various ethnic groups
in higher education occurs when the birthplace of the student is considered rather than
that of parents.

In contrast to the above research which showed that, overall, those with a parent
born in a non-English speaking country (the student being born either overseas or
in Australia) are not under-represented in higher education, some researchers using
specifically students’ birthplaces have concluded that students born in non-English
speaking countries are under-represented in higher education. Two such reports are
the ‘Higher Education Series’ report on ethnicity® and a report edited by Rubichi (1991)
which made use of data in the ‘Higher Education Series’ report.

The ‘Higher Education Series’ report was based on 1990 data from the Depart-
ment of Employment, Education and Training’s collection of higher education student
statistics which included information on ethnicity such as students’ country of birth,
home language and year of arrival. A major factor is that these data excluded over-
seas students. As the vast majority of overseas students were Asian and thus con-
sidered non-English speaking, the exclusion or inclusion of these students would alter
the perceived under or over-representation of non-English speaking students in higher
education. This point will be examined in greater detail later.

Using data from the Higher Education Series report (see table 2.13), Rubichi (1991,
p.10-11) put forth the following argument and conclusion:

Thus 80.43 % of students in higher education were Australian-born, where-
as only 72.54 % of the 17—-64 year old population in Australia were Aust-
ralian-born. In contrast, 11.23 % of students in higher education were
born overseas in a non-English speaking country but 16.04 % of the 17—
64 year old Australian population were born overseas in a non-English
speaking country. From such comparisons, it is evident that students
born in non-English speaking countries are by no means over-represented
in higher education, when compared with the proportion of such people
in the general population.

6 Ethnicity, Higher Education Series report no. 11, Department of Employment, Education and
Training, April 1991.
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Table 2.13: Australian higher education students by country of birth, some key
statistics, 1990 (a).

Prop™ of students

Prop™ who are (%) Prop™
Number of of total aged in pop™
Country of birth students  students (%) female wunder 25 (%) (b)
Australia 355695 80.43 54.5 65.2 72.54
ES countries (c)
UK & Ireland 24985 5.65 53.0 37.3 8.46
New Zealand 5826 1.32 55.3 45.4 2.09
South Africa 2381 0.54 52.2 66.7 0.34
USA 2229 0.50 55.1 53.3 0.37
Canada 1457 0.33 55.3 60.2 0.172
Total ES countries 36878 8.34 53.5 42.4 11.42
NES countries (d)
Vietnam 5432 1.23 37.3 71.5 0.86
Malaysia & Brunei 4899 1.11 46.7 63.3 0.57
Hong Kong & Macau 4248 0.96 44.9 64.8 0.40
Germany 2159 0.49 55.5 38.5 0.91
Yugoslavia 1440 0.33 50.8 61.2 1.33
Netherlands 1274 0.29 51.3 26.5 0.71
Italy 1241 0.28 50.4 36.3 1.93
Lebanon 974 0.22 35.7 70.8 0.57
Greece 927 0.21 47.9 51.6 1.18
Other NES countries 27063 6.12 48.6 56.4 7.57
Total NES countries 49657 11.23 47.1 57.7 16.04
TOTAL 442230 100.00 53.6 62.4  100.00

Source: Department of Employment, Education and Training, Higher Education
Series Report No. 11, ‘Ethnicity’, April 1991.

(a) Countries listed separately in this table have either significant student
numbers or represent a significant proportion of the population.

(b) Persons born in each country as a proportion of the 17 —64 year old
population in Australia, 1990.

(c) Major English speaking countries as defined by the ABS.

(d) Non-English speaking countries — all countries other than ES countries.
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Those born in English speaking countries other than Australia were also found to be
under-represented in higher education with these students making up 8.34 % of the
total student population but comprising 11.42% of the 17 to 64 year old Australian
population.

Looking at individual countries of birth, those found to be over-represented among
higher education students were those born in Malaysia, Brunei, Hong Kong, Macau and
Canada whilst those found to be under-represented were those born in Yugoslavia, the
Netherlands, Italy, Lebanon and Greece. It must be remembered that these conclusions
are reached by comparing proportions of students to the relative proportion in the 17—
64 year old population. However, when one considers that the majority of higher
education students are aged under 30 and that migrant groups have a different age
structure to the general Australian population (see table 2.14), such comparisons are
too simple and may be an unrealistic guide to the over or under-representation of
particular groups of students in higher education.

Unlike the report by (Rubichi, 1991), some consideration to general student age and
ethnic age structures in Australia was given in the Higher Education Series ‘Ethnicity’
report. As is indicated in table 2.14, with respect to age, students aged under 25 years
were substantially over-represented whilst those aged over 25 were substantially under-
represented in comparison with the 17 to 64 year old population. In considering the

data in table 2.14, it was stated in the ‘Ethnicity’ report that:

A somewhat different picture emerges when participation by age group is
considered. In particular, the participation of persons born in non-English
speaking countries exceeded that of persons born in both Australian and
English speaking countries for all age groups except the oldest (aged 30
and over). Given other evidence that Australians born in non-English
speaking countries are, overall, more highly qualified than the rest of the
Australian population, the low participation rates among older persons
in this group may be due to their having obtained higher education qual-
ifications before migrating to Australia.

The findings of Miller (1984) support this viewpoint. In an Australian study of 3166
males aged between 30 and 69 years (of which 408 (13%)) had undertaken post-
secondary education) Miller (1984) found that those born overseas in a non-English
speaking country were the most likely to have undertaken full-time post-secondary ed-

ucation with a participation rate of 17.5%. The participation rates of those born in

Australia and of those born in an overseas English speaking country were 11.1 % and
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Table 2.14: Australian higher education participation rates, by country of birth,
age and sex, 1990 (per ’000 of relevant population cohort) (A)

Country of birth 19 and under (b) 20-24 30 and over (¢) Total (d)
Males

Australia 120 100 36 15 41
ES country 127 81 34 14 26
NES country 145 136 46 11 29
All males 122 102 37 14 37
Females
Australia 166 112 38 20 49
ES country 151 81 34 21 33
NES country 162 122 32 11 28
All males 165 110 36 19 44
Persons
Australia 142 106 37 18 45
ES country 138 81 34 18 30
NES country 153 129 39 11 28
All males 143 106 37 17 41

Source: Department of Employment, Education and Training, Higher Education
Sertes Report No. 11, ‘Ethnicity’, April 1991.

(a) These participation rates are not directly comparable to other DEET
participation rates as this table excludes students where the country
of birth is not known.

(b) Students aged 19 or less as a proportion of the 17-19 population.

(c) Students aged 30 or more as a proportion of the 30— 64 population.

(d) All students as a proportion of the 1764 population.

16.7 % respectively.

Thus if the findings in the ‘Ethnicity’ report are combined with the findings of Miller
(1984), then the proportion of Australians born in non-English speaking countries who
have participated in post-secondary education (regardless of whether undertaken in
Australia or overseas) is higher than for either Australian born persons or Australians
from English speaking countries. This being the case, it is difficult to view those
Australians born in non-English speaking countries as truly under-represented in higher
education.

Rubichi (1991) also considered the participation of non-English speaking country
born persons specifically in South Australian higher education. Again using using data

from the Higher Education Series ‘Ethnicity’ report, he stated that:

Only 8.9% of all students in South Australian higher education institu-
tions in 1990 [excluding full fee paying overseas students| were born in a
non-English speaking country. This is a significantly small number, when
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compared with the percentage of people born overseas in a non-English
speaking country in the South Australian population, which was 10.3%
in 1986.

Again, no consideration was given to the fact that the proportion of non-English speak-
ing country born students was compared to the corresponding proportion for the whole
of the South Australian population, this population having a much different age struc-
ture compared with many ethnic groups. Nor does such a comparison take into account
the fact that many older non-English speaking country born Australians would have
gained a higher education qualification overseas (as was mentioned in the Higher Ed-
ucation Series ‘Ethnicity’ report).

More recent data on the proportion of non—English speaking country born persons in
higher education in South Australia are available from an information bulletin entitled
‘Ethnicity of University Students in South Australia 1991°, published by the Office of
Tertiary Education” With the exclusion of full fee paying overseas students, it was found
that 10.2% of higher education students were born overseas in a non-English speaking
country, this figure being higher than the 8.9 % for 1990 and virtually the same as the
proportion of South Australian residents born in a non-English speaking country as
indicated by the 1986 Census, namely, 10.3 %. Unlike Rubichi (1991), the authors of the
Office of Tertiary Education’s report pointed out the limitations in determining under
or over-representation of particular ethnic groups in higher education by comparing
proportions in the student population with the corresponding proportions in the South

Australian population as a whole:

Where such comparisons are made they are based on the only full data
set on ethnicity presently available, the 1986 Census. Consequently not
all material on the 1991 student body is strictly comparable with the
1986 population of Australia as reported in the Census. Apart from the
different reference dates, the age distribution of the student population is
different from that for the population as a whole which may in turn mean
that representation for persons born overseas and or speaking a language
other than English in the home differs between these two populations for
reasons not related to access and participation.®

An example of how data can be misleadingly reported due to the non-consideration

of different age structures of ethnic populations compared with the general South Aus-

“Office of Tertiary Education, 1991, Ethnicity of University Students in South Awustralia, Informa-
tion Bulletin No.91/4.
8ibid. p. 2.
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tralian population, appeared in the South Australian ‘Advertiser’ newspaper® in an
article headed ‘Vietnamese make impact at universities’. The article made use of in-
formation taken directly from the Office of Tertiary Education’s report regarding the
ethnicity of South Australian university students in 1991 (see table 2.15, second and
third columns). Although the statistics quoted were correct, the interpretation of these
data in the article gave an indication of severe over or under-representation for partic-

ular ethnic groups. For example:

A study by the Office of Tertiary Education shows that SA’s Vietnamese
community leads the way.

Its representation in the university student population is almost three
times higher than its representation in the general community.

... Nations with a low representation include European countries such as
Italy, Germany and Greece.

The great over-representation of the Vietnamese community in higher education was
arrived at due to Vietnamese making up only 0.52% of the total South Australian
population but 1.41% of the state’s university students. Comparing the equivalent
statistics for the Italians, Germans and Greeks makes these groups appear vastly under-
represented.

When the age structure of the various ethnic communities are considered and com-
pared with the age structure of the university student population, the perception of
representation of certain groups changes. From the fifth column in table 2.15 it can
be seen that the Vietnamese community was generally much younger than the general
population and thus far closer age wise to that of the university student population
with 58.1% of its members being between 15 and 34 years of age compared with only
33.6 % of the general population. As the vast majority of the university student popu-
lation is in the 15 to 34 year old age group (the Department of Employment, Education
and Training’s Annual Statistical Collection showed that just under three quarters of
Australian higher education students in 1988 where aged 17 to 29 years), comparisons
with this age range give a better indication of under or over-representation. The per-
centage of 15 to 34 year old Vietnamese in the 15 to 34 year old cohort of the South
Australian population was 1.03 compared with 0.52 using total population statistics.

Although this figure is still less than the 1.41 % representation in higher education

®The Advertiser, ‘Vietnamese make impact at universities’, 8¢* of January, 1992.



Table 2.15: Proportions of nationalities in South Australian higher education, the whole South Australian population
and 15-34 year old population.

Country of birth | Nationality as Nationality as 15-34 year old cohort Percentage of
percentage of percentage of of birth group as percentage of birth group
total university total State State 15—34 year old aged 15-34
population! | population (1986) population (1986)> (1986)2
Australia 77.03 76.49 79.4 35.1
UK & Ireland 7.75 10.62 10.68 33.0
Germany 0.63 1.09 0.58 18.2
Poland 0.46 0.59 0.30 15.5
Netherlands 0.36 0.76 0.45 19.0
Italy 0.35 2.20 1.00 14.1
Greece 0.22 1.00 0.53 17.1
Yugoslavia 0.19 0.65 0.43 19.4
Vietnam* 1.41 0.52 1.03 58.1
Lebanon 0.09 0.10 0.11 35.2

Note: This table uncludes full fee paying overseas students.

* No full fee paying overseas students for this group.

! Source: Office of Tertiary Education, Ethnicity of University Students in South Australia 1991,
Information Bulletin No.91/4 (Adelaide: OTE).

? Calculated from: Australian Bureau of Statistics, Census 86 — Summary Characteristics of Persons and
Dwellings, South Australia, Cat. No. 2483.0 (Canberra: Commonwealth Government Printer).

¥94
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thus indicating over-representation, the over-representation is much less than if age
structures had been ignored.

Similar analysis using the 15 to 34 year old age cohort (see table 2.15) for other
ethnic groups considered gives a very different picture of representation than if to-
tal population figures were used. Although the perceived under-representation of
those born in the Netherlands, Italy, Greece and Yugoslavia remains, the under-
representation is substantially reduced. For those born in Germany or Poland, the
perceived under-representation was actually reversed to over-representation when 15
to 34 year old cohorts were considered. For one group, those born in Australia, rep-
resentation in higher education went from being over to under when only the 15 to
34 year old cohorts were considered.

Using 1990 Australian Bureau of Statistics data, Foster et al. (1991) also used
younger age cohorts when examining participation in tertiary education, namely, 15
to 19 years of age and 20 to 24 years of age cohorts (table 2.16). Different perceptions
of under or over-representation for various ethnic groups were found compared to the
above analysis using 15 to 34 year old cohorts and 1986 Census data. Overall, Foster
(1991, p. 66) found that:

... persons born in non-English speaking countries had a higher rate of
participation in tertiary education for both the 15 to 19 years of age group
(27.9%) and the 20 to 24 years age group (39.1%) than either persons
born in English speaking countries (18.6 % and 16.7 % respectively) or
persons born in Australia (23.3 % and 21.7 % respectively). This was the
situation for both males and females.

With regards to specific overseas born groups, Foster (1991, pp.66-5) found that:

Persons born in Greece achieved the highest rate of participation in ter-
tiary education in the 15 to 19 years age group (87.2 %) followed by those
born in America (30.1%) and Lebanon (29.0%). Persons born in New
Zealand (7.7 %), Vietnam (13.5%) and Africa (17.5%) experienced the

lowest participation rates in tertiary education.

In the 20 to 24 years age group, persons born in Africa achieved the
highest rate of participation (39.0 %) followed by those born in Vietnam
(38.2%) and Greece (30.2%). The lowest rates of participation in tertiary
education in this age group were recorded by persons born in the United
Kingdom and Ireland (15.6 %), Yugoslavia (16.8 %) and America (17.2%).

Further inspection of table 2.16 also reveals that those born in non-English speaking

countries had a far stronger representation in universities and colleges of advanced
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Table 2.16: Persons aged 1524 years: participation rates in tertiary institutions by
type of institution and birthplace at May 1990.

Aged 15-19 years Aged 20-24 years
Attended Attended
Attended other Attended other
higher tertiary higher higher
education  education education education

institution! institution Total institution! institution Total

Birthplace (%) (%) (%) (%) (%) (%)

Australia 10.1 13.2 23.3 12.5 9.2 21.7

Overseas 13.9 8.0 21.9 18.0 11.6 29.6

Africa 13.1 4.4 17.5 23.1 15.9 39.0

America 21.8 8.3 30.1 17.0 0.2 17.2

Asia 17.5 9.4 26.9 37.4 18.0 55.4

Vietnam 9.9 3.6 13.5 31.1 7.1 38.2

Lebanon 14.5 14.5 29.0 5.2 13.1 18.3

Europe 11.7 14.0 25.7 9.6 8.5 18.1

Poland * * * * * *
Greece 7.8 294 37.2 9.7 20.5 30.2
Italy & g * 13.1 11.1 24.2
Malta * * * * * *

Yugoslavia, * * u 3.5 13.3 16.8

UK & Ireland 10.6 14.2 24.8 8.9 6.7 15.6

Oceania 14.5 0.4 14.9 8.2 13.0 21.2

New Zealand 6.3 1.4 7.7 5.2 12.6 17.8

Main English 10.0 8.6 18.6 8.6 8.1 16.7
speaking
countries

Non-English 18.8 9.1 27.9 24.9 14.2 39.1
speaking
countries

Total 10.6 12.6 23.2 13.4 9.6 23.0

Source: Foster et al., 1991, p. 71, (ABS May 1990, cat. no. 6227.0
(unpublished data)).

! Consists of universities and colleges of advanced education.

* Sample size too small for accurate result.
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education than other tertiary education institutions when compared to those born
in English speaking countries (including Australia). These differences were most
marked for the 20 to 24 year old cohort where for the main English speaking group,
the proportion in universities and colleges of advanced education was 8.6 % compared
with 8.1 % for other tertiary education institutions. The proportion of the main non-
English speaking country born group who were attending a university or college
of advanced education was much higher at 24.9 % while the proportion attending
another tertiary education institution was 14.2 %.

Thus when age is taken into account, although some non-English speaking country
born groups were still found to be under-represented in higher education, non-English
speaking country born persons as a whole were found not to be under-represented in
higher education.

As mentioned earlier, as the vast majority of full fee paying overseas students
are Asian and thus make up part of the non-English speaking country born student
population, the inclusion or exclusion of these people changes the representation
statistics for non-English speaking country born persons. As the Office of Tertiary
Education’s report on the ethnicity of South Australian university students indicated,
when full fee paying overseas students are excluded from data, those born in non-
English speaking countries made up 10.2 % of higher education students (compared
with 10.3% of the South Australian population). However, when full fee paying
overseas students were included, this figure increased to 12.9%, this figure being
higher than the proportion in the total state population even without considering age
or qualifications of non-English speaking country born persons in South Australia.
It is a matter of opinion whether or not full fee paying overseas students should or
should not be considered when calculating the representation of non-English country
born persons. As overseas students are not residents of Australia, some exclude them.
However, as they are in Australia whilst studying and taking up university places in
the higher education system, there is also reason to include them.

The Office of Tertiary Education’s report on the ethnicity of 1991 South Aus-
tralian university students'® also considered the proportions who used a language
other than English in their home. With the exclusion of full fee paying overseas
students, it was found that 16.7 % used a language other than English in their home

Y0 Bthnicity of University Students in South Australia 1991, op. cit.
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compared with 13.2% of the South Australian population as indicated by the 1986
Census. When full fee paying overseas students where included in the data, the pro-
portion of university students who used a language other than English in their home
was considerably higher at 19.2 %.

The report also highlighted differences in proportions across various subject areas

of those who used a language other than English at home!!:

Over one third of students (34.9 %) enrolled in Computing and Mathemat-
ics come from a home in which a language other than English is spoken,
as do over one quarter of Engineering (28.3 %) amd Health (not Nursing)
(25.2%) students, and over one fifth of Architecture students (21.2%).
The fields of study in which students from a non-English speaking back-
ground are least represented are Agriculture (8.3 %), Nursing (9.3 %), Ed-
ucation (12.3 %) and Humanities and Social Sciences (12.7%).

The above findings on the proportions of non-English speaking background persons in
South Australian universities and particular fields of study in 1991 are echoed in the
findings of the Higher Education Series ‘Ethnicity’ report on 1990 higher education

students Australia wide!2.

2.3.2 Socio-Economic Status and Participation

Much research has been carried out in relation to under or over-representation in
higher education with regard to socio-economic status. Three main variables which
have been used for determining socio-economic status have been parent’s occupational
status, education level and income level. The conclusions of the numerous studies
which have been carried out on the interaction of socio-economic status and higher
education participation all point to university students and, to a lesser extent, college
of advanced education students, as coming from above average socio-economic status
backgrounds (Anderson et al. (1978), Anderson and Vervoorn (1983), Beswick et al.
(1983), Miller (1984), Linke (1985), Richardson (1985), Sturman (1985), Power et al.
(1985), and Williams (1987)).

Where occupation is concerned, a much higher proportion of students coming from
professional or managerial families, and a much lower proportion of students coming

from skilled or unskilled manual worker families, participated in higher education

Y Ethnicity of University Students in South Australia 1991, op.cit. p.1.
2 Higher Education Series, Report No. 11, ‘Ethnicity’, op. cit.
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when compared to the proportions of those in these occupations in the community at
large. Williams (1987) devised a variable of ‘Family Wealth’ based on the student’s
family housing characteristics and possessions characteristics. For example, factors
such as the number of bedrooms and bathrooms in the family home together with
possession of telephones and dishwashers were taken into account. It was found that
those from the wealthiest 25 % were very much over-represented in both universities
or colleges of advanced education while those from the poorest 25% were under-
represented in these higher education institutions.

When the education and income level of parents are considered, research shows
that those with parent(s) who held a degree or were in the higher income brack-
ets, were over-represented in higher education. Not all research shows, however,
that those with parents in the lowest education and income groupings are under-
represented. Power et al. (1985) in their study of first year students in South
Australian higher education institutions in 1985, found that those with parents in
the lowest income bracket, or in the lower educational levels, were in fact also over-
represented in higher education. As table 2.17 shows, the group of students with par-

ents who had only a Primary school education was in fact the most over-represented

Table 2.17: Parental education of first year 1985 students and that of
adults 35 — 45 in South Australia, 1982.

Education Father Males* RPR Mother Females* RPR
Level % % % %

Degree 23.0 11.4  2.00 9.8 7.6 1.29
Cert/Dip 5.8 16.9  0.34 10.1 25.7 0.39
Trade level/Other  14.4 30.7  0.47 8.2 5.2 1.58
Secondary 11/12 20.2 146  1.38 28.1 26.1 1.87
Some Secondary 23.5 214 1.10 30.7 30.4 1.00
Primary 12.2 5.3 2.30 13.1 5.0 2.62

" ABS Catalogue No.4010.0, Table 4.44 1982, 35-44 age group.
Source : Power et al., 1985, p. 45.

educational group. Also, the group with parental income less than $ 4 000 per annum
was the second most over-represented income group after those in the highest income
category of over § 34 000 per annum (table 2.18).

Differences in socio-economic status representation also occurred at the more

detailed faculty level. Anderson and Western (1970) described the socio-economic
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Table 2.18: Distribution of combined parental income of single first year
students living at home compared with distribution of estimated
family incomes in Australia* in 1985.

Parental Income Level (a) Enrolled (b) Australia RPR

% % a/b
Up to $4000 p.a. 8 67 1.33
$4001 - 8000 p.a. 3 18 0.17
$8001 — 12000 p.a. 10 12 0.83
$12001 — 18000 p.a. 12 21 0.57
$ 18001 - 26000 p.a. 20 19 1.05
$26001 — 34000 p.a. 18 13 1.38
Over $34000 p.a. 29 11 2.69

* Family income from ABS Catalogue 2452.0 with adjusted CPI of
1.281 to September 1984.

Source : Power et al., 1985, p. 45.

background of 1965 entrants to all engineering and law faculties in Australia, and
1967 entrants to medicine and teacher education. The criteria used for determining
socio-economic background were students’ fathers’ occupations, education levels and
income levels. Where occupation was concerned, teacher trainees had the smallest
proportion of fathers with professional or managerial occupations and the largest pro-
portion of manual workers. Those in the engineering faculty had a high proportion
of fathers who were small-scale businessmen whilst the medical and law faculties had
the highest proportions of students with professional fathers. For education levels,
students in medicine or law had the most educated fathers followed by engineering
students, and then trainee teachers who had fathers with the least amount of educa-
tion. Fathers’ incomes were highest for the medical and law faculties and lowest for
engineering and education.

Similar trends were found for University of New South Wales 1969 full-time first
year student data compiled by Katz, Barrett and Firth (no date) (cited in Anderson
and Vervoorn (1983)), the universities sample data of Anderson et al. (1978) and
the data of Power et al. (1985). In general, those in the faculties of medicine, law,
architecture and engineering were most likely to have fathers with a tertiary education
or a professional occupation, whilst those from education, commerce and arts were

least likely.

Tied up with socio-economic factors in participation is the type of secondary
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school system attended. Williams (1987) clearly showed that those from indepen-
dent schools were very much over-represented in higher education and particularly
so in university education. Those from Catholic schools were the next most likely
to participate in university education followed by those from the government school
sector. Further evidence of the greater participation of students from independent
(non-Catholic) schools and the lower participation of government school students in
university education, was given by Williams (1982).

Again, trends exist for inter-faculty differences in participation. Anderson et al.
(1978), Williams (1982), Anderson and Vervoorn (1983) and Power et al. (1985) all
supplied data on the school background of students in particular faculties. These data
consistently revealed that the medical and law faculties were the faculties with the
greatest proportion of students from independent schools. Data for engineering and
economics/commerce varied somewhat with some data showing these faculties to be
among those with relatively lower proportions of students from independent schools
while other data revealed the opposite position. The faculties of science, education
and arts were usually those with the lowest proportions of independent school back-
ground students. The Catholic school group was the group which appeared to be,
on the whole, most evenly represented across the faculties. There are some ‘hiccups’
when specific sets of data are considered though. For example, Anderson et al. (1978)
found Catholic school background students to be least represented in engineering af-
ter education whereas Power et al. (1985) found this category of students to be vastly
over-represented in engineering. This could be due to the time difference between
when the two sets of data were collected or to the fact that the data of Anderson et
al. (1978) was a nationwide sample compared with the South Australian only data
of Power et al. (1985). Government school background students were shown to be
most likely to enrol in the faculties of education, science or engineering and were

most under-represented in the medical and law faculties.

2.3.3 Other Variables Concerned with Participation in
Higher Education
Other variables which are commonly investigated with regard to participation in

higher education are gender, age and rurality. As the rate of retention of females

to Year 12 has caught up and surpassed that of males, so too has the degree of
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participation of females in higher education increased. Since higher education in-
stitutions were formed in Australia, females have been in the minority with regard
to participation in these institutions. The recent data of Williams (1987) however,
indicated that parity of male/female participation in higher education had almost
been reached. When universities and colleges of advanced education were considered
separately though, William’s (1987) data indicated that females were still somewhat
under-represented in universities but over-represented in colleges of advanced educa-
tion. Anderson and Vervoorn (1983), from data compiled from Australian Bureau of
Statistic’s Universities bulletins, showed how for universities there was a ‘participa-
tion pyramid’ for women whereby they were almost at parity with enrolment of males
in Bachelor degree courses (the base of the pyramid) but at the tip of the pyramid
made up only 24 % (as at 1980) of Doctoral students in Australian universities.

The most recent data available on female participation in higher education is
from the Department of Employment, Education and Training’s Higher Education
Series report number 1 titled ‘Female Students’.!®> The report revealed that females
were over-represented for the first time in Australian higher education in 1987 with
a participation rate of 50.1 %, this participation rate increasing further in 1988 to
51.1% of enrolments. The report attributed much of the increase in female par-
ticipation since 1985 (when females represented only 47.6 % of enrolments) to the
transfer of basic nurse education from hospitals to Colleges of Advanced Education.
Similar to the findings of Anderson and Vervoorn (1983), the report showed that
although women represented more than 50 % of higher education students in 1988,
they accounted for only 45 % of postgraduate students. This representation is greater
than a few years ago though when, for example, women represented only a third of
postgraduate students in 1979.

The increase in the overall participation of females in higher education has also
been noted for many overseas countries. This was shown in a summary of a survey of
student flows in higher education carried out in fourteen industrialised countries, eight
Western European, four Eastern European, the United States and J apan (Cerych &

Colton, 1980). The survey was conducted over the period 1965 to 1975. It was found
that:

13 Female Students, Higher Education Series report no. 1, Department of Employment, Education
and Training, April 1989.
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A continuous growth in the proportion of women among the student
population— both in the university and non-university sectors—is very
definitely common to all countries covered by the present survey, ...

In virtually all the countries considered, women now represent more than
40 % of new entrants to higher education as a whole; indeed, in several
cases this proportion is close to 50 %, while in Sweden it has reached al-
most 60 %. It should be noted, however, that despite this rapid growth,
there are still countries where female students in universities alone ac-
count for some 30 % of enrolments or less (Cerych & Colton, 1980, p. 32).

Striking gender imbalances also occur in specific fields of study. National Aus-
tralian data compiled by Anderson and Vervoorn (1983) and South Australian data
of Power et al. (1985) both indicated that engineering, architecture/building and
agriculture/forestry were major areas of female under-representation. Education and
the humanities were the areas of study where females had their strongest represen-
tation. The same picture was revealed for female higher education students in 1988
in the Higher Education Series ‘Female Students’ report.'4.

As has always been the case, the majority of full-time university students in
Australia are under the age of 23. Figures compiled by Anderson and Vervoorn (1983,
p. 37) showed that, from 1961 to 1980, the proportion of full-time university students
under the age of 23 dropped by 6.9 %. The same figure for part-time students was
much larger at 31.5%. Over the same period, those over 30 years of age increased in
full-time participation by 4 %, while for part-time participation, the figure was much
higher at about 23 %.

The rural/urban location of a student’s home or secondary school attended is
another aspect which has been investigated in relation to participation in higher
education. As Anderson and Vervoorn (1983, p.84) pointed out:

...the evidence is clear that students living in country areas are three

times less likely than their metropolitan counterparts to continue to the

final years of secondary school and enter a higher institution.
Further evidence supporting the lower participation rate of rural persons in higher
education comes from an analysis of an Australian study of 3166 males between the
ages of 30 and 69 by Miller (1984). He found the participation rate in post-secondary
education of those living in metropolitan areas to be 17.8 %, whilst for those in other

urban and for those in rural areas the respective participation rates were 14.1%

14 Female Students, ibid.
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and 8.5%. More recent data from the Department of Employment; Education and

Training’s Annual Statistical Collections supported these findings revealing that:
Participation in higher education among people from remote areas, per
head of population, was roughly half that of people from urban areas. The
participation rate for rural dwellers was slightly higher than for remote
areas.®

One of the most likely reasons for this situation is that the vast majority of higher
education institutions, particularly universities, are in urban areas. This makes it
virtually impossible for those in rural areas to attend a university unless they move
to the metropolitan areas. This is probably difficult to achieve for many due to
financial constraints. The lower retention rates of rural secondary schools has also
been considered as a factor for producing the relatively lower participation of rural
students. However, these low retention rates may be due to the low aspirations
of the students which in turn may be caused by students not seeing any point to
completing their secondary education as they would not be in a position to attend a
tertiary institution even if they were offered entry.

Family size is a variable which has been investigated mostly in relation to sec-
ondary school retention rates rather than higher education participation. One ex-
ception is the Australian study of 3166 males by Miller (1984). He found that the
average family size (that is, number of siblings) of those who had participated in

post-secondary education was much lower than for non-participants.

2.4 Academic Achievement in Higher Education

Many different criteria have been used for the measurement of academic achievement
in higher education. Time taken to graduate; withdrawal, failure and attrition rates;
and grade point averages have all been employed. The most difficult of these criteria
to interpret is that of withdrawal since there are a number of reasons why a student
might withdraw from a course. For example, withdrawal may be due principally
to the inability of the student to cope with the academic demands of the course,
or, it may be totally due to external factors such as insufficient finances. Also, a

student’s withdrawal from a course may constitute his/her total withdrawal from

13 Urban and Rural Participation Higher Education Series report no. 8, Department of Employment,
Education and Training, September, 1990.
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tertiary education, or, the student may take up another course either in the same
institution or another. Some of these interpretive difficulties also apply to the other
criteria of academic achievement. Thus caution has to be used when interpreting
such data.

Apart from criteria used for measuring academic achievement, many predictors of
academic achievement have been investigated. They range from factors such as sec-
ondary school achievement and socio-economic background through to factors such
as parents’ main language spoken at home, family size and place of residence. Much
research on these factors is scattered and restricted to local sample groups. A fac-
tor found to have a significant influence on academic achievement in one particular
course, faculty institution or state may not have in another course, faculty, institution
or state. Nevertheless, enough research has been done on a number factors which has
yielded consistent results enabling one, with a high degree of confidence, to claim the

existence of a number of general trends.

2.4.1 Ethnicity and Academic Performance

“There has been very little research which has examined the educational performance
of immigrant Australians in tertiary education” (Sturman, 1985, p.66). This is an
opinion which has also been expressed by other researchers in this field. The main
exception mentioned by Sturman was the work of Fensham and Taft (1973) who, using
withdrawal rates as an indication of academic performance, compared the withdrawal
rates of higher education immigrant and non-immigrant students. They found that
overall, immigrant students of non-English speaking origin had a slightly higher rate
of withdrawal. Fensham and Taft also followed the progress of students through their
higher education studies and found that in the postgraduate population, immigrant
students were considerably over-represented.

Other studies mentioned by Sturman (1985) were those of Horne (1970, 1974)
who analysed performance data of second year engineering students studying in Vic-
torian colleges of advanced education. Of the main immigrant groups studied in the
first study, namely, European born, British born and Asian born, only the Asians
were found to perform significantly worse than the Australian students. However, in
the follow-up study (Horne 1974), where completion of course was used as the per-

formance criteria, the Asian born had the best record of the immigrant students. If
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length of time to complete the course is to be used as the performance criteria, then
the Asian and British born students would rank behind the Australian and European
students as the former took somewhat longer to complete their courses than the latter
students. No significant differences were found in the proportions of students from
the different immigrant groups completing their course with distinction.

One study not mentioned by Sturman (1985) was that of Gilson (1962) who inves-
tigated the scholastic attainments of non-English speaking European born students
in the School of General Studies at the Australian National University and compared
these findings with those for Australian born students. She found that the migrant
students had, overall, much higher failure rates compared with the Australian born
students. When the migrant student sample population was divided into those who
arrived in Australia before attaining the age of eighteen years and those who arrived
in Australia after attaining the age of eighteen, it was found that the former group
performed significantly worse than the latter group, despite the fact that the former
had a higher standard of English. Gilson (1962) attributed this to the eighteen plus
age group taking into account their English language difficulties more so than the
under eighteen age group when choosing subjects for study. This is illustrated by the
fact that the eighteen plus age group chose more European language subject units
than the under eighteen group. Also, unlike the under eighteen group, none of the
over eighteen group undertook an English unit.

Using attrition rates as a measure of academic achievement, the study of a sam-
ple of 992 tertiary education students in Victoria in 1981 by Beswick et al. (1983)
gives some further insight into the performance of non-English speaking background
persons. When the student’s birthplace was considered, no significant differences in
discontinuation from tertiary study was found for the whole sample (the university,
institute and teachers’ college samples together). However, within the institute and
university samples, there was a tendency for a higher proportion of Australian-born
students to discontinue. Greater differences were found when the birthplaces of par-
ents were considered. For the whole sample, it was found that a higher proportion
of those with an Australian-born father discontinued, particularly in the university
and college samples. Conversely, those with a father born in a non-English speaking
European country, particularly a southern European country, were more likely to

persist with study at the university or college. A similar pattern also occurred in
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relation to mothers’ birthplaces. Beswick et al. (1983, p. 144) concluded that:

... Australian-born children and children from Australian parentage are
more likely to withdraw from tertiary study than children from European
non-English speaking backgrounds.

Most, if not all, other data concerning ethnicity and tertiary academic perfor-
mance used much broader ethnicity variables such as ‘English only’ or ‘Other’ for
language spoken at home, or, ‘Australia’ or ‘Other’ for mothers’ and fathers’ coun-
tries of birth. Such was the case for the study of withdrawal and attrition in South
Australian tertiary institutions conducted by Power et al. (1986). Their sample con-
sisted of 3778 students who entered South Australian tertiary institutions in 1985.
Data were analysed to reveal the first to second year attrition rates, the attrition
rate being equal to the sum of the withdrawal and change rates, and the percentage
of students failing more than a quarter of subjects completed.

Table 2.19 gives the results found by Power et al. (1986) for parents’ birthplaces
and language spoken at home. When language spoken at home was considered, there
was negligible difference for the withdrawal and change rates between students who
came from homes where English was the only language spoken and those where
languages other than English were spoken at home either exclusively or in addition
to English. However, those from ‘English only’ homes were found to be significantly
less prone to failure than those from homes where other languages were spoken, the
failure rates being 13.2% and 20.4 % respectively. With both mothers’ and fathers’
birthplaces classified as either Australia or ‘Other’, the Australia category for both
cases had a lower percentage of withdrawals, changes and failures, although the
differences were small. When these small differences were added, the attrition rate
was just under 4 % greater for those with a mother or father born outside Australia.

Thus the greater attrition rates for those of non-English speaking backgrounds
correlated more strongly with language background than with parents’ birthplaces.
Also, non-English speaking background students were not on the whole dispropor-
tionally over-represented with regard to high withdrawal rates but were in respect to
attrition through academic failure.

Power et al. (1987) in their study of “Success in Higher Education” investigated
the correlation between language spoken at home and the grade point averages of

students. It was found that for each higher education institution in South Australia,
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Table 2.19: Attrition rates for 1985 entrants by language and parent’s birthplace.

Withdraw Change Fail Attrition Rate

% % % %

Language Spoken at Home

English only 13.9 3.2 13.2 30.3

Other 14.2 3.6 20.4 38.2
Father’s Birthplace

Australia 13.7 2.8 14.0 30.5

Other 14.3 4.0 15.2 33.5
Mother’s Birthplace

Australia 13.8 3.0 13.4 30.2

Other 14.2 3.6 16.3 34.0

Source: Power et al. (1986, p.12).

school leaver entrants with ‘English only’ home language backgrounds were more
likely to have a higher grade point average than school leaver entrants where English
was not the only language spoken at home. Two out of the five correlations were
statistically significant. A similar analysis was made for non-school leaver entrants.
Here, those from ‘English only’ backgrounds were again more likely to have a higher
grade point average for each institution studied except Roseworthy College (this
exception not being statistically significant). Again, two out of five correlations were
found to be statistically significant.

Further information on non-English speaking background student academic per-
formance was given by Holton and Salagaras (1988). They obtained data from
La Trobe University for students first enrolled in 1986. This investigation revealed
that

... fail grades were marginally higher among non-English speaking back-
ground students than those from English speaking backgrounds. More in-
terestingly, achievement rates in terms of A grades, B grades and C grades
were all significantly higher for English speaking background students,
while non-English speaking background students achieved far higher rates
of D grades. (Holton and Salagaras, 1988, p. 29)

Despite most research showing that non-English speaking students as a whole per-
formed worse than average, there was considerable variation in performance between

specific ethnic groups. Power and Robertson (1987) found, for example, that

Asian students selected for entry to Adelaide University tend to be very



60

able and to perform very well indeed; students from Greek and Italian
families at Flinders University perform as well as students from Anglo-
Australian families, but are less likely to be successful at the South Aus-
tralian Institute of Technology or the South Australian College of Ad-
vanced Education (cited in Holton and Salagaras, 1988, p. 28).

However, Sturman (1985) and Holton and Salagaras (1988) concluded with respect
to data on non-English speaking background student academic performance in higher
education that there was very little that dealt with specific ethnic groups.

Some research that has considered specific ethnic groups is that of Burke and
Davis (1986) and Birrell (1987) who analysed 1981 Australian Census data on the
proportions of 20-24 and 25-29 year olds in Australia holding a degree by birthplace,
and the proportions of 20-24 and 25-29 year old Australian-born persons holding a
degree by father’s birthplace (see table 2.20). Although these figures do not measure
the academic achievement of specific ethnic groups by proportions gaining distinctions
or credits, or by proportions completing a degree in the minimum time, they do give
an indication of whether or not those from non-English speaking backgrounds are
tulfilling their aspirations to acquire a degree. In interpreting the figures in table 2.20

below, Burke and Davis (1986, p.102) had the following to say:

A slightly higher percentage of Australian-born persons held degrees than
did those born in other countries. However, a much higher percentage of
those born in Lebanon and Indo-China held degrees, perhaps some of
them acquired prior to arrival in Australia. Relatively low percentages of
those born in Greece, Italy, Malta and Yugoslavia held degrees. Among
the younger age group, 20 to 24, a higher than average percentage of those
with fathers born in Italy held degrees. Overall, among Australian born
persons, a slightly higher proportion of those with fathers born overseas
held degrees compared to those with fathers born in Australia.

The relatively high proportion of degree holders among those with a Greek or
Yugoslavian father, and the low proportion of those with a Maltese father, match the
previous findings of Meade (1983) who found that those from Greek or Yugoslavian
backgrounds were the most likely to complete their secondary schooling whilst those
with a Maltese background were the least likely (see section 2.1). The low proportion
of Maltese-born persons, or Australian-born persons with a Maltese father, holding
a degree reflects the generally very low aspirations of Maltese background persons to
either complete secondary school or enter tertiary education.

An interesting observation is the very high proportion of Lebanese 2029 year olds
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Table 2.20: Percentage' holding a Degree by birthplace by age and percentage! of
Australian-born holding a Degree by birthplace of father by age,
Australia 1981.

Birthplace All persons  Australian-born by
of father by birthplace father’s birthplace?
20-24 25-29 20-24 25-29
Australia 4.9 8.5 4.8 8.3
UK and Eire 4.7 8.0 4.9 8.8
Netherlands 4.1 7.7 4.6 9.1
Greece 3.5 4.5 6.9 13.1
Italy 3.0 4.3 5.2 7.7
Malta 2.2 2.1 1.8 2.5
Yugoslavia 1.1 2.9 5.5 9.9
Lebanon 5.2 10.7 - -
Indo-China 7.2 17.7 - —
New Zealand 2.4 4.2 7.7 13.0
Total® 4.8 8.4 4.9 8.5

Source: Burke and Davis, 1986, p. 104. Australian Bureau of Statistics, 1981
Census of Population and Housing, Cross Classified Characteristics
Australia (2452.0) and data extracted from Tape MT048 by the
Australian Institute of Multicultural Affairs.

! Percentage of group with a degree.

? Lebanon and Indo-China are not separately identified because of the small
population aged 20-29 with fathers born in those countries: Lebanon
2,000 and Indo-China virtually nil.

8 For the ‘All persons’ category: Other overseas countries and a small
number of persons born at sea or who have not stated their birthplace are
included in the total.

For the ‘Australian-born’ category: Includes all other countries of fathers’
birth and not stated.

in Australia who hold a degree. This supports the previous research findings in Aus-
tralia that those of Lebanese background have generally high aspirations to not only
complete their secondary schooling but also to enter tertiary education (see section
2.1 & 2.2). However, as previous research has shown, those of Lebanese background
in Australia are substantially under-represented in higher education in Australia (see
section 2.3.1). The Lebanese then, are one ethnic group in Australia who, despite

aspiring to higher education, are mostly unable to fulfill these aspirations.
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2.4.2 Socio-economic Status and Academic Performance

The work of Power et al. (1986) and Power et al. (1987) investigated a number
of socio-economic background variables and their correlations with academic perfor-
mance and attrition rates. Parents’ education levels, occupational categories and

income levels were all considered along with the type of secondary school attended

by the student. Tables 2.21 and 2.22 give the results found. Students who had a

Table 2.21: Attrition rates for 1985 entrants by parental education and occupation
level and student’s school type.

Withdraw Change Fail Attrition Rate

% % % %

Father’s Education

Degree or Higher 8.3 4.2 15.2 27.7

Other 15.3 3.2 14.1 32.6
Mother’s Education

Degree or Higher 7.9 6.0 16.2 30.1

Other 14.4 3.1 14.2 31.7
Father’s Occupation

Semi/High Professional 10.2 4.2 15.2 29.6

Other 14.7 2.9 14.5 32.1
Mother’s Occupation

Semi/High Professional 10.1 3.5 13.5 27.1

Other 14.6 3.1 15.0 32.7
School Type

State 10.5 3.1 17.8 31.4

Catholic 8.3 3.3 19.1 30.7

Private 9.5 4.5 18.4 324

Source : Power et al., 1986, pp. 11-12.

parent who held a degree were found to have a slightly higher rate of failure but a
considerably lower rate of withdrawal compared with those whose parents had no
complete higher education. As table 2.22 reveals however, Power et al. (1987) found
that parents’ education levels, on the whole, appeared to have no significant bearing
on a student’s grade point average.

Mixed results were found by other researchers. Otto (1975), for example, found
that most research prior to his own pointed towards those students with parents of

above average education as more likely to enter and be successful in universities and



Table 2.22: Correlations for 1985 Entrant Grade Point Averages by Various SES variables

School Leavers

non-School Leavers

Adelaide Flinders SAIT SACAE Roseworthy | Adelaide Flinders SAIT SACAE Roseworthy
Predictor Uni Uni Um Uni
r 3 r r r L r r r r

Mother’s Education 07 04 06 -09* -29 -02 -01 -02 -02 -05
Father’s Education 13* 01 01 08* 23 00 08 08 05 -08
Father’s Occupation 09* 02 02 08> 05 06 14* -12* 01 -25*
State School 02 06 03 00 05 - - - - -
Independent School 01 -08* 02 07 -32* . - - - -
Catholic School -04 00 -05 -07* 25* - - - - -
Financial support :

TEAS (Austudy) -07* 08 03 -13* 11 -01 -04 08* 04 11

P/T work -02 -10* -06 -16* 11 05 03 -07 06~ 03

Parent 05 12* 04 21* -10 03 -07 -09 -03 -32*

Spouse - - - s % 15* 16* 18* 20* 26"
Self income -05 -12* 05 -11* 10 -01 18* 01 -14* 16
Parents income 00 11 05 10 -23 - - - - -

Source : Power et al.,

* p<0.05 (1 tail)

1987, pp. 21-22.

279
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colleges in Australia. Despite this finding though, his main study of 1970 matriculant
entrants into the faculties of Arts and Science at the University of Adelaide found
that, overall, higher examination marks were obtained by students whose fathers had
no post-secondary education. Again contrary to expectations, Beswick et al. (1983,
p.151) in their study of 992 Victorian university, institute and college students in
1981, found for the university sample that 51 % of fathers of discontinued students
had undertaken some tertiary education compared with 42 % of fathers of students
who persisted with their course of study, this difference being statistically significant.
A similar result was found when mothers’ educational levels were considered. For
the university sample, 40 % of the mothers of discontinued students had obtained a
degree or some professional qualification compared with 29 % of mothers of students
who persisted with their course of study. No significant differences in relation to
parental education levels and discontinuation were found for the institute or college
samples.

For parents’ occupations, Power et al. again found little difference in failure
rates but a higher withdrawal rate for those students with parents who were not in
the semi/high professional occupation categories. Correlations of father’s occupation
and student’s grade point average gave mixed results. For school leavers, the general
trend was that those with fathers in a professional occupation had higher grade point
averages. This was a significant factor for both the University of Adelaide and the
South Australian College of Advanced Education. A similar situation was found for
non-school leavers at Flinders University. However, for non-school leavers, a signifi-
cant reverse of this trend was found for the South Australian Institute of Technology
and Roseworthy College students. Thus overall, there was no consistent relationship
between parents’ occupation levels and academic achievement, a conclusion which
was also reached by Miller (1970), Otto (1975) and Beswick et al. (1983). Beswick
et al. (1983) did note however, that a higher proportion of the discontinued students
in each institution (university, institute and college) had fathers in the upper pro-
fessional category compared with students who continued with their course of study.
A similar but more marked result was found when mother’s occupational status was
considered.

Parental and student incomes were found by Power et al. (1986) to be other

factors identifying high or low attrition rates. Those with parents’ income less than
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$ 8000 p.a. (in 1984/85) were identified as one of the groups most likely not to proceed
to the second year of their studies. This same group was also identified as one of
the groups most at risk of withdrawal. The same could not, however, be said for
failure rates where rates were highest for the $ 12001-18 000 parent income category.
In their analysis of parental income levels and discontinuation from tertiary study,
Beswick et al. (1983) found no significant differences. They did note however, that
within each institution type (university, institute and college) in Victoria, a higher
proportion of discontinued students than continuing students reported their parental
income to be at the higher end of the spectrum.

For student’s income, Power et al. (1986) found a clear trend with withdrawal
rates, namely, the higher the student’s own income, the higher the withdrawal rate.
This is most probably due to the fact that students earning more were working
longer hours and thus could not find sufficient time to cope with their studies and so
withdrew. No specific student income category was named by Power et al. (1986) as
a high risk failure group.

Correlations of financial support variables with students’ grade point averages
indicated that for school leavers, those who relied on parental support performed
better than those who relied on TEAS (now AUSTUDY) or part-time work. For
non-school leavers, those dependent on a spouse or partner performed significantly
better than those dependent on other forms of financial support.

Tied up with socio-economic status variables was the type of secondary school
system attended by the student. Power et al. (1986) found that differences in with-
drawal and failure rates between students from different school systems were small
and followed no general trend. Similarly, no significant consistent trend was to be
found between school system attended and grade point average. This finding was not,
however, consistent with the findings of earlier research on the relationship between
school type and educational performance which consistently found that students from
Catholic schools performed worse than students from state or independent schools.
Hohne (1951, 1955) studied two first year intakes of students at the University of
Melbourne, firstly the Faculty of Arts and secondly, the Scientific Faculties. Criteria
used for determining educational performance were pass rates, eventual graduation
rates and graduation in minimum time. For both faculty groups he found that those

from independent schools performed best, those from state schools being less suc-
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cessful, whilst those from Catholic schools were found to perform significantly worse
than those from either independent or state schools.

Later studies supported the findings of Hohne. At the University of Western
Australia, Anderson (1961) found that students from Catholic schools performed
poorly in the Faculties of Arts, Science and Medicine. Also, Hughes (1961) found
that of the entrants to the University of Tasmania from 1950 to 1955, 43 % of those
from Catholic schools eventually graduated compared with about 67 % for the whole
intake population. One exception to the general finding that those from Catholic
schools performed worst of all was found by the study of 1961 to 1963 first year full-
time metropolitan school entrants to the University of Adelaide by Jordan (1966).
Here it was found that those from Catholic Boys’ schools tended to have lower failure
rates than for those from either state or independent schools.

Beswick et al. (1983) found from their sample of Victorian university, institute
and college students, that differences in the propensity to discontinue tertiary educa-
tion between students from different secondary school systems were insignificant for
the university and college samples. However, for the institute sample it was found
that over 756 % of students who discontinued their tertiary study had attended a state
school compared with 60 % of those who continued with their course of study. Con-
versly, the proportion of students from either an independent or Catholic school who
continued was almost twice that of the proportion of those from these school systems

who discontinued.

2.4.3 Other Variables Concerned with Academic Achieve-

ment

Power et al. (1986) in their study of 1985 entrants to higher education in South
Australia also investigated a number of other factors in relation to attrition rates and
grade point averages. These included gender, age, full-time or part-time enrolment,
rurality of secondary school attended, matriculation score, whether school leaver or
mature age entrant, marital status, and living arrangements. Tables 2.23 and 2.24

give the results found.

A number of studies have found that females generally performed better in higher
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education than males. In ‘The 1961 Study’ '® which studied the progress of new
bachelor degree entrants to Australian universities in 1961, it was found that of those
students remaining on a full-time basis, 45.8 % of females completed their degree in
the minimum time compared with only 39.6 % of males. Power et al. (1986, 1987)
also found that females performed better than males. The overall attrition rate for
male entrants to South Australian higher education in 1985 was 36.3 % compared
with only 27.8 % for females (table 2.23). Although females were found to be slightly
more likely to withdraw, their failure rate was significantly lower than that for males
(10.7% and 18.9 % respectively). Correlations of sex with grade point averages also
revealed that females generally performed better than males.

The earlier findings of Otto (1975) agreeed with those of Power et al. (1986, 1987).
Otto found that the first year performance of females in his sample was higher than
for males. However, this trend was found not to continue through the later years of
study. In the second year, the performance of females was only slightly above that
for males and by the third year, there was no appreciable difference in examination
performance.

Many studies have been conducted on the relationship between age and academic
success. Results appeared to fall neatly into two categories, those for school leaver
entrants and those for mature age entrants. Philip and Cullen (1955) found that for
direct school leaver entrants into tertiary education, the younger students performed
much better than the older students. At the University of Tasmania, Hughes (1961)
found that 52 % of those who entered aged 17 to 17.5 years graduated in minimum
time compared with 43 % of those aged 17.7 to 18.6 years. Sanders (1961) also found
a similar trend for entrants to the University of Western Australia. Some twenty six
years later, Power et al. (1987) found that the younger direct school leaver entrants
generally had higher grade point averages for their tertiary studies than the older
school leaver entrants.

These trends were reversed when mature age students were considered. Many
studies, including Eaton and West (1980), Sun-Mook (1984) and Power et al. (1986,
1987), found that mature age students performed just as well, if not better, than the

student population as a whole and that within the mature age group, there was a

16 Australian Department of Education and Science, The 1961 Study: An Analysis of the Progress
of New Bachelor Degree Entrants 1o Australian Universities in 1961, 1971.
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Table 2.23: Attrition rates for 1985 entrants by various SES variables.

Withdraw Change Fail Attrition Rate

% % % %

Sex

Male 13.7 3.7 18.9 36.3

Female 14.2 2.9 10.7 27.8
Age

Less 17 yrs* 114 4.1 120 28.2

17-19 10.2 3.1 17.6 30.9

20-24 18.4 3.9 14.3 36.6

25-29 19.3 3.6 12.5 35.4

Over 30* 19.5 2.8 7.8 30.1
School Location

Urban 13.3 3.6 15.1 32.0

Rural 14.6 2.9 14.0 31.5
Matriculation Score

Less 295 21.1 1.9 12.5 35.5

295-349 13.0 4.2 16.9 34.1

355-394** 13.0 3.3 15.9 32.2

Over 395 7.7 3.0 8.7 19.4
Enrol Status

Full-time 10.4 3.7 15.6 29.7

Part-time 26.2 1.6 10.7 38.5
Enrol Type

School Leaver 10.1 3.4 18.1 31.6

Mature/Special 17.0 3.1 11.7 31.8
Marital Status

Married 21.5 3.0 8.9 334

Single 12.1 3.3 15.9 31.3
Living Arrangements

With Parents 10.3 3.3 17.1 30.7

Other 19.9 3.0 10.0 32.9

Source : Power et al., 1986, pp.11-12.
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strong correlation of the older the student, the better the performance. For example,
for their non-school leaver sample, Power et al. (1987) found a statistically significant
positive correlation between age and grade point averages for each South Australian
higher education institution except one (table 2.24).

The type of enrolment, whether full-time or part-time, is also a factor which has
been given attention with regard to academic performance. ‘The 1961 Study’ (1971)
found that of those commencing bachelor degrees full-time in 1961, by the end of
1967 63.9 % had graduated, 31.6 % had discontinued and 4.5 % were still enrolled.
For part-time entrants, the figures were 29.0 %, 62.5 % and 8.0 % respectively. Hohne
(1951, 1955), Sanders (1961), Anderson (1963), Butterfield and Kane (1969), and
Power et al. (1986) also found part-time students had much higher discontinuation
and withdrawal rates than full-time students. However, the same trend did not
necessarily occur for actual examination pass or fail rates or for subject grade point
averages. Butterfield and Kane (1969) were particularly interested in comparing full-
time and part-time pass rates for examinations actually sat for rather than pass rates
for subjects merely enrolled for. They found that overall, although full-time students
were still found to have higher examination pass rates than part-time students, the
gap was substantially reduced when the comparison was based on other criteria for
passing or failing a subject. In some cases, part-time students were actually found to
have a higher pass rate for examinations sat for than for their full-time counterparts.
This result was found by Power et al. (1986) where full-time students were found
to have an actual failure rate of 15.6 % compared with only 10.7% for part-time
students. For a sample of 270 students enrolled at the Australian National University
in 1968, Butterfield and Kane (1969) found part-time and full-time students to have
passcd the same proportions of examinations sat, but full-time students had a higher
proportion of credits, distinctions and higher distinctions. In correlating full /part-
time enrolment with grade point averages, Power et al. (1987) found no general
trend.

Matriculation score, marital status, living arrangements and rurality of secondary
school attended were other factors which were investigated by Power et al. (1986,
1987) (see tables 2.23 and 2.24). For the matriculation score, it was found that those
scoring over 395 had much lower withdrawal and failure rates than those scoring

395 or less. The matriculation score was found to be, by far, the best predictor of



Table 2.24: Correlations for 1985 Entrant Grade Point Averages by Various variables

School Leavers

non-School Leavers

Adelaide Flinders SAIT SACAE Roseworthy | Adelaide Flinders SAIT SACAE Roseworthy
Predictor Uni Uni Uni Uni
r r r r r r 3 r 3 r

Age -11* -07 -07 -13* -07 14* 20* 15* 05 32*

Sex (Male) 00 -09* -25* -24* -02 -08 -08 -11* -15* 04
Matriculation Score 57* 43* 47* 40* 47* 05 30* 14* 11* 41*
Rural School -06 08 18* 12* 16 -07 -06 01 -01 00
Married - - - - - 20* 16* 01 07~ 25*
Live with Parents - - - - - -01 -14* -08 -05 -34*
Enrol Full-time -02 -01 01 14* - 01 -14* -02 14* 05

Source : Power et al., 1987, pp.21-22.
*p<0.05 (1 tail)

®L9
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first year academic performance in terms of grade point averages with all institutions
giving a statistically significant positive correlation between matriculation score and
grade point average. This was the case for both school leaver and non-school leaver
entrants (table 2.24). The matriculation performance was also found to be one of the
best predictors of first year academic performance by both Sanders (1961) and Otto
(1975). However, Otto found that this relationship became significantly reduced
for second year studies and for the third year of studies, the correlation became
insignificant and in some cases, even reversed.

In regard to marital status, Power et al. found that although married students
had a higher rate of withdrawal than single students, 21.5 % and 12.1 % respectively,
they had a considerably lower fail rate of 8.9 % compared with 15.9 % for singles. This
same trend occurred for the comparison between students not living with their parents
and those that were, namely, withdrawal rates were higher but failure rates lower for
students not living with their parents compared with those that were. Correlations
with grade point averages also revealed that married students and those not living
with parents tended to perform better.

The differences for withdrawal and failure rates for the variable of school location,
whether urban or rural, were negligible. Neither was a general trend found between
school location and grade point averages. However, for the school leaver sample,
rural students at the South Australian Institute of Technology and South Australian
College of Advanced Education were found to perform better than students from
urban schools.

The relationship between motivational factors and academic achievement was
another area of investigation. However, unlike factors such as matriculation score and
parents’ birthplaces, the measurement of motivational factors is subject to difficulties
and conclusions arrived at from such measurements are fairly uncertain. Power et
al. (1987) in their analysis of performance and motivation (both self and external)
concluded that “both direct and non-direct school leavers with high motivation tend
to perform significantly better than those with lower levels of reported motivation”
(p-23). Motivation towards study may also be divided into intrinsic motivation,
that is, interest, or extrinsic motivation, for example, motivated towards the status,
prestige or financial rewards of the course. Otto (1975) from his study and review

of research concluded that intrinsic motivation was more important for academic
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achievement than extrinsic motivation. This view would appear to be supported
by a finding of Power et al. (1986), namely, that of the specific reasons given for
withdrawal, students gave the factor “course not interesting” the highest percentage
of “very important” responses.

In conflict with the finding of Otto (1975) is that of Beswick et al. (1983) who
investigated a number of affective or attitudinal factors in relation to discontinuation
of tertiary study in Victoria. They found that students who discontinued tertiary
education, particularly those from the University, were more intrinsically and less
extrinsically motivated in their reasons for gaining a tertiary qualification than were
those students who persisted with tertiary education. Beswick et al. suggested
that changing economic climates may be responsible for extrinsic rewards being the

stronger factor in determining retention in tertiary education.

2.5 Ethnicity and Labour Market Experience

Having covered the research into the participation and performance of different ethnic
groups in relation to secondary and tertiary education in the previous sections, it is
appropriate to mention research that has investigated the labour market experience
of these groups. Such research indicates whether or not the educational achievements
of second generation immigrants are translated into success in the labour market in
line with the population as a whole.

In looking at the labour force experience of both first and second generation
immigrants in Australia, the main areas dealt with are type of occupation held, level
of income, and incidence of unemployment. Along with comparisons made with the
Australian born and those with Australian born parents, intergenerational shifts in
occupational status and income levels between first and second generation immigrants

are investigated.

2.5.1 Ethnicity and Occupational Status

First Generation Immigrants

As far as first-generation immigrants are concerned, the research shows that these
people were much more heavily concentrated in ‘blue collar’ occupations than the

Australian born (Rowland, 1982; Wood and Hugo, 1984; Burnley, 1986; Evans and
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Kelly, 1986; Castles et al., 1988; Jones, 1988 & 1989; Foster and Lyle, 1991). This
may be primarily explained by Australia’s past immigration policies. For example,
around 60 % of new arrivals to Australia in the 1960’s were semi-skilled or unskilled.
Although this proportion had fallen over time to under 40 % in the early 1980’s
(Jones, 1988 & 1989), it was still greater than the proportion of Australian born
semi-skilled or unskilled workers.

Table 2.25, taken from Wood and Hugo (1984, p.30) who used Australian Bu-
reau of Statistics 1981 Census data, clearly shows that the Australian born generally
had the highest proportion in the professional or technical categories, and the low-
est proportion in the tradesmen, process and production categories compared to
first generation immigrants, the major exception being the Asian born. Again with
the exception of the Asian born, if the first-generation immigrants are divided into
those from English speaking countries and those from non-English speaking coun-
tries, it is clear that the former had much greater proportions in the professional
and technical categories whilst having much lower proportions in the blue collar oc-
cupations. Castles et al. (1988, pp.13-15) found that the situation is even worse
for immigrant women from non-English speaking backgrounds, these people being
dramatically over-represented in manufacturing occupations and under-represented
in the other occupational groups.

Looking specifically at those born in a non-English speaking country, Wood and
Hugo (1984) found that those from southern and eastern Europe, Malta and the
Middle East clearly had, on average, the lowest occupation levels whilst those from
northern Europe and Asia were in the higher occupation levels. Even when compared
to those from English speaking countries (including Australia), the Asian born had
the highest proportion in the professional and technical occupations and the lowest
proportion in the tradesmen, process and production categories, this ethnic group
thus generally having the highest occupation status of all. The cause of the greater
occupational status of the Asian born can be attributed mainly to Australia’s strong
educational selectivity of Asian immigrants (Wood and Hugo, 1984, p. 32.).

The number of years of schooling, qualifications and labour force experience affect
the job status of Australian workers. The greater the number of years of schooling,
the greater number of qualifications or the greater amount of labour force experi-

ence, all positively correlate with greater occupational status. In the investigation
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of first generation immigrants’ labour force experience in Australia, Jones (1988,
1989) controlled for immigrants’ schooling, qualifications and labour force experi-
ence. The data used were from the Australian Bureau of Statistic’s Supplementary
Survey No. 4 to the 1982 Family Survey. The results revealed three broad findings.
Firstly, schooling obtained overseas counted for less than Australian schooling; sec-
ondly, pre-migration labour force experience was heavily discounted in the Australian
labour market; and thirdly, over and beyond these general processes, migrants from
some countries got jobs with significantly lower status than Australian born persons
with similar qualifications and experience (Jones, 1988, p.11). Those identified as
being most disadvantaged in these regards were migrants originating from southern
and eastern Europe, the Middle East and Asia.

More recent studies by Holton and Lampugnani (1989) and Fincher and Webber
(1991) support the findings of Jones (1988, 1989). Holton and Lampugnani (1989)
found that only a third of their sample of first generation non-English speaking
background immigrants with post-secondary qualifications found employment in line
with their skills obtained overseas. In a study of the post-arrival labour market
experience of 272 Greek, Yugoslav and Vietnamese born workers in the manufacturing
industry, Fincher and Webber (1991) found that regardless of qualifications, the
initial job for almost every person in the sample was a low skilled one. Further,
subsequent mobility rates across the sample were very low.

Using the Australian Bureau of Statistic’s public-use sample from the 1981 Cen-
sus, Evans and Kelly (1986) also investigated whether immigrants were still disad-
vantaged in the Australian labour market after controlling for education and labour
force experience. In comparing educational attainment and occupational status, they
found that only highly educated Mediterraneans who were educated overseas suffered
from a reduced occupational ‘payoff’ to their education. All other immigrants, includ-
ing those from northwestern and eastern Europe, Asia, and those from Anglophone
countries, received the same occupational status benefits from their education as did
the Australian born (Evans and Kelly, 1986, p. 203). In explaining the apparent
disadvantage experienced by Mediterraneans, Evans and Kelly (1986, p.203) stated:

This pattern of disadvantage is not consistent with an interpretation
stressing ethnic discrimination or devaluation of foreign qualifications. In-
stead, it seems likely to reflect lower quality of schooling in the Mediter-
ranean region, particularly in secondary school. Further, some direct



evidence on the quality of schooling lends credence to this interpretation.

The direct evidence on the quality of schooling that was referred to was a Science
Survey conducted by the International Association for the Evaluation of Achieve-
ment. A key Mediterranean country, Italy, participated in the study. The typical
Italian student scored substantially lower in standardised science tests than the typ-
ical student from Australia, England, West Germany, Netherlands or Hungary. The
gap in achievement was also found to widen during secondary schooling (Evans and

Kelly, 1986, pp. 197-8).

From First to Second Generation Immigrants

Research on the occupational status of second generation immigrants generally con-
cludes that, on the whole, these people do as well as longer established Australians
(Burnley, 1986; Evans and Kelly, 1986; Kelly et al. 1986; and Jones, 1988 & 1989).
Burnley (1986, p.79), for example, concluded that ‘...there was virtually full occu-
pational convergence between groups and the host society in the second generation.’
Table 2.25 shows that the occupational status of second generation immigrants
from English speaking countries is much the same as for the Australian born and
virtually no different to the status of the first generation. However, within the non-
English speaking groups, substantial intergenerational occupational upward mobility
is to be found. The most striking mobility is to be found amongst the Mediterranean
groups. For the Greek population, 11.6 % of the second generation had professional
or technical occupations compared to only 1.5% of the first generation. Similarly,
the respective proportions of the first and second generations who held a professional
or technical occupation for the Italians were 3.4 % and 10.0 %, and for the Yugoslavs,
3.2% and 13.1 % (table 2.25). Substantial intergenerational increases in the propor-
tions of each of these ethnic groups in the clerical occupation category also took place,
whilst the proportions in the tradesmen, process or production categories generally
halfed.
Burnley (1986, p. 80) argued that the:

Intergenerational occupational mobility, or convergence, on the scale shown

by the second generation Greeks, Italians and Yugoslavs may be explained

in part by their parents’ motivations for migration to Australia. Economic

betterment for themselves, and their children were primary goals. The ma-
jority of Greeks and Italians formed their families in Australia, and they



Table 2.25: Australia: Occupational status according to birthplace of parents 1981 (percentage distribution).

Occupational Status (Percent)

Adminis- Transport Tradesmen  Service
Birthplace | Professional trative Clerical Sales Communic- Process & Sport Unemployed
of Technical Executive ation Production Recreation
Parents Generation™

1st 2nd 1st 2nd lst 2nd lst 2nd lst 2nd 1st 2nd lst 2nd 1st 2nd

Australia 134 135 49 49 178 173 83 81 49 50 236 236 7.7 77 5.6 5.4
UK. & Eire {143 145 59 63 169 185 7.7 86 4.0 48 285 221 95 79 6.8 4.7
New Zealand | 14.8 149 4.9 6.7 159 180 84 9.6 3.5 3.5 264 186 107 87 7.1 6.1

Germany 105 118 76 2.7 152 118 65 88 3.3 3.8 318 282 107 69 59 13.7
Netherlands |11.1 149 92 12 145 171 71 95 3.2 1.8 338 274 80 82 48 104

Poland 91 203 64 26 91 228 68 82 41 47 355 19.0 115 6.9 7.4 8.6
Greece 1o 116 42 58 4.8 213 138 11.6 3.1 1.9 471 209 115 66 6.4 8.9
Italy 34 100 42 26 71 201 6.0 11.6 3.5 27 3513 255 90 62 38 7.7
Malta 4.6 48 1.1 18 79 138 38 72 43 48 51.6 407 114 6.0 49 102

Yugoslavia 32 131 17 1.7 50 199 36 74 2.7 28 586 250 89 74 82 142
Middle East 27 127 37 48 68 198 85 159 4.2 40 478 151 68 6.3 12.7 9.5
Asia 206 186 49 4.0 170 171 4.5 10.1 29 3.9 222 231 104 121 10.3 6.9

Source: Wood & Hugo (1984, p. 30.). ABS 1981 Census of Population and Housing One Percent Sample Tape.

* t : . .
1°* generation defined as persons born overseas, 2" generation as persons with at least one parent born overseas.

BTL
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migrated to do this. Motivations of parents and their children out-weighed
the societal constraints, including discrimination.

Burnley also mentioned that the second generation occupational mobility of Greeks,
Italians and Yugoslavs may have been influenced by the tendency for children (even
in ethnic concentrations) to communicate in English (a finding of Smolicz and Harris
(1976)).

As Wood and Hugo (1984) point out, although there has been considerable oc-
cupational upward mobility for southern Europeans, inspection of the proportions in
the professional or technical occupations compared to long standing Australians indi-
cates that complete equality with longer standing Australians has yet to be reached.

The Middle East ethnic group exhibited similar intergenerational occupational
mobility as the southern Europeans with an even greater shift away from manual
labour into white collar occupations. Although not to the same degree as the south-
ern Europeans, the Dutch and Polish groups also exhibited strong occupational up-
ward mobility, enough so for the second generation Dutch and Polish to have greater
proportions in the professional and technical occupations than the Australian born
with Australian born parents. The Maltese showed only a small degree of inter-
generational occupational upward mobility, with a decrease in the proportion in the
tradesmen, process and production category and an increase in the proportions in
the clerical and sales categories. Both the German and Asian groups showed little
intergenerational occupational status movement.

On the whole, Evans and Kelly (1986) concluded that second generation immi-
grants do as well as, and perhaps better, than longer standing Australians insofar as

occupational status is concerned.

2.5.2 Ethnicity and Income Differentials

A number of studies in the 1980’s and 1990’s have compared the income position of
first, second and higher generation immigrants in Australia. Among them are the
studies of Wood and Hugo (1984), Mistilis (1985), Chiswick and Miller (1985), Kelly
et al. (1986), Beggs and Chapman (1988a), Chapman (1991), Jones (1988, 1989),
and Flatau and Hemmings (1991).

Wood and Hugo (1984), using 1981 Census data, cross-tabulated first and sec-

ond generation immigrants of selected origins by income groupings. Although this



74

analysis did not take into account the age difference between the first and second
generations, nor take into account educational background or labour force experi-
ence, it nevertheless showed that for just over half of the immigrant groups, a greater
proportion of the second generation were in the highest income bracket than the first
generation. This same proportion also applied when only the non-English speaking
immigrant origin groups were considered.

Also making use of 1981 Census data, Chiswick and Miller (1985) examined fur-
ther income differences between generations of immigrants and the Australian born.
They used data on men aged 25 to 64 years in 1981 who reported a positive usual
weekly income. Unlike Wood and Hugo (1984), Chiswick and Miller controlled for a
range of variables that could impact on income such as age, education, labour market
experience, language spoken at home and period of residence in Australia. Their re-
sults indicated that, overall, first generation immigrants had 5% lower incomes than
the Australian born and 7% lower incomes with other things the same. Other things
the same, immigrants from New Zealand were found to have the highest incomes and
those from southern Europe and the Middle East the lowest. However, the incomes of
first generation immigrants, particularly those from non-English speaking countries,
were found to increase with their duration of residence, other things the same. Thus
the importance of income differentials decline the longer the immigrant resides in
Australia.

Years of pre-immigration labour market experience and schooling were found to
have a similar partial effect on income for immigrants from English speaking countries
as for the native born but a smaller partial effect for those from non-English speaking
countries. This finding is echoed by Kelly et al. (1986) and Jones (1988, 1989)
who both found that first generation immigrants rcceived a lower rate of return to
their education and labour market experience than the Australian born, particularly
Mediterranean migrants. Chiswick and Miller suggest that differences in the ability
to transfer international skills are responsible for this outcome.

The role of education on non-English speaking background immigrant male wages
in Australia was specifically investigated by Chapman (1991) using data on 821 im-
migrants and 498 Australian born persons collected for the Office of Multicultural
Affairs in late 1988 and early 1989. Chapman (1991, p. 18) summarised his findings

as follows:
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...overseas primary and secondary schooling, and the holding of over-
seas certificates and diplomas, are rewarded at a much lower rate than
Australian education of ostensibly the same types; immigrant returns
to domestic education are about the same as those experienced by the
Australian-born; and the receipt of domestic education is associated with
increases in the market value of overseas primary and secondary schooling,.

"Three possible explanations for the lower returns to overseas education were put forth
by Chapman (1991): (i) employers are risk-averse and uninformed about the value
of overseas education; (ii) education has a country-specific dimension, implying that
some skills are difficult to transfer internationally (this being the view of Chiswick and
Miller (1985)); and (iii), overseas education is inferior to Australian education (this
being the view of Evans and Kelly (1986) in explaining the low pay-off in Australia
for Mediterranean education).

Language spoken at home was another variable used by Chiswick and Miller

(1985). They found that:

Among those from non-English speaking countries, incomes are about 5
per cent lower if a language other than English is spoken in the home.
Moreover, if the individual indicated a lack of proficiency in his use of the
English language incomes are lower by another 7 per cent.

This finding might further explain why pre-immigration labour market experience
and schooling appeared to be discounted in the Australian labour market, this being
a conclusion reached by Kelly et al. (1986, p.118).

In regard to second generation immigrants, Chiswick and Miller (1985) specified
no particular ethnic groups but found that overall, second generation immigrants
had 4 % higher incomes than the Australian born generally but with other things the
same, this fell to a statistically insignificant 1 %.

Mistilis (1985), using the Australian Bureau of Statistic’s 1 per cent sample from
the 1981 Census, investigated income differentials between second and higher gener-
ation immigrants. Only persons aged 18 years or older who reported their income
and who were not attending a tertiary institution full-time were considered. Age was
controlled for but education, labour force experience and gender were not. Mistilis
used fathers’ birthplaces to define the ethnicity of second generation groups. It was
found that most second generation groups had mean age adjusted incomes greater
than the control group comprising Australian born persons whose father was born in

Australia.
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Mistilis (1985) found that all second generation groups originating from English
speaking countries had mean age adjusted incomes greater than the control group:
New Zealanders had a 6 % higher income; British and Irish, 3 %; and other English
speaking (comprising Canada, United States of America and South Africa (n=48))
21%. Non-English speaking origin second generation groups found to have greater
mean incomes than the control group were: Greeks, 7% higher; Germans, 3 %; and
Polish, 3%. The only two groups found to have lower mean age adjusted incomes
than the control group were second generation Italians and Dutch with 3% and 10 %

lower incomes respectively.

2.5.3 Ethnicity and the Incidence of Unemployment
First Generation Immigrants and Unemployment

The research that has been carried out on the unemployment experience of first
generation immigrants in Australia has consistently shown that the unemployment
rate for these people is higher than for the Australian born (Wood and Hugo (1984),
Withers and Pope (1985), Inglis and Stromback (1986), Jones (1988, 1989), Beggs
and Chapman (1988b), Wooden and Robertson (1989), Wooden (1990) and Foster
et al. (1991)). First generation immigrant women, recent arrivals and those from
non-English speaking countries have been found to be the groups most likely to be
unemployed.

Wooden (1990), using Australian Bureau of Statistics Labour Force data and
unpublished data, cross-tabulated age groups with birthplace in his investigation of
migrant unemployment rates. He found that unemployment rates for migrants from
English speaking countries were generally slightly higher than for the Australian
born. Migrants from non-English speaking countries, however, had unemployment
rates up to 10 % higher than the Australian born in the case of 18 to 24 year old
males, and were typically about 4 % to 5% higher for the other age groups.

Using multivariate statistical techniques on data from the Australian Bureau of
Statistic’s Characteristics of Migrants Survey!” and the 1986 Census, Wooden (1990)

investigated the effects of birthplace and language proficiency, education, and period

17Conducted in March 1987 as a supplement to the regular monthly labour force survey, this survey
was restricted to persons born overseas who arrived in Australia on a permanent basis after 1960 and
were aged 18 years or over at the time.
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of residence on the labour force status of first generation migrants. As mentioned
earlier, Wooden found that non-English speaking background migrants are more
likely to be unemployed than English speaking background migrants. It was found
further that southern European and Asian migrants did far less well even when
compared with other non-English speaking migrants. Wooden suggested that English
language speaking ability may be responsible for these differences.

As the 1986 Census asked persons to assess their own English language speaking
ability, Wooden (1990) was able to control for same in his investigation of migrant
unemployment. Using 1986 Census data, Wooden found that overall, persons who
spoke English poorly or not at all had a probability of unemployment about 15%
higher in the case of males and 8% higher in the case of females, when compared
to the Australian born control group. However, when English language speaking
ability was controlled for; only Asian migrants emerged as significantly more likely
to be susceptible to unemployment. In fact, male migrants from the British Isles and
New Zealand were found to be worse off regarding unemployment than most other
migrant groups when language ability was controlled for. Wooden suggested that
this may be due to the greater motivation of some ethnic groups. He attributed the
higher probability of unemployment for Asians to the large component of Vietnamese
refugees in the Asian population.

Regarding education, Wooden’s (1990, p. 30) research revealed:

While it is found that at all levels of education the Australian born do
better than the overseas born (which contrasts with Beggs and Chapman
[1988a] who actually found the overseas born less likely to be in unem-
ployment at low levels of education), there is some evidence to support
the hypothesis that post-school qualifications gained overseas do not have
as large an effect on employability as do the same level of qualifications
obtained in Australia, but only for migrants from a non-English speaking
background and only for males.

The research of Beggs and Chapman (1988b) and Wooden and Robertson (1989)
found further that although higher levels of education are associated with lower un-
employment for both the Australian and overseas born persons, the relative margin of
unemployment of the overseas born increases with higher education, particularly for
non-English speaking background immigrants. This finding parallels that of Evans
and Kelly (1986) who found that only highly educated Mediterraneans who were

educated overseas suffered a reduced occupational payoff to their education. Fos-
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ter et al. (1991) also found that the largest gap in unemployment rates between
non-English speaking born persons and those born in Australia or another English
speaking country was for those holding a degree. Of those aged 15 to 64 years in
1989 and holding a degree, only 1.7% of those born in Australia were unemployed
compared with 2.4 % and 5.4 % for those born in a non-English speaking country and
those born in an overseas English speaking country respectively (Foster et al., 1991,
p. 85).

Length of residence in Australia was found by Wooden (1990) to be one of the
most important variables regarding migrant unemployment rates. He found that
the probability of migrants being unemployed, particularly for non-English speaking
background migrants, fell dramatically within the first five years of residence and
thereafter slowly converged to the rate of unemployment for the Australian born. For
one group of migrants, the southern Europeans, the likelihood of being unemployed
was actually lower than for the Australian born after five to nine years of residence.
Wooden’s finding on the effect of period of residence on probability of unemployment
parallels that of Chiswick and Miller (1985) who found that, other things the same,

migrants’ incomes rose with length of residence.

Second Generation Immigrants and Unemployment

Far less research on the incidence of employment for second generation immigrants
in Australia has been conducted than on first generation immigrants. The work
of Wood and Hugo (1984) and Jones (1988, 1989) provide exceptions. Wood and
Hugo (1984), using 1981 Census data, crosstabulated unemployment rates by first
and second generations for specific birthplace groups (see table 2.25 given earlier).
With the exception of second generation people originating from the United Kingdom
or Eire, all second generation immigrant groups were found to have unemployment
rates greater than higher generation Australians. Further, non-English speaking
second generation immigrant groups also had unemployment rates greater than their
respective first generation groups, the two exceptions being the second generation
Middle Eastern and Asian groups. Wood and Hugo attributed this to the younger age
profile of the second generation and to the higher than average youth unemployment

rates in 1981.

Jones (1988, 1989), using data from the Australian Bureau of Statistic’s 1982
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Family Survey, also investigated the unemployment experience of second generation
immigrants. He found differences in unemployment rates to occur within the second
generation. Those with fathers born in southern Europe were found to have signif-
icantly higher rates of unemployment than other groups, a finding which was not
explained by controlling for either educational attainment or labour force experience.
Jones speculated that southern Europeans might come disproportionately from fam-
ilies where the father ran his own business and that some unemployed men might
be working as unpaid helpers but were reported as unemployed. However, further

analysis gave little support to this speculation.



Chapter 3

Methodology

The types of material used for analysis in this thesis were of two main types namely,
data from a questionnaire survey and questionnaire respondents’ academic records.

The main advantage for using a questionnaire survey for the collection of data
is that a relatively large amount of information can be collected efficiently from a
large population. Data from a large population is desirable as the larger the sample
population, the greater the chances it will be an accurate representation of the total
population.

The main disadvantage of questionnaire surveys is that because of the large vol-
ume of information, it has to be in a form which allows it to be readily analysed.
This has the effect of restricting the responses that can be given to questions in the
questionnaire, that is, they are of a ‘closed’ format. Thus, for example, in trying to
determine factors which were important in influencing a student’s choice of course, a
list of possibilities drawn up by the researcher are given to which the respondent must
respond, say, ‘Important’ or ‘Not Important’. If this information had been sought
in an ‘open-ended’ manner, that is, allowing the respondents to freely express what
they considered to be important factors in choosing their course, it may be that one
would be given a more detailed and accurate picture of factors which influence a stu-
dent’s decision making process than what could be attained from a ‘closed question’
approach. However, when dealing with a large sample population, ‘closed question’
data are able to be more efficiently collected and analysed than ‘open-ended question’
data.

In order to obtain data on what students hoped to gain from their studies, an

open ended question was asked in the final questionnaire, a closed question format
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being considered inappropriate. The data gained from this question could not be
readily coded for analysis as the rest of the questionnaire data and thus required a

different method of analysis which will be described later.

3.1 The Questionnaire Survey

3.1.1 Development of the Pilot Study Questionnaire Form

The main objectives of the questionnaire survey were to establish students’ socio-
economic and educational background, educational aspirations, factors directly influ-
encing their choice of course, linguistic and ethnic background, perception of ethnic
identity and degree of social integration. The data so obtained was related to stu-
dents’ academic records information to establish which factors were most strongly
associated with high or low academic achievement.

With these above factors taken into consideration, an initial questionnaire form
was developed (see appendix A). Initially, a number of questionnaires from other
studies which sought similar information in some areas were consulted (Anderson et
al., 1978; Harris, 1976; Jordan, 1966; Piesiewicz, 1982; Power et al., 1985 & 1986; and
Williams, 1982). Some questions from these questionnaires were taken and modified
for use in the pilot study questionnaire.

As the data from the questionnaire would be related to the academic records of
the respondents, some form of identification of the respondent had to be sought to
enable this. The most confidential and efficient way to do this was via the ‘student
identification number’ issued to each student by the university. Thus students were
asked to supply this information. Due to the confidential nature of this information, a
statement of the confidentiality of all information supplied by students in the survey
was given on the frontispiece of the questionnaire. An example of how to answer
most of the questions was also included on the frontispiece. The majority of questions
were designed so that respondents could circle the most appropriate response to each
question asked, these responses being numeric to facilitate computer analysis.

Questions 1, 2, 3, 16, 17 and 18 (see appendix 1) established the general facts of
students’ sex, year of birth, year of arrival to Australia (if born outside Australia),
type of accommodation, family size and birth order, and whether the student had

any dependent children or not.
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The socio-economic and educational background of respondents were established
by asking respondents to classify their parents’ occupation and education levels (ques-
tions § and 6) and to give their own education level, type of secondary school attended
and sources of financial support (questions 6, 7 and 19).

A series of questions were asked regarding the student’s course. Which course
enrolled for, whether enrolled part or full-time, entry qualification to current course,
and years between the gaining of the entry qualification and commencing current
studies were all sought (questions 8, 9 and 11). Questions 9 and 10 sought further
information related to full/part-time enrolment, namely, whether the provision of
after hours classes was an important factor for choosing a course, or if a part-time
student, whether or not they had previously been enrolled full-time and if so, to give
a reason for the change of status to part-time. Question 10 determined whether or
not a student would have considered enrolling in another course if after-hours classes
were provided in that course.

Questions 12 and 15 related to students’ aspirations. Whether or not a students’
undergraduate course was their first preference course was established in question 12
whilst question 15 determined the highest education level that the student planned
to achieve.

A list of factors were provided in question 13 and students asked to indicate which
were important in influencing their choice of course. Students were also given the
opportunity to mention any other important factors not supplied in the list given. In
question 14 students were asked to respond, on a scale from true to false, to a series
of general personal statements about their life and course at university.

The linguistic background of students was sought in questions 20, 21 and 22.
Question 20 determined to what cxtent a language other than English was regularly
used with the student’s family and friends considered separately. Students were also
asked to specify any non-English languages so used. The students’ own perception of
their ability to read and write in English and their main non-English language was
sought in question 21. Which languages had been (or were being) studied at primary
school, secondary school and university level were sought in question 22.

Information regarding students’ ethnicity were sought in questions 4 and 23.
Question 4 established the country of birth of students and their parents whilst

question 23 asked for the student’s own perception of their ethnic identity. In order
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to gauge the extent of social integration of university students, question 24 asked
respondents to give the number of friends (out of their three closest) who were from
a ‘British or Anglo-Celtic Australian background’, ‘Your own ethnic background (if
other than British/Anglo-Celtic)’, or ‘Minority cultural background other than your
own’.

Finally, an open-ended question was included in the questionnaire, question 25,
which asked students to write about what they considered to be the benefits and
difficulties of studying at university.

The resulting questionnaire form (appendix 1) was then used in a pilot study
to identify possible problem areas such as inadequate wording of questions or poor

response rates to particular questions. The problems so identified were then taken

into account in developing the final questionnaire form.

3.1.2 The Pilot Study and Development of the Final Ques-

tionnaire Form

Towards the end of the 1989 academic year, the pilot study questionnaire form was
distributed to students enrolled in the post-graduate Diploma of Education (now
Graduate Diploma in Education) at the University of Adelaide. The questionnaires
were distributed at lectures and seminars and students were asked to complete them
before leaving same. A total of 54 questionnaires were returned.

The first factor to be taken into account in the formation of the final questionnaire
form (appendix 2) was the population on which it would be used. It was decided
that the questionnaire would be distributed to students who attended orientation
week lectures for the first year subjects English I, Chemistry I and Economics I. The
students were asked to complete and return the questionnaire before leaving these
lectures. The subjects English I, Chemistry I and Economics I were chosen as they
had a relatively large proportion of first year students, whilst at the same time gave
a sample representing those from the sciences, humanities and economics /commerce
fields of study. The vast majority of the sample comprising of first year students al-
lowed for two years of academic results of these students to be considered within the
time scale of the study. Also, this method of distributing and receiving the question-
naires was used as it was considered more efficient than, say, mailing questionnaires

out to students and then waiting for responses and sending reminders.
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As it was anticipated that there would be little time for students to complete the
questionnaire at the end of orientation lectures, the pilot study questionnaire form
was reduced in length. Question 9 was reduced to ask merely whether enrolment was
part or full-time and question 7 was reduced in that students would no longer be asked
to specify the name and place of the last school or college that they attended. Al-
though the information asked in question 14 was considered important, the question
was only appropriate for those students who had already completed some university
studies. Thus as the majority of the sample would consist of new university students,
this question was deleted. For much the same reason, question 8 was reduced to ask
only for the course enrolled. Other questions deleted were questions 10, 11 (b) and
21 (a).

To further shorten the questionnaire, the format of questions 4, 5 and 22 were
changed from a ‘self-coding’ format where the respondent had to circle an appropriate
response from a list given, to a format whereby the respondent wrote a response which
later had to be coded by the researcher.

The pilot study revealed some inadequacies in the way certain questions were
presented. The category ‘Degree’ was added to the list of responses for question
11(a) (from the pilot study questionnaire) which asked what the student’s entry
qualification was to his/her present course. Response difficulties to question 24 were
revealed in the pilot survey, namely, that a significant portion of students (13 %) gave
only a tick or cross as a response rather than a number. In order to try and overcome
this problem, the main question was reworded from “How many are ... 7. to “What
number (i.e. 0, 1, 2 or 3) are of ....” Finally, an additional response to question 13
was added, namely, ‘Content of course’.

Appendix 2 gives the final questionnaire form used in the survey proper after the

above alterations were completed and the questions renumbered.

3.1.3 Application of the Questionnaire and Recoding of Data

As mentioned earlier, the questionnaire was distributed to students who attended
English I, Chemistry I and Economics I orientation lectures conducted at the begin-
ning of the 1990 academic year. A total of 818 questionnaires were returned, 294
from English I students, 384 from Chemistry I students and 140 from Economics I

students. Of the total sample of questionnaires returned, just over three quarters,
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76 %, included the student identification number thus allowing these questionnaire
responses to be linked with academic records.

On return, the questionnaires were first scanned to check for errors which would
cause coding difficulties, for example, the circling of more than one ‘highest educa-
tion level completed’ in question 8. Questions requiring a written response, such as
country of birth or parent’s occupation, were then coded. The computer data file
was then created allowing computer analysis of the data.

The responses to the countries of birth questions (4, 5 and 6) were initially coded
as the students themselves responded thus allowing later regrouping of countries into
broader categories. Similarly, questions asking for languages used and languages
studied (20 (a) and 21) and ethnic identity (22), were coded as responded to thus
allowing for later regroupings.

Question 7, asking for mothers’ and fathers’ occupations, was coded into the Aus-
tralian Bureau of Statistic’s census occupation categories thus allowing for compari-
son with ABS population statistics. Although the question was designed to eliminate
the categories ‘Retired’, ‘Unemployed’ and ‘Deceased’, as these categories were still
used by a number of respondents they were also coded.

A number of questions which had a large range of responses were recoded. Ap-
pendix D contains the recoding tables. Questions 4, 5 and 6, asking for students’ and
parents’ countries of birth, were recoded into five categories principally on the basis
of whether the main language spoken in the country in question was English or not.
The five categories were ‘Australia’, ‘Other English speaking countries’, ‘European
non-English speaking countries’, ‘Asian language countries’ and ‘Other non-English
speaking countries’.

The languages other than English used with family and friends as specified in
question 20 (a) were recoded into the categories ‘Non-English European’, ‘Asian’
and ‘Other’. Question 21 responses, languages studied at primary school, secondary
school and university, were recoded as for question 20 (a) with the additional category
‘English’. The responses to question 22, dealing with students’ perceived ethnic iden-
tity, were recoded into the categories ‘Anglo-Celtic’, ‘Non-Anglo-Celtic European’,
‘Asian’, ‘Other (including overseas students)’, ‘Mixed’ and ‘None’.

The statistical computer package ‘Statistical Package for the Social Sciences’

(S.P.S.S.) was used to analyse the data file created.
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3.2 The Collection and Use of Academic Records

Academic achievement data could only be obtained for those students who gave their
genuine student identification number, these students representing 70.3 % (575) of
the whole sample. The academic achievement data of students’ study undertaken
in 1990 was obtained in the form of academic transcripts. The academic transcripts
gave the course(s) that the student was enrolled in, the subjects enrolled in and the
results obtained for the subjects. The possible results for a subject as given on the
academic transcripts were Distinction, Credit, Pass, Pass Division I, Pass Division II,
Fail, Incomplete Fail, Withdrawal with fail, and Withdrawal without fail. For those
subjects without an ‘incomplete fail’ or ‘withdrawal’ result, a specific subject mark
(between 0 and 100) was also given.

The information given on the academic transcripts was coded and added to the
data file for the questionnaire survey. All students from the questionnaire survey
were identified as falling into three main categories, namely, those who were enrolled
at the University of Adelaide prior to 1990, those who commenced study at the
University of Adelaide in 1990, and those who did not give their student number in
the questionnaire survey.

Each subject at the University of Adelaide is worth a number of ‘points’, with a
total years enrolment of 24 points constituting a full year’s load. The points value of
a single subject ranged from 1.5 points to 12 points. Most first year science, arts and
economics faculty subjects were worth 3 or 6 points. For each student for whom an
academic record was available, the number of points for 1990 studies for which they
received a distinction, credit, pass (pass, pass division I, or pass division II all being
considered as just ‘pass’), fail, incomplete fail, withdrawal without fail, or withdrawal
with fail, were each added to the initial questionnaire data file. From this information,
student loads, grade point averages and progression rates were calculated and this

information cross-analysed with the questionnaire data.

3.2.1 Student Progression Ratio and Mean Withdrawal-not-

fail Percentage

In the study of 1985 entrants to higher education institutions in South Australia by

Power et al. (1987), a Student Progression Ratio was used to compare the academic
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achievement of various groups of students. This ratio was alsc used as a measure
of academic achievement of students in this study. The Student Progression Ratio
(SPR) is the ratio of the number of subject points passed by a student to the number
of subject points enrolled. Thus an SPR of 0.73, say, can be interpreted as implying
73 % of enrolled subjects were passed by students.

In a similar manner, the ‘Withdrawal-not-fail’ percentage (WNF) is the percent-
age of total enrolled subject points which resulted in a withdrawal without fail clas-
sification. A WNF percentage of 25, say, would mean withdrawal without fail from

a quarter of a year’s load.

3.2.2 Construction of the Grade Point Average

A Grade Point Average (GPA) was constructed for further analysis of academic
achievement. For each student, the Grade Point Average (GPA) is equal to the
weighted mean of the student’s 1990 subject marks. Where a subject had an ‘in-
complete fail’ or ‘withdrawal with fail’ result, the subject mark was considered as 0.
Subjects with a ‘withdrawn without fail’ result were ignored in calculating the GPA.

For individual subjects, a mark of 0 to 49 corresponded to a fail, 50 to 64 a pass,
65 to 74 a credit, and 75 to 100 a distinction. Thus a GPA falling in the range 0 to
49 can be taken as an overall fail standard, 50 to 64 of pass standard, 65 to 74 credit

standard, and 75 to 100 as of overall distinction standard.

3.3 Analysis of Qualitative Data

This section describes the methodology behind the analysis of data from the open
ended question ‘What do you hope to gain from your studies at the university 7’ in
the questionnaire (appendix B). A total of 687 (84 %) students wrote a response to
this question.

Initially, the responses were read a number of times to obtain a number of broad
categories under which the responses fell. The responses were found to fall under four
categories, namely, career and financially related gains, social and cultural gains, self
improvement gains, and other gains directly attributable to the course of study at uni-
versity. Under each of these headings, students’ responses were further categorised.

For example, under the ‘career and financial gains’ heading were those students who
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purely wanted to get a high paying and prestigious occupation whilst other students
placed a greater importance on gaining an occupation which would be intrinsically
more satisfying, rewarding or enjoyable.

The number of students responding under each main and sub heading was calcu-
lated to find the most popular overall responses and thus the general picture of why
students were undertaking a higher education and what the student population in
general hoped to gain from studying at university. This in turn indicated students’
perceptions of what a university is all about and what its role in the wider community

is.



Chapter 4

Analysis of Questionnaire Survey

Responses

This chapter is concerned with the analysis of the responses to the questionnaire
survey before they were related to academic achievement data. Much of the data will
be compared with Australian Bureau of Statistics 1986 Census data to indicate which
groups of society are under or over-represented in the University of Adelaide student
population. Also, comparisons will be made with data on 1985 entrants to higher
education institutions in South Australia compiled by Power et al. (1985), and data
on 1980 entrants to Australian universities compiled by Williams (1982). In doing
so, it will be revealed whether or not the social makeup of University of Adelaide
student entrants has changed over the past five to ten years. This in turn will indicate
whether or not programmes implemented to overcome inequities in higher education
are having the desired impact.

Tables of the responses to questions can be found in appendix C. It should be
noted that the percentages used in the tabling of data from the survey are valid
percentages, that is, those based on the number of valid responses.

Many comparisons were made with the results of Power et al. (1985) from a study
of 1985 entrants to higher education institutions in South Australia. Some limitations
of these comparisons need to be noted at the outset. Although the sample of this
1990 survey consists of students enrolled in first year level sub jects, a small number
of these students were not new entrants to the University thus making this sample
type different from that of Power’s which consisted wholly of new entrants. However,

as the majority of students in the 1990 sample were new entrants, it was considered
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worthwhile to make the comparisons. Another fundamental difference between the
two studies was that Power’s sample considered entrants to all undergraduate courses
whereas in the present survey, over 95 % were enrolled in a science, arts or economics
degree.

Various factors from the questionnaire survey were also inter-related to find, for
example, whether or not higher education aspirations differ for those from different
socio-economic or ethnic backgrounds.

The final section of this chapter contains the results of the analysis of the open

ended question ‘What do you hope to gain from your studies at the University ?’

4.1 Basic Findings of the Questionnaire Survey

4.1.1 Response Rates

As mentioned in chapter three, the questionnaires were distributed to students at
orientation lectures to be completed and returned on leaving the lecture. As the
number of students to whom a questionnaire was given could not be practically
obtained, an exact response rate cannot be calculated. However, by comparing the
number of returned questionnaires with the number of students who officially enrolled,
approximate response rates can be calculated. Questionnaires were distributed at
all orientation lectures for Chemistry I and English I only, thus response rates can

only be calculated for these subjects. Response rates of those at the Chemistry and

Table 4.1: Response rates.

Subject Response | Enrolment Response
N N1t Rate (%)
English I 294 387 76.0
Chemistry I 384 525 73.1
Economics I 140 468 29.9?

'Source: 1990 Statistics, University of Adelaide, 1990.
’Low due to questionnaires not being given at all
orientation lectures for this subject.

English orientation lectures were generally quite high with around three quarters of
students returning a questionnaire. As questionnaires were distributed at only two

of the three orientation lectures for Economics I, a very rough response rate may be
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obtained by comparing the number of responses with only two thirds of the actual
enrolment number. This yields a response rate of around 50 %, somewhat lower than
for the other subjects. This is most probably due to the Economics students having
less time at the end of the lecture to complete the questionnaire compared with those

at the English or Chemistry orientation lectures.

4.1.2 General Background Details of Respondents

Gender

Males represented 47.5 % of the survey sample. University statistics revealed, how-
ever, that 51.2% of 1990 enrolments in English I, Chemistry I and Economics I were
male.! This disparity is most probably due to females tending to be more co-operative
than males when it comes to participation in questionnaire surveys of a voluntary

nature.

Age

The majority of the sample, 55 %, were born in 1972 or later, that is, they were of
age 17 years or less as at 1°* January 1990. At the other end of the scale, those
aged 25 years or over as at 1% January 1990 represented 11 % of the sample. The
corresponding figures from the 1985 study of Power et al. (1985) for the University
of Adelaide were 53 % and 14 % respectively. Although the differences are small,

indications are that lower proportions of older students are entering than in 1985.

Semester Residence

The view that Adelaide University is very much a ‘commuter’ university is supported
by the finding that only 7% of respondents resided in a college or hall of residence
whilst 67 % of respondents resided with their parents or relations during semester
time. The other 26 % indicated other forms of residence such as boarding or sharing
a house with friends. For 1985 entrants to the University of Adelaide, Power et
al. found that 74 % resided with a parent, thus indicating a slight increase in the

proportion of students living away from parents, despite the younger age of the 1990

sample.

1Source: 1990 Statistics, University of Adelaide, 1990.
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Earlier information available from the study by Williams (1982) indicated that
about 80 % of students entering the University of Adelaide in 1980 resided with their

parents, this proportion being larger than for the 1990 and 1985 findings.

Financial Support

Students were given a list of possible financial sources and asked to rate their degree
of dependence on each one as a ‘Major source’, ‘Minor source’ or ‘Not at all’. This
response structure was the same as used by Power et al. (1985).

The majority of students, 55 %, relied on their parents/guardians as a major
financial source. AUSTUDY was claimed to be a major financial source by only
25 %, with 63 % claiming to receive no AUSTUDY benefits at all. For 1985 entrants
to the University of Adelaide, Power et al. also found that AUSTUDY (TEAS in
1985) was a major source for 25 %.

Regular full-time work was a major source for 7% (51). Casual or part-time work
was the second largest major source category at 31 %, whilst for 39 % it was a minor
source. These figures indicate that over three quarters of students in the survey had
paid employment as a major or minor financial source.

Williams (1982) had ‘Only Support’, ‘Main Support’,‘Some Support’ and ‘No
Support’ as response categories to a question on financial support in his study. For
1980 entrants to the University of Adelaide, he found that approximately 29 % had
AUSTUDY (TEAS in 1980) as their ‘Only Support’ or ‘Main Support’, whilst about
58 % were in these categories regarding parental support. Although these figures are
much the same as for the 1990 survey, a huge difference occurs when dependence
on casual or part-time work is considered. Williams found that only 39 % of 1980
entrants relied at least in part on casual or part-time work compared with 70 % of
those in the 1990 survey. This indicates that much greater proportions of students
are now dividing time and attention between study and work than was the case ten

years ago.

Dependent Children

Just under 6 % (45) of respondents claimed to have dependent children, 17 of these
respondents being male, 27 female. Further, of these respondents, 5 males and 3

females were 21 years of age or less as at 1 J anuary 1990.
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4.1.3 Socio-economic Background of Respondents

Parents’ education and occupation levels were used to establish the socio-economic
background of students. The results of the survey were compared with Australian
Bureau of Statistics (ABS) data and the previous findings of Power et al. (1985)
to gauge which sections of the community were over or under-represented at the

university and if proportions of representation had changed over the past five years.

Parents’ Education Levels

1986 South Australian Bureau of Statistics (ABS) Census data showed that only
9% of all males aged 35-54 (this age range being most representative of students’
fathers’ ages) held a degree? compared with 36 % of students’ fathers, as found by
the survey (see table 4.2). At the other end of the scale, ABS data showed that
51% of all males aged 35-54 had no post-secondary qualification compared with
41% of fathers. Inbetween, ABS data showed that 40 % of 35-54 year old males
had a trade certificate, post-secondary diploma or similar qualification compared to
only 23 % of fathers. Clearly, the student population strongly over-represented those
with a father holding a degree whilst those with a father holding a post-secondary
qualification less than a degree, or having no post-secondary qualification at all, were
under-represented.

To try and establish whether or not the socio-economic status level of the stu-
dent body has changed over the last five years to more closely represent the wider
population, the survey data can be compared with that of Power et al. (1985) (see
table 4.3). In his study, it was found that 37 % of fathers of entrants to The Univer-
sity of Adelaide held a degree or higher qualification, whilst ABS 1981 Census data
showed that 11 % of South Australian males aged 35-44 held a degree. Comparing
the findings of Power with those of the 1990 survey results indicated that the degree
of over-representation of students with highly educated fathers was much the same
as it was five years ago.

For all Australian females aged 35-54, 1986 ABS census data showed that only
4% held a degree, whilst 74 % had no post-secondary qualification compared with
27% and 56 % found respectively by the survey for students’ mothers. Inbetween,

2Source: ABS, Census 86 — Cross-Classified Characteristics of Persons and Dwellings, South Aus-
tralia, Cat.No. 2494.0., p. 128.



Table 4.2: Percentage of parents in each education level.

Degree or higher Trade certificate, No post-secondary | Total
post-secondary diploma e.t.c. qualification

Father | 1990 Survey 36 23 41 100
S.A. Males 9 40 51 100
Aged 35-54!

Mother | 1990 Survey 27 17 56 100
S.A. Females 4 22 74 100
Aged 35-54!

'Source: ABS, Census 86 - Cross-classified Characteristics of Persons and Dwellings, South Australia, Cat. No. 6235.0, p. 128.

Table 4.3: Percentage of parents holding a degree.

Father Mother
1990  S.A. Males 1985 S.A. Males 1990 S.A. Females 1985 S.A. Females
Survey Aged 35-54' | Entrants? Aged 35-44% || Survey Aged 35-54! | Entrants? Aged 35-443
36 9 37 11 27 4 18 8

'Source: ABS, Census 86 — Cross-classified Characteristics of Persons and Dwellings, South Australia, Cat.No. 6235.0, p. 128.
Study by Power et al., Access to Higher Education, National Institute of Labour Studies, 1985.
*From Power et al., 1982 South Australian ABS data (Cat. No. 4010.0, table 4.44).

2Co
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ABS data showed that 22 % of 35-54 year old females had a trade certificate, post-
secondary diploma or similar qualification compared to only 17 % of mothers. Clearly,
the student population strongly over-represented those with a highly educated mother
whilst those with a mother with no post-secondary qualification were strongly under-
represented. Those with mothers in the middle education level were also under-
represented, though not to the same extent.

A different picture than that for fathers emerged when the change in the compo-
sition of the student body over the past five years was considered. For 1985 entrants
to Adelaide University, Power et al. found that only 18 % had mothers with a degree
or higher qualification compared with 27 % found in the present survey (table 4.3).
The apparent rise in the proportion of students with mothers holding a degree or
higher may be explained by a higher proportion of women generally holding a degree
or higher qualification than in 1985. However, 1982 ABS data used by Power et al.
showed that 7.6 % of South Australian females aged 35-44 held a degree or higher
qualification, a figure higher than the 4.4 % of 35-54 year old females in the 1986
Census. Thus over the past five years, the over-representation of students with a
mother holding a degree has notably increased.

On the whole, it would appear that from 1985, the relative proportion of students

with a parent holding a degree or higher qualification has, if anything, increased.

Parents’ Occupations

The responses to the 1990 survey parental occupation questions were coded into the
major groups of the ABS ‘Classification and Classified List of Occupations’, as used
by Power et al. (1985) and for the 1981 Census. Thus the 1990 survey data may be
readily compared to that of Power et al. and 1981 Census data. Direct comparisons
of 1990 survey occupation data cannot, however, be made directly with 1986 ABS
South Australian Census data as a different classification of occupations was used
for this census, namely, the ‘Australian Standard Classification of Occupations.” The
ABS pointed out that:
...1t is not possible to map the new classification onto the old classifi-

cation at a conceptual level because the philosophical basis of the two
classifications are very different.3

3ABS, Census 86 — Australian Standard Classtfication of Occupations/Classifications and Classified
List of Occupations: Link, Cat.No. 2182.0, p. 1.
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For this reason, 1990 survey data will be compared with ABS 1981 South Australian
Census data.?

The occupation categories used in the 1990 survey were re-grouped into three
occupation levels as indicated in table 4.4. The ‘upper’ occupation level consisted of
the professional, technical and administrative, managerial and executive categories,
the ‘middle’ level contained clerical workers, sales related workers and those in the

Armed Services (only one parent being in the Armed Services in the survey), and

Table 4.4: Groupings of ABS 1981 Census' and 1990 survey parental occupation
categories.

Broad 1990 Survey Categories?/
Grouping | ABS 1981 Census Categories
Upper 0. Professional, technical

1. Administrative, managerial, executive
Middle 2. Clerical workers

3. Sales workers

10. Members Armed Services
Lower 4. Farmers, fishermen e. t. c.

5. Miners, quarrymen e. t. c.

6. Transport, communication
7/8. Tradesmen e.t. c.

9. Service, sport, recreation e. t. c.

'Source: ABS, Census 81 — Cross-Classified Characteristics of Persons and
Duwellings, South Australia, Cat. No. 2447.0, pp. 33-35.
?As the ABS data deals only with employed persons, the 1990 survey
categories ‘Home-based’, ‘Retired’, ‘Unemployed’ and ‘Deceased’ were
omitted for making comparisons with ABS data.

the ‘lower’ category which consisted of farming, mining, transport, communication,
tradesmen and service, sport or recreation related occupations.

As the ABS occupation data dealt only with employed persons, the 1990 survey
categories ‘Home-based’, ‘Retired’, ‘Unemployed’ and ‘Deceased’ were omitted for
making comparisons with ABS data. This had the greatest impact on the data
for students’ mothers of whom 22 % were ‘home-based’ and thus not considered as

employed for the purposes of making comparisons with ABS population figures.

4ABS, Census 81 - Cross-Classified Characteristics of Persons and Duwellings, South Ausiralia,
Cat. No. 2447.0., pp.32-35.
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For all employed 35-54 year old males in South Australia in 1981, 26 % were

in the upper, 14% in the middle, and 61 % in the lower occupational categories

Table 4.5: Percentages of students’ parents in each occupation level.

Occupational Level! Total || 1985 Entrants
Upper | Middle | Lower Upper level®

Father | 1990 Survey 61 11 28 100 67

S.A. Males 26 14 61 101

Aged 35-542
Mother | 1990 Survey 49 34 17 100 57

S.A. Females 22 36 42 100

Aged 35-542

!Occupational Levels as given in table 4.4

2Source: ABS, Census 81 — Cross-classified Characteristics of Persons and
Dwellings, South Australia, Cat. No. 2447.0

3Study by Power et al., 1985, Access to Higher Education, National Institute
of Labour Studies.

Note: ABS occupation data is for employed persons.

(see table 4.5). In comparison, 61 % of students’ fathers had their present or last
occupation in the upper category, 11 % in the middle, and about 28 % in the lower
occupational level. Clearly, the student population strongly over-represented those
with a father in the upper occupation category whilst those with a father in the
lower occupation category were strongly under-represented. Those with a father in
the middle occupation level were slightly under-represented.

Power et al. found that 67 % of 1985 entrants’ fathers were in either the profes-
sional or managerial occupation categories compared to only 26 % of South Australian
35-54 year old males according to the 1981 census. Comparing this data with that
of the survey (table 4.5) indicated that the degree of over-representation of students
with a father in an upper level occupation had decreased from that of five years ago.

For all employed 35-54 year old females in South Australia in 1981, ABS data
showed that 22% were in the upper, 36 % in the middle, and 42% in the lower
occupation categories. The corresponding figures found by the survey were 49 %,
34% and 17%. Thus, as was found for student’s fathers, those with a mother in
the upper occupation category were strongly over-represented whilst those with a
mother in the lower occupation category were strongly under-represented. Those

with a mother in the middle occupation level were slightly under-represented.
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For 1985 entrants, Power et al. found that 57 % of students’ mothers were in the
professional/managerial categories compared to 21 % of South Australian females
aged 35-54 according to the 1981 Census (table 4.5). So although students with a
mother in the upper occupation level were still over-represented in the university’s
student population, the degree of over-representation had decreased over the last five
years.

These figures indicated that students with parents in the upper occupational cat-
egories were still very much over-represented in the student body, whilst those with
parents in the lower occupational categories were strongly under-represented. Also,
those with a parent in a clerical or sales related type occupation were also under-
represented. However, comparing the 1990 findings with those of Power’s 1985 data
indicated that the degree of over-representation of the upper occupational groups

had decreased over the past five years.

To sum up, students with more highly educated parents, or with parents in high
status occupations, were still strongly over-represented in the university student pop-
ulation whilst those with parents with a low level of education or holding a low status
occupation were under-represented. The degree of over-representation of those with
highly educated parents had, if anything, increased over the past five years whilst the
degree of over-representation of those with parents holding a high status occupation

appeared to have decreased.

4.1.4 Respondents’ Educational Background
Respondents’ Secondary Schooling

Table 4.6 gives the percentage of respondents who last attended the various schooling
systems listed. South Australian 1989 Year 12 secondary school population figures
and the 1985 University of Adelaide entrant figures as found by Power et al. are also
given. These figures indicated that the university student population still markedly
over-represented those from the independent system whilst those from state schools
were greatly under-represented. The Catholic school system though, appeared to be
the system most accurately represented in the first year level university student body.

Comparisons of the 1990 survey findings with those of Power et al. indicated that



98

Table 4.6: Last type of secondary schooling attended.

Secondary School Type Survey 1985 U. of A. 1989 Year 12 Sec.
1990 Entrants (Power) School Pop.*

N % % %

State 394 48.8 56 72.7

Catholic 128 15.8 16 15.0

Other Independent 215 26.6 28 12.3

T.A.F.E. or equivalent 47 5.8 - -

Overseas School or College | 24 3.0 - -

Total 808 100.0 100 100.0

*Source: Australian Bureau of Statistics, Schools, South Australia, 1989,
Cat. No. 4221.4, May 1990.

the representation of school systems is much the same as it was five years ago.

Respondents’ Educational Level

As would be expected, the vast majority of respondents, 92 %, had as their highest
educational qualification the completion of secondary schooling. A trade certificate
or post-secondary diploma was the highest educational level for 4 % (32) whilst the

remaining 4 % held at least a degree.

4.1.5 Respondents’ University Course
Course Preference

A large proportion of students, 30 %, indicated that they were not enrolled in their
first preference course as specified on their SATAC application. Of these, 29 % would
have preferred to be studying medicine, health science or dentistry. The next largest
preferred course was economics which was the first choice of 14 %.

The best comparative data available from the 1985 study by Power et al. is from
the question ‘If there were no quotas and you could enrol in any university or CAE
course you liked, would you have enrolled in the same course?’ For 1985 University
of Adelaide entrants, it was found that only 18 % would have enrolled in another
course. The most likely explanation for this figure being significantly less than the
30 % found by the 1990 survey is that the 1990 sample generally consisted of students
not enrolled in courses with the highest cut-off scores, such students being more likely

not to be in their first preference course than those in high cut-off score courses.
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Entry Qualification and Enrclment Type

As expected, the vast majority of students, 88 %, had Australian Matriculation or
Year 12 as their entry qualification. Adult Matriculation and Special Entry entrants
made up 8% of the sample, whilst 1% used an overseas qualification to enter. A
degree was claimed to be the entry qualification by 1% of the sample.

Those enrolled full-time represented 90 % of the sample whilst 10 % were enrolled

part-time.

Influential Course Choice Factors

Students were given a list of factors which might have influenced their choice of
course and asked to rate each of these as either ‘Important’ or ‘Not important’.
The most significant factor, indicated as ‘Important’ by 97 % of respondents, was
‘Own aspirations and interests’, followed by ‘Content of course’ (83 %) and ‘Personal
challenge offered’ (81 %). The prestige or status of a course was important for 28 %,
whilst the financial rewards at the end of the course was considered important by
55 %. The reason ‘Better able to serve society’ was considered important by 46 %.

Parents’, teachers’ and friends’ attitudes and influence were rated as important
factors in influencing the choice of course by 25%, 17% and 12% of respondents
respectively. The Year 12 score needed for entry was considered as an important
choice factor by 55 %, whilst the number of contact hours per week was considered
important by only 17%. The least important factor indicated by students was ‘To
avoid written English’ with 7% (55) indicating this as an important factor.

Higher Education Aspirations

Only 18 % of students planned an Ordinary Bachelors Degree as their highest educa-
tion level. Honours degree level was the most popular level planned with 40 % alming
to reach this goal. A greater proportion of students aspired to a Doctorate, 17 %,
than to a Masters Degree, 13%. The remaining 12 % had as their highest planned
education a Post-graduate Diploma or a Post-graduate Bachelor Degree.

University of Adelaide 1990 enrolment data for the Arts, Economics and Com-

merce, and Science faculties® revealed that the number of Honours students as a

51990 Statistics, op.cit. pp.2 & 8.
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proportion of commencing bachelor degree students was 15 %, whilst the correspond-
ing proportion of commencing Higher Degree (Masters or Doctorate) students was
14 %. These proportions, being substantially lower than the proportion of survey
students aspiring to Honours or a Higher Degree, suggest that many students will

not reach their desired educational level.

4.1.6 Language Background of Students
Languages Used With Family and Friends

Students were asked to indicate to what degree they used a language other than
English with their family and friends. With family, 85 % claimed to use English only,
while 9 % used mainly English plus another tongue. Only 6 % (46) used a language
other than English only or mostly. A similar pattern of language usage existed with
students’ friends, except that there was a tendency for more English to be used.
These figures indicate that 15 % used, at least to some degree, a language other than
English with their family. This figure is somewhat higher than the 11.1 % of five to
nineteen year old South Australians who responded positively to the question ‘Does
the person speak a language other than English at home ?’ in the 1986 Census (Hugo,
1989, p.227). The 15 % of students who spoke a language other than English with
their family as found by the 1990 survey is, however, lower than the percentage of
1991 South Australian higher education students who spoke a language other than
English in their home as found by the Office of Tertiary Education®, namely, 19.2 %.

In the 1985 study by Power et al., students were asked ‘What languages are
spoken by your parents at home?’ and given the same range of responses as used
in the 1990 survey. For 1985 entrants to the University of Adelaide, 80 % claimed
that their parents used English only. The above results tend to indicate that the
proportion of students in South Australian higher education who spoke a language
other than English in the home has increased over the past six years and is higher
than the proportion in the general South Australian population.

Students listed up to three non-English languages which they used with family and

friends. With family, of those who listed one or more, and considering each language

80ffice of Tertiary Education, Ethnicity of University Students in South Australia 1991, Information
Bulletin No. 91/4, 1991.



listed by each student as an individual response, European languages’ 1‘epfe‘_é_ehtt_:d ,

62 % of all responses, meaning that European languages represented 62 % of all non-
English language usage with the family. These languages were used by 82 students.
Asian languages were the next most used non-English languages representing 32 % of
non-English language usage (being used by 43 students). Specifically, Italian, German
and Chinese (Mandarin) were the most used, with about 19 students mentioning each.
With friends, European languages represented 56 % of non-English language usage
(61 students) followed by Asian languages at 42% (46). In particular, German was
the most used (22 students) followed by Chinese (Mandarin) (14) and French (13).
Students were also asked to rate their ability to read and write in their main
non-English language used with family and friends. Of those students who claimed
to regularly use a non-English language, the percentages of students who claimed to

read or write it well or very well were 69 % and 59 % respectively.

Non-English Languages Studied at Primary School, Secondary School and

University

Students listed up to three languages which they had studied at each of primary
school, secondary school or university. Across the board, non-English European
languages were the most studied.

An interesting fact found was that Asian languages were studied to a greater
extent at the primary level rather than at the secondary level. Furthermore, more
students studied Asian languages at the university than at school. Although Asian
overseas students account for a large proportion of those studying Asian languages,
even when Malaysian-born students were omitted from the sample as the group con-
taining most Asian overseas students (see table C.5), the proportions of those study-
ing Asian languages at the primary, secondary and university levels were 14 %, 10 %
and 28 % respectively.

Specifically, French was the most studied non-English language at primary school
accounting for 27 % of language study, followed by Italian 23 % and German 20 %.
For secondary school, French (40 %), German (30 %) and Italian (8 %) were the most
studied languages. French and German were also the most studied languages at the

University, accounting for 28 % each, followed by Japanese at 16 %.

"See table D.2 (appendix D) for classification of languages.
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Table 4.7: Non-English languages studied at primary school, secondary school and

university
Language Studied* Primary School | Secondary School | University
N % N % N %
Non-English European | 295 79.3 771 87.0 49 72.1
Asian 74 19.9 109 12.3 19 279
Other 3 0.8 6 0.7 0 0.0
Totals 372 100.0 886 100.0 68 100.0

*See table D. 3 for classification of languages.

Other information extracted from the data were that at least 35 % of the whole
sample had studied at least one non-English language at some stage during their
primary schooling, whilst for secondary school the corresponding figure was 77 %.

In order to roughly gauge whether or not these proportions were in line with
those in the South Australian population at large, South Australian Department
of Education data on enrolments in languages other than English courses in state
primary and secondary schools were considered. In South Australian Department of
Education primary schools in 1988, students enrolled in language other than English
courses accounted for 26 % of all primary students enrolled®. This means that at
least 26 % of those enrolled in a state primary school in 1988 would have studied a
language other than English on completion of their primary schooling.

The difference in arriving at the survey and state percentages should be noted.
The survey percentage was from a population, all of which had already completed
primary schooling. The Education Department figure was from the primary school
population of 1988. Thus the percentage of all state primary students enrolled in
a language other than English course in 1988 omits those not currently enrolled in
a language other than English course but who have already been, or may later be,
enrolled in a language other than English course. Thus the percentage of 1988 state
primary students who will have studied a language other than English is likely to be
higher than 26 % and therefore closer to the survey figure of 35 %.

Another possible factor which would make the survey figure higher than that for

the state figure is that the survey population included a number of students who had

8Source: South Australian Institute of Languages, The Language Challenge: A Policy for South
Ausiralia, 1990, p. 29.
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their primary schooling in a non-English speaking country. Also, some students would
have had their primary education in an independent or Catholic school. However,
when only those survey students born in Australia and who last had their secondary
schooling in a state school were considered, it was found that at least 32 % had
studied a language other than English at primary school, a figure only 3 % less than
that found for the overall survey population.

In South Australian Department of Education secondary schools in 1988, 33 % of
students were enrolled in a language other than English course.® In other words, at
least 33 % of those enrolled in a state secondary school in 1988 would have studied
a language other than English on completion of their secondary schooling, a figure
substantially less than the 77 % found for the survey population. The same arguments
as for the primary school figures apply to the secondary school figures in explaining
that the state figure would in fact be much higher if calculated in the same manner
as the survey figure. The argument that the survey figure is larger due to the sample
containing a number of overseas born students who would have studied at a secondary
school in a non-English speaking country may be disregarded as it was found that
at least 78 % of those students born in Australia, and who last had their secondary
schooling at a state school, had studied a non-English language at some time during
their secondary schooling.

One possible factor that could have contributed to the higher proportion of the
university sample having studied a language other than English is that only the better
performing students in secondary school may be allowed or encouraged to study a
language other than English. These students, being the better students, are in turn

more likely to gain admission to university.

4.1.7 Ethnicity of Students
Students’ and Parents’ Birthplaces

Table 4.8 gives the broad categories of the student’s and students’ parent’s countries

of birth as found by the survey and relevant South Australian ABS 1986 Census data

for comparison.!®

°ibid. p.29.
10See tables D.1 and D.5 (appendix D) for information on the recoding of countries of birth into
the broader categories.
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Australia was the birthplace for 82 % of students, with a further 7% being born in
another English speaking country, 3 % in non-English speaking European countries,
6% in Asian language speaking countries, and 2% in other non-English speaking
countries. Comparing these data with ABS country of birth data for South Aus-
tralian persons aged 0-19 years!!, indications are that Australian born students were
under-represented whilst for each other category over-representation was the case.
Those from the ‘Other non-English speaking’ category were the most over-represented
followed by those born in Asian language speaking countries, the over-representation
of the latter group being due mostly, if not totally, to the presence of Asian overseas
students.

For both students’ mothers and fathers, about 64 % were born in Australia, 15 % in
another English speaking country, 12 % in a non-English speaking European country,
7% in an Asian language country, and 2% in other non-English speaking countries
(table 4.8). Comparisons with ABS data indicated that the proportion of students
with an Australian born parent approximated the proportionsin the South Australian
population. Those with a parent born in other English or non-English European
language speaking countries were under-represented. The group with the greatest
degree of over-representation was those with a parent in the ‘Other non-English
speaking’ category, followed by those with an Asian parent. Power et al. found that
smaller percentages of 1985 entrants to the University of Adelaide had Australian
born mothers and fathers, 61 % and 57 % respectively.

The above findings show that when the student’s country of birth and the parent’s
countries of birth are used as criteria for determining which groups are under or
over-represented, different results arise. Australian born students were found to be
notably under-represented whilst those with an Australian born parent were found
to approximate the proportion in the South Australian population. Students born
in the ‘Other English speaking’ and ‘Non-English speaking Europe’ categories were
found to be over-represented, whilst for students with a parent in these categories,
under-representation was the case.

A possible explanation for these seemingly conflicting results lies in the propor-

tions of student aged people in the South Australian population with both parents

U For students, as their 1986 ages would mean they would be roughly split between the ABS 0-14 and
15-19 age categories, these two age categories were combined for the purpose of making comparisons.



Table 4.8: Students’ and students’ parents’ countries of birth: broad categories.

Country of Birth Student | S.A. Persons Mother | S.A. Females Father S.A. Males
Aged 0-19! Aged 35-54! Aged 35-54!
N % % N % % N % %
Australia 668 82.4 93.2 924 64.5 65.3 515 63.5 64.1
Other English speaking 59 7.3 4.1 117 144 18.3 131 16.2 18.2
Non-English speaking Europe || 21 2.6 1.0 96 11.8 14.0 95 11.7 15.3
Asian? 47 5.8 1.7 58 7.1 2.3 57 7.0 2.2
Other non-English speaking 16 2.0 0.0 18 22 0.1 13 1.6 0.2
Total 811 100.0 100.0 813 100.0 100.0 811 100.0 100.0

'Source: ABS, Census 86 - Cross-Classified Characteristics of Persons and Duwellings, South Australia, Cat. No. 2494.0.

Asian’ category contains a large group of Asian overseas students.

ol
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born in the same country, compared with the proportions in the survey sample. For
example, consider all persons born in country S, say, in a population, with the as-
sumption that a person born in country 8 will have at least one parent born in country
B. If the proportion of all persons born in § with both parents born in 4 is much
higher than the equivalent proportion for a sub-sample of the population, then it is
possible that for the sub-sample, persons born in country 8 may be over-represented
when compared to the general population but those with a mother, or those with a
father, born in B will be under-represented when compared to the general population.

In order to identify specific ethnic groups which were under or over-represented,
comparisons of parental birthplace data with ABS data were made in table 4.9 be-
low. Caution should be exercised when interpreting this data due to the low numbers
occurring in some categories. Student birthplace data was omitted from this compar-
ison due to insufficient numbers and the broadness of using the ABS 0-19 year old

age category. The non-English speaking groups identified as being over-represented

Table 4.9: Students’ parents’ countries of birth: specific categories.

Country of Birth Mother S.A. Females Father S.A. Males
Aged 35-54* Aged 35-54*

N % N % N % N %

Australia 924 64.5 | 102590 65.3 || 515 63.5 | 101347 64.1
U.K. and Ireland | 98 12.1 | 26184 16.7 || 115 14.2 | 25876 16.4
Germany 23 2.8 3381 2.2 18 2.2 3481 2.2
Greece 6 0.7 3733 2.4 8 1.0 3621 2.3
Italy 21 26 6748 4.3 25 3.1 7573 4.8
Lebanon 1 0.1 206 0.1 0 0.0 280 0.2
Malta 0 0.0 508 0.3 0 0.0 550 0.3
Netherlands 3 0.4 2247 1.4 4 0.5 2613 1.7
Poland 6 0.7 876 0.6 5 0.6 809 0.5
Vietnam 7 09 459 0.3 7 0.9 631 0.4
Yugoslavia, 9 1.1 1784 1.1 10 1.2 2384 1.5
Other** 115 14.1 8365 5.3 [ 104 12.8 8986 5.7
Total 813 100.0 | 157081 100.0 || 811 100.0 | 158151 100.1

"Source: ABS, Census 86 — Cross-Classified Characteristics of Persons and
Dwellings, South Australia, Cat. No. 2494.0.

***Other’ category contains a large group of Asian overseas students.

were the German and Vietnamese, whilst the Polish and Yugoslavian groups roughly

equaled the representation in the wider community. On the other hand, those with
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parents born in Greece, Italy, the Netherlands, Lebanon or Malta were found to
be under-represented. The ‘Other’ category shows as being vastly over-represented,
most likely because of the presence of Asian overseas students.

These results may be compared with the 1985 South Australian higher education
entrant data of Power et al. (1985). Again, caution should be exercised when in-
terpreting results as Power’s data covers students from all disciplines and all higher
education institutions in South Australia whereas most of the survey data covers
students from only three disciplines and one higher education institution.

Power considered students’ fathers’ countries of birth and compared these find-
ings with ABS data (see table 2.12). On comparing the 1990 survey data and the
data of Power et al., three major differences become apparent. Those with a German
born father were found to be significantly under-represented by Power, whereas in
the 1990 survey, they were found to equally represent the proportion in the South
Australian population. For students with a father born in the Netherlands, Power
found them to be only slightly under-represented whereas in the survey they were
found to be under-represented to a much greater extent. The greatest discrepancy
occurred when students with a Greek father were considered. Power found this group
to be substantially over-represented in his data whereas the reverse was found by the
survey. This variation may be partially explained by those from Greek backgrounds
tending to have a greater preference for a college of advanced education, as was found
by Taft et al. (1971) (see section 2.2). Thus one would expect the proportion of those
of Greek background in a university population to be less than in a higher education
population generally, this population including those in colleges of advanced edu-
cation. Another possibility is that those with a Greek father may be more highly
concentrated in the medical and law faculties, these two faculties not being covered
by the 1990 survey.

Other parental facts found were that 46 % of students had at least one parent born
overseas, 26 7% having at least one parent born in a non-English speaking country.
Students with both parents born in a non-English speaking country represented 16 %
of the sample, 6 % having both parents Asian born and 9 % with both born in other
non-English speaking countries.

Some rough comparisons of this type of data can be made with similar South

Australian 1986 Census data available from Hugo (1989). Hugo provides data on
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the birthplace of parents of the Australian born South Australian population. This

Table 4.10: Parental birthplace of the Australian born.

Birthplace of Parents
Both Australia | One Australia, | Both Overseas
one Overseas.

1990 Survey 65.3 18.4 16.3
Aust™ born students.
1986 Australian born 74.1 13.6 12.3

S.A. population?
'Source: Hugo, G., Atlas of the Australian People: South Australia, 1986

Census, 1989.

data is therefore compared to the birthplace of Australian born students only in the
1990 survey (table 4.10). These data indicate that the student population in this
survey has a more diverse range of cultural backgrounds than the South Australian
population as a whole, with 65 % of Australian born students in the survey having
both parents born in Australia compared with 74 % for the Australian born South

Australian population.

Ethnic Identity

Students were asked to indicate the ancestral background with which they most
closely identified. Table 4.11 shows the general categories into which the responses
fell. Despite 79 % of students having both parents born in English speaking countries,
only 64 % of the sample identified themselves as of Anglo-Celtic background. A

further investigation of ethnic identity and birthplace of students and parents is in

Table 4.11: Ancestral background identified with.

Background N %

Anglo-Celtic 495 | 63.6
Non-Anglo-Celtic European | 131 | 16.8
Asian 33 | 4.2
Other specific 12 1.5
Mixed 53 | 6.8
None 37 4.8
Overseas Student 17| 2.2
Total 778 | 100.0
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section 4.2.3, ‘Differences Related to Students’ and Parents’ Countries of Birth.’
A question seeking ancestral background was also asked in the 1986 Census. The

question was as follows:

Q15 What is each person’s ancestry ?

e For example, Greek, English, Indian, Armenian

Aboriginal, Chinese e.t. c.

An important difference in responses to the 1986 Census question and the 1990 survey
prohibits meaningful comparisons. With the 1986 Census, information on how to fill
out the questionnaire was also supplied. In this information it was explicitly indicated
that respondents could give ‘Australian’ as a response to the ancestral question if they
saw this as being appropriate. Accordingly, 20 % of South Australians responded
with ‘Australian’. In the 1990 questionnaire though, the category ‘Australian’ was
not given explicitly as a possible response as it was considered to be too broad
and unspecific as a category. However, students still had the option of responding
‘Australian’ at the ‘Other, please specify’ line if they thought the other categories
inappropriate. No student chose to do this though.

4.1.8 Social Interaction

As little research has been done on the degree of social interaction between vari-
ous ethnic groups and the dominant Anglo-Celtic culture, students were asked to
think of their three closest friends and to indicate what number of these were of
British or Anglo-Celtic background, their own cultural background (if other than
British/Anglo-Celtic), or a minority cultural background other than their own.

Of those students who identified most closely with an Anglo-Celtic background (in
question 22 of the questionnaire), 75 % had all three of their closest friends of Anglo-
Celtic background (see table 4.12). On the other hand, of those who identified most
closely with a specific non-Anglo-Celtic background, only 15% had all three closest
friends of their own cultural background. This indicates that those from non-Anglo-
Celtic background are more likely to interact with people of different backgrounds to
their own than those of Anglo-Celtic background.

Of Anglo-Celtic background students, 26 % claimed to have one or more friends of

another ethnic background. For non-Anglo-Celtic background students, 33 % had one
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Table 4.12: Ethnicity of three closest friends.

Identity of Percentage with all three Percentage with at least one
respondent™ friends of same background | friend of a different background
Anglo-Celtic 75 25

Specific

Non-Anglo-Celtic 15 85

group

*From question 22 of questionnaire (see appendix B).

or more friends of a minority culture other than their own and 75 % had one or more
friends of Anglo-Celtic background. Overall, 85 % of non-Anglo-Celtic background
students had at least one friend of a cultural background other than their own.

It should be noted that, since those of Anglo-Celtic origin far out-weigh those
of any minority ethnic background in Australia in number, it would be unlikely for
the proportion of Anglo-Celtic background students having one or more friends from
another cultural background to approximate that for non-Anglo-Celtic background
students. For this situation to exist, it would require those from minority ethnic back-
grounds to have, on average, considerably more friends of Anglo-Celtic background,
than for Anglo-Celtic background students to have of minority ethnic background
friends. Nevertheless, the figures do show that the majority of non-Anglo-Celtic
identifying students have been able to make friends with Anglo-Celtic identifying
students. This finding indicates that those from minority cultures are not being ex-
cluded by those from the dominant culture, nor are they separating themselves from

this group.

4.2 Cross—Classified Characteristics of Question-
naire Data

In this section, selected questionnaire data was inter-related to identify any significant

differences between various groupings of students.

4.2.1 Gender Differences

Here, endeavours were made to locate differences in characteristics of students related

to gender. Some comparisons were made with the findings of the study of 1980
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entrants to the University of Adelaide by Williams (1982).

Age

A t-test of female and male mean ages was insignificant, as was a y2-test of student
age and sex with ages grouped into less than 19 years or 19 years or more. Thus
one may conclude that there was no significant difference in student age between the

sexes.

Semester Residence

Although no significant differences between the sexes for students’ semester residence
were found, some differences were still identified (table 4.13). A ‘college or hall of

residence’ was the category with the highest proportion of females whilst the ‘home

Table 4.13: Semester residence by gender.

Count
Row % Male | Female || Row
Column % Total
Home with parents/relations 266 265 531
50.1 499 || 67.0
71.3 63.2
College or hall of residence 18 34 52
34.6 65.4 6.6
4.8 8.1
Sharing house or flat with friends 33 46 79
41.8 58.2 || 10.0
8.8 11.0
Flat or house with partner/alone/with own children 32 48 80
40.0 60.0 | 10.1
8.6 11.5
Boarding 19 21 40
47.5 52.5 5.1
5.1 5.0
Other 5 5 10
50.0 50.0 1.3
1.3 1.2
Column 373 419 792
Total 47.1 52.9 || 100.0

For y*-test, p>0.17.

with parents/relations’ category had the lowest proportion of females.
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To check for gender differences in the preference for living away from home, a
x?-test of gender and semester residence with residences grouped into ‘home with
parents/relations’ or ‘other’ was conducted. The test was significant (p<0.02) with
females more likely to be living away from home (37 % doing so) than males (29 %).
The differences found by Williams (1982) for 1980 entrants to the University of
Adelaide were not as great with only 19 % of males living away from home compared

to 22 % for females.

Financial Support

No significant differences between the sexes were found in relation to dependence
on AUSTUDY, casual or part-time work, parents/guardians or spouse/partner as
sources of financial support. Williams (1982) also found that differences between the
sexes for dependence on AUSTUDY, casual or part-time work, and parents/guardians
was minimal for 1980 entrants to the University of Adelaide.

In the 1990 survey though, dependence on regular full-time work was found to be
significantly different (p<0.05 for x?-test) with 11 % of males relying on this source

to some extent compared with only 6 % of females.

Parental Occupation and Education Levels

For parental occupation and education levels, no significant differences were found in

relation to gender.

University Course Related Variables

In relation to whether students were enrolled in their first preference course as stated
on their SATAC application or not, and whether they were enrolled full or part-time,
no significant differences were found between the sexes.

Regarding the subject enrolled in, namely, whether English I, Chemistry I or
Economics I, significant differences were found between the sexes. Table 4.14 below
shows that gender inequalities in participation in subjects still persisted. Males
were still over-represented in Chemistry and Economics whilst females were over-
represented in English. However, comparisons with University of Adelaide student
statistics for 1982 and 1985 enrolments indicated that the degree of male or female

over-representation in these subjects has continued to decrease.
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Table 4.14: Female representation in subjects.

Subject Female Proportion (%)
1982 [ 19851 Survey*
English I 74 72 68
Chemistry 1 33 40 45
Economics I | 33 35 40

'From University of Adelaide Student-Staff Statistics, 1983 & 1985.
2For x?-test, p<0.001.

In order to find gender differences between the importance placed on various pos-
sible influential course choice factors (question 14 of questionnaire), x2-tests were
carried out. The factors for which there were no statistically significant gender dif-
ferences (p>0.05) were ‘Contact hours per week’, ‘Matric score needed for entry’,
‘Unable to get in elsewhere’, ‘Parents’ attitudes and influence’, ‘Teachers’ attitudes
and influence’, ‘Friends attitudes and influence’ and ‘Prestige or status involved’.

The factors for which a statistically significant difference was found between the
sexes are given in table 4.15 along with the appropriate frequencies, percentages
and significances. A slightly greater proportion of females, 98 %, considered ‘Own
aspirations and interests’ as an important choice factor compared to males (94 %).
Consistent with this difference, a greater proportion of females, 87 %, responded
‘important’ to the factor ‘Content of course’ compared with only 79% for males.
The largest of all the significant differences was for the ‘Personal challenge offered’
factor which was considered important by 89 % of females as opposed to only 72 % for
males. Females also placed greater importance on the ‘Better able to serve society’
factor, 51 % considering this to be important compared with 41 % for males.

Despite the greater importance placed by females on course content and the per-
sonal challenge offered, conflicting results appear with regard to the ‘Cost and ease
of transport’ and ‘Unsure as to what else to do’ factors. Here, significantly greater
proportions of females than males considered each of these factors as being impor-
tant. For the ‘Cost and ease of transport’ factor, 24 % of females compared to 16 %
of males thought this important with 23 % and 16 % being the respective figures for
the ‘Unsure as to what else to do’ factor. The only factors for which a greater pro-
portion of males than females responded important were ‘Financial rewards at end

of course’ and ‘To avoid written English’. The latter finding suggested that males



Table 4.15: Influential course choice factors by gender.

1122

Count Important Not Significance®
Row % Important
Own aspirations and interests M! 355 21 | 0.0032
94.4 5.6
F? 406 7
98.3 1.7
Personal challenge offered M 267 105 | 0.0000
71.8 28.2
F 363 44
89.2 10.8
Better able to serve society M 151 221 | 0.0046
40.6 59.4
F 206 200
50.7 49.3
To avoid written English M 36 335 | 0.0064
9.7 90.3
F 19 387
4.7 95.3
Financial rewards at end of course | M 222 154 | 0.0351
59.0 41.0
F 213 200
51.6 48.4
Content of course M 297 771 0.0070
79.4 20.6
F 356 55
86.6 13.4
Opportunity to change career M 198 175 | 0.0003
53.1 46.9
F 269 140
65.8 34.2
Cost and ease of transport M 61 312 | 0.0052
16.4 83.6
F 100 309
24.4 75.6
Unsure as to what else to do M 58 313 | 0.0079
15.6 84.4
F 94 311
23.2 76.8
"Male.
’Female.

3For x2-test.
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were less confident than females in their written English abilities which may partly
explain why males were more likely to be found in the sciences whilst females were
more likely to be found in the humanities.

The above results generally indicated that males were less likely to be concerned
with the intrinsic value of a course of study, but rather with what could be gained

at the completion of the course.

Higher Education Aspirations

Although a slightly higher proportion of males than females indicated that they

aspired to a higher degree, this difference was insignificant.

Language Background

In dealing with the data on languages regularly used with family and friends, the
responses ‘English only’ and ‘Mainly English plus Other(s)’ were grouped together
as were the responses ‘Other(s) only, no English’ and ‘Mainly Other(s) plus English’.
With the data regrouped in this manner, for both language use with family and
friends, a slightly larger proportion of males used English only or mostly compared
with females. This difference was insignificant though.

With regard to specific language usage, for both language usage with family and
friends, about equal proportions of males and females used an Asian language. There
was, however, a slight tendency for a lower proportion of females to use non-English
European languages than males but for a greater proportion to use other non-English
languages.

On the question of how well the respondents could read or write their main
non-English language, females considered themselves better on both counts than
did males. Of females, 76 % claimed to be able to read their main non-English
language well or very well compared with only 55% of males. Similarly, 66 % of
females claimed to be able to write their main non-English language well or very
well compared with only 46 % for males. Both of these differences were statistically
significant (see table 4.16). These results suggest that females generally have a higher
ability in language learning than males.

Regarding languages studied at primary and secondary school, of those who stud-

ied a non-English language at primary or secondary school, there were practically no
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Table 4.16: Respondents’ perceptions of ability to read and write in main
non-English language by sex.

Count Very well | A little or | Significance
Row % or Well | Not at all | for y%-test
Ability to Read | M* 34 28 | 0.0035
54.8 45.2
F* 84 26
76.4 23.6
Ability to Write | M! 28 33 | 0.0096
45.9 54.1
F? 71 36
66.4 33.6
"Male.
2Female.

differences in the proportions of females and males who studied either non-English
European, Asian or other non-English languages. The number of students who in-
dicated that they had studied a language at university was too low to draw any
conclusions. Differences did occur though, when proportions of males and females
who had studied a non-English language were considered. At the primary level, 40 %
of females in the sample indicated that they had studied at least one non-English
language compared to only 30 % of males. This difference was not as large at the sec-
ondary level where 79 % of females claimed to have studied at least one non-English

language compared with 74 % of males.

Ethnicity

With the country of birth of students and students’ parents recoded into the cate-
gories shown in table D. 1, no significant differences were found between each of these
variables and gender. With countries of birth recoded into ‘Australia’ or ‘Other’
though, a significant difference (p<0.049) was found between the students’ countries
of birth and gender. Here, 85 % of males were born in Australia compared with only
80 % for females. Differences between parents’ countries of birth and gender remained
insignificant, although greater proportions of males than females had mothers and
fathers born in Australia. No significant differences related to ancestral identification

and gender were found.
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Social Interaction

For Anglo-Celtic identifying students, the number of Anglo-Celtic background friends
they had was found not to be significantly different between the sexes. Similarly,
for students identifying with a specific non-Anglo-Celtic background, the number
of Anglo-Celtic background friends or the number of their friends from their own
ancestral background was found not to be significantly different between the sexes.
These findings suggest that, with regard to ancestral background, males and females

socially integrate to about the same degree.

4.2.2 Socio-Economic Status Differences

From the questionnaire data collected, parents’ occupation and education levels were
taken as the main socio-economic status indicators. These indicators were used to
find socio-economic status differences in responses to various questionnaire items.

The categories used for specifying occupation level (see table C. 6) were most of-
ten regrouped for the purpose of making cross-tabulations with other questionnaire
data. The two main groups were parents in the professional/technical or administra-
tive/managerial/executive occupation categories and, for the second group, all those
not in these categories. These two groups are referred to as the ‘high’ and ‘low’ oc-
cupation groups respectively. In dealing with parental occupation data, respondents
who responded with ‘retired’, ‘unemployed’ or ‘deceased’ were omitted.

Similarly, parental education levels were also regrouped for the purpose of making
cross-tabulations. Here, the data was regrouped into those with parents holding a
Bachelors Degree or higher qualification, and those with parents with an education
level lower than a Bachelors Degree. These two groups are referred to as the ‘high’

and ‘low’ education groups respectively.

Age

Tests conducted in this area all consistently indicated that younger students tend
to have parents in the higher occupation and education levels. T-tests of students’
mean year of birth (table 4.17) generally indicated that the mean age of students
with parents in the high occupation or education categories were one to two years

younger than the mean age of those with parents in the low occupation or education



Table 4.17: T-tests of students’ year of birth with parental occupation and education levels.

Occupation Level! 2-tail Education Level? 2-tail
High Low significance || High Low significance
Mean year of birth Mean year of birth
Mother | 1970.48 1969.10 0.001 1970.67 1968.96 0.000
Father |1970.28 1968.67 0.002 1970.95 1968.55 0.000

'High: Professional/technical and administrative/managerial/executive categories. Low: Other.
High: Degree or higher qualification. Low: Less than Degree.

Bl
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levels (table 4.17).

These differences may arise due to those from lower socio-economic backgrounds
having to delay entry to university until they have formed a large enough financial
base allowing them to undertake university studies rather than being able to rely on
the financial support of their parents. This may be particularly the case for mature
age students who may not have had an opportunity to undertake university studies in
their youth but after working for several years and becoming financially independent
from parents find themselves in a position to be able to undertake university study.

Another consistent pattern relating to cross-classified age and socio-economic
background data is that the greater and more statistically significant differences oc-
curred with regard to parental education levels rather than parental occupation levels.
Further, larger differences can also be attributed to respondents’ fathers rather than

mothers.

Semester Residence

With students grouped into those living with parents or relatives, and those living
away from home, x*-tests of student residence and parental education and occupation
levels were conducted. Findings strongly indicated that those with parents in the
high education and occupation categories were more likely to live at home with their
parents or relations.

No significant difference was found in the likelihood of students to be living with
parents based on mothers’ occupation levels. For mothers’ education levels though, a
significant difference was found (p<0.018) with 29 % of students living with parents
having a mother in the high education category compared with 21 % of students living
away from parents. For both fathers’ occupation and education levels, differences
were significant (p<0.001 for both). Here, of students living with parents/relations,
65 % had a father in the high occupation category compared with only 50 % of those
living away from parents. Also, 41 % of those living with parents had a father in the
high education category compared with only 23 % of those living away from parents.

Again, as was found when dealing with age related differences, the greatest and
most significant differences occurred in relation to parental education levels, and

fathers’ education or occupation levels.
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Financial Support

As would be expected, all x2-tests of students’ dependence on AUSTUDY and parental
occupation and education levels were significant (p<0.003) with those more heavily
relying on AUSTUDY having parents in the lower occupation and education cate-
gories. Although all cross-tabulations of student dependence on full-time work and
parental occupation and education levels showed that those with parents in the lower
categories had a greater dependence on this financial source, only one difference was
statistically significant (p<0.004), namely, in relation to fathers’ education levels.
Here, of those with a father in the higher education level, 96 % did not rely on full-
time work at all as a financial source compared with 89 % of those with a father in
the low education category.

The tables were turned when dependence on casual work and parents/guardians
were investigated. For dependence on casual work, all tests with parental occupation
and education levels were significant (p<0.013) except for one, mothers’ occupations
(p=0.051). Nevertheless, for all cross-tabulations of dependence on casual work with
parental occupation and education levels, of those with a parent in the high occupa-
tion or education category, about 23 % did not rely on casual work at all compared
with about 34 % of those with a parent in the lower categories. A similar pattern
emerged for dependence on parents/guardians for financial support. Here, all y2-tests
were significant (p<0.013) and for all those with a parent in a high occupation or
education category, about 14 % did not rely on parents at all compared with about
27% of those with a parent in a lower occupation or education category.

The most likely explanation for these outcomes is that as those with parents in
the low occupation or education categories had greater access to AUSTUDY benefits,
their financial dependence on casual work or parents was less. On the other hand,
those with parents in the high occupation or education categories were more likely
to be ineligible for any AUSTUDY assistance and thus were forced to rely on casual

work or parents for financial support.

Secondary Schooling

As shown in table 4.18, all x*-tests of secondary school type attended with parental
occupation and education levels were significant. Greater proportions of students

with mothers or fathers in the low occupation or education categories than in the



Table 4.18: Students’ secondary schooling by parental occupation and education levels.

Count Mother Father
Row % Occupation Level!  Education Level? Occupation Level Education Level
Column % High Low | Sigmif. | High Low | Signif. || High Low | Signif. | High Low | Signif.
State 125 233 | 0.003 | 90 288 [ 0.001 [ 199 156 | 0.000 | 113 261 | 0.000

349 65.1 23.8 76.2 56.1  43.9 30.2 69.8

442 51.1 43.1 50.9 44.7 54.4 41.1 53.5
Catholic 40 78 271 96 57 54 33 85

33.9 66.1 22.0 78.0 51.4 48.6 28.0 720

141 17.1 12.9 17.0 12.8 18.8 12.0 17.4
Other 93 108 7129 151 51 108 96
Independent 46.3 53.7 374 62.6 74.8 25.2 52.9 47.1

329 23.7 36.8 22.8 33.9 178 39.3 19.7
TAFE 11 29 7 38 19 21 11 33

27.5 725 15.6 844 475 52.5 25.0 75.0

39 64 3.3 6.7 43 7.3 40 6.8
Overseas school | 14 8 8 15 19 5 10 13
or college 63.6 36.4 34.8 65.2 79.2  20.8 43.5 56.5

49 1.8 3.8 2.7 43 1.7 3.6 2.7

‘High: Professional/technical and administrative/managerial /executive categories. Low: Other.

*High: Degree or higher qualification. Low: Less than Degree.

el
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high level categories attended a state or Catholic school system or TAFE, whilst
the reverse was true for those who attended an independent school or an overseas
school or college. The greatest and most significant differences occurred in relation
to fathers’ rather than mothers’ occupation and education levels.

The largest proportional differences were found for those who attended an inde-
pendent school, an overseas school or college, or TAFE. Of those with a father in the
high occupation category, 34 % attended an independent school compared with only
18 % of those with a father in the low occupation category, whilst for those attending
an overseas school or college, the respective figures were 4.3 % and 1.7%. A reverse
difference occurred in the TAFE sector. Here, 7.3 % of those with a father in the low
occupation category attended TAFE compared with only 4.3 % of those with a father
in the high occupation category. Greater proportions of students with fathers in the
low occupation category than in the high occupation category were also found in the
state and Catholic school systems, proportionately more so in the Catholic school

sector.

University Course Related Variables

On the question of whether students were enrolled in their first preference course
as stated in their SATAC application or not, no differences were found relating to
parental occupation or education levels.

Although a greater proportion of students with mothers in the high occupation
and education categories were enrolled full-time rather than part-time, these differ-
ences were not significant. However, in relation to fathers’ occupation and educa-
tion levels, differences in full or part-time enrolment were significant (p<0.004 and
p<0.001 respectively). Of those enrolled full-time, 63 % had fathers in the high occu-
pation category compared with only 45 % of those enrolled part-time. The greatest
proportional difference occurred in relation to fathers’ education levels though, where
38 % of those enrolled full-time had a father in the high education category compared
with only 17 % of those enrolled part-time.

In regard to the subject enrolled in, namely, whether English I, Chemistry I or
Economics I, significant differences were found related to parental occupation and
education levels. Of those enrolled in English I, 44 % had a mother in the high
occupation category compared to 35 % and 34 % of those enrolled in Chemistry I
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and Economics I respectively (p<0.026 for y?-test). A similar pattern emerged when
mothers’ education levels were considered. Here, of those enrolled in English I, 33 %
had a mother in the high education category compared with 24 % and 22 % of those
enrolled in Chemistry I and Economics I respectively (p<0.015).

In relation to fathers’ occupation levels, among those enrolled in English I, 68 %
had a father in the high occupation category compared with 55 % and 63 % of those
enrolled in Chemistry I and Economics I respectively (p<0.004). Although no signif-
icant differences were found in relation to fathers’ education levels, those enrolled in
English I had the greatest proportion of fathers in the high education level.

Thus it may be concluded that English I enrolments contained larger proportions
of students from higher status backgrounds in comparison with those in Chemistry I
and Economics I, the socio-economic status level of students in these two latter
subjects being much the same.

In order to locate socio-economic differences between the importance placed on
various factors that could have influenced a student’s choice of course (question 14 of
questionnaire), x?-tests were carried out on each course choice factor (considered as
either ‘important’ or ‘not important’) with each of mothers’ and fathers’ occupation
and education level categories. By far, the factor showing the most consistent and
significant differences with the socio-economic indicators was parental influence. Of
those with a father in the high education category, 32 % considered parental influence
an important factor in choosing their course compared with only 22 % of those with
a father in the low education category (p<0.002). Similarly, of those with a mother
in the high education category, 36 % considered parental influence important com-
pared with only 22% in the low education category (p<0.001). Similar differences
occurred in relation to parental occupation levels although they were smaller and not
statistically significant.

The only other two factors for which there were any consistent and significant
differences were ‘Contact hours per week’ and ‘Unsure as to what else to do’ with
fathers’ occupation and education levels. For the ‘Contact hours per week’ factor,
tests with fathers’ education and occupation levels were both significant (p<0.001
and p<0.034 respectively) with 10.4 % of those with a high education level father
answering important compared with 20.1% in the low education category. Similar

differences occurred in relation to fathers’ occupation levels. For the ‘Unsure as
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to what else to do’ factor, tests with fathers’ occupation and education levels were
both significant (p<0.011 and p<0.031 respectively) with 22.6 % of those with a high
occupation level father considering this factor important compared with 14.8 % in the
low occupation category. Similar differences occurred in relation to fathers’ education
levels.

A possible explanation for this situation may be that as those with a father in
a high occupation or education level were more greatly influenced and guided by
their parents to undertake a particular course at university, they may have given less
consideration to or been less aware of other options available to them than those who

were not as influenced by their parents.

Higher Education Aspirations

With students’ higher education aspirations regrouped into ‘Higher degree’ or ‘Other’,
in all cross-tabulations of aspirations with parental occupation and education levels,
those from advantaged backgrounds were more likely to aspire to a higher degree.
x*-tests with fathers’ occupation and education levels and mothers’ occupation level
were significant (p<0.048, p<0.019 and p<0.028 respectively). For each of the tests
that were statistically significant, of those with a parent in a high occupation or
education category, about 35 % aspired to a higher degree compared with about 27 %
of those with a parent in a low category. This may be due to those having a parent
in the high education category being given more support from parents who have
experienced higher education themselves. Another possibility is that those from a
lower socio-economic background may have little or no financial support from parents
or elsewhere to go on to a higher degree and therefore do not consider undertaking a

higher degree as a future option.

Language Background

In trying to locate socio-economic differences in the degree of non-English language
usage, the responses ‘English only’ and ‘Mainly English plus Other(s)’ were grouped
together as were the responses ‘Other(s) only, no English’ and ‘Mainly Other(s) plus
English’. With the data regrouped in this manner, x2-tests were conducted to find
differences related to parental occupation and education levels.

All x*-tests of language usage with family and parental occupation and education
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levels were significant (p<0.005). For each case, of those with a parent in the high
occupation or education level, about 98 % used English mainly or only compared
with about 93 % of those with a parent in the low occupation or education category.
For language usage with friends, although a slightly higher proportion of those with
a parent in a high occupation or education category used English mainly or only
compared with those with a parent in the corresponding low category, none of these
differences were significant.

With regard to specific non-English language usage with family or friends, namely,
whether a non-English European or other non-English language was used, no consis-
tent differences were found with respect to parental occupation or education levels.
Also, there were no significant differences found in relation to how well the students
rated their ability to read or write in their main non-English language and parental
occupation and education levels.

Regarding the type of languages studied at primary or secondary school, namely,
whether a non-English European language or another non-English language, of those
who indicated that they had studied a non-English language, no significant differences
were found relating to parental occupation levels. However, significant differences
were to be found in relation to parental education levels. At the primary level, of
those with a high education level father, 84.3 % of non-English language study was of
non-English European languages compared with only 75.1 % for those with a father
in the low education level (p<0.037). At the secondary level, of those with a mother
or father in the high education category, about 90 % of non-English language study
was of non-English European languages compared with about 85 % for those with a
parent in the low education category (p<0.05 for mothers and fathers).

Differences were also found betwcen the proportions of students from high or
low socio-economic backgrounds who had undertaken non-English language study
at primary or secondary school. The differences in relation to parental education
levels were all statistically significant, whereas none of those relating to parental
occupation levels were. At the primary school level, about 43% of those with a
high education level parent indicated that they had studied at least one non-English
language compared with around 32% of those with a low education level parent
(p<0.008 for mothers and fathers). These differences were not as pronounced at the

secondary school level where about 81 % of those with a parent in the high education
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level indicated that they had studied at least one non-English language compared
with around 75% of those with a parent in the low education level, a difference

which was statistically significant only in relation to students’ fathers (p<0.041).

Ethnicity

With students’ countries of birth recoded into the categories shown in table D. 1, the
only significant difference was found in relation to fathers’ education levels. Here,
the greatest differences were found for the ‘Asian’ and ‘Other non-English speaking’
categories (table 4.19). Of those with a father in the high education level, 4.0 % were
in the ‘Other non-English speaking category’ compared to only 1.4 % of those with

Table 4.19: Student’s birthplace by father’s education level.

Count Fathers’ Education Level | Row
Row % High Low Total
Column %

Australia 221 408 629
35.1 64.9| 824

80.4 83.6
Other English speaking 25 31 56
44.6 55.4 7.3

9.1 6.4
Non-English European 8 11 19
42.1 57.9 2.5

2.9 2.3
Asian 9 34 43
20.9 79.1 5.6

3.3 7.0
Other non-English 12 4 16
speaking 75.0 25.0 2.1

4.4 0.8
Column 275 488 763
Total 36.0 64.0 | 100.0

p<0.002 for y?-test.

a father in the low education category. The reverse trend was the case for those born
in an Asian language speaking country. Here, of those with a father from the high
education level, 5.1 % were born in an Asian language speaking country compared
with 8.4 % of those with a low education level father.

Cross-tabulating mother’s/father’s birthplace with mother’s /father’s occupation

and education levels (table 4.20), significant differences were found for each case



Table 4.20: Mothers’/fathers’ birthplace by mothers’/fathers’ occupation and education levels.

Count Mother Father
Row % Occupation Level Education Level? Occupation Level Education Level
Column % High Low | Sigmf.” | High Low [ Signif® || High Low | Sigmif.® | High Low | Signif.®
Australia 194 298 | 0.004 | 129 367 | 0.059 | 302 167 | 0.000 | 185 302 | 0.006
39.4 60.6 26.0 74.0 644 35.6 38.0 62.0
68.3 64.8 62.3 644 67.4 58.6 67.3 61.8
Other English 44 64 41 71 79 43 4 75
speaking 40.7 59.3 36.6 63.4 64.8 35.2 37.0 63.0
15.5 13.9 19.8 125 176 15.1 16.0 15.3
Non-English 20 618 19 75 27 59 21 71
European 247 75.3 20.2 79.8 314 68.6 22.8 772
7.0 133 92 132 6.0 20.7 76 145
Asian language 15 33 12 45 32 13 16 37
speaking 31.3 68.8 21.1 78.9 71.1 289 30.2 69.8
5.3 7.2 5.8 7.9 7.1 4.6 58 7.6
Other non-English [ 11 4 6 12 8 3 9 4
speaking 73.3  26.7 33.3 66.7 2.7 273 69.2 30.8
39 09 29 21 1.8 1.1 33 038

*High: Professional/technical and administrative/managerial /executive categories. Low: Other.
?High: Degree or higher qualification. Low: Less than Degree.
3Significance of y2-tests of parents’ birthplaces by parents’ occupation levels.

el
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except for mother’s birthplace with mother’s education level. For mothers, those
in the ‘Other non-English speaking country’ and ‘Other English speaking country’
categories had the greatest proportions of those in the high occupation or education
categories. Mothers born in a non-English speaking European country were the most
likely to be in the low occupation or education categories followed by those who were
Asian born.

The ‘Asian’ and ‘Other non-English speaking’ country of birth categories had
the greatest proportions of fathers in the high occupation category whilst the ‘Other
non-English speaking’, ‘Australia’ and ‘Other English speaking’ categories had the
greatest proportion of high education level fathers. However, the group which stood
out the most was fathers born in a non-English speaking European country, this
group having the greatest proportion of those in the low occupation and education
categories.

Thus based on parental occupation and education levels, it may be concluded that
students with parents born in a non-English speaking European country generally

had the lowest socio-economic backgrounds.

Social Interaction

Firstly, those students who identified with an Anglo-Celtic ancestral background
(as indicated at question 22 of the questionnaire) are discussed. With the number
of friends they considered to have of their own (Anglo-Celtic) cultural background
(question 23 of questionnaire) regrouped into ‘all three’ or ‘two or less’, x2-tests were
conducted on number of friends of Anglo-Celtic background by parental occupation
and education levels. Although no statistically significant differences were found,
in every case, a greater proportion of those with a parent in a low occupation or
education level had all three friends of the same cultural background than those with
a parent in a high occupation or education level. This suggests that Anglo-Celtic
identifying students from higher socio-economic backgrounds are slightly more likely
to socially integrate with those of a cultural background other than their own than
are students from lower socio-economic backgrounds.

For students who identified with a specific ancestral background other than Anglo-
Celtic, no significant or consistent differences were found in relation to the number of

friends of Anglo-Celtic background they considered they had by parental occupation
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or education levels.

4.2.3 Differences Related to Students’ and Parents’ Coun-
tries of Birth

In this section, differences related to students’ and parents’ countries of birth are
investigated, apart from gender and socio-economic factors which have been discussed
in earlier sections. As given in table D.2, the countries of birth have been recoded
into the categories ‘Australia’, ‘Other English speaking’, ‘Non-English European’,
‘Asian’ and ‘Other non-English speaking’. Due to the low numbers involved in the
‘Other non-English speaking’ category, unless specifically mentioned, this group was

generally not discussed.

Age

The only significant differences found between ages of students born in different
countries were between those students born in an English speaking country other
than Australia and those born in Australia or ‘Other non-English speaking’ country.
Those born in an English speaking country were the oldest with a mean year of birth
0f 1965.3. Those born in Australia or ‘Other non-English speaking’ were the youngest
groups with mean years of birth of 1970.0 and 1971.7 respectively. When mothers’
birthplaces were considered, the only significant difference found was between those
with a mother born in Australia and those with a mother born in another English
speaking country, the mean years of birth being 1969.9 and 1967.8 respectively. No

significant differences were found in relation to fathers’ birthplaces.

Semester Residence

Table 4.21 below gives the cross-tabulation of students’ and parents’ birthplaces with
whether the student’s semester time residence was with parents/guardians or not. As
would be expected, Asian born students or students with an Asian born parent were
the most likely not to be living at home with their parents or relations due to the large
number of overseas students within these groups. With respect to student birthplace,
those born in a non-English speaking European country were the next most likely,

after Asian students, not to be living at home with 60 % living at home compared with
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Table 4.21: Student’s and students’ parent’s birthplace by semester residence.

Count Student Mother Father
Row % Parent! | Other? || Parent | Other || Parent | Other
Column %

Australia 451 198 347 162 345 158

69.5 30.5 68.2 | 31.8 68.6 | 314
84.8 76.4 65.2 | 62.3 65.0 | 61.0
Other English speaking 41 18 7 38 90 37
69.5 30.5 67.0 | 33.0 70.9 | 29.1

7.7 6.9 145 | 14.6 16.9 | 143

Non-English European 12 8 68 25 66 25
60.0 40.0 73.1 | 26.9 725 275

2.3 Sl 12.8 9.6 12.4 9.7

Asian 16 Sl 25 82 20 36
34.0 66.0 43.9 | 56.1 35.7| 64.3

3.0 12.0 4.7 12.3 3.8 13.9

Other non-English 12 4 15 3 10 3
speaking 75.0 25.0 83.3 | 16.7 76.9 | 23.1
2:3 1.5 2.8 1.2 1.9 1.2

Student : p<0.001; Mother: p<0.002; Father: p<0.001 (for y*-test).
! Parent: living with parents.
2 Other: not living with parents.

70 % of those born in Australia or another English speaking country. When parental
birthplace was considered, however, the differences between those with a parent born
in Australia, another English speaking country or a non-English speaking European
country were small, but with the latter group having a slightly higher tendency to be
living at home with parents, a reverse of the situation when student birthplace was
considered. The numbers involved with the ‘Other non-English speaking’ category

were too small to make any meaningful conclusions.

Financial Support

Where dependence on AUSTUDY was concerned, the tendency was for those with an
Australian or other English speaking country born parent to have a lower dependence
than those with a parent born in an Asian or non-English speaking European country.
Of those with an Australian born father, 65% indicated that they did not rely on
AUSTUDY at all compared with 65%, 50 % and 55 % of those with a father born in
another English speaking country, non-English speaking European country or Asia

respectively. Similar differences also occurred with regard to mothers’ birthplaces.
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In relation to dependence on casual or part-time work, a greater proportion of
those with an Australian or other English speaking country born parent depended
ended to on this financial source than those with a parent born in an Asian or non-
English speaking European country. This can most likely be explained by the fact
that the reverse trend occurs in relation to dependence on AUSTUDY, those not able
to obtain a high level of AUSTUDY being more likely to have to undertake casual or
part-time work for financial support. Of those with an Australian born father, 28 %
indicated that they did not rely on casual or part-time work at all compared with
20 %, 40 % and 49 % of those with a father born in another English speaking country,
non-English speaking European country or Asia respectively. A similar pattern also
occurred in relation to mothers’ birthplaces.

Regarding dependence on parents/guardians for financial support, no significant

differences were found related to students’ or parents’ birthplaces.

Secondary Schooling

As alarge proportion of students with an Asian parent had their secondary schooling
overseas, only those students who indicated that they had an Australian, another
English speaking country or a non-English speaking European country born parent
were considered here. The main differences in participation in various secondary
schooling sectors in relation to parental birthplace occurred in the Catholic, indepen-
dent and TAFE sectors. For the state school sector, no notable differences in relation
to fathers’ or mothers’ birthplaces were found, this sector containing around half of
each group of students who had a parent born in Australia, another English speaking
country, or a non-English speaking European country.

The Catholic school sector was most favoured by those with a father born in
a non-English speaking European country, of whom 28 % last attended a Catholic
school compared with 12% and 18 % of those with a father born in Australia or
another English speaking country respectively. The independent school system was
clearly favoured by those with an Australian born father, of whom 33 % last attended
an independent school compared with only 18 % and 8 % of those with a father born
in another English speaking country or a non-English speaking European country
respectively. The reverse was the case when the TAFE sector was considered. Here,

only 4 % of those with an Australian born father last attended a TAFE college com-
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pared with 11% and 9% of those with a father born in another English speaking
country or a non-English speaking European country respectively.

Similar differences to the above occurred in relation to mothers’ birthplaces.

University Course Related Variables

Although no statistically significant differences were found between the proportions
of students enrolled full or part-time in relation to parental birthplace, those with an
Asian born parent were the most likely to be studying full-time.

In regard to whether students were enrolled in their first preference course as
stated on their SATAC application or not, differences were found relating to parental
birthplace. Those with a father born in an English speaking country other than
Australia were the most likely to be enrolled in their first preference course at 74 %
followed by 72% and 68 % of those with an Australian born or Asian born father
respectively. Those by far the least likely to be enrolled in their first preference
course at 56 %, were those with a non-English speaking European father. Very similar
differences were found in relation to mothers’ birthplaces.

Significant differences were also found in relation to parental birthplace and the
subject students were enrolled in. As can be seen in the cross-tabulation of parental
birthplace and subject enrolled (table 4.22), students with an Asian born father or
mother were by far the least likely to be studying English I, with only 14 % of those
with an Asian born father studying this subject compared to over 31 % of those with
a father from the other categories. This can be partially explained by the earlier
finding that Asian students were the most likely to choose a course with a view to
avoiding written English. On the other hand, those with an Asian born father were
by far the most likely to be studying Economics I with 46 % doing so compared
with less than 17 % of those with a father from each of the other country of birth
categories. Differences in proportions studying Chemistry I were not as large as for
English I or Economics I, those most likely to be studying Chemistry I being those
with a father born in a non-English speaking European country (56 %) followed by
those with a father born in an English speaking country other than Australia (53%).

In order to locate differences between the importance placed on various factors
that could have influenced the choice of course, x2-tests were conducted for each

factor with parental birthplace. Due to the low numbers involved in the ‘Other



Table 4.22: Parental birthplace by subject enrolled in.

Count Father Mother

Row % Subject Enrolled in Subject Enrolled in
Column % English I | Chemistry I | Economics I || English I | Chemistry I | Economics I
Australia 199 230 85 201 238 84
38.7 44.7 16.5 38.4 45.5 16.1
68.4 60.5 61.2 68.6 62.6 60.4
Other English speaking 47 69 15 42 59 16
35.9 52.7 11.5 35.9 50.4 13.7
16.2 18.2 10.8 14.3 15.5 11.5
Non-English European 30 53 12 29 93 14
31.6 55.8 12.6 30.2 55.2 14.6
10.3 13.9 8.6 9.9 13.9 10.1
Asian 8 23 26 10 24 24
14.0 40.4 45.6 17.2 414 41.4
2.7 6.1 18.7 3.4 6.3 17.3
Other non-English 7 5 1 11 6 1
speaking 53.8 38.5 .7 61.1 33.3 5.6
24 1.3 0.7 3.8 1.6 0.7

For x*-test, p<0.001 for both father and mother.

€Lzl
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non-English speaking’ country category, this category was omitted from the analysis.
‘The factors for which there were significant differences related to parental birthplace
are shown in table 4.23. The group which stood out the most was those with an
Asian born parent. A greater proportion of these students considered the influential
course choice factors ‘Contact hours per week’, ‘To avoid written English’, ‘Parents’
attitudes and influence’ and ‘Prestige or status involved’ as important than students

Table 4.23: Proportions considering influential course choice factors important by
parental birthplace.

Count Aust. | Other Non- Asian | Signif.?
Column % English | English
Speaking | European
Contact hours M! 74 17 19 17 |1 0.0152
per week 14.5 14.8 20.2 | 30.4
F* 67 21 21 19 | 0.0002
13.4 16.2 226 | 35.2
To avoid written M 26 10 9 8 | 0.0275
English 5.2 8.9 9.8 | 145
F 28 10 4 10 | 0.0023
5.7 7.9 43| 18.9
Parents’ attitudes | M 108 32 25 22 | 0.0171
and influence 21.5 28.1 27.2 39.3
F 113 27 28 22 1 0.0125
23.0 20.9 30.4 | 40.7
Prestige or status | M 129 25 34 25 | 0.0022
involved 25.6 22.3 37.0 | 44.6
F 122 33 35 24 | 0.0020
24.7 26.0 38.0 | 444
"Mother
2Father

3Significance relating to y*-test of ‘Important’ and ‘Not important’ responses
by parental birthplace.

Note: the ‘Other non-English speaking’ category has not been included here due
to small numbers.

without an Asian born parent. Although no significant differences were found in
relation to the ‘Financial rewards at end of course’ factor, those with an Asian born
parent were again the most likely to consider this factor an important one in choosing
their course.

After those with an Asian born parent, those with a parent born in a non-English
speaking European country were most likely to consider the factors ‘Contact hours

per week’ and ‘Prestige or status involved’ as important course choice factors. Incon-
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sistent differences related to mothers’ and fathers’ birthplace occurred with regard
to the ‘Parents’ attitudes and influence’ factor. Here, those with a father born in
a non-English speaking European country were most likely to consider this factor
important after those with an Asian born father, whereas those with a mother born
in an English speaking country other than Australia were most likely to consider this
factor important after those with an Asian born mother (see table 4.23).

Although the numbers involved were small, it is interesting to note that for the
“To avoid written English’ factor, the difference between the proportions of students
with a ‘non-English speaking European’ or ‘Other English speaking’ mother who
considered this factor important was quite small but where students’ fathers were
concerned, those with a father in the ‘Other English speaking’ category were in fact
more likely to place importance on avoiding written English when choosing a course
than those with a father in the ‘non-English speaking European’ category.

In regard to differences related to parental birthplaces and influential course choice
factors, table 4.23 also reveals that the most significant and greatest differences oc-
curred with respect to the father rather than the mother. This has also been noted

earlier when dealing with other data related to students’ mothers and fathers.

Higher Education Aspirations

With student aspirations towards a higher degree recoded as ‘higher degree’ or ‘less
than a higher degree’, no significant differences were found relating to parental birth-
places and aspirations towards higher education. Even with parental birthplaces
considered as being either an English speaking country or non-English speaking coun-
try no significant differences were apparent, although slightly greater proportions of
those with a parent born in an English speaking country generally aspired to a higher

degree than those with a parent born in a non-English speaking country.

Languages Used With Family and Friends

The proportions of students speaking a language other than English mainly or only
with family and friends by students’ and students’ parents’ birthplaces are shown in
table 4.24. Although the numbers involved are quite small in many cases, a number
of meaningful observations were still made. Asian born students or students with an

Asian parent were by far the most likely to use a language other than English with
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Table 4.24: Proportion of students speaking a language other than English mainly
or only with family and friends by students’ and students’ parents’

birthplaces.

Count Student Father Mother
Row % Family Friends | Family Friends | Family Friends
Australia 12 0 0 1 1 0
1.8 0.0 0.0 0.2 0.2 0.0
Other English 0 1 1 0 1 0
speaking 0.0 1.7 0.8 0.0 0.9 0.0
Non-English 7 1 18 1 17 2
European 35.0 5.3 194 1.1 18.1 2.2
Asian 25 12 25 12 26 13
54.3 26.1 45.5 22.2 46.4 23.2
Other non-English 2 2 2 2 1 1
speaking 12.5 12.5 154 15.4 5.6 5.6

their family or friends at 54 % and 46 % respectively.

Those born in, or with a parent born in a non-English speaking European country
were the next most likely not to use English with their family at 35 % and around
19 % respectively. Language usage with friends was, however, virtually all English
except for a very small number of students. Language usage for those born in, or
with a parent born in, an English speaking country was virtually all English.

The relative proportions of those born in and those with a parent born in a
non-English speaking European country who used a language other than English
also gives an indication of ethnic language maintenance in Australia. The fact that
35 % of students born in a non-English speaking European country spoke a language
other than English with their family compared with around 18 % of those who had
a mother or father born in a non-English speaking country (most of these students
being born in Australia) indicates that language maintenance among non-English
speaking background second generation immigrants is much less than for first gener-
ation immigrants.

When the question of non-English language maintenance was investigated in more
detail, the erosion of language maintenance in the second generation was found to
be very dramatic. All students who had either a mother or father born in a non-
English speaking country were considered. Of these students, 46 % of those who
were themselves born in a non-English speaking country spoke a language other than

English with their family compared with only 9% of those students who were born
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in an English speaking country (including Australia). Thus the maintenance of a
non-English speaking country born parent’s language in their offspring is strongly

dependent on the child being born in the non-English speaking country.

Non-English Languages Studied at Primary and Secondary Schools

In comparing the proportions of students who had studied a non-English language
at primary or secondary school in relation to their parents birthplaces, only those
students who were born in Australia were considered. This eliminated most, if not
all students who had some of their primary or secondary education in a non-English
speaking country. Table 4.25 gives the results found.

Although numbers were quite small for some specific categories, some consistent

results were found. For primary schooling, students whose mother or father was born

Table 4.25: Percentage of Australian born students who studied at least one
language other than English at primary or secondary school by
parental birthplace.

Parents country At least! one LOTE? | At least! one LOTE?
of Birth studied at Primary. | studied at Secondary.
Mother
N % N %
Australia 169 34 407 81
Other English speaking | 29 41 55 79
Non-English speaking 35 48 59 81
European country
Asia 5 38 11 85
Father
N % N %
Australia 172 35 392 80
Other English speaking | 30 35 67 79
Non-English speaking 34 46 65 88
European country
Asia 4 44 9 100

IThe term ‘at least’ is used here as some students who did not respond
to the question may have studied a language other than English at primary
or secondary school.

?LOTE: Language Other Than English.

in Australia had the lowest proportion who had studied a language other than En-
glish, 34 % and 35 % respectively. On the other hand, those with a mother or father
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born in a non-English speaking European country consistently had the highest pro-
portions who had studied a language other than English, 48 % and 46 % respectively.
For those with a mother born in an English speaking country other than Australia,
41 % had studied a non-English language at primary school compared with 35 % of
those with a father born in an English speaking country other than Australia. Of
those with an Asian mother or father, 38 % and 44 % had studied a non-English
language at primary school respectively.

When the figures for secondary schooling were considered, the differences found
were not as large. When mothers’ birthplaces were considered, no notable differences
were found (see table 4.25). When fathers’ birthplaces were considered, the most
notable difference found was between students with a father born in an English
speaking country (including Australia), of whom around 80 % had studied a language
other than English, and those with a father born in a non-English speaking European
country, of whom 88 % had studied a language other than English at secondary school.
Students with an Asian parent consistently had the highest proportions who had
studied a language other than English, however, the numbers here were too small to
draw any meaningful conclusions.

Thus overall, the results indicate that for students born in Australia (and thus
most of these students had their primary and secondary schooling in Australia), those
with a parent born in a non-English speaking country had a greater tendency to study
a language other than English during their primary or secondary schooling than those
with a parent born in an English speaking country (including Australia). There are a
number of possible reasons for this. One may be that parents born in a non-English
speaking country will encourage their children to learn the mother tongue of their
(the parent’s) country of birth due to a desire to preserve the language. Another
may be that the student had some knowledge of a language other than English due
to one or both of their parents using same and so decided to study this language at
school knowing they had a ‘head start’ or that they had a parent who could help
them with this language. In contrast, those with both parents born in Australia are
less likely to have a parent who could help them in their study of a language other
than English and were therefore less likely to study one.

To further investigate the above mentioned possibilities, three of the largest non-

English speaking birthplace categories for parents were chosen, namely, Germany,
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Italy and Greece (see table C.5). The proportions of all Australian born students
who had studied German, Italian or Greek were then compared with the proportions
of Australian born students who had studied these same languages but who also
had at least one parent born in Germany, Italy or Greece respectively. The results
are presented in table 4.26. Again, although numbers were generally quite small,
consistent results were found. For both primary and secondary schooling, much

greater proportions of students with at least one parent born in Italy or Greece

Table 4.26: Proportion who studied German, Italian or Greek in primary or
secondary school by parental birthplace.

Language | Percentages studying specified language.
studied All Aust™ At least one parent born in
born students. language country?!.
Primary School
N % N %
German 66 8 2 7
Italian 77 9 12 50
Greek 17 2 5 83
Secondary school
N % N %
German | 233 29 18 64
Italian 66 8 18 5
Greek 9 1 4 67

'That is, Germany when German is being considered, Italy when Italian and
Greece when Greek.

studied Italian or Greek respectively than for the Australian born student sample as
a whole. Similarly, a much greater proportion of students with at least one parent
born in Germany studied German in secondary school than the sample as a whole.
The only inconsistent result was for the study of German in primary school where

those with a parent born in Germany were not more likely to have studied German

than Australian born students as a whole.

Ethnic Identity

Of those students born in Australia, only 68 % considered their ancestry to be Anglo-
Celtic, 17 % non-Anglo-Celtic European and 7% mixed. Those students born in an

English speaking country other than Australia were the most likely to see them-
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selves as having an Anglo-Celtic ancestry with 90 % doing so while 7% considered
themselves to be of non-Anglo-Celtic European background. A non-Anglo-Celtic Eu-
ropean identity was most likely for those students born in a non-English speaking
European country with 70 % of these students identifying most closely with this an-
cestral category. Almost all students born in Asia identified with an Asian ancestry
or as an overseas student.

Table 4.27 gives the ancestral identification of students who had both of their
parents born in the same category of country. For students who had both parents
born in Australia, only 78 % identified with an Anglo-Celtic ancestral background
whilst 11 % identified with a non-Anglo-Celtic European background. This suggests
that many look back to their grandparents country of origin in arriving at what they
consider their own identification to be, rather than consider themselves as ‘Australian’
or Anglo-Celtic. The group of students with both parents born in Australia also had
the equal highest proportion, 10 %, who considered themselves of mixed ancestry or
who did not identify with any ancestral background. Almost all students who had
both their parents born in an English speaking country other than Australia, 89 %,
identified most closely with an Anglo-Celtic background.

Of students with both parents born in a non-English speaking Furopean country,
the vast majority, 82 %, identified most closely with a non-Anglo-Celtic European
background whilst 10 % considered themselves of mixed ancestry or did not identify
with any ancestral background. All students, except one, with both parents Asian
identified with an Asian background or indicated that they were overseas students.

In order to try and establish whether a student’s perception of their ethnic identity
was more likely to be determined by the mother’s or father’s cultural background,
students whose parents were born in different birthplace categories were identified.
The first question investigated was if there were differences in identification with
Anglo-Celtic background, depending on whether the mother or father was of Anglo-
Celtic origin. The general assumption made here was that fathers and mothers born
in an English speaking country were deemed to be most likely ‘Anglo-Celtic’, whilst
those born in a non-English speaking country were deemed to be most likely ‘non-
Anglo-Celtic’. Of the 37 students with a mother born in an English speaking country
and a father born in a non-English speaking country, 31 % identified specifically with
an Anglo-Celtic ancestry. On the other hand, 40 % of the 44 students with a father



Table 4.27: Students’ ancestoral identification for students with both parents born in the same category of country.

Ancestoral Students with both parents born in:
Identification Australia | Other English | Non-English speaking Asia
speaking country | European country
N % | N % N % N %
Anglo-Celtic 331 | 77.9 | 58 89.2 2 B8 0] 0.0
Non-Anglo-Celtic | 48 | 11.3 | 2 3.1 51 82.3 0] 0.0
European

Asian 11 02 ] 0 0.0 0 0.0 30 | 62.5
Other Specific 41 09 |0 0.0 3 4.8 0] 0.0
Mixed Ancestory | 21 | 49 | 3 4.6 3 4.8 1] 21
None 20| 47| 2 3.1 3 4.8 0] 0.0
Overseas student 0] 00| 0 0.0 0 0.0 17] 35.4
Totals 425 | 100.0 | 65 100.0 62 100.0 48 | 100.0

el
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born in an English speaking country and a mother born in a non-English speaking
country identified specifically with an Anglo-Celtic background. Although this dif-
ference was not statistically significant, the results suggest that students were more
likely to identify with the father’s ancestral background rather than the mother’s in
relation to Anglo-Celtic identification.

A similar analysis was also carried out with regard to non-Anglo-Celtic European
identification. Here, fathers and mothers born in a non-English speaking European
country were deemed to be most likely ‘non-Anglo-Celtic European’. Of the 32
students with a mother born in a non-English speaking European country and a
father born elsewhere, 35 % identified specifically with a non-Anglo-Celtic European
ancestry. On the other hand, of the 31 students with a father born in a non-English
speaking European country and a mother born elsewhere, 53 % identified specifically
with a non-Anglo-Celtic European ancestry. Again, although this difference was not
statistically significant, it points to the father being more influential than the mother
with regard to students’ identification with a non-Anglo-Celtic European ancestry.

The numbers of students with one Asian parent and another born elsewhere were
too low to do a similar meaningful analysis with regard to Asian ancestral identifica-
tion.

Very little, if any research appears to have been done with regard to whether
those with a mother with a different ancestral background or ethnic identification
to the father, identify more with the mother’s or father’s ethnicity. One indication
was given by Price and Pyne (1976) who argued that ‘it is the culture and language
of the mother rather than of the father which on the whole determine the cultural
and linguistic habits of the family.” (in Sturman, 1985, p.59). However, this claim
conflicts with the above finding of the 1990 survey that the father’s background was
more influential than the mother’s with regard to the ancestral identification of the

offspring.

4.2.4 Other Differences Related to the Subject Enrolled in

Course Preference

Those students enrolled in Economics I had the greatest proportion of students claim-

ing to be enrolled in their first preference course with 85 % doing so followed by 79 %
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for English I and only 58 % for Chemistry I students.

Of Chemistry I students not in their first preference course, medicine, health
science or dentistry was the most preferred category of courses with 41 % wishing to
do these. Engineering courses were next in favour at 20 %. Law was not indicated to
be a preference by any Chemistry I student in the survey.

Economics and journalism were the most preferred courses for English I students
not in their first preference course at 36 % and 15 % respectively. Law was amongst
the least preferred courses for English I students not in their first preference course
at 3.4 % (2).

For Economics I students not in their first preference course, the largest proportion
was 39 % (7) who wished to be enrolled in Economics. These students were probably
able to study Economics I towards their current degree with the view to transferring

later to an Economics degree. Law was the next most preferred course at 17 % (3).

Higher Education Aspirations

Students enrolled in Economics I or English I were the least likely to aspire to a higher
degree with only 21 % and 27 % wishing to do so respectively. Students enrolled in
Chemistry I were by far the most likely to aspire to a higher degree with 35 % wishing

to do so.

4.3 What Students Hoped to Gain Through Their
Study at the University

This section contains the analysis of responses to the open ended question ‘What
do you hope to gain from your studies at the university ?° (question 24 of the
questionnaire). A total of 687 (84 %) students gave a response to this question.
The vast majority of responses fell into four main categories, namely, career and
financial related gains, social and cultural gains, self improvement gains, and other

gains directly attributable to the course of study at university.
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4.3.1 Career/Financial Gains

By far the most significant gain that students saw themselves having from their study
at university had to do with their current or hoped for career. For 324 students, or
about half of all respondents, a hoped for gain was improved chances of getting a
job at the end of their studies, or that they would have a wider choice of career
options. For some students, enhanced career prospects was the only perceived gain

from university study as the following quotes illustrate:

e Nothing more than the required qualifications for a career in scientific research

¢ A degree and a chance to get a better job than if I had gone straight out into
the workplace after completing Matric.

Basically, a better job is the main reason I am at Uni.

The importance of career and financial prospects is further emphasised by the fact
that for 209 students, or about a third of all responses, career or financial gains were
the only mentioned gains from university study.

This group of 209 students may be broken down further. For 98 of these students,
getting a job was the only mentioned gain with most responses being ‘a job’, ‘a good
job’ or ‘a good secure job’. Ninety five students explicitly indicated that they hoped
for more than merely better chances of getting a job, namely, that the job would
be satisfying, rewarding, challenging, enjoyable or be higher paying than a job they

would otherwise be in without a university education. For example:

® ...to obtain a rewarding and satisfying job at the end of study
¢ be able to move into an interesting and fulfilling career

e A satisfying and rewarding occupation with which I shall be comfortable for
the rest of my life.
It is quite likely that more than 95 students in the sample had these hopes as students
who responded with only ‘a good job’ may define a ‘good job’ as a high paying one
or one that is personally satisfying, rewarding or challenging.
Enhanced job prospects and high pay were the only mentioned gains for 37 stu-
dents, for example:

A good job, hopefully a well paying one, because that’s what I'm studying
for.
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The remaining 16 students of the 209 mentioned only money, better pay or a wealthy
future as their hoped for gain.

Overall, 81 students hoped for a satisfying, rewarding, challenging or enjoyable
job. Similarly, 99 students hoped that university study would give them a high paying
job, an opportunity to move up the salary scale in their present occupation, a wealthy
future, or just money per se.

Other groups of responses were an opportunity to change one’s current career,
mentioned by 15 students, and the chance to make some business contacts whilst
studying at university, this being mentioned by 3 students.

So although many students see the main reason for a university education as a
means to increase their chances of getting a job or a higher paying job, a number of
students also saw it as leading to a more satisfying or rewarding career path than if
they had stayed in or entered a job on having completed their secondary schooling,

as the following students clearly indicated:

¢ An opportunity to enter an occupation which I will find a challenge intellectu-
ally and so would be rewarded by the job. I work part-time in a restaurant and
do not want to spend the rest of my life as just a dumb blonde who cleans up
tables.

e An understanding of Physics, Chemistry and Biology along with a certificate
of achievement enabling me to get a job other than a supermarket checkout!

4.3.2 Social/Cultural Gains

After career and financial gains, social interaction and understanding were the next
most prevalent gains that students hoped for. Ninety two students hoped that study-
ing at university would provide them with opportunities to meet new people, make
friends or have a more varied social life generally. Around 20 of these students men-
tioned further that they hoped to meet people from a diverse range of social and
cultural backgrounds and to understand other people better through their interac-

tions with them as the following quotes indicated:

o I also wish to be able to interact with people who are different to me and gain
greater understanding from that.

e friends from wider cultural backgrounds
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e Also an opportunity to socialise with and experience the cultures of those of
my nationality and other nationalities [Anglo-Celtic identifying student)

e Able to meet a wide variety of people with different social and cultural back-
grounds

e I also feel it will be a positive experience for meeting other people and increasing
my awareness of the diversity of individuals’ attitudes and cultures. [Anglo-
Celtic identifying student].

These quotes illustrate students’ positive attitude towards a culturally plural so-
ciety and their desire to interact with others from different cultures and to learn from
these interactions.

From the whole sample, 25 students specifically wrote that they hoped to gain
a greater understanding of society and other societies, or to learn about different
attitudes and cultures through their studies at the university, for example:

A more in-depth understanding of the functioning of society and its cur-
rent issues and possible solutions to problems.
The next most popular response after meeting people and making friends was

given by 47 students, namely, to enjoy oneself or have a good time whilst at university.

4.3.3 Self Improvement Gains

One of the more popular responses, given by 59 students, was that they hoped that
university study would give them self satisfaction, fulfillment, or a sense of personal
achievement. The opportunity to mature, develop personality or to improve character
whilst at university was mentioned by 24 students. Fewer students, 11, hoped that

they would gain more confidence, self esteem or independence as a result of studying

at university.

Ten students hoped to improve their self expression or communication skills, for

example:

e ...some useful skills in communication, expression ...
o The ability to express my thoughts and opinions in an articulate manner.

e Better communications with others.

Four students specifically mentioned that they hoped to improve their English as

a student born in Yugoslavia wrote:
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To have a better understanding of English language and literature.

Other self improvement gains mentioned by a handful of students were to get
some direction in life, improve self discipline and concentration and to be able to

think independently.

4.3.4 Benefits Related Directly to the University

The largest response here, 361, was that the hoped for gain was a degree, knowl-
edge, an education, or information. For some, a degree or qualification was the only
perceived gain. Only 36 students out of the above group specifically mentioned that
they hoped their study would be challenging, rewarding, intellectually stimulating or

enjoyable, for example:

e Enjoyable life while doing a challenging and rewarding course.
e An interesting, challenging, course of study that will expose me to a wide range
of people and knowledge.

Twenty six students mentioned that they saw their current studies leading on to

post-graduate education, that is, either Honours, Masters or Doctorate.

4.3.5 The Ability to be Able to Better Serve Society

Only very few students, 14, explicitly indicated that they hoped that their studies
at university would enable them to contribute more to society or help others. The

quotes of some who did were:

e Satisfaction and a sense of finally doing something for myself — something that
will enable me to help others and become a benefit to society in some way

e I hope to become a more responsive contributing member of society

o A bachelor of Law and therefore a broader understanding of society, and the
ability to better serve it.

Some ethnic students specifically mentioned that they hoped they would be able
to better help their own people. Two students concerned here were Vietnamese. One

wrote:
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I hope to gain a better understanding of the world that surrounds us, to
gain knowledge which can be used to help people (but mostly people from
my own background).

The other Vietnamese student wrote that she hoped to be able to help her people
with the language barrier. An overseas student from Singapore hoped that university

studies would enable her to better serve at the school she taught at in Singapore.

4.3.6 Summary and Comparisons With Previous Research

The above findings indicate that students primarily view their university education
as a means of enhancing their chances of obtaining employment. Further, they hoped
that their study at university would enable them to get employment more satisfying,
rewarding, challenging or enjoyable than if they had entered employment on leaving
secondary school. Similarly, they hoped that having a university qualification would
lead to higher paid positions or a wealthier future in general.

After career, the opportunity to meet new people and make new friends at univer-
sity were the next most common gains mentioned, with a handful of these students
specifically mentioning that they hoped to meet people from a diverse range of social
or cultural backgrounds. Related to social gains, a number of students specifically
mentioned that they hoped to have an enjoyable social life and generally have fun
whilst at university.

Third ranked in hoped for gains was self satisfaction, fulfillment or personal
achievement. A number of students also hoped that in doing their university stud-
ies they would personally develop, mature, improve their character, become more
independent or gain more confidence or self esteem.

The above finding that students primarily view their university education as a
means of obtaining a job that earns good money is supported by the findings of
a national study commissioned by the Special Minister of State to investigate the
attitudes of young Australians aged 15-24, The New Traditionalism: A Study of
Young Australia (ANOP, 1984). In summing up the findings of the study, Smolicz
(1988) wrote:

... the study found that young Australians’ view of life in the 1980s was
dominated by (in order) (a) jobs and money, (b) family and social rela-
tionships, and (c) education, seen mainly as having the function of helping
to gain (a).
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Power et al. (1985), in their study of 1985 entrants to South Australian higher
education institutions, also investigated students’ motives for undertaking tertiary
education. Power classified students’ motives into three categories, namely, eco-
nomic, educational and social-personal. These categories of motives were described

as follows:

Economic motive scores were derived from items which asked students
how important improved earning capacity, career prospects and obtaining
a good job were in arriving at the decision to continue their education.
Educational motive scores reflect the emphasis given to the intrinsic value
of study, educational qualifications and personal enrichment, while social-
personal motive scores relate to the degree to which students wished to
overcome a disadvantage, were dissatisfied with their current situation
and see in higher education an opportunity to overcome their difficulties.

(p.57.)

The findings of Power, for 1985 entrants to the University of Adelaide, are given in
table 4.28. These data agree with the findings of the 1990 survey that the students’

Table 4.28: 1985 entrants to the University of Adelaide: reasons for continuing

education.
Economic Motive | Educational Motive | Social Personal Motive
% % %
Low 9 5 70
Medium 30 55 26
High 51 40 4

Source: Power et al., 1985, p. 56.

main motive for undertaking university study was economic or career related.
Although the gain hoped for by most students who responded to the 1990 sur-
vey, that of employment, is a future gain, benefits anticipated during their time at
university were also quite frequently expressed in the form of social and self improve-
ment gains. It is interesting to note that although 81 students hoped that their
future employment would be challenging, interesting, rewarding, satisfying or enjoy-
able, only 36 students hoped that their current studies would possess these same

characteristics.



Chapter 5

The Academic Achievement of

Students — 1990 Studies

This chapter consists of the analysis of students’ 1990 academic results and the cross-
analysis of this information with the questionnaire data. Factors such as gender,
age, semester residence, sources of financial support, socio-economic background,
type of secondary schooling, part-time or full-time enrolment, course choice factors,
language spoken at home, languages other than English studied at secondary school
or university, students’ and parents’ countries of birth, and degree of social integration
were investigated in relation to academic achievement.

The main measures of academic achievement used in the cross-analysis of the
questionnaire survey data were whether or not a student passed 100 % of the subjects
initially enrolled in, the Grade Point Average (GPA) of subject results, Student
Progression Ratios (SPR), and the mean proportion of course load withdrawn without
fail. The construction of these measures of academic achievement were discussed in
sections 3.2.1 and 3.2.2.

Comparisons of findings were made with academic achievement data compiled by
Power et al. (1986 & 1987) on 1985 entrants to the University of Adelaide and higher
education institutions in South Australia generally (see section 2.4). Findings were
also compared with the findings of other researchers given in chapter two, in order
to ascertain whether or not the progression and achievement rates of students in this
study were different from those of five years ago, and whether or not the current

findings agree or disagree with previous research.
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5.1 General Academic Achievement Information

This section deals purely with the data obtained from the academic transcripts and
with the student sample population as a whole. General information such as course
loads and pass rates will be given. The number of students for whom an academic
transcript was obtained was 575, with 499 (86.8 %) of these enrolled in the University
of Adelaide for the first time.

5.1.1 Course Loads

Each subject at the University of Adelaide is worth a specific number of ‘points’. A
total of 24 points of study in any one year constitutes a full year’s load. The subjects
studied in 1990 by the students in this sample ranged in points value between 1.5 and
8 points. Table 5.1 gives the number of points initially enrolled in as a percentage of
full-time course load and the proportion of students falling into each interval whilst
table 5.2 gives a histogram of the total number of points in which students initially

enrolled. Just over 61 % of students initially enrolled in a 100 % workload in 1990

Table 5.1: Course load — total number of points enrolled.

% of full-time load* | Points N %
More than 100 244+ | 105 18.4
100 24 1351 | 614
75 to 99 18-23 | 68| 11.9
51 to 74 13-17 9 1.6
50 12| 13 2.3
Less than 50 3-11 | 26 4.5
Total 572 | 100.0

* 24 points constitutes a full-time load.

whilst 18 % (105) attempted an overload. Part-time students, those enrolled in less
than a 100 % load, accounted for 20 % of the sample. Students who only undertook
a load of up to 75 % represented only 8.4 % of the sample indicating that over half
of the part-time students were enrolled with a load of three quarters or more of a
full-time load.

Of the 105 students who attempted a load greater than 100 % (24 points), the

majority, 72, had a load of 27 points representing an overload of a one semester
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Table 5.2: Histogram of total number of points in which students initially enrolled.

Count Midpoint One symbol equals approximately 8.00 occurrences

0 4.5

18 6.0 | **
0 7.5
6 9.0 | *
2 10.5

13 12.0 | **
2 13.5
5 15.0 | *
2 16.5

25 18.0 | ***
1 19.5

33 21.0 | Fokx*
9 22.5 | *

351 94.() | FFHrkskrtskokkdokok sk sok ko ssk koo ok sk ok ok kR ok kK ok ok

7 25.5 | *

79 7.0 | FHERkkkkok
4 28.5 | *

18 30.0 | **
3 31.5
1 33.0
0 34.5

T 1

20 40 ¢o
Histogram percentage

Total cases = 572

Mean 23.02 Median 24.00 Mode 24.00

subject whilst 18 had an overload of 6 points representing an overload of one full
first year subject. The relationship between course load and subsequent academic

achievement will be investigated later.

5.1.2 Overall Academic Achievement

Table 5.3 gives the percentages of students achieving particular academic achievement
levels for various proportions of their course load. Three quarters of students failed
to obtain any distinctions at all whilst only 8 % of students obtained distinctions for
50 % or more of their course. About 29 % of students completed at least one subject
for which they gained a fail grade, and 21 % completed but failed a quarter or more

of their total enrolment.
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Table 5.3: Proportion of course passed at various levels of academic achievement.*

% of total | Dist™ | Credit | Pass | Fail | Incomp. | Withdraw | Withdraw

enrolment fail no fail with fail
50 to 100 8.0 22.0 | 50.0 8.4 2 7.9 0.5
25 to 49 8.0 23.1 | 18.2| 12.8 4.2 5.8 0.7
1 to 24 8.4 14.9 8.7 7.5 2.8 6.3 1.7
None 75.5 40.0 | 23.1| 71.3 91.8 80.1 97.0
Totals 100.0 | 100.0 | 100.0 | 100.0 100.0 100.0 100.0

* Cell values are the percentage of students achieving the specified academic
achievement level for the indicated proportion of total course load.

Students who had a component of withdrawal without failure accounted for 20 %
of the sample. Only 3% of students had a component of withdrawal with failure in
their course. The percentage of the students who withdrew (with or without failure)
completely from their course during 1990 was 5.1 %.

Table 5.4 presents the percentages of students who passed (distinction, credit or
pass) various proportions of their initial course load. A 100 % pass rate was achieved

by only 57.0 % of the sample. On the other hand, 18 % passed less than 50 % of their

Table 5.4: Overall Student Progression Rates (SPR).

% of total enrolment N %
passed
100 326 | 57.0
75 to 99 79| 13.8
50 to 74 64 11.2
1 to 49 48 8.4
None* 099 9.6
Total 572 | 100.0

* Includes fail, withdrawal with & without fail, and incomplete fail.

course.

In the study of 1985 entrants to higher education institutions in South Australia
by Power et al. (1986), a ‘Student Progression Ratio’ was calculated to measure
student achievement. This same ratio was calculated for students in the 1990 sample
(see section 3.2.1 for information on the construction of the Student Progression

Ratio). For the whole 1990 sample, the SPR (Student Progression Ratio) was 0.77.



147

In other words, the mean proportion of course load passed by students was 77 %. This
rate cannot, however, be directly compared with the SPR calculated by Power et al.
(1987) for 1985 entrants to the University of Adelaide as Power’s sample consisted
of all entrants to the University whereas the 1990 sample consisted principally of
students in science, arts and economics courses (see table C.9). However, a SPR of
1985 entrants studying a science, arts or economics course can be calculated from
data given by Power et al. (1987, p.40) for comparison with the 1990 sample SPR.

The calculated SPR for those commencing in a science, arts or economics course at
the University of Adelaide in 1985 from Power et al. (1987, p. 40) was 0.79 compared
with the equivalent figure calculated for the 1990 sample of 0.78. This comparison
indicates that for commencing students in science, arts or economics courses, the
overall progression rate is virtually the same as five years previously.

For the overall sample, the GPA (Grade Point Average) was 57.3 indicating an
overall ‘pass’ standard (see section 3.2.2 for GPA ranges and equivalent standards).
The breakdown of the GPA into particular standard levels is given in table 5.5 (sub-
Jects resulting in withdrawal without fail were ignored in the construction of the

GPA). Only 4.6 % of students achieved an overall distinction standard, while 26.4 %

Table 5.5: Overall Grade Point Average (GPA).

Grade Point Average N %
75 to 100 (Distinction) | 25 4.6
65 to 74 (Credit) 145 | 26.4
50 to 64 (Pass) 268 | 48.8
0 to 49 (Fail) 104 | 18.9
None* 7 1.3
Total 549 | 100.0

* Indicates all subjects resulted in incomplete fail or withdrawn with fail.

of students achieved an overall credit standard. The majority of students, 48.8 %,
achieved a pass standard while 20.2 % of students had an overall fail standard.

Thus the percentage of students achieving an overall non-fail standard for all
subjects in which they were still enrolled beyond the date for withdrawal without fail
was 79.8 %.
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5.2 Cross-analysis of 1990 Academic Achievement

Data and Questionnaire Data

5.2.1 Gender and Academic Achievement

In agreement with previous research findings regarding gender and academic achieve-
ment (see section 2.4.3), the 1990 sample data indicated that females generally had
a higher level of academic achievement than males. This higher achievement level
manifested itself in higher progression rates and higher grade point averages.

Of males, 54.7% passed all of their initial course load compared with 58.6 %
of females, although this difference was not statistically significant. Females also
achieved a higher SPR and GPA, the latter difference being statistically significant
(see table 5.6). The SPR for females was 0.80 indicating that, on average, 80 % of

Table 5.6: Student sex by 100 % of course passed, GPA and SPR.

Sex

Male | Female
N 150 171
% passing 100 % 54.7 58.6
N 261 282
Mean GPA! 55.4 58.9
N 274 292
Mean SPR 0.74 0.80
Mean % Withdraw no fail | 10.0 9.2

! t-test is significant, p<0.05 (2-tail).

course load was passed by females compared with about 75 % for males. Females also
had a significantly higher GPA of 59 compared with 55 for males.

It is interesting to note that a more detailed investigation of academic results
revealed that, despite females having a higher GPA than males, males in fact had
about the same proportion of distinctions as females, 9.3 % compared with 9.0 %
respectively. The higher proportion of credits achieved by females compared with
males, 26.3% and 21.0% respectively, accounted for the higher GPA for females.
Males and females both had about the same proportions of withdrawals without fail.

A number of full first year subjects, that is, of six points value, were selected and
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mean marks between males and females compared.! The seven subjects chosen were
the main first year subjects of English, History, Anthropology, Chemistry, Mathemat-
ics, Psychology and Economics. Although females performed better in all of these
subjects except Economics (where males performed slightly better), only Psychology
had a significantly different mean score between males and females, 47.6 and 63.2

respectively (p<0.01 for 2-tail t-test).

5.2.2 Age and Academic Achievement

The data in table 5.7 which give the percentage of students who passed 100 % of
their course load and the mean SPR and GPA for each age category, revealed that

students fell neatly into three categories. Those aged less than eighteen years had

Table 5.7: Student age by 100 % of course passed, GPA and SPR.

Student Age as at 1°* January 1990.

> 22| 22 21 20 19 18 17 | < 17
N 38 2 4 6 16 49 | 179 29
% passing 100% | 58.5 | 66.7 | 40.0 | 42.9 | 39.0 | 46.2 | 63.3 | 61.7
N 58 3 10 14 38 | 101 | 276 46
Mean GPA 61.2 | 59.1 | 54.9 | 47.4 | 51.9 | 54.7 | 58.7 | 57.2
N 65 3 10 14 41 | 106 | 283 47
Mean SPR 0.75|0.78 [ 0.71 | 0.59 | 0.67 | 0.71 | 0.82 | 0.78

roughly the same level of academic achievement as those aged more than twenty one
years, and both of these age groups performed substantially better than those aged
eighteen to twenty one years of age inclusive. The distinct performance categories
for age revealed in table 5.7 were further analysed in relation to the compressed age
categories in table 5.8. Those aged less than 18 had the highest proportion of 100 %
pass rates at 63 % followed by those aged more than 21 years at 59 %. Those falling
between these two age groups were by far the worst performers with only 44 % in this
group achieving a 100 % pass rate. A y%-test of whether or not 100 % of the course
was passed by these three categories of age was significant (p<0.001).

However, when the GPA was considered (this measure excluding subjects which

!The mean score for individual subjects was calculated in the same manner as for the GPA,
namely, withdrawals with fail and incomplete fails were regarded as 0, and withdrawals without fail
were ignored.
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were recorded as withdraw not fail), it was found that those aged over 21 performed

the best with a GPA of 61.2, followed by those aged under 18 with a GPA of 58.5.

Table 5.8: Student age by 100 % of course passed, GPA and SPR.

Student Age as at 1% January 1990.

> 21 | 18-21 | < 18 || Whole sample
N 40 75 | 208 323
% passing 100 %! 58.8| 43.9| 63.0 56.8
N 61 163 322 546
Mean GPA? 61.1 53.5 | 58.5 57.3
N 68 171 330 569
Mean SPR? 0.75 | 0.69 | 0.81 0.77
Mean % Distinction 12.6 7.4 9.4 9.2
Mean % Credit* 30.8 | 19.8 | 24.6 23.9
Mean % Pass 31.8 | 41.8| 47.3 43.8
Mean % Fail* 6.9 13.5 9.6 10.4
Mean % Withdraw not fail® | 17.2 | 11.8 6.8 9.6

! x%-test is significant, p<0.001.

2 18-21 group significantly different to both <18 and >21 group at 0.01 level
for Scheffe’s test.

% 18-21 group significantly different to <18 group at 0.01 level for Scheffe’s test.
* 18-21 group significantly different to >21 group at 0.1 level for Scheffe’s test.

% 18-21 group significantly different to both <18 and >21 group at 0.1 level
for Scheffe’s test.

Again, the worst performers were those aged 18-21 with a GPA of only 53.5, this
score being significantly different to both the other age groups’ scores (Scheffe’s test
at the 0.01 level). A breakup of mean proportion of distinctions, credits, passes
and failures achieved by age group (see table 5.8) showed that the older than 21 age
group achieved greater proportions of both distinctions and credits whilst also having
a lower proportion of fails than both the 18-21 and under 18 groups. Similarly, the
under 18 group had greater proportions of both distinctions and credits than the
18-21 group whilst also having a lower proportion of fails.

For the SPR, those under 18 were found to have the largest overall progression
ratio with a mean 81 % of course load being passed. This group was followed by the
over 21 and 18-21 groups with SPRs of 0.75 and 0.69 respectively. The under 18 and
18-21 age group SPRs were significantly different (Scheffe’s test at the 0.01 level).
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Although the over 21 age group had the highest GPA, it had only the second largest
SPR, this being due to this group having, by far, the largest mean proportion of
withdrawals without fail at 17 %. The 18-21 age group also had a higher proportion of
withdrawals without fail than the under 18 group, 12 % compared with 7 % (Scheffe’s
test was significant at the 0.1 level).

Correlation coefficients of age with SPRs and GPAs were also calculated for var-
ious age groupings. For those aged more than 17, r°R = 0.0653 and r%F4 = 0.1315,
the latter being significant (p<0.05). This indicates that, for those more than 17
years of age, the older the student, the greater the GPA and the greater the propor-
tion of course load passed. For those aged less than 22 years, r5FF = —(0.1511 and
r%P4 = —0.1315 (p<0.01 for both), indicating that the older the student, the lower
the GPA and the lower the proportion of course load passed.

The same seven subjects used in the analysis of gender and academic achievement
were also used in the analysis of student age and academic achievement (see table 5.9).
Although numbers in particular cases were small, overall tendencies can be identified
along with the main exceptions. For each subject, the mean mark of the less than
18 age group was higher than for the 18-21 age group. However, for almost every
subject the over 21 group had a mean mark higher than for both the 18-21 and the
less than 18 year age groups. Further inspection revealed that the mean scores of the
over 21 age group were substantially higher than the other age groups for the Faculty
of Arts subjects, namely, English, History, Anthropology and Psychology. However,
this trend did not carry over to the science or economics subjects. The over 21 group
performed only marginally better than the other two age groups in Chemistry, whilst
for Economics they performed considerably worse than the under 18 group, and in
the case of Mathematics, was the worst performing age group.

Correlation coefficients of age by subject marks further reinforced the older stu-
dents’ better performance in arts subjects but their similar or weaker performance
in science and economics subjects (see table 5.9). For first year History there was a
strong positive and significant correlation of age with performance (r=0.3139, p<0.05)
whilst for Economics there was a strong negative and significant correlation of age

with performance (r=-0.2737, p<0.01).

The above research findings supported those of previous research on age and aca-
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Table 5.9: Student age by mean individual subject marks.

N Student Age as at 1°* January 1990. | Correlation
Mean score > 21 [ 18-21 | < 18 || Whole sample | coefficients
English 26 45 91 162

64.5| 51.9| 55.7 56.1 0.1235
History 4 14 39 57

748 659 | 67.8 67.8 0.3139*
Anthropology 3 13 21 37

74.0 | 46.4| 55.9 54.0 0.2461
Chemistry 11 62| 174 247

60.9 | 539 57.1 56.5 0.0518
Mathematics 2 21 70 93

44.5 | 48.0 | 54.3 52.7 0.0001
Psychology 3 25 84 112

777 50.0| 60.5 58.6 0.1062
Economics 18 37 45 100

54.5 | 54.2 | 62.7 58.1 -0.2737*
* p<0.05.
** p<0.01.

demic achievement (see section 2.4.3), namely, that for direct school leaver entrants,
the younger students performed better than the older students. Previous findings
that mature age students perform just as well, if not better, than the student popu-
lation as a whole and that within the mature age group, there is a correlation of the
older the student, the better the performance, were also strongly supported by the

above research findings.

5.2.3 Students’ Semester Residence and Academic

Achievement

In comparing the two groups of students, those who lived at home with their parents
and those who did not, no large or significant differences were found for any of the
academic achievement indicators (see table 5.10). Although Power et al. (1987)
found for 1985 entrants in some South Australian Higher Education Institutions that
those who were not living at home with parents performed significantly better than
those who were, this was not the case for students at the University of Adelaide. Nor

did Power find that overall pass rates differed greatly between those living at home
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Table 5.10: Students’ semester residence by 100 % course passed, GPA and SPR.

100 % of course | GPA? | SPR?

passed!
All categories other than 109 178 187
‘Home with parents/relations’ 58.3 | 582 0.78
Home with parents/relations 210 360 | 373
56.3 | 56.9| 0.77
College or hall of residence 28 41 42
66.7 | 61.3| 0.86
Sharing house or flat with 30 58 60
friends 50.0 [ 53.5( 0.70
Flat or house with partner/ 34 46 51
alone/with own children 66.7 | 63.1| 0.81
Boarding 12 25 25
48.0 | 56.0 0.80
Other 5 8 9
55.6 | 55.8| 0.66

1 Cell values are the number of cases and the percentage of each residential
category achieving a 100 % pass.

2 Cell values are the number of cases and the mean score for each residential
category.

and those doing otherwise (see section 2.4.3). Thus the current research findings
were much the same as Power’s of five years ago. A breakup of the ‘away from
home’ category into its component parts revealed some interesting results. For the
categories of ‘college or hall of residence’ or ‘flat or house with partner/alone/with
own children’, all academic achievement indicators were notably better than for those
living at home with parents or relations. However, those sharing a house or flat with
friends were generally the worst performers of all.

For each of the seven first year subjects investigated (English, History, Anthro-
pology, Chemistry, Mathematics, Psychology and Economics), no significant differ-
ences in mean scores were found between those students living at home with par-

ents/relations and those living away from home.
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5.2.4 Students’ Financial Support and Academic Achieve-

ment

For the investigation of students’ financial support and academic achievement, the
various financial source categories were recoded as being either a major source, or,
a non-existent or minor source. For a number of financial source types, a significant
difference was found between students who regarded each as a major source and those
who did not for a number of academic achievement indicators (table 5.11).

In general, those who relied on AUSTUDY/ABSTUDY or part-time work as a
major financial source performed significantly worse than those for whom these were
not major sources. On the other hand, those for whom parents/guardians or spouses
were a major financial source, performed significantly better than those for whom
these sources were not major.

Of those who considered AUSTUDY to be a major source, only 52 % passed 100 %
of their course load compared with 60 % of those for whom AUSTUDY was not a
major source. This latter group also had a significantly higher GPA and SPR. An
interesting finding was that the withdrawal without fail mean percentages were about
the same but the mean proportion of actual fails was significantly higher for those
with AUSTUDY as a major source than for those for whom it was not, 15% and
9 % respectively (for t-test, p<0.01). An explanation for this would be that students
stayed enrolled in and failed subjects in order to remain eligible for full AUSTUDY
assistance throughout the year, rather than withdraw from subjects and no longer
be eligible to receive the full AUSTUDY allowance.

The largest and most significant differences in academic achievement were found
in relation to whether or not casual or part-time work was a major income source.
Of those for whom it was, only 42 % passed 100 % of their total course load compared
with 64 % of those who did not rely on part-time work as a major income source.
The GPA and SPR were both significantly lower for those relying heavily on part-
time work (see table 5.11). The difference in the SPRs was particularly large, with
those depending on part-time work as a major income source having an SPR of only
0.68 compared with 0.81 for those who did not depend on part-time work as a major
source. By far, the main factor contributing to this situation was the much larger
mean proportion of withdrawals without fail in the group with part-time work as a

major financial source than for those not relying on part-time work, the mean respec-
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Table 5.11: Students’ financial support by 100 % of course passed, GPA and SPR.

Degree of | 100 % of course | GPA® | SPR? | Mean %

support* passed! WNF?
AUSTUDY/ABSTUDY | Major 69 128 134 134
51.5 | 54.77 | 0.737 9.0
Minor 239 384 | 399 399
59.9 | 584 | 0.79 9.3
Regular full-time Major 20 27 30 30
work 66.7 | 56.1 | 0.74 16.7
Minor 281 472 | 489 489
57.5 | 577 0.78 8.6
Casual or part-time Major 64 144 152 152
work 42.1° | 54.28 | 0.68° 14.98
Minor 233 351 365 365
63.8 | 588 | 0.81 7.5
Parents/guardians Major 183 285 294 294
62.2° | 58.97 | 0.828 7.8
Minor 125 222 234 234

53.4| 56.1| 0.73 111
Spouse/partner Major 15 21 22 22
68.2 | 67.1% | 0.88 8.5
Minor 289 483 502 502
57.6 | 572 0.78 9.0

! Cell values are the number of cases and the percentage of each category

achieving a 100 % pass.

? Cell values are the number of cases and the mean score for each category.

3 Cell values are the number of cases and the mean percentage of withdrawals
without fail for each category.

* Major: This source is a major financial source.

Minor: This source is only a minor or non-existent financial source.

5 For x2-test, p<0.05.
6 For x2-test, p<0.001.

7 For t-test, p<0.05 (2-tail).
® For t-test, p<0.01 (2-tail).



155

tive proportions of withdrawals without fail being 15 % and 8 % (for t-test, p<0.01).
The lower performance of those engaged in part-time work could be explained by
these students finding their work load combined with their study load too much to
cope with but as they required the income from their work, it was the study time
that was reduced by withdrawing from part, or all, of their course load. Another
factor, which could contribute to the lower GPA for part-time workers was that these
students had to divide their concentration and train of thought between their work
and study environments, whereas those not working were more able to stay in the
one train of thought — their study.

Mixed results were found for those who had regular full-time work as a major
income source. Although a greater percentage of those who were engaged in full-time
work passed 100 % of their course load compared with those who were not, 67 % and
58 % respectively, those with full-time work had a lower GPA and SPR. None of these
differences were statistically significant though. The main factor contributing to the
lower SPR for those engaged in full-time work was the higher mean proportion of
withdrawals without fail rate for this group.

All indicators pointed to the conclusion that those who relied on their parents or
guardians as their main financial support had the superior academic achievement. Of
those who relied on their parents, 62 % passed 100 % of their course load compared
with 53 % of those who did not. Those who relied on parents also had a significantly
higher GPA and SPR. Students who relied on parents as a major income source
passed 82 % of their initial course load compared with only 73% of those who did
not. The higher failure and equally higher withdrawal rates that occurred for those
who did not rely heavily on parents accounted for this difference.

Similarly, all indicators pointed to the conclusion that those who relied on a spouse
or partner as their major source of financial support had a higher level of academic
achievement than those who did not. Of those who relied on a spouse or partner,
68 % passed 100% of their course load compared with 58 % of those who did not.
Those who relied on a spouse or partner also had a substantially higher GPA, 67.1,
and a higher SPR, 0.88, compared with 57.2 and 0.78 respectively for those who did
not rely on a spouse or partner. The main factor contributing towards the higher
SPR for those who relied on a partner was the significantly lower mean fail rate rate

of 2.5 % compared with 10.6 % for those who did not rely on a partner (p<0.01). The
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mean withdrawal without fail rates for the two groups were much the same.

The above findings on type of financial support and academic achievement rein-
force the earlier findings of Power et al. (1987) for 1985 entrants to South Australian
higher education (see section 2.4.3). He found that, among school leavers, those who
relied on parental support performed better than those who relied on TEAS (the 1985
equivalent of AUSTUDY) or part-time work. For non-school leavers, he found that
those dependent on a spouse or partner performed significantly better than those

dependent on other forms of financial support.

5.2.5 Dependent Children and Academic Achievement

Of those students who claimed to have at least one dependent child, 60 % (18) passed
100 % of their course load compared with 57 % of those who did not have any depen-
dent children, the difference being small and insignificant. Those with dependents
had a higher GPA than those without, 61.7 compared with 57.0, but had a SPR much
the same as those without dependents due to a higher mean withdrawal without fail

rate of 16 % compared with 9% for those without dependents.

5.2.6 Number of Siblings and Academic Achievement

Question 17 of the questionnaire asked students to give the number of siblings they
had and their order of birth. With students grouped as having less than two siblings
or two or more siblings, no large or significant differences were found in relation to
any of the academic achievement indicators. The same applied when students were
grouped as having less than three siblings or three or more siblings. Further, no
strong or significant correlations of the number of siblings or birth order with any of

the academic achievement indicators were found.

5.2.7 Socio-economic Status and Academic Achievement

In investigating the cross-classified characteristics of the questionnaire data, parental
education and occupation levels were the main socio-economic status indicators used.
These indicators were used to establish whether or not any differences in academic

achievement could be related to socio-economic status. For the purpose of conducting
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x?-tests and t-tests, parental education and occupation levels were regrouped. For
education levels, the data was regrouped into those with a parent holding a Bachelors
Degree or higher qualification, or those with a parent with an education level lower
than a Bachelors Degree. These two groups were generally referred to as the ‘high’
and ‘low’ education groups.

Similarly, parental occupation levels were also regrouped into those with a parent
in the professional/technical or administrative/managerial /executive occupation cat-
egories, or, all those not in these categories® (see table C.6 for occupation categories).

These two groups constituted the ‘high’ and ‘low’ occupation groups respectively.

Parental Education Level and Students’ Academic Achievement

In relating fathers’ education levels with students’ academic achievement, all the
indicators revealed that those with a father holding a degree or higher qualification
performed significantly better than those with a father in the low education group.
Of those with a father in the high education group, 65 % passed 100 % of their course
load compared with only 54 % of those with a father in the low educational category
(see table 5.12). Those with a father in the high category also had a significantly
higher GPA and SPR, 59.5 and 0.83 compared with 56.6 and 0.75 respectively for
those with a father in the low education category. These differences came about
through higher proportions of distinctions and credits and lower proportions of fails
and withdrawals for those with a father in the high education group. The most
significant factor was the mean proportion of withdrawals without fail which was
11 % for those with a father in the low education category, compared with only 5%
for those with a father holding a degree or higher qualification.

With the eight original education level categories (see table C.7) considered as a
continuous scale, correlation coefficients were calculated for fathers’ education level
with students’ GPA, SPR and withdrawal without fail rate. All correlations were
significant and indicated that the higher the education level of the father, the higher
the GPA and SPR and the lower the withdrawal without fail rate (r9P4 =0.0889,
p<0.05; r*F7 =0.1189, p<0.01; " NF =.0.1283, p<0.01).

However, the same trend did not apply in relation to mothers’ education levels.

Although a greater proportion of those with a mother in the high education category

2Excluding the responses retired, unemployed and deceased.
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Table 5.12: Parental education level by 100 % of course passed, GPA and SPR.

Fathers’ Ed™ Level! || Mothers’ Ed" Level!

High Low High Low
N 119 192 88 227
% passing 100 %?! 65.0? 53.9 || 63.8 55.2
N 181 339 134 395
Mean GPA 59.54 56.6 || 57.5 57.5
N 183 356 138 411
Mean SPR 0.83° 0.75 | 0.79 0.77
Mean % Distinction 12.83 7.9 9.5 9.4
Mean % Credit 28.4° 22.5 || 25.3 24.1
Mean % Pass 41.8 44.7 || 44.5 43.5
Mean % Fail 9.2 11.2 7.4 114
Mean % Withdraw no fail | 4.8° 10.5 8.6 9.0

! High: Degree or higher qualification. Low: Less than Degree.
% x*-test significant between high and low groups, p<0.05.

3 For t-test, p<0.01 (1-tail).

* For t-test, p<0.05 (1-tail).

passed 100 % of their course load, 64 % compared with 55 % of those with a mother
in the low education category, this difference was not significant. For mothers, there
were only negligible differences between the high and low education categories in
relation to the other academic achievement indicators, nor were there any significant
correlations between mothers’ education levels and students’ academic achievement.

Thus, as with the investigation of interrelated questionnaire data, significant dif-
ferences were more likely to be found in relation to fathers’ rather than mothers’
educational background. Although the above findings gave strong evidence that the
higher the father’s education level, the higher the academic achievement of the stu-
dent, previous research has not always found this to be the case (see section 2.4.2).
Although Power et al. (1986) found that withdrawal rates were lower for those with
a father with a higher education for 1985 entrants to higher education in South
Australia (as was found for the 1990 survey above), his results showed that overall,
parental education levels had no significant bearing on students’ grade point averages
(Power et al. (1987)). However, when individual institutions in Power’s study were

considered, in the case of the University of Adelaide, a significant positive correlation
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of father’s education level with student’s GPA (GPA as calculated by Power) was
found (r=0.13, p<0.05 (1 tail)), while a small insignificant positive correlation was
found for mother’s education level with student’s GPA. These results were supported
by the findings of the 1990 study discussed above.

Previous research which differs from the above findings was conducted by Otto
(1975) (see section 2.4.2). He found that for 1970 matriculant entrants to the faculties
of Arts and Science at the University of Adelaide, higher examination marks were

obtained by students whose fathers had no post-secondary education.

Parental Occupation Level and Academic Achievement

For the investigation of parental occupation levels and student academic achievement,
no large or significant differences were found in any of the academic achievement
indicators between those with a mother, or a father, in the high occupation category
and those with a parent in the low occupation category. Nor were there any significant
differences in individual subject marks for the seven subjects investigated.

The most notable differences were found between those who claimed that their
mother was ‘home-based’ and those who specified another occupation for their mother.
Although there were no significant differences between these two groups in any of the
major academic achievement indicators, the results suggested that those with home-
based mothers performed better than those whose mothers worked outside the home.
Of those with home-based mothers, 61 % passed 100 % of their course compared with
56 % of the other group. The home-based group also had a larger GPA and SPR
of 59.1 and 0.79 respectively compared with 57.3 and 0.77 for the non-home-based
group. These differences were not significantly different, however.

In addition, those with home-based mothers performed better in every one of the
seven subjects investigated except Economics. Only one subject had a significant
difference in marks, namely English, where those with home-based mothers had a
mean mark of 64.3 compared with 53.9 for those with mothers employed outside the
home (p<0.01 for t-test (2-tail)).

The previous research of Power et al. (1986 & 1987) had found that for South
Australian higher education as a whole, there was no consistent relationship between
parents’ occupation levels and students’ academic achievement, a conclusion also

reached by other researchers (see section 2.4.2). However, Power did find that for
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1985 entrants to the University of Adelaide specifically, the withdrawal rates for those
with a mother or father in the semi or high professional categories were notably lower
than for those with a mother or father in a lower occupation category, this not being

the case for the 1990 survey findings.

5.2.8 Students’ Educational Background and Academic

Achievement

Although no significant differences were found in the various academic achievement
indicators related to the type of secondary school system attended, some consistent
trends and notable differences were found. Those who last attended a state secondary
school had the greatest proportion passing 100 % of their course load, 61 %, compared
with 54 % of those who last attended an independent school, and 53 % of those who
last attended a Catholic school (see table 5.13). Those from T.A.F.E. had the lowest
proportion, 45 %, passing 100 % of their course whilst 59 % of those from an overseas

school or college passed 100 % of their course. However, the sample sizes of the

Table 5.13: Last type of secondary school attended by 100 % of course passed,

GPA and SPR.
Last type of Secondary School Attended

State | Catholic | Other | T.A.F.E. | Overseas

Indep. schooling

N 175 44 82 14 10
% passing 100 % 61.4 53.0 54.3 45.2 58.8
N 271 79 148 30 17
Mean GPA 58.2 53.7 57.4 59.8 55.9
N 285 83 151 31 17
Mean SPR 0.79 0.72 0.77 0.76 0.84
Mean % Distinction 8.6 7.7 10.9 11.8 8.0
Mean % Credit 24.9 21.0 25.6 17.8 25.8
Mean % Pass 45.2 43.0 40.3 34.3 49.8
Mean % Fail 9.7 13.2 9.9 9.3 9.8
Mean % Withdraw no fail 9.1 9.8 9.7 14.5 2.0

T.A.F.E. and overseas groups were too small to arrive at any meaningful conclusions.
Apart from the small group of students from T.A.F .E., state school students also
had the largest GPA of 58.2 compared with 57.4 for those from an independent school
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and the lowest GPA of 53.7 for those who last attended a Catholic school. A similar
pattern for the SPR also occurred for the main school systems. Those from a state
school had an SPR of 0.79 closely followed by those from an independent school with
0.77 whilst those from a Catholic school had the lowest SPR of 0.72. The highest
SPR of 0.84 was for the small sample of students from an overseas school or college.

Mean withdrawal without fail rates were much the same for the three main school
systems at around 10 %. The largest mean withdrawal without fail rate of 15 % was
for the small sample of T.A.F.E. students whilst those from an overseas school or
college had the lowest mean withdrawal without fail rate of all at 2 %.

Thus for the three main school systems, the academic achievement indicators
pointed to those from the state school system as having the highest overall achieve-
ment closely followed by those from the independent school system. Those from the
Catholic school system were found to perform consistently worse than those from
either the state or independent school systems.

The above research findings do not however coincide with those of Power et al.
(1986 & 1987) who found no significant or consistent trend between school system
attended and grade point average or overall pass rates for 1985 entrants to South
Australian higher education (see section 2.4.2). Further, no large or significant cor-
relations of school system attended and grade point average were found specifically
in relation to 1985 entrants to the University of Adelaide. Nevertheless, there are a
number of other studies that do support the finding that those from Catholic schools
do not perform as well as those from either state or independent school systems (see

section 2.4.2).

5.2.9 Various University Course Factors and Academic

Achievement
Course Preference and Academic Achievement

In the investigation of academic achievement and whether or not students were en-
rolled in their first preference course as indicated on their SATAC application, sub-
stantial and significant differences were found (table 5.14). Of those who were enrolled
in their first preference course, 61 % passed 100 % of their course load compared with

only 47 % of those who were not enrolled in their first preference course (for x2-test,
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Table 5.14: Whether or not student was enrolled in first preference course by
100 % of course passed, GPA and SPR.

Enrolled in first | Not enrolled in first
preference course. | preference course.

N 245 77
% passing 100 %* 61.3 47.0
N 383 159
Mean GPA? 58.4 54.7
N 400 164
Mean SPR 0.79 0.74
Mean % Fail? 8.5 14.5
Mean % Withdraw no fail 9.5 9.2

! x*-test is significant, p<0.01.
? t-test is significant, p<0.01 (2-tail).

p<0.01). Those enrolled in their first preference course also had a higher GPA and
SPR of 58.4 and 0.79 respectively compared with 54.7 and 0.74 for those not enrolled
in their first preference course (for t-test on GPA means, p<0.01). Although the
mean withdrawal without fail rates of the two groups were virtually the same, the
actual fail rates were significantly different with those enrolled in their first preference
course having a mean proportion of fails of 8.5 % compared with 14.5% for those not

enrolled in their first preference course.

Entry Qualification and Academic Achievement

The University of Adelaide admits students in a number of ways. Table 5.15 below
gives the academic achievement information related to the various entry paths taken
by students. Although the numbers were quite small for entry qualifications other
than Australian matriculation, indications were that those who gained admission via
the Special Entry Scheme performed at the same level as those who gained entry
through the usual matriculation avenue. The data also suggested that those who
gained entry via Adult matriculation performed slightly better than others in sub jects
completed but due to a high mean proportion of withdrawals of 19 %, had a notably
lower proportion passing 100 % of course load than others (47%) and a lower SPR
of 0.73.
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Table 5.15: Entry qualification by 100 % of course passed, GPA and SPR.

Australian Adult Special | Other
matriculation | matriculation | Entry

N 286 7 19 11
% passing 100 % 57.0 46.7 57.6 | 68.8
N 485 14 30 15
Mean GPA 57.1 58.7 58.1 62.4
N 502 15 33 16
Mean SPR 0.77 0.73 0.74 | 0.79
Mean % Fail 10.7 5.3 10.5 1.3
Mean % Withdraw no fail 8.7 18.5 13.7] 15.2

Course Load and Academic Achievement

Substantial and significant differences were found in relation to course load and aca-
demic achievement. In the investigation of course load and academic achievement,
students were divided into three groups, namely, those who initially enrolled in less
than 24 subject points in 1990 (part-time students), those who enrolled in 24 points
(full-time students), and those who enrolled in more than 24 points (over-load stu-
dents). Full-time students had the largest proportion passing 100 % of their course
load, 66 %, compared with the significantly lower proportions of 44 % and 41 % for
the part-time and over-load students respectively (table 5.16). The part-time group
also had a much lower SPR of 0.60 than either the full or over-time groups with
SPRs of 0.83 and 0.78 respectively. The factor contributing by far the most to the
lower SPR for the part-time group was the considerably larger mean proportion of
withdrawals without fail of 27 % compared with only 4% and 9% for the full and
over-load groups respectively. Even when only those subjects from which students
did not withdraw without fail from were considered, the significantly lower GPA of
the part-time group, 53, compared with 59 and 58 for the full and over-load groups
respectively, still revealed the part-timers to be the worst performers.

In looking specifically at the over-load students, the data revealed that their GPA
was much the same as for the full-time students but their SPR lower due almost
entirely to a higher mean withdrawal without fail rate. A partial explanation for
these results may be that some students enrol in an overload so as to experience a,

wider range of subjects but with the intention of withdrawing from those subjects
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Table 5.16: Course load by 100 % of course passed, GPA and SPR.

Number of points initially enrolled in 1990!,

<24| 24 | >24 All
N 51 | 232 43 326
% passing 100 %2 44.0 | 66.1 | 41.3 57.1
N 100 | 345 103 548
Mean GPA3 02.8 | 58.6 | 57.7 57.4
N 116 | 351 | 104 571
Mean SPR* 0.60 [ 0.83 | 0.78 0.77
Mean % Distinction 6.1 ] 10.0 9.9 9.2
Mean % Credit 2251242 25.2 24.1
Mean % Pass® 31.1 [48.5 | 42.5 43.9
Mean % Fail 8.6 |10.6 | 10.5 10.2
Mean % Withdraw no fail* | 26.6 | 4.1 8.8 9.5

! 24 points constitutes a full years load.
2 x*-test is significant, p<0.001

% <24 group significantly different to both 24 point and >24 groups at 0.01
and 0.1 levels respectively for Scheffe’s test.

* <24 group significantly different to both 24 point and >24 groups at 0.01
level for Scheffe’s test.

% <24 group significantly different to both 24 point and >24 groups at 0.01
and 0.05 levels respectively for Scheffe’s test.

that interest them least, or in which they are performing worst of all.

Much research into the academic achievement of part-time versus full-time stu-
dents supports the above finding that part-time students have a considerably higher
propensity to withdraw than full-time students (see section 2.4.3.). Previous research
has also found that, when withdrawals were discounted, part-time students had a sim-
ilar or lower proportion of fails than full-time students (Butterfield and Kane (1969),
Power et al. (1986)). This was the finding of the 1990 study as well.

Course Choice Factors and Academic Achievement

In the investigation of differences in academic achievement related to factors which
students claimed were influential in choosing their course, a number of significant
or notable differences were found (table 5.17) (see table C.14 for a complete list

of course choice factors). The largest and most significant differences in academic
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Table 5.17: Influential course choice factors by 100 % of course passed, GPA and

SPR.
Importance | 100 % of course | GPA? SPR?
of factor passed!

Matric score needed | Important® 158 297 306
for entry 51.6° | 55.47 0.76
Not Imp.4 161 239 252
63.9 | 59.9 0.79
Unable to get in Important 24 44 45
elsewhere 53.3 | 52.08 0.73
Not Imp. 289 486 o07
57.0 | 57.8 0.77
Own aspirations Important 316 521 542
and interests 58.3° | 57.98 0.787
Not Imp. 3 15 16
18.8 | 39.5 0.45
Personal challenge | Important 270 442 460
offered 58.7 | 58.28 0.798
Not Imp. 47 90 94
50.0 | 53.4 0.70
To avoid written Important 14 35 35
English 40.0° | 50.9 0.70
Not Imp. 301 495 517
58.2 | b57.8 0.78
Prestige or status Important 93 150 155
involved 60.0 | 59.1 0.81
Not Imp. 223 384 401
55.6 | 56.5 0.75
Content of course Important 274 456 475
57.7| 58.18 0.78
Not Imp. 44 81 84
524 | 52.6 0.70
Unsure as to what Important 54 102 107
else to do 50.5 55.5 0.72
Not Imp. 261 430 447
58.4 | 57.9 0.78

! Cell values are the number of cases and the percentage of each category
achieving a 100 % pass.
? Cell values are the number of cases and the mean score for each category.

3 Course choice factor was considered as important.

* Course choice factor was considered as not important.

% For y?-test, p<0.01.
6 For y2-test, p<0.05.

" For t-test, p<0.01 (2-tail).
® For t-test, p<0.05 (2-tail).
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achievement occurred with regard to the ‘Own aspirations and interests’, ‘Personal
challenge offered’, ‘To avoid written English’ and ‘Content of course’ factors. Those
who did not consider their own aspirations or interests, the personal challenge offered,
or the content of the course as important in choosing their course, performed worse
in all the academic achievement indicators (and significantly worse in at least one
instance) than those who considered these factors important. Those who considered
it important to choose their course in order to avoid written English performed much
worse than those who considered this factor as not important. The largest difference
in mean withdrawal without fail rates occurred for the ‘Own aspirations and interests’
factor; those who considered this factor not important had a mean proportion of
withdrawals without fail of 22 % compared with only 9% for those who considered
this factor important.

The results also indicated that those who considered the factors ‘Matric score
needed for entry’, ‘Unable to get in elsewhere’ and ‘Unsure as to what else to do’
as not important in influencing their choice of course, performed better than those
who did consider these factors as important. Those who indicated that the prestige
or status involved in a course was important in influencing their choice of course
performed better than those not considering this factor as important.

There were a number of course choice factors for which no notable or significant
differences in academic achievement occurred between those considering them im-
portant and those regarding them as not important. These were parents’, teachers’
or friends’ attitudes or influence, the financial rewards at the end of the course, the
cost and ease of transport, and whether or not the course would better enable the

student to serve society.

Higher Education Aspirations and Academic Achievement

No significant or consistent differences were found in relation to students’ higher

education aspirations and their 1990 academic achievement.
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5.2.10 Language Background of Students and Academic

Achievement
Languages Used with Family and Friends and Academic Achievement

For the investigation of language usage with family and friends and academic achieve-
ment, students were grouped into those who spoke English only with their family or
friends and those who spoke a language other than English with family or friends at
least some of the time. In both the cases of language spoken with family and lan-
guage spoken with friends, the results indicated that overall, those who spoke English
only performed only very slightly better than those who used a language other than
English. No significant differences were found in any of the academic achievement
indicators between those who spoke English only and those who spoke a language
other than English with family or friends.

The above findings do not agree with those of previous research into language
spoken at home and academic performance. Power et al. (1987) found that in general,
of the 1985 entrants to higher education in South Australia, those who spoke English
only at home had significantly higher grade point averages than those speaking a
language other than English either exclusively, or in addition to English at home
(see section 2.4.1). Further, Holton and Salagaras (1988) stated that at La Trobe
University, those from English speaking backgrounds had significantly higher rates of
A and B grades than non-English speaking background students whilst also having a
lower failure rate. However, when Power’s data specifically relating to 1985 entrants
to the University of Adelaide were considered, the correlation of language usage and
grade point average was insignificant and the weakest of all the South Australian

higher education institutions (r=-0.03).

Languages Studied at Secondary School and University

Table 5.18 gives the values of the main academic achievement indicators for those who
studied a non-English language at secondary school, or at the University of Adelaide
in 1990 and those who did not. Although no significant differences in academic
achievement were found between those who had studied at least one language other
than English during the course of their secondary schooling and those who had not,

the results indicated that those who did performed better than those who did not.
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Table 5.18: Language at secondary school and university by 100 % of course
passed, GPA and SPR.

Secondary school language study

No non-English | At least one non-English

language studied language studied
N 49 277
% passing 100 % 53.8 57.6
N 86 463
Mean GPA 56.7 57.4
N 91 481
Mean SPR 0.75 0.77

University language study

N 299 27
% passing 100 % 58.2 46.6
N 492 57
Mean GPA 57.1 59.4
N 514 58
Mean SPR 0.77 0.77

The largest differences occurred with respect to the proportions passing 100 % of
their course load, 58 % and 54 % respectively for those who had and those who had
not studied a non-English language, and the SPRs of 0.77 and 0.75 respectively.
When considering language study at the University, however, the GPAs and SPRs
of those who had and those who had not studied a language other than English in
1990 were virtually the same. However, the proportion of students who passed 100 %
of their course load was notably lower for those who had studied a language other

than English, 47 %, compared with those who had not, 58 %.

5.2.11 Ethnicity and Academic Achievement
Students’ and Parents’ Birthplaces and Academic Achievement

With the countries of birth grouped as ‘Australia’ or ‘Other’, no large or significant
differences were found in relation to students’ or students’ parents’ countries of birth
and academic achievement. Similarly, no large or significant differences were found in
relation to students’ or students’ parents’ countries of birth when grouped as ‘English
speaking’ or ‘Non-English speaking’. Thus on the whole, when countries of birth are

used as an indicator of whether or not a student is to be considered as coming from a
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non-English speaking background, the results indicated that there were no significant
or large differences in academic performance between those from English speaking
backgrounds and those from non-English speaking backgrounds.

However, when the academic achievement data were broken down into more de-
tailed country of birth categories, although numbers were small for some cases, some
notable differences were found (see table 5.19). For the students’ countries of birth,
those in the ‘Other English speaking’, ‘Asian’ or ‘Other non-English speaking’ cate-
gories were in general the best performers whilst those born in a non-English speaking
European country were by far the worst performers with only 50 % of this group pass-
ing 100 % of their course load and with a GPA and SPR of 53 and 0.62 respectively.
The main factor contributing to the much lower SPR for this group was the large
mean proportion of withdrawals without fail of 21 %, this being by far the largest
rate of withdrawal of all the groups. Students born in Australia generally ranked
second to last in academic achievement.

Students born in an English speaking country other than Australia generally
performed the best. The proportion passing 100 % for this group was by far the
highest at 74 %, the next highest being 56 % for those born in Australia or an Asian
language speaking country.

Some of the trends found in relation to students’ countries of birth carried over to
the investigation of students’ mothers’ countries of birth and academic achievement.
Here, those with a mother born in a non-English speaking European country were
by far the worst performers whilst those with an Asian born mother stood out as
the best overall performers. Those with an Australian born mother consistently
ranked second best rather than second to worst as was found for students born in
Australia. Those with a mother born in the ‘Other English speaking’ or ‘Other non-
English speaking’ categories generally performed worse than those with a mother in
the ‘Asian’ or ‘Australian’ categories but generally better than those with a mother
in the ‘non-English speaking European’ category. Again, by far the largest mean
withdrawal without fail rate, 17 %, went to the ‘non-English speaking European’
category.

When fathers’ birthplaces were considered, however, the results were not as con-
sistent as for students’ or students’ mothers’. Those with a father in the ‘Other

non-English speaking’ category were consistently the best performers, although the
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Table 5.19: Students’ and parents’ birthplaces by 100 % of course passed, GPA

and SPR.
Student’s country of birth
Aust. | Other English | NES? Asian | Other || Total
Speaking European NES?
N 259 31 7 20 7 324
% passing 100% | 55.8 73.8 50.0 | 55.6 | 53.8| 56.9
N 443 42 12 36 13 546
Mean GPA 57.0 59.7 53.1 | 58.0| 629 | 57.3
N 464 42 14 36 13 569
Mean SPR 0.76 0.86 0.62 | 0.81 0.85 || 0.77
Mean % WNEF! 10.3 4.0 21.1 3.3 6.1 9.5
Mother’s country of birth
Aust. | Other English NES* Asian | Other || Total
Speaking European NES?
N 214 47 29 27 6 323
% passing 100% | 57.4 56.6 51.8 | 60.0| 545 56.9
N 358 81 50 45 11 545
Mean GPA 57.6 56.4 24.9 | 59.0| 56.5| 57.3
N 373 83 56 45 11 568
Mean SPR 0.78 0.76 0.67 | 0.83 0.71 || 0.77
Mean % WNF! 9.4 8.5 16.9 3.2 12.3 9.6
Father’s country of birth
Aust. | Other English | NES? Asian | Other || Total
Speaking European NES?
N 207 51 32 25 i 322
% passing 100% | 56.7 53.7 58.2 | 58.1 77.8 || 56.8
N 353 90 49 43 9 544
Mean GPA 57.2 56.5 06.8 [ 58.2| 65.7| 57.3
N 365 95 55 43 9 567
Mean SPR 0.78 0.73 070 | 0.82| 0.88] 0.77
Mean % WNF! 9.2 10.6 14.6 5.2 2.8 9.6

! WNF: Withdrawal Without Failure.
> NES: Non-English Speaking.
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numbers for this group were very small. The ‘Other English speaking’ category was
generally the worst performing group, a complete turn around from when students’
or students’ mothers’ countries of birth fell into this category. Those with an Asian
born father were amongst the highest achievers whilst those with a father born in
Australia or a non-English speaking European country were generally in between the
worst and best performing groups.

Although the academic achievement of those associated with a particular country
of birth varied depending on whether students’, mothers’ or fathers’ countries of
birth were considered, when all the data are considered, indications were that those
originating from a non-English speaking European country were the worst performers
whilst those originating from an Asian country or a country in the ‘Other non-English
speaking’ category were generally amongst the best performers. Those with English
speaking country origins (including Australia) ranked, overall, in between the best
and worst performers.

The finding that students born in non-English speaking European countries had
higher rates of withdrawal and failure is supported by the previous research of Gilson
(1962) who found that non-English European born students had much higher failure
rates compared with Australian born students (see section 2.4.1). With students’
parents’ countries of birth grouped as Australian or ‘Other’, Power et al. (1986)
found that those with a parent born in Australia had slightly higher failure and
withdrawal rates than others. Thus Power’s results do not differ greatly from the
1990 survey findings that those with an Australian born parent performed at virtually

the same level as those with a parent born elsewhere.

5.2.12 Social Integration and Academic Achievement

In the questionnaire, students were asked to think of their three closest friends and
to give what number of these were of British or Anglo-Celtic background, their own
cultural background (if other than British/Anglo-Celtic), or a minority cultural back-
ground other than their own (question 23 of questionnaire). In the investigation of
social integration and academic achievement, students were divided into two groups,
namely, those who identified with an Anglo-Celtic ancestral background (in question
22 of the questionnaire), and those who identified with a specific ancestral background

other than Anglo-Celtic.
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For the Anglo-Celtic identifying group, no large or significant differences were
found in the academic achievement indicators between those students who claimed
to have all three of their closest friends of Anglo-Celtic background and those who
claimed to have at least one friend of a different cultural background to their own.

However, some notable differences were found when the group of students who
identified with a specific non-Anglo-Celtic ancestral background were considered (sce
table 5.20). Here, the results indicated that those who had all three of their friends

of their own cultural background performed notably worse than those who had at

Table 5.20: Social integration of specific non-Anglo-Celtic identifying students
by 100 % of course passed, GPA and SPR.

All three friends of At least one friend from a

same cultural background | different cultural background
N 7 37
% passing 100 % 53.8 56.1
N 12 61
Mean GPA 50.1 59.4
N 13 66
Mean SPR 0.66 0.75
Mean % Fail 17.8 7.5
Mean % WNF! 11.3 14.8

I'WNF: Withdraw no fail.

least one friend of a cultural background other than their own. Those with at least
one friend from another cultural background had a mean GPA and SPR of 59.4 and
0.75 respectively compared with only 50.1 and 0.66 for those with all three friends of
their own cultural background. The lower performance of the latter group is made
up principally of a much larger mean rate of actual failure, 18 %, compared with only
8 % for those with at least one friend from another cultural background.

A partial explanation for this result may be that those from non-Anglo-Celtic iden-
tifying backgrounds (and therefore non-English speaking backgrounds) were those
most likely to have English language difficulties inhibiting academic progress. Those
who socially integrated and had Anglo-Celtic identifying friends (and therefore strong
English speaking friends) may have been more able to overcome difficulties related
to the English language than those with all three of their closest friends from their

own non-English speaking background.



Chapter 6

Academic Achievement in 1991

and Student Progression

This chapter consists of the cross-analysis of 1991 academic results with the question-
naire data for those students who re-enrolled in 1991. Comparisons were made with
the findings from the analysis of the 1990 academic achievement data to establish
whether or not significant differences in academic achievement between particular
groupings of students for the 1990 data remained for their 1991 studies. For exam-
ple, it was possible to ascertain whether or not significant differences in academic
achievement still existed for the 1991 data in relation to fathers’ education levels or
student age. Differences in academic achievement between various birthplace groups
were also investigated to find if the differences evident for the 1990 data persisted for
the 1991 data.

As the vast majority of students in the sample (87%) were commencing study
at the University of Adelaide for the first time (with the vast majority of these
also commencing tertiary study for the first time), comparisons between 1990 and
1991 academic results for various groupings of students determined whether or not
differences in first year university performance persisted in 1991 studies. In other
words, an answer to the question “Is the experience of first year university enough to
overcome background effects on academic performance in later years of study ?” was
sought in relation to a number of background factors. However, for many students,
inability to overcome certain difficulties would have resulted in dropping out from
their course and not re-enrolling in 1991. To identify the background factors most

likely to cause students to discontinue their study, progression rates were calculated.
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General progression rates were given for various groups of students, that is, the
proportion of students who continued with studies in 1991 and who further re-enrolled
in 1992. These progression rates can only be taken as a rough guide as some stu-
dents may not have totally discontinued their study. For example, some may have
transferred to another university or just deferred their course of study for a year or

two.

6.1 Overall Academic Achievement in 1991

Table 6.1 presents the percentage of total enrolments passed (distinction, credit or

pass) in 1991. A 100 % pass rate was achieved by 68.9 % of the sample. As would

Table 6.1: Overall Student Progression Rates — 1991 data.

% of total enrolment | N %
passed

100 321 | 68.9
75 to 99 56| 11.8
50 to 74 38 8.2
1 to 49 27 5.8
None! 25 5.4
Total 466 | 100.0

! Includes fail, withdrawal with & without fail, and incomplete fail.

be expected, this figure was approximately 12% higher than in 1990. On the other
hand, 11.2 % of students in 1991 passed less than 50 % of their course, this being less
than the 18 % for the 1990 data.

The grade point average for the 1991 data was 60.4 indicating an overall ‘pass’
standard. This represents an increase of about 3 points on the 1990 data. The
breakdown of the GPA into particular standard levels is given in table 6.2 (subjects
resulting in withdrawal without fail were ignored in the construction of the GPA).
Only 7.4 % of students achieved an overall distinction standard, while 30.8 % of stu-
dents achieved an overall credit standard. The majority of students, 50.4 %, achieved
a pass standard while a total of 11.4 % of students had an overall fail standard. These
results revealed a greater proportion of students gaining a distinction or credit than

in 1990, whilst a lower proportion achieved overall failure than for those who studied
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Table 6.2: Overall Grade Point Average — 1991 data.

Grade Point Average N %

75 to 100 (Distinction) | 34 7.4
65 to 74 (Credit) 141 | 30.8
50 to 64 (Pass) 231 | 50.4
0 to 49 (Fail) 48| 10.5
None! 4 0.9
Totals 458 | 100.0

! Indicates all subjects resulted in incomplete fail or withdrawn with fail.

in 1990.

The percentage of students achieving an overall non-fail standard for all subjects
in which they were still enrolled beyond the date for withdrawal without fail was
88.6 %, an increase on the 79.8 % for the 1990 data.

The higher academic standards attained by those who studied in 1991 may be
explained by a number of factors. One of the most likely is that students who
performed poorly in 1990 did not continue with their studies in 1991 whilst the better
academic performers did. When the grade point average was used as a determinant of
overall pass or fail standard for each student in their 1990 studies, it was found that
only 61 % of those with an overall fail standard in 1990 re-enrolled in 1991 compared
with 90 % of those who had an overall pass standard grade point average. Similarly,
only 64 % of those with an overall fail standard in their 1991 studies re-enrolled in
1992 compared with 95 % of those who achieved an overall pass standard in their
1991 studies.

Another factor may be that experience of a years university study was enough
to improve or overcome difficulties that some students might have had, for example,

poor study habits or language difficulties.
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6.2 Cross-analysis of 1991 Academic Achievement

Data and Questionnaire Data

6.2.1 Gender and Academic Achievement

As table 6.3 reveals, females generally performed better than males, significantly so
in the case of the grade point average. A greater proportion of females than males
passed 100 % of their course load whilst females also had a higher grade point average

and progression ratio than males. This finding matches the trend found for the 1990

Table 6.3: Student sex by 100 % of course passed, GPA and SPR.

Sex

' Male | Female
N 147 169
% passing 100 % 46.5 53.5
N 223 229
Mean GPA? 58.8 62.1
N 226 234
Mean SPR 0.83 0.88
Mean % Withdraw no fail 5.1 4.8

! t-test was significant, p<0.01 (2-tail).

data thus it may be concluded that gender differences in academic performance are

not lessened through the completion of first year studies at university.

6.2.2 Age and Academic Achievement

The data in table 6.4 which gives the percentage of students who passed 100 % of
their course load and the mean SPR and GPA for each age category for 1991 studies,
revealed that students aged less than 18 years as at the first of J anuary 1990, were
consistently the best performers with the highest proportion passing 100 % of their
course load and attaining the highest GPA and SPR. Further, the 18-21 year old
age group was the worst performing age group with the exception of the SPR. These
findings generally paralleled the findings for the 1990 data, namely, that students
aged 18-21 performed worst of all whilst those aged greater than 21 or less than 18

years of age were the better academic performers. Although the trends in academic
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Table 6.4: Student age by 100 % of course passed, GPA and SPR, 1991.

Student Age as at 1¥ January 1990.

> 21 | 18-21 | < 18 || Whole sample
N 35 79| 204 318
% passing 100 %! 64.8 | 60.8| 73.1 68.7
N 52 128 | 275 455
Mean GPA? 58.5| 58.3| 61.6 60.3
N 54 130 [ 279 463
Mean SPR3 0.78 | 0.83| 0.88 0.86
Mean % Distinction* 22.3 74| 12.0 11.9
Mean % Credit 30.0 | 29.3| 30.3 30.0
Mean % Pass® 26.0 | 45.8| 46.1 43.7
Mean % Fail 10.0 8.7 6.3 7.4
Mean % Withdraw no fail | 5.2 6.4 4.3 5.0

1 x2-test was significant, p<0.05.
2 18-21 group significantly different to <18 group at 0.1 level for Scheffe’s test.
® >21 group significantly different to <18 group at 0.1 level for Scheffe’s test.

4 >21 group significantly different to both 18-21 and <18 groups at 0.1 level
for Scheffe’s test.

5 >21 group significantly different to both 18-21 and <18 groups at 0.1 level
for Scheffe’s test.

performance differences between age groups was much the same as for the 1990 data,

the magnitude of the differences in the 1992 data was much reduced.

6.2.3 Socio-economic Status and Academic Achievement
Parental Education Levels and Students’ Academic Achievement

As significant differences in academic achievement were found in relation to parental
education levels but not in relation to parental occupation levels for 1990 academic
results, only the education level of parents was investigated in relation to students’
academic performance in 1991.

Unlike the 1990 data for which all the indicators revealed that those with a father
holding a degree or higher qualification performed significantly better than those
with a father in the low educational group, none of these differences were evident

for the 1991 data. All correlations of the academic achievement indicators with
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fathers’ education levels were small and insignificant. Table 6.5 shows almost identical

performance of those with a father in the high or low education groups.

Table 6.5: Parental education level by 100 % of course passed, GPA and SPR,

1991.

Father’s Ed™ Level® || Mother’s Ed™ Level?

High Low High Low
N 100 208 75 236
% passing 100 % 69.4 69.3 | 67.6 69.4
N 143 294 109 335
Mean GPA 61.5 60.1 | 60.5 60.4
N 144 300 111 340
Mean SPR 0.87 0.86 || 0.86 0.86
Mean % Distinction 13.2 12.0 9.8 12.8
Mean % Credit 33.6 28.8 || 32.3 29.7
Mean % Pass 40.0 45.0 || 44.1 43.6
Mean % Fail 6.1 7.7 4.8 7.9
Mean % Withdraw no fail | 5.9 4.3 7.3 4.0

! High: Degree or higher qualification. Low: Less than Degree.

With the eight original education level categories (see table C.7) considered as a
continuous increasing scale, correlation coefficients were calculated for fathers’ edu-
cation levels with students’ GPA, SPR and withdrawal without fail rates. All corre-
lations were small and insignificant, a complete contrast to the equivalent figures for
the 1990 data.

As for the 1990 data, no significant differences where found in academic achieve-
ment between those with a mother in the low or high education groups. The main
difference here between the 1990 and 1991 data was that a slightly higher percentage
of those with a mother in the low education group, 69.4 %, passed 100 % of their
course load compared with 67.4 % of those with a mother holding a degree or higher
qualification (table 6.5). This contrasts with the 1990 data for which those with a
mother in the low education group trailed around 8 % behind those with a mother in
the high education group in proportions passing 100 % of their course load.

Overall then, the above findings suggest that for those students continuing on to
at least a second year of university education, differences in academic achievement

related to the educational background of the students’ parents tend to evaporate.
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6.2.4 Students’ Educational Background and Academic

Achievement

As for the 1990 data, no statistically significant differences were found in academic
achievement between students from different secondary school systems. However,
the trends found in the 1991 data were virtually identical as those for the 1990 data.
Those from the three main school systems, state, other independent or Catholic, were
clearly ranked in that order from best to worst for all three of the main academic
achievement indicators, namely, proportion passing 100 % of course load, GPA and
SPR (table 6.6). Those who last attended a state secondary school had the greatest
proportion passing 100 % of their course load, 74 %, compared with 66 % of those who
last attended an independent school and 63 % of those who last attended a Catholic
school. Those from T.A.F.E. had the lowest proportion passing 100 % of their course
at 54 % whilst 71 % of those from an overseas school or college passed 100 % of their

Table 6.6: Last type of secondary school attended by 100 % of course passed,
GPA and SPR - 1991 data.

Last type of Secondary School Attended

State | Catholic | Other | T.A.F.E. | Overseas

Indep. schooling

N 173 42 80 14 10
% passing 100 % 73.9 62.7 65.6 53.8 71.4
N 228 67 120 26 14
Mean GPA 61.7 56.5 60.3 60.7 58.0
N 234 67 122 26 14
Mean SPR 0.88 0.83 0.83 0.83 0.85
Mean % Distinction 12.4 8.0 12.1 20.0 10.5
Mean % Credit 30.4 24.9 31.6 35.9 26.6
Mean % Pass 45.4 49.6 39.6 27.0 48.2
Mean % Fail 6.7 7.1 7.9 9.6 12.3
Mean % Withdraw no fail 4.0 5.7 6.9 4.4 1.3

course. However, the sample sizes of the T.A.F.E. and overseas groups were too small
to arrive at any meaningful conclusions.

For the GPA, those from state or other independent schools had much the same
score with 61.7 and 60.3 respectively, the score for those from Catholic schools being

lower at 56.5. The respective GPA scores for those from TAFE and overseas schools
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were 60.7 and 58.0 putting these groups in much the same relative position to other
schooling groups as for the 1990 data.

Although students from state schools achieved the highest SPR of all, 0.88, the
lowest SPR was 0.83 for those from Catholic schools indicating that the differences in
overall pass rates between the different school groups were fairly small. This indicates
a levelling out from 1990 where the range of SPR scores was from 0.72 for those from
Catholic schools to 0.84 for those who received their secondary schooling overseas
(predominately Asian overseas students).

With regard to mean withdrawal without fail rates, the main change from 1990
where students from T.A.F.E. stood out as having an abnormally large mean with-
drawal rate (see section 5.2.8), was that these students fell into line with the other
school systems in 1991. As in 1990, the overseas schooling group had by far the lowest

mean withdrawal without failure rate of 1.3 %, well below the average of 5.0 %.

6.2.5 Various University Course Factors and Academic

Achievement
Course Preference and Academic Achievement

For the 1990 results it was found that those who were not enrolled in their first
preference course performed significantly worse than those who were. However, de-
spite the fact that a greater proportion of students who were not enrolled in their
first preference course in 1990 did not re-enrol in 1991 and that a number of non-
first preference course students in 1990 may have transferred to their first preference
course in 1991, significant differences in academic achievement of the same or greater
magnitude occurred between these two groups of students in 1991 (see table 6.7).

Of those who were enrolled in their first preference course in 1990, 72 % passed
100 % of their course load in 1991 studies compared with only 60 % of those who were
not (for y?-test, p<0.05). The first preference course group also had a significantly
higher GPA and SPR of 61.7 and 0.88 respectively compared with 57.0 and 0.80 for
those not enrolled in their first preference course (for t-test on GPA means, p<0.01,
whilst for SPR means, p<0.05).

Although the mean withdrawal without fail rates of the two groups were virtually

the same, the actual fail rates were significantly different with those enrolled in their
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Table 6.7: Whether or not student was enrolled in first preference course by
100 % of course passed, GPA and SPR -~ 1991 data.

Enrolled in first | Not enrolled in first
preference course. | preference course.

N 242 75
% passing 100 %! 72.0 60.0
N 329 124
Mean GPA? 61.7 57.0
N 336 125
Mean SPR? 0.88 0.80
Mean % Fail? 5.4 13.0
Mean % Withdraw no fail 5.0 4.8

I x*-test is significant, p<0.05.
? t-test is significant, p<0.01 (2-tail).
3 t-test is significant, p<0.05 (2-tail).

first preference course in 1990 having a mean proportion of fails of only 5.0 % for
their 1991 studies compared with 13.0 % for those who were not enrolled in their first
preference course.

Thus unlike some other factors investigated in relation to academic achievement,
the differences related to whether or not students enrolled in their first preference
course persisted with the same magnitude into the second year of study. This factor

then is one of the most significant and consistent predictors of academic achievement.

Entry Qualification and Academic Achievement

Although the numbers involved for the Adult Matriculation entrants and ‘Other’
entrants were small, indications were that these two groups were the best overall
academic performers in 1991 out of the various entrant groups listed in table 6.8.
Both of these groups had the highest GPAs and SPRs whilst also having the lowest
mean fail and withdrawal without fail rates than both the Australian Matriculation
and Special Entry entrants. The only exception for both the Adult Matriculation
and ‘Other’ groups was that they had the lowest proportions passing 100 % of their
course load. The most notable change from 1990 to 1991 for these two groups was
the vast drop in the mean proportion of withdrawals without failure, from 19 % and

15 % in 1990 to only 4 % and 1% respectively in 1991.
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For the two major entrant groups, Australian Matriculants and Special Entry
people, some interesting changes from 1990 were noted. In 1990 Special Entrants
and Australian Matriculation entrants had much the same level of academic per-

formance with Special Entrants having only a slightly lower SPR and higher mean

Table 6.8: Entry qualification by 100 % of course passed, GPA and SPR —

1991 data.
Australian Adult Special | Other
matriculation | matriculation | Entry

N 287 6 18 8
% passing 100 % 69.5 54.5 69.2 | 66.7
N 406 11 25 12
Mean GPA 60.4 65.3 56.4 | 64.4
N 413 11 26 12
Mean SPR 0.86 0.90 0.78 [ 0.93
Mean % Fail 7.2 4.3 13.1 4.5
Mean % Withdraw no fail 5.1 3.9 5.3 1.2

withdrawal without failure percentage. For 1991 studies however, although the pro-
portions passing 100 % of their course load were virtually the same, the GPA and
SPR of the Special Entrants was notably lower, whilst the mean proportion of failure
was notably higher, than for the Australian Matriculant entrants. None of these

differences were statistically significant though.

Course Load and Academic Achievement

With students grouped as either part-time, full-time or over-load, part-time students
in 1990 were found to be by far the worst academic performers with an SPR and
GPA significantly lower than for the full-time and overload groups. Although the
over-load group had a lower SPR than the full-time group due to a higher mean rate
of withdrawal without failure, the GPAs for these two groups were much the same.
Results from the 1991 studies data showed that of those students who re-enrolled
in 1991, full-time students were still the overall best performers as was the case in
1990 (see table 6.9). However, unlike for 1990, the over-load group had a significantly
lower GPA compared with the full-time group but the same as that for the part-time
group. The part-time group which in 1990 had a significantly lower SPR than for
both the full-time and over-load students, had a SPR only slightly lower than for the
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Table 6.9: Course load by 100 % of course passed, GPA and SPR — 1991 data.

Number of points initially enrolled in 1990!.

<24| 24 | > 24 All
N 88 | 172 61 321
% passing 100 %? 66.7 | 80.0 | 51.3 68.9
N 127 | 212 119 458
Mean GPA3 58.3 | 62.8 | 58.3 60.4
N 132 | 215 119 466
Mean SPR? 0.79 [ 0.92 [ 0.83 0.86
Mean % Distinction 12.5 | 13.1 9.6 12.0
Mean % Credit* 25.8 [ 32.9 | 29.5 30.0
Mean % Pass 40.3 | 45.8 | 43.6 43.6
Mean % Fail 92| 52 9.2 _ 7.4
Mean % Withdraw no fail® 91| 1.8 6.0 5.0

1 24 points constitutes a full years load.
2 x?-test was significant, p<0.001

3 24 group significantly different to both <24 point and >24 groups at 0.1
level for Scheffe’s test.

4 <24 group significantly different to 24 point group at 0.1 level for
Scheffe’s test.

® 24 group significantly different to both <24 point and >24 groups at 0.1
for Scheffe’s test.

over-load group but still significantly lower than for the full-time group. The most
substantial improvement from 1990 to 1991 was for the part-time group which had
a mean rate of withdrawals without fail of only 9 % in 1991 compared with 27 % in

1990.

Course Choice Factors and Academic Achievement

For the 1990 data, a number of significant differences in academic performance were
found for various choice course factors between those claiming a factor to be impor-
tant in choosing their course of study and those not doing so. For the 1991 data
though, although the same trend in differences occurred as for the 1990 data for
most factors, the differences were generally reduced or eliminated. This is indicated
by the fact that there was only one statistically significant difference for the 1991
data compared with ten for the 1990 results (see tables 5.17 and 6.10).
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Table 6.10: Influential course choice factors by 100 % of course passed, GPA
and SPR - 1991 data.

Importance | 100 % of course | GPA? SPR?
of factor passed!

Matric score needed | Important® 167 251 255
for entry 65.5 | 58.7° 0.84
Not Imp.* 146 195 199
734 | 62.5 0.88
Unable to get in Important 23 29 30
elsewhere 76.7 61.2 0.90
Not Imp. 288 412 419
68.7 | 60.3 0.85
Own aspirations Important 309 438 446
and interests 69.3 60.5 0.86
Not Imp. 6 10 10
60.0 | 54.2 0.76
Personal challenge | Important 263 371 376
offered 69.9 60.6 0.87
Not Imp. 49 73 76
64.5 | 58.9 0.82
To avoid written Important 18 28 28
English 64.3 | 59.2 0.85
Not Imp. 293 414 422
69.4 | 60.6 0.86
Prestige or status Important 100 139 140
involved 71.4 | 59.2 0.87
Not Imp. 212 307 314
67.5 | 60.8 0.85
Content of course Important 273 387 392
69.6 60.7 0.86
Not Imp. 41 61 64
64.1 58.2 0.83
Unsure as to what Important 66 86 87
else to do 75.9 | 62.4 0.90
Not Imp. 246 358 365
67.4 | 59.9 0.85

' Cell values are the number of cases and the percentage of each category
achieving a 100 % pass.
? Cell values are the number of cases and the mean score for each category.

% Course choice factor was considered as important.

* Course choice factor was considered as not important.
® For t-test, p<0.01 (2-tail).
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The only factor which had the same magnitude of differences as for the 1990 data
was the ‘Matric score needed for entry’ factor. Here, of those who regarded this
factor as an important course choice factor, 65.5 % passed 100 % of their course load
compared to 73.4 % of those who did not. The GPA and SPR for this factor were 58.7
and 0.84 respectively for those regarding the factor important compared with 62.5
and 0.88 for those not regarding the factor as important (see table 6.10). The only
other factor for which notable differences were found for the 1991 data in line with
1990 findings was the ‘Own aspirations and interests’ factor. As for the 1990 data,
those who considered there own aspirations and interests as important in choosing
their course performed notably better than those who did not.

For the ‘Personal challenge offered’, ‘Prestige or status involved’ and ‘Content of
course’ factors, although the same trend in differences remained as for the 1990 data,
the differences were smaller and not significant. For the ‘To avoid written English’
factor, the differences evident for the 1990 data were virtually abolished for the 1991
data, that is, those who chose their course in order to avoid written English no longer
performed notably worse than those who did not.

The 1991 data revealed a reversal in the trends evident in the 1990 data for two
of the factors investigated, namely, the ‘Unable to get in elsewhere’ and ‘Unsure as
to what else to do’ course choice factors. For the 1990 data, those considering these
factors as important performed worse in each of the academic performance indicators
whilst the reverse occurred for the 1991 data. None of the differences in the 1991
data were statistically significant though.

Thus the above results indicated that the factors for which consistent notable
differences in academic performance persisted into the second year of study were the

‘Matric score needed for entry’ and the ‘Own aspirations and interests’ factors.

6.2.6 Ethnicity and Academic Achievement
Students’ and Parents’ Birthplaces and Academic Achievement

As was found for the 1990 data, the 1991 academic results data also revealed no
large, consistent or significant differences in academic achievement between birthplace
groups when classified as ‘Australia’ or ‘Other’, or, ‘English speaking’ or ‘Non-English

speaking’. This was the case when students’, mothers’ or fathers’ birthplaces were
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considered. Thus the conclusion reached for the 1990 data carried over to the 1991
findings, namely, when countries of birth were used as an indicator of whether or not
a student was to be considered as coming from a non-English speaking background,
the results indicated that, overall, there were no significant or large differences in
academic achievement between those from English speaking backgrounds and those
from non-English speaking backgrounds.

However, when academic achievement was investigated with more detailed coun-
try of birth categories, some notable changes from the 1990 situation became evident.
For the student’s country of birth, the 1990 data indicated that those in the ‘Other
English speaking’, ‘Asian’ or ‘Other non-English speaking’ categories were in general
the best performers whilst those born in a non-English speaking European country
were by far the worst performers. Students born in Australia generally ranked second
to last in academic achievement whilst students born in an English speaking country
other than Australia generally performed the best (see table 5.19).

When the 1991 data were analysed a very different picture of academic perfor-
mance emerged when considering students’ countries of birth. For the 1991 data, the
GPA scores were much the same for all the various birthplace categories at around
60 except for the ‘Other Non-English speaking’ category which had the highest GPA
score of 67.6 (table 6.11). The group that showed the greatest change from 1990
in academic achievement were those students born in a non-English speaking Eu-
ropean country. This group in 1990 was the worst performing group on each of
the academic achievement indicators but in 1991 had the highest proportion passing
100 % of course load and the highest SPR of 0.98, whilst also having the lowest mean
withdrawal without fail rate of 0.0% (compared with 21.1% in 1990). The GPA
for this group was the same as for the total sample. Thus those students born in a
non-English speaking European country had come from being the worst performers
in 1990 to the best in 1991. Although caution must be taken in interpreting this
result due to the low numbers involved, this result suggests that the experience of a
year’s study may be enough to overcome the major difficulties that this non-English
speaking background group experienced in their first year of study.

The next highest ranking birthplace group in academic achievement in 1991 was
the ‘Other non-English speaking’ group with 77.8 % passing 100 % of their course
load and a SPR only slightly lower than for those born in a non-English speaking



and SPR - 1991 data.

|832

Table 6.11: Students’ and parents’ birthplaces by 100 % of course passed GPA,

Students’ country of birth
Aust. | Other English [ NES? Asian | Other || Total
Speaking European NES*?
N 260 29 8 17 7 321
% passing 100% | 69.9 76.3 80.0 47.2 77.8 69.0
N 364 38 10 36 9 457
Mean GPA 60.2 62.0 60.4 59.1 67.6 60.4
N 372 38 10 36 9 465
Mean SPR 0.85 0.89 0.98 0.85 0.95 0.86
Mean % WNF! 5.6 2.5 0.0 2.5 5.1 5.0
Mothers’ country of birth
Aust. | Other English NES* Asian | Other || Total
Speaking European NES?
N 213 46 33 23 4 319
% passing 100% | 70.5 67.6 75.0 54.8 57.1 68.9
N 296 67 44 42 6 455
Mean GPA 60.0 61.3 59.8 61.3 63.0 60.3
N 302 68 44 42 7 463
Mean SPR 0.85 0.87 0.90 0.88 0.78 0.86
Mean % WNF! 54 4.7 2.5 24 20.4 5.0
Fathers’ country of birth
Aust. | Other English NES* Asian | Other || Total
Speaking European NES?
N 199 55 35 22 7 318
% passing 100% | 68.2 72.4 77.8 53.7 | 100.0 69.0
N 286 75 44 41 7 453
Mean GPA 59.8 61.6 60.4 61.3 66.6 60.4
N 292 76 45 41 7 461
Mean SPR 0.84 0.88 0.90 0.87 1.00 0.86
Mean % WNF! 5.7 4.6 3.5 3.2 0.0 5.0

P WNF: Withdrawal Without Failure,
? NES: Non-English Speaking.
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European country. Thus, with the exception of Asian students, those students born
in a non-English speaking country who continued study after their first year were
clearly the best academic performers.

Asian born students in 1990 generally performed slightly above average. However,
in 1991 the rank position in academic achievement of this group was last with by far
the lowest proportion passing 100 % of course load at 47.2 %, the lowest GPA of 59.1
and equal lowest SPR of 0.85. The relative fall in academic achievement of this group
was attributed almost entirely to the improvement in performance of other groups.

Turning now to those students born in an English speaking country, those born
in Australia performed relatively the same in 1991 as in 1990 being ranked second
to last in academic achievement compared with the other categories. Students born
in an English speaking country other than Australia performed relatively worse than
in 1990, falling from the best performing group in 1990 to around third place in
1991. The fall in relative academic achievement of this group did not reflect a fall
in academic achievement per se but arose due to the improvement in performance of
other groups.

Some of the trends in academic achievement found in relation to students’ coun-
tries of birth also carried over to the investigation of students’ mothers’ countries of
birth. For the 1990 data it was found that those with a mother born in a non-English
speaking European country were by far the worst performers whilst those with an
Asian born mother clearly stood out as the best overall performers. The performance
of those with a mother born in another category of country fell between those with
a mother born in a non-English speaking European country and those with an Asian
mother.

As for the investigation of student’s country of birth and academic achievement,
in 1991 the GPA for all categories of mother’s country of birth were virtually the
same whilst those with a mother born in a non-English speaking European country
came from being the worst performers in 1990 to the best in 1991 with the highest
proportion passing 100 % of their course and the highest SPR of 75.0% and 0.90
respectively. As was the case in considering students’ countries of birth, the mean
withdrawal without fail rate of those with a mother born in a non-English speaking
European country fell dramatically from 16.9 % in 1990 to only 2.5% in 1991.

Those with a mother born in the ‘Other non-English speaking’ category remained,
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as in 1990, as one of the poorer performing groups. However, the numbers involved
here were too small to draw any meaningful conclusions. The results for the other
groups were mixed and showed no consistent trend in academic achievement.

In considering fathers’ birthplaces for the 1991 results, those with a father born
in the ‘Other non-English speaking’ category were, as for 1990, the best academic
performers in each of the performance indicators with 100 % passing 100 % of their
course load and a SPR and GPA of 1.00 and 66.6 respectively. The number of students
in this group for the 1991 results were, as for 1990, very low at only seven. With the
‘Other non-English speaking’ category to one side, all the other groups had virtually
the same GPA score of about 60. Of these categories, those with a father born in a
non-English speaking European country were clearly the best performers with 77.8 %
passing 100 % of their course load and a SPR of 0.90. This was an improvement from
1990 where this group had middle of the range performance compared with the other
categories. As with students’ and mothers’ birthplaces, those with a father born in a
non-English speaking European country had a much lower mean withdrawal without
fail rate in 1991 of 3.5 % compared with 14.6 % for 1990.

The results for the other categories were generally mixed and showed no consistent
trend in academic achievement. The only other notable point was that the students
with the lowest proportion passing 100 % of course load in 1991, 53.7 %, were those
with an Asian father, this finding being consistent with those related to mothers’ and

students’ birthplaces.

All the data considered, the most evident change in academic achievement from
1990 to 1991 was for students who were born in, or whose parents were born in, a
non-English speaking European country. This group clearly rose from being generally
the worst performing group in 1990 to the best performing group for 1991. The much
higher SPR scores for this group in 1991 can be attributed in large part to the much

lower withdrawal without fail rates in 1991.

6.2.7 Social Integration and Academic Achievement

In the investigation of 1990 academic results, it was found that of those students who
identified with a specific non-Anglo-Celtic background, those who indicated that all

three of their closest friends were of their own minority cultural background performed
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notably worse in all the academic achievement indicators than those who indicated
that they had at least one friend of a cultural background other than their own (see
section 5.2.12).

This same trend persisted for the 1991 academic results data (see table 6.12).
Those with at least one friend from a cultural background other then their own
had a substantially higher proportion who passed 100 % of their course load, 69.8 %,
than those who had all three friends of their own cultural background, 45.5%. This
difference was much larger than that found for the 1990 data. However, in contrast

to the 1990 data, the GPAs were virtually identical for the two groups in 1991.

Table 6.12: Social integration of specific non-Anglo-Celtic identifying students
by 100 % of course passed, GPA and SPR - 1991.

All three friends of At least one friend from a

same cultural background | different cultural background
N 5 37
% passing 100 % 45.5 69.8
N 11 53
Mean GPA 60.9 60.1
N 11 53
Mean SPR 0.78 0.88
Mean % Fail 14.4 8.4
Mean % WNF! 7.8 2.4

TWNF: Withdraw no fail.

The SPR for those without and those with at least one friend of a different cultural
background were 0.78 and 0.88 respectively, due principally to the considerably higher
mean percentage of failure of 14.4 % and mean percentage of withdrawals without fail
of 7.8 % for those with no friends of a different cultural background, compared with
only 8.4 % and 2.4 % respectively for those with at least one friend from a different
cultural background.

Thus, at least for those who identified with a specific non-Anglo-Celtic cultural
background, a consistent finding for both the 1990 and 1991 data was that those
who had at least one friend from a different cultural background other than their
own performed notably better than those who had all three of their closest friends
from their own cultural background. These findings suggest that those who socially

interact perform better than those who tend not to do so.
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6.3 Progression Rates

The analysis of academic achievement thus far has only investigated the academic
achievement of students within particular years of study, namely, 1990 and 1991. In
this section, the progression of students from 1990 to 1991 and from 1991 to 1992
was investigated. Whether or not a student ‘progressed’ from one year to another
was determined merely by whether or not a student re-enrolled for a further year of
study. As the academic transcripts with the 1991 results also showed whether or not
students had enrolled again in 1992, progression rates from 1990 to 1991 and from
1991 to 1992 were calculated. This data indicated drop out rates for various groups
of students from year to year.

Only data related to students who had commenced studies at the University in
1990 were used thus eliminating students who may have completed their course in
1990, 1991 or 1992. It must be noted that these figures can only be taken as a guide as
the analysis did not take into account students who may have transferred to another
institution to continue their studies or students who may have deferred their studies
for a year or two rather than discontinuing their studies altogether.

The progression of students is indicated in the following data by giving the pro-
portion of commencing students in the 1990 sample who enrolled in 1991, and the

proportion who enrolled again in 1992.

6.3.1 Overall Progression Rates

Of those who commenced their studies in 1990 at the University, 82.0 % re-enrolled in
1991 indicating an overall drop out rate of around 15 %. The proportion of the 1990
commencing students who enrolled in 1992 was smaller again at 76.8 % indicating
a two year drop out rate of around 20 % but a smaller drop-out rate between the

second and third years of study than between the first and second years of study.

6.3.2 Gender and Progression

Although the differences were not very large, the data in table 6.13 indicates that
females were slightly more likely to drop out than males, despite the fact that the

earlier analysis revealed females to be better academic performers than males.
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Table 6.13: Gender by proportion of 1990 commencing sample who enrolled in 1991

and 1992.
N Proportion enrolled | Proportion enrolled
% in 1991 in 1992
Male 198 186
82.5 77.5
Female 207 193
81.2 75.7

6.3.3 Students’ and Parents’ Birthplaces and Progression

For the investigation of progression rates related to students’ and parents’ countries
of birth, the countries of birth were classified as either English speaking or non-
English speaking (see table D.1 for classification of English and non-English speaking
countries). As table 6.14 shows, those from non-English speaking backgrounds were
more likely to re-enrol in later years of study than those from English speaking
backgrounds. This was particularly evident when students’ countries of birth were
considered. Of those students who were born in a non-English speaking country,
88.7% of those who commenced in 1990 enrolled again in 1991 and in 1992. On
the other hand, only 81.5% of those born in an English speaking country (including
Australia) enrolled again in 1991 and only 75.7 % in 1992.

Although the differences were not as large as for the student birthplace data, the
same trend in progression rates were also evident for the parental birthplace data.
Those with a mother born in a non-English speaking country were slightly more likely
to progress to further years of study than those with a mother born in an English
speaking country. Differences associated with fathers’ birthplaces were larger, with
87.4% and 83.9% of those with a father born in a non-English speaking country
re-enrolling in 1991 and 1992 respectively compared with only 80.6 % and 75.0 % for
those with a father born in an English speaking country.

These results suggested that those from non-English speaking backgrounds were
more likely to persist with their studies at the university than those from English

speaking backgrounds.
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Table 6.14: Students’ and parents’ countries of birth! by proportion of 1990
commencing sample who enrolled in 1991 and 1992.

N Proportion enrolled | Proportion enrolled
Row % in 1991 in 1992
Students’ Country of Birth
English 362 336
Speaking 81.5 75.7
Non-English 47 47
Speaking 88.7 88.7
Mothers’ Country of Birth
English 330 308
Speaking 81.9 76.4
Non-English 7 73
Speaking 82.8 78.5
Fathers’ Country of Birth
English 329 306
Speaking 80.6 75.0
Non-English 76 73
Speaking 87.4 83.9

! Classified as either English or non-English speaking,
(see table D.1).

6.3.4 Secondary Schooling Type and Progression

No notable differences in progression rates related to the last type of secondary school

system attended by students were found.

6.3.5 Course Preference and Progression

Some of the largest differences in progression rates were found in relation to whether
or not commencing students were enrolled in their first preference course in 1990.
Of those who were enrolled in their first preference course in 1990, 85.4 % enrolled
in 1991 and 80.4 % in 1992. However, of those who were not enrolled in their first
preference course in 1990, only 75.2 % and 69.1 % enrolled in 1991 and 1992 respec-
tively. As these figures do not take into account the fact that some students may
have transferred to their first preference course in their second or third year of study,
the impact of not being enrolled in the first preference course may be even larger
than is revealed by the above findings.

This finding was consistent with the earlier findings for both the 1990 and 1991
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Table 6.15: Course preference by proportion of 1990 commencing sample who
enrolled in 1991 and 1992.

N Proportion enrolled | Proportion enrolled
Row % in 1991 in 1992
Enrolled in 1°¢ 292 275
pref. coursel 85.4 80.4
Not enrolled in 1% 112 103
pref. course! 75.2 69.1
!'In 1990.

results, namely, that those who were not enrolled in their first preference course
performed significantly worse in all the academic achievement indicators than those

who were.

6.3.6 Course Load and Progression

Students were classified as either part-time, full-time or over-time depending on their
course load in their 1990 studies. The proportion of each of these groups that re-
enrolled in 1991 and 1992 were then calculated to give an idea of student progression.

The results in table 6.15 clearly show that part-time students were by far the most

Table 6.16: Course load! in 1990 by proportion of 1990 commencing sample
who enrolled in 1991 and 1992.

N Proportion enrolled | Proportion enrolled

% in 1991 in 1992

<24 points! 42 38
61.8 55.9

24 points 284 267
83.8 78.8

>24 points 82 77
90.1 84.6

! 24 points constitutes a full years load.

likely not to re-enrol with only 62% of 1990 enrolments enrolling in 1991 and 56 %
in 1992. These figures may not represent accurate drop-out rates as some part-time
students may re-enrol after a break of more than two years. However, the number
of such students would be unlikely to account significantly for the much lower re-

enrolment rate compared with full-time and overload students.
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Over-time students were in fact the most likely group to re-enrol with 90 % and
85 % re-enrolling in 1991 and 1992 respectively followed by 84 % and 79 % of full-

timers who re-enrolled in 1991 and 1992 respectively.

6.4 First Year Performance as an Indicator of

Later Year Performance

By far the best predictor of later year academic performance at university was the
academic performance in the first year. For the sample of 1990 commencing students,
80.7 % of those who passed 100 % of their course load in 1990 did so in 1991 whilst
only 47.9 % of those who did not pass 100 % of their course load in 1990 did so in 1991
(for x*-test, p<0.001). Correlations of the 1990 and 1991 Grade Point Averages and
Student Progression Ratios were also very strong and significant (for GPA r=0.55,

p<0.01; for SPR r=0.42, p<0.01).



Chapter 7

Summary and Conclusions

This chapter gives an overview and draws conclusions from the major results found
in the study. A general description of students in the survey and the findings made
in relation to participation, academic achievement and progression of students in the

University of Adelaide are discussed and their implications considered.

7.1 The Study in Review

General background details of a sample of students at the University of Adelaide were
obtained in early 1990 via a questionnaire survey to establish, among other factors,
socio-economic background and ethnicity of students. These data were used to give a
general picture of students at the University and to identify which groups were over
or under-represented in the University population compared with the general South
Australian population. These findings were compared with those of previous research
to find if the participation rate of various groups had changed.

Students’ 1990 and 1991 academic achievement data were obtained from their
academic transcripts. From these data, measures of academic achievement were
calculated enabling the investigation of academic achievement related to the various
factors in the questionnaire. Initially the 1990 data were analysed. The factors for
which differences in academic achievement were found were investigated in relation
to the 1991 academic achievement data to find if the differences persisted into the
following year. Progression rates from 1990 to 1991 and from 1991 to 1992 were also

calculated for various groups of students.
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7.2 General Background Details of Students

Overall, males represented just under half of the sample whereas university statistics
revealed that just over half of those enrolled in the subjects surveyed were male
indicating that females may be more inclined to answering voluntary questionnaires
than males. Notable differences in gender representation were found in relation to
the specific subjects, namely, females were notably under-represented in Chemistry I
and Economics I whilst over-represented in English I. However, comparison with
previous statistics revealed that there was a definite trend towards gender equality
in all three subjects over the years. These findings were in line with other gender
statistics for higher education in Australia, namely, that females are now generally
over-represented in higher education and increasing in proportion in those subject
areas in which they have been strongly under-represented.

Regarding student age, those from high socio-economic backgrounds were signifi-
cantly younger than those from lower socio-economic backgrounds, the age of students
from high socio-economic backgrounds being generally one to two years younger than
those from lower socio-economic backgrounds. This difference may be due to those
from lower socio-economic backgrounds having to delay entry into university until
they have formed a large enough financial base to allow them to undertake univer-
sity studies rather than rely on the financial support of their parents. This may be
particularly the case for mature age students who may not have had an opportunity
to undertake university studies in their youth but after working for several years and
becoming financially independent from parents find themselves in a position to be
able to undertake university study.

The view that Adelaide University is very much a ‘commuter’ university was
supported by the finding that only a small proportion of respondents resided in a
college or hall of residence whilst two thirds resided with their parents or relations
during semester time. Comparisons with earlier research suggested that there has
been an increase in the proportion of students at the University of Adelaide who live
away from parents. Although the age of males and females was the same for the
sample, females were found to be significantly more likely to live away from home
than males. Earlier research also found this trend for 1980 entrants to the university.

Students from high socio-economic backgrounds were significantly more likely to
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be living at home than others. A partial explanation can be given by the fact that
students from a higher socio-economic background were younger than those from a
lower socio-economic background. Another contributing factor may be that parents
in the higher socio-economic strata were more able to support their offspring at home
while those less well off did not have the resources to support their children through
university thus forcing them to be more independent and support themselves more
by living away from home. Yet another factor may be that those from higher socio-
economic homes were in a more supportive environment for undertaking tertiary
education whereas in the lower socio-economic home, the environment and attitudes
may be less conducive to tertiary study, prompting students in this situation to get
accommodation outside the home.

Just over half of the sample relied on their parents/guardians as a major financial
source whilst AUSTUDY was a major financial source for a quarter. Three quarters
of students in the survey had paid employment as a major or minor financial source,
this being a substantially larger proportion than the two fifths of 1980 entrants who
relied at least in part on paid employment as indicated in earlier research. Thus
much greater proportions of students are now dividing time and attention between
study and work than was the case ten years ago.

Those from low socio-economic backgrounds were significantly more likely to rely
on AUSTUDY as a major financial source. However, those from a higher socio-
economic background were significantly more likely to rely on casual or part-time
work or parents/guardians than those from lower socio-economic backgrounds. The
most likely explanation for these findings is that those from lower socio-economic
backgrounds had access to AUSTUDY benefits whereas those from high socio-ec-
onomic backgrounds were ineligible for AUSTUDY assistance and were thus forced
to rely on casual work or parents for financial support.

This is one area where some students from high socio-economic backgrounds may
be considered as disadvantaged. Such students are ineligible for AUSTUDY and thus
have to rely on parents or part-time work for financial support. However, if their
parents are experiencing financial difficulties and do not have sufficient resources to
put their children through university, or if parents’ attitudes are that their children
should support themselves through university despite family wealth, then the only

option available for the student is to engage in part-time work, leaving less time to
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devote to university studies.

7.3 Respondents’ University Course

A large proportion of students in the sample, 30 %, indicated that they were not
enrolled in their first preference course as specified on their tertiary education entry
application form. Around three quarters of those with a parent born in an English
speaking country (including Australia) were enrolled in their first preference course
compared with just over half of those with a parent born in a non-English speaking
European country, this group being the least likely to be enrolled in their first pref-
erence course. These differences partly explain differences in academic achievement
discussed later.

The course choice factors considered important by the largest proportions of stu-
dents were the ‘Own aspirations and interests’, ‘Content of course’ and ‘Personal
challenge offered’ factors. Females were found to place significantly more importance
on each of these factors than males. A significantly greater proportion of females than
males also placed importance on the ‘Better able to serve society’, ‘Cost and ease
of transport’ and ‘Unsure as to what else to do factors’. The only factors for which
males placed a significantly greater importance than females were the ‘Financial re-
wards at end of course’ and ‘To avoid written English’ factors. The latter finding
suggests that males were less confident than females in their written English abilities
which may partly explain why males were more likely to be found in the sclences,
whilst females were more likely to be found in the humanities. This difference could
not be explained by a larger proportion of males coming from a non-English speaking
background as the reverse was in fact the case for the sample. The differences found
in relation to gender generally indicated that males were less likely to be concerned
with the intrinsic value of a course of study but rather with what could be gained at
the completion of the course.

In relation to socio-economic background, those with a parent in the high educa-
tion or occupation level were significantly more likely to rate parental influence as im-
portant in choosing their course than those from a lower socio-economic background.
Other indications were that students from higher socio-economic backgrounds placed

less importance on the number of contact hours per week whilst they placed greater
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importance on the ‘unsure as to what else to do’ factor compared with those from
lower socio-economic backgrounds. It is unclear as to why those from lower socio-
economic backgrounds placed a greater importance on contact hours per week con-
sidering that earlier analysis found that these students were less likely to be engaged
in casual or part-time work than those from higher socio-economic backgrounds. A
possible explanation for why those from higher socio-economic backgrounds placed a
greater importance on the ‘Unsure as to what else to do’ factor may be that as these
students were more greatly influenced and guided by their parents to undertake a
particular course at university, they may have given less consideration to or been less
aware of other options available to them than those who were not as influenced by
their parents.

A number of trends in relation to the importance placed on various course choice
factors were also found in relation to parental birthplace. Those with an Asian born
mother or father were more likely to consider the ‘Parents’ attitudes and influence’,
‘To avoid written English’, ‘Prestige or status involved’, ‘Contact hours per week’
and ‘Financial rewards at end of course’ factors as important than any of the other
birthplace categories. Those from a non-English speaking European background were
the next most likely to consider the factors ‘Contact hours per week’ and ‘Prestige
or status involved’ as important course choice factors. Those with an Asian parent
were the only non-English speaking background group that stood out as placing
importance on avoiding written English, indicating that this group of students is one

of the most likely to require English language tuition.

7.4 Language Background of Students

With the family, over four fifths of students claimed to use English only while just
under a tenth used mainly English plus another tongue. Only a very small proportion
used another language only or mostly. A similar pattern of language usage existed
with students’ friends except that there was a tendency for more English to be spoken.
Comparisons with research on 1985 entrants to the University of Adelaide indicated
that slightly lower proportions of students where languages other than English were
used in the home entered the University in 1990 than in 1985. Of non-English lan-

guage usage with the family, European languages represented about two thirds of
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language usage followed by Asian languages at around a third.

The study revealed that a greater proportion of students had been exposed to
Asian languages in primary school than in secondary school. Furthermore, students
were more likely to study an Asian language at university than at either primary or
secondary school. This was the case even when the bulk of Asian overseas students
were omitted from the sample. These findings suggest that more Asian language
programmes should be introduced at the primary and secondary levels as the demand
for Asian language study was clearly evident at the university level.

French was consistently the most studied language at primary and secondary
school followed by German and Italian. At university, French and German remained
the most popular languages followed by Japanese. Overall, over a third of the sample
had studied a language other than English at at some stage during their primary
schooling whilst the corresponding figure for secondary school was just over three

quarters.

7.5 Participation in the University

7.5.1 Socio-economic Status and Participation

The investigation of parental education and occupation levels in relation to participa-
tion at the university clearly indicated that those with more highly educated parents,
or with parents in high status occupations, were still strongly over-represented in the
university student population, whilst those with a parent with a lower level of educa-
tion or holding a low status occupation were clearly under-represented. Comparisons
with data on 1985 entrants to the University of Adelaide indicated that the degree of
over-representation of those with highly educated parents had, if anything, increased
over the past five years whilst the degree of over-representation of those with a parent
holding a high status occupation appeared to have decreased slightly.

Students who last attended an independent school were found to be still markedly
over-represented in the university student population whilst those from state schools
were greatly under-represented. Those from the Catholic school system were virtually
equally represented at the university. Comparisons with data on 1985 entrants to the
University of Adelaide indicated that the representation of school systems was much

the same as it was five years earlier.
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7.5.2 Ethnicity and Participation

Indications were that Australian born students were notably under-represented in
the university student population whilst for each other category of student birthplace
over-representation was the case. Those born in non-English speaking countries were
not found to be under-represented in the university student population. Previous re-
search had also shown with respect to higher education institutions in South Australia
and Australia that, when age is taken into account, those from non-English speaking
backgrounds could not be considered as under-represented in higher education.
When parental birthplace was investigated, it was found for the 1990 sample that
those with a parent born in Australia were roughly represented in the same proportion
as they were found in the South Australian population, whilst those with a parent
born in an English speaking country other than Australia or a non-English speaking
European country were under-represented. Those with an Asian parent or a parent
in the ‘Other non-English speaking country’ category were over-represented.
Although these findings differed from those considering the students’ countries of
birth, they did nevertheless indicate that overall, those with a parent born in a non-
English speaking country were not under-represented at the University of Adelaide.
Previous research, using parental birthplace as an indicator of whether those from
non-English speaking backgrounds were under or over-represented in higher education
in Australia and South Australia, also found that those with a parent born in a non-
English speaking country were on the whole over-represented in higher education.
Thus overall, those from non-English speaking backgrounds were not under-
represented in higher education. The findings of the research project for this thesis

supported this view and indicated that this was specifically the case for the University

of Adelaide.

7.6 Factors Related to Academic Achievement at

the University of Adelaide

Gender and Academic Achievement

The results consistently showed that females were better academic performers than

males. Females performed significantly better than males in the 1990 studies, this
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trend persisting for 1991 studies. Although females achieved higher grades and had
higher proportions passing 100 % of course load, they were found to have a slightly
lower progression rate than males. A possible explanation might be that females
were more likely to take up employment or marry and leave the university before

completion of their course.

Age and Academic Achievement

Those aged less than 18 years were clearly the best performers followed closely by
those aged over 21 years. Those aged 18-21 were by far the worst performers. These
same trends in academic achievement, although reduced, remained for students’ 1991
studies.

These results suggested that direct school leavers were the better academic per-
formers. The poorer performance of the 18-21 year old group compared with the
under 18 group may be explained by the 18-21 group being more likely to contain
students who failed or repeated a year in secondary school, thus indicating weaker
academic abilities. The relatively high performance of those aged more than 21
years was due principally to this group being consistently the overall best performing
group with regard to Faculty of Arts subjects including English, History, Anthro-
pology and Psychology. The performance of the greater than 21 year age group in
science or mathematics related subjects was generally average or worse than average.

The extra experience of the world that mature age students have may explain the
better performance of these students in Faculty of Arts subjects. One way then to
increase the quality of performance in many subjects in the Faculty of Arts would be
to accept only those students who have deferred university entry for three or so years

or to accept students who have not been continuously in the educational system.

Financial Support and Academic Achievement

In general, it was found that those who relied on AUSTUDY/ABSTUDY or casual
or part-time work as a major financial source performed significantly worse than
those for whom these were not major sources. On the other hand, those for whom
parents/guardians or spouses were a major financial source, performed significantly
better than those for whom these sources were not major.

The lower performance of those engaged in part-time work could be explained
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by these students finding their combined work and study load too much to cope
with but as they required the income from work, it was the study time that was
reduced by withdrawing from part or all of their course load. Another factor which
could contribute to the lower GPA for part-time workers was that these students
had to divide their concentration and train of thought between their work and study
environments, whereas those not working were more able to stay in the one train of
thought, their study.

Students who indicated that AUSTUDY was a major financial source performed
significantly worse than those for whom AUSTUDY was not a major source. Al-
though the mean withdrawal without fail rates were virtually the same for the two
groups, those relying on AUSTUDY had a significantly lower GPA and SPR, and
a lower proportion passing 100 % of course load. A likely explanation for this sit-
uation is that although some students relying on AUSTUDY as a major financial
source might be performing poorly at some subjects, rather than withdraw without
fail from these subjects and become ineligible for AUSTUDY benefits, they remain
enrolled in these subjects. Thus they continue to receive the full AUSTUDY benefit
but perform poorly overall.

The performance of students related to dependence on various financial sources
was also linked to the socio-economic background of students. This point will be

discussed further in the next section.

7.6.1 Socio-economic Status and Academic Achievement

Parental education and occupation levels were used to investigate academic perfor-
mance differences between those from low and high socio-economic backgrounds. In
relation to parental education levels, significant differences were found only in relation
to fathers’ education levels. Here, those with a father who held a degree or higher
qualification performed significantly better in their 1990 studies than those with a
father with lower qualifications. However, the 1991 studies of continuing students
showed no notable differences in performance between those from lower and those
from higher socio-economic backgrounds. This situation cannot be explained by a
greater proportion of those with a father in the lower education level (these students
being the poorer performers in 1990) dropping out after the first year of study, thus

leaving only the better performers from the lower education group in 1991, since
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those with a father holding a degree were in fact less likely to progress to later years
of study than those with a father in the lower education level.

Thus overall, after one year’s experience of university education, differences re-
lated to the education background of the students’ parents appeared to have reduced.

An investigation of parental occupation level and student academic achievement
revealed no large or significant differences in any of the academic achievement indi-
cators between those with a parent in the high occupation category and those with
a parent in the low occupation category.

Socio-economic background was found to be linked to age and type of financial
support of students, these factors helping to explain why those with a father holding
a degree performed relatively better in 1990 studies. Firstly, those with a father
holding a degree tended to represent a greater proportion of those aged less than 18
years than those with a father not holding a degree, students aged less than 18 being
found to be the best performers of all.

In relation to financial support, those with a father holding a degree were more
likely to be dependent on their parents as a financial source, these students generally
being better performers. However, students with a father holding a degree were also
more likely to rely on casual or part-time work as a financial source, such students
being found to perform significantly worse than those who did not rely on part-time
work as a financial source. AUSTUDY was more likely to be a major financial source
for those with a father who did not hold a degree than for those with a father who
did hold a degree, students who relied on AUSTUDY as a ma,jor source being found
to be significantly worse performers than those who did not rely on AUSTUDY as a
major source of finances.

These findings revealed one group of students who, even though they came from
a high socio-economic background, were in fact disadvantaged. The group being
referred to are those who could not receive AUSTUDY because their parents were
earning too much. As a result they had to rely on casual or part-time work rather
than their parents for their major source of finances. This may arise purely due to
parental attitudes that their offspring should support themselves through university
or it may be that although the parents earnt too much for their children to claim
AUSTUDY, at the same time they could not afford to support their children through

university due to other financial difficulties.
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7.6.2 Students’ Educational Background and Academic

Achievement

Although no statistically significant differences were found in relation to academic
achievement and last type of secondary school system attended, for both 1990 and
1991 studies, those from state schools were clearly the best overall performers followed
closely by those from other independent schools. Those from Catholic schools were
the worst performers.

These findings did not coincide with those of Power et al. (1986 & 1987) who
found no significant or consistent differences in grade point averages or overall pass
rates between 1985 entrants to the University of Adelaide who had attended different
secondary school systems. Nor were any significant or consistent differences found for
1985 entrants to South Australian higher education as a whole. A number of earlier
studies of students at the University of Melbourne, University of Western Australia
and University of Tasmania by Hohne (1951, 1955), Anderson (1961) and Hughes
(1961) respectively, all found that those from Catholic schools performed worse than
those from either state or independent schools, as was the finding for the 1990 study.

The above findings indicated that those from Catholic schools were lacking the
same degree of preparation for university study as those from state or independent

schools.

7.6.3 Various University Course Factors and Academic

Achievement
Course Preference and Academic Achievement

For students’ 1990 studies, those who indicated that they were enrolled in their first
preference course performed significantly better than those who indicated that they
were not. A greater proportion of those who were not enrolled in their first preference
course in 1990, compared to those who were, did not enrol again in 1991. In addition,
some non-first preference course students in 1990 may have transferred to their first
preference course in 1991. Nevertheless, of those students who did re-enrol in 1991,
the same or larger differences in academic achievement as for 1990 were found in
relation to 1991 studies.

Whether a student enrolls in their first preference course or not is thus one of the
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most significant and consistent predictors of academic achievement at the university.
The poorer performance of those not enrolled in their first preference course may be
due to a lack of motivation to succeed in a course that they did not want to undertake.
This raises questions as to the effectiveness of admission procedures to the university
which are based principally on a Year 12 score and allow applicants to give multiple
course preferences. It may be that the performance of the general university student
population would be higher if a greater proportion of students were able to do their
first preference course. However, unless resources are available to offer more places

for the more popular courses, a more open entry type admission system is not viable.

Entry Qualification and Academic Achievement

Although the sample numbers were quite small for those with entry qualifications
other than Year 12 university entrance scores, indications from students’ 1990 studies
were that those who gained admission via the Special Entry Scheme performed at
the same level as those who gained entry through the usual matriculation (Year 12
score) avenue. It was also found that those who gained entry via Adult matriculation
performed slightly better than others in subjects completed but had a higher than
average mean proportion of withdrawals than others.

For students’ 1991 studies, those who entered with Adult matriculation were still
around the best performers in subjects completed. The 1990 studies data showed
that Special Entry and Australian Matriculation entrants performed at much the
same level. In contrast, although Special Entrants in 1991 had virtually the same
proportion passing 100 % of their course load, they had notably lower GPA and SPR
scores and a higher mean proportion of failure than Australian Matriculants. These
differences were not statistically significant, however.

When withdrawals without failure were disregarded, the above findings indicated
that, at least for the first year of study, those who gained admission to the university
via pathways other than with the usual Year 12 score performed as well or better
than those who gained entry using the Year 12 score. Indications were, however, that
those who gained entry via the Special Entry Scheme and who re-enrolled in 1991

were poorer performers.
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Course Load and Academic Achievement

When students were grouped as part-time, full-time and over-load students, full-time
students were clearly the best academic performers in all the academic performance
indicators in 1990, followed by over-load students and part-time students. Students
in this last group were significantly poorer performers than either the full-time or
overload students. The most distinguishing factor for the part-time group was the
substantially larger mean withdrawal without fail rate of 27 % compared with only 4 %
and 9 % respectively for the full-time and over-load students. Even when withdrawals
without fail were disregarded, the significantly lower GPA for the part-time group
compared with either the full-time or over-load group still showed the part-timers to
be the worst performers. Despite these overall findings, the part-time group had a
slightly lower mean proportion of actual failure than either the full-time or over-load
students, as the finding of earlier research had also indicated (Butterfield and Kane
(1969); and Power et al. (1986)).

The GPA for the over-load students was virtually the same as for the full-time
students; the fact that their SPR score was lower than full-timers’ was due almost
entirely to a higher withdrawal without fail rate. This may in turn be explained by
students enrolling in an over-load so as to experience a wider range of subjects but
with the intention of withdrawing from those subjects that interest them least, or in
which they are performing the worst.

For those who re-enrolled in 1991, the full-time students were still the best overall
performers. In contrast to 1990, the GPA of the over-load group was significantly
lower than for the full-time group and the same as that for the part-time group.
The part-time group had a SPR only slightly lower than the over-load group but the
proportion passing 100 % of course load was about 16 % greater than for the over-load
group. The most substantial improvement was for the part-time group which had
a mean rate of withdrawals without fail of 27 % in 1990 compared with only 9% in
1991.

The most likely explanation for the much higher performance of part-time stu-
dents in 1991 compared to those in 1990 is that part-time students in 1990 were far
less likely to re-enrol in 1991. As most of the drop-out students would be the poorer
performers, this would leave the higher performing part-time students to re-enrol in

1991 and hence the much better performance of the remaining part-time students in
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1991 in comparison with the other groups of students.

Course Choice Factors and Academic Achievement

The largest and most significant differences in 1990 academic achievement in relation
to the importance placed on various course choice factors occurred for the ‘Own as-
pirations and interests’, ‘Personal challenge offered’, ‘To avoid written English’ and
‘Content of course’ factors. Those not considering their own aspirations or interests,
the personal challenge offered, or the content of the course as important, performed
worse in all the academic achievement indicators (and significantly in at least one)
than those who did consider these factors as important. These findings were closely
linked to the importance placed on course choice factors and the academic achieve-
ment of females. As revealed earlier, females overall performed better than males.
Also, a significantly greater proportion of females than males placed importance
on the ‘Own aspirations and interests’, ‘Personal challenge offered’ and ‘Content of
course’ factors.

Those who considered choosing their course to avoid written English important
performed significantly worse than those who did not consider this factor important.
Again, this finding was linked to gender differences as males were significantly more
likely to consider this factor important in choosing their course whilst males overall
performed worse than females.

Results also indicated that those who considered the ‘Matric score needed for
entry’, ‘Unable to get in elsewhere’ or ‘Unsure as to what else to do’ factors as
not important in influencing their choice of course, performed better than those
who did consider these factors as important. No significant differences in academic
achievement were found in relation to whether or not parents’, teachers’ or friends’
attitudes or influences were important in choosing the course of study.

For the 1991 studies data, although the same trends as for the 1990 data oc-
curred for most of the course choice factors, the differences were generally reduced

or eliminated and all differences were insignificant except one.
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7.6.4 Ethnicity and Academic Achievement
Language Usage and Academic Achievement

Students were grouped into those who used English only with their family or friends
and those who spoke a language other than English at least some of the time. For
both language usage with family or with friends, no significant differences were found
in academic achievement between those who used English only and those who used
a language other than English at least some of the time.

The same finding was made by Power et al. (1987) for 1985 entrants to the Uni-
versity of Adelaide. However, he found that for all 1985 entrants to higher education
in South Australia, those who spoke English only at home had significantly higher
grade point averages than those speaking a language other than English either ex-
clusively, or in addition to English, at home. Thus academic achievement of those
speaking a language other than English at home would seem to vary from institution

to institution.

Students’ and Parents’ Birthplaces and Academic Achievement

With the countries of birth grouped as ‘Australia’ or ‘Other’, or as ‘English speaking’
or ‘Non-English speaking’, no large or significant differences in academic achievement
were found in relation to students’ or parents’ countries of birth. This was the case
for both the 1990 and 1991 studies data. Thus on the whole, when countries of birth
were used as an indicator of whether or not a student was to be considered as coming
from a non-English speaking background, the results indicated that there were no
significant or large differences in academic achievement between those from English
speaking backgrounds and those from non-English speaking backgrounds.

When the academic achievement data were broken down into more detailed coun-
try of birth categories, some differences in academic achievement were identified. For
the 1990 data, although some different trends in academic achievement occurred de-
pending on whether students’, mothers’ or fathers’ birthplaces were considered, the
general overall trend was that those with a non-English speaking European back-
ground were the worst overall performers whilst those born in, or with a parent born
in, Asia or the ‘Other non-English speaking’ category were generally amongst the

best performers. Those with English speaking country origins (including Australia)
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were generally ranked in between the best and worst performers.

The overall worst performance of non-English speaking European background
students is partially explained by these students having by far the lowest proportion
enrolled in their first preference course, 56 %, compared with 70 % for the whole
sample. As revealed earlier, those who were not enrolled in their first preference
course performed significantly worse than those who were. Also, those from non-
English speaking European backgrounds were found to be the most likely group to
have attended a Catholic secondary school, students from this school sector being
found to be the worst overall performers.

For those students who re-enrolled in 1991, a very different picture of academic
achievement related to ethnic background was found. Here, students born in or with
a parent born in a non-English speaking European country were the overall best
academic performers, a complete turnaround from being the worst performing group
in 1990. One of the major contributing factors for this change was the relatively much
lower withdrawal without fail rates for this group in 1991 than in 1990. The ‘Other
non-English speaking’ background group was generally the second best performing
group. Thus, with the exception of Asian students, those from a non-English speaking
background who continued with their studies in 1991 were clearly the best overall
academic performers. The results suggest that the experience of a year’s study may
be enough to overcome the major difficulties that those from non-English European
backgrounds may have experienced in their first year of study.

Asian students or students with an Asian parent were clearly the worst ranked
performing group in 1991 compared to 1990 when this group performed slightly above
the average. The fall in the relative rank position of this group can be attributed
almost entirely to the improvement in the performance of other groups. Those born
in or with a parent born Australia were generally ranked around second to worst in
academic performance whilst those born in or with a parent born in another English
speaking country were generally ranked in between the best and worst performing
groups.

With students’ and parents’ countries of birth classified as either English or non-
English speaking, student progression rates were calculated. Results showed that
those from a non-English speaking background were notably more likely to re-enrol

in later years than those from English speaking backgrounds. In other words, those
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from non-English speaking backgrounds were more likely to persist with their study
at the university than those from English speaking backgrounds. This may be linked
to the fact that those from non-English speaking backgrounds were more strongly
driven by the perceived prestige or status that completion of a university course
would give them and the fact that these students were more strongly influenced by

their parents’ attitudes and influence than those from English speaking backgrounds.

Social Integration and Academic Achievement

Students were asked to think of their three closest friends and to give what number
of these were of British or Anglo-Celtic background, their own cultural background
(if other than British/Anglo-Celtic), or a minority cultural background other than
their own. For students who identified specifically with an Anglo-Celtic background,
no large or significant differences were found in academic achievement between those
who claimed to have all three of their closest friends of Anglo-Celtic background and
those having at least one friend of a different cultural background to their own.
However, for those students who identified with a specific non-Anglo-Celtic an-
cestral background, those who had all three of their friends of their own cultural
background performed notably worse than those who had at least one friend from a
cultural background other than their own. This was the case for both the 1990 and
1991 data. These findings suggest that those who socially integrate perform better

than those who tend not to do so.

7.7 Directions for Further Research

Although this study investigated academic achievement with regard to ethnicity over
two years, further research investigating later years of study and eventual graduation
rates would be valuable in determining over or under-representation of various ethnic
groups actually completing their university studies. As the study found considerable
changes in academic achievement from 1990 to 1991 for some specific ethnic groups,
particularly those from non-English speaking European backgrounds, more detailed
research as to why such ethnic groups improved so markedly in later years would
be valuable. Such findings also point to the need for research into the validity of

admission procedures, particularly in relation to particular ethnic groups that are
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poor performers in the first year of their university studies but who later prove
themselves to be the best overall academic performers after a year’s experience.

As those who were not enrolled in their first preference course were found to per-
form significantly worse than those who were, another possible research avenue is the
investigation of why this occurs and again, the effectiveness of admission procedures
that do not allow a larger proportion of students to enrol in their first preference
course.

The study found that those students who relied on part-time or casual work as
a major financial source performed significantly worse than those who did not rely
on these sources as major financial sources. As any change in the economic climate,
government financial assistance to students (AUSTUDY), or the way students are
required to pay their fees is likely to effect the proportion of students relying on part-
time work as a major financial source and thus the general academic achievement of
the student body, such changes need to be monitored and their resulting effects on
academic achievement investigated.

Another research topic could be the investigation of why those aged 18-21 years
were consistently the worst academic performers. An investigation of the academic
achievement of those who repeat a year at secondary school, particularly Year 12,
may partly explain this situation. Specific research into the teaching methodologies
of the state, independent and Catholic school systems would help explain why those
from independent schools are the most successful in gaining entry to the university
whilst those from state schools are the best overall academic achievers, and why
those from Catholic schools are generally the worst performers despite achieving a
participation rate at the university equivalent to the proportion of Catholic school
educated persons in the wider community. These findings again prompt research into

the effectiveness of admission procedures to the university.

7.8 Equity, Ethnicity, Participation and Disadvan-
tage

Research findings indicated that those from privileged backgrounds were still very
much advantaged in gaining entry to higher education. Those with parents who

had a degree or higher qualification, or who had a high status occupation, were over-
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represented in the university student population. In addition, those from independent
schools were over-represented whilst those from state schools were under-represented
in the university. The over-representation of those from high socio-economic back-
grounds appeared not to have changed significantly over the past five years at the
University of Adelaide.

The under-representation that females have traditionally had in higher educa-
tion appears to have been overcome with females now being, on the whole, slightly
over-represented. However, they continue to be under-represented in traditionally
female under-represented subject areas such as chemistry and economics, although
the degree of under-representation is decreasing.

On the whole, those from non-English speaking backgrounds were found to be
over-represented in higher education, particularly when the age structures of ethnic
communities in the wider population were considered. This was the finding of pre-
vious research and that of the thesis study of those at the University of Adelaide.
Thus as far as participation rates were concerned, those from non-English speaking
backgrounds could not be considered as disadvantaged.

One group of students, namely, those born in or with a parent born in a non-
English speaking European country, were one group who could be seen as disadvan-
taged in that they had a relatively small proportion enrolled in their first preference
course compared with other groups of students. Students not enrolled in their first
preference course performed significantly worse than those who were. However, af-
ter a year’s study, those from non-English speaking European backgrounds proved
themselves to be the best academic performers.

Another specific group that could be seen as disadvantaged were those students
from high socio-economic backgrounds who were ineligible for AUSTUDY and who
could not rely on their parents as their main source of income. Such students were
forced to engage in casual or part-time work thus lessening the time and energy
available for study. Students who had to rely on part-time work as a major financial
source were found to perform significantly worse than those who did not have to.

The above findings indicated that, at least in relation to the socio-economic back-
ground of the student population, the University of Adelaide could be viewed as elitist
due to the strong over-representation of those from high socio-economic backgrounds.

However, the unequal participation rates did not generally equate with unequal aca-
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demic performance between those from high or low socio-economic backgrounds.

Females and those from non-English speaking backgrounds, these persons gener-
ally being seen as disadvantaged in the past in relation to higher education, were not
only over-represented at the University of Adelaide but also performed as well as or
better than other groups academically. The University of Adelaide therefore cannot
be seen as elitist towards these groups in the community.

Overall then, the main way in which the University of Adelaide could be viewed
as elitist would be in continuing to admit a disproportionately large number of those

from high socio-economic backgrounds.
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A STUDY OF STUDENTS AT THE UNIVERSITY OF ADELAIDE

You can be sure that your answers are STRICTLY CONFIDENTIAL and will be used for statistical
purposes ONLY in a way that will not identify you as an individual.

Most of the following questions can be answered by placing a circle around the number opposite
the appropriate answer.

FOR EXAMPLE : If you are female you would answer the first question as follows :

1. What is your gender 7 .. .....uiiitiiiiinennrsnnnennenennenness Male...1  Female, @
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STUDENT NUMBER : | | | ] ] ( || | ( for coding of questionnaires)

1. What is your gender ? ( Please circle category) .................. Male...1  Female...2
2. In what year were you born 7 ... .. .. 19 [I:'
3. If you were born outside Australia, please give your year of arrival : ..... 19 D:[

4. In which country were you and your parents born ?

Self Father Mother

Australia............... o L RS SR SR A G e R R e 01 sy 01, ........ 01
U.K./Treland . . soummemsmmmessmmesie s s s amis it m Y v e o mee 02, ..cuvnn. 02......... 02
New Zealand . . s b aibti s siidiis e i i s sy 10 s fmocre measmntes s 03......... (1 ST 03
South Africa . oo dn il ds i s e o T a5 bre: siceecere: srossmsrareressimmerare 04......... 17 (O —— 04
U.S.A./Canada viuisiie il s s s 5om 05 0085005 ine %re e emce. acecsgoce A 05......... 1 — 05
Germany.......oovviieiieinneinnnnns SRR TR BRI &1 5 e sngeprim i m e e i AR AL R 11— 06,4 s:rssiars s 06
Norway/Sweden/Finland/Denmark . ... .....ivuuiirsvninseneeannennnnn, Ly R 0T.wis msissiorass 07
Framce. .. ...oouunuinennnnnne s 8o s B aess s i s e siomemeses ssosona. ssecerrisrerers e ()1 S 08. s snvsvans 08
The Netherlands . . ... ..ottt it i e e e et e e 1+ 0944 snsinvicers 09
TBALY . . o oo e o R SR SRR 08 A8 008 i 8 o 10..... S [ 10
GIEECE . . . . . . [5705 510 84 18,58 ) omsmmsncm s o a2 YA B OSCm F  S 6765 11, .| coavess s B 11
Poland. ... ...t S — o S i ST 125 csn0anmss IBiasaan, .. 12
Hungary « ot e e s 13u 5] 13 a4 o 13
YUGOSLAVIA .. oot i ot e e e e e e R e T4, .. 14
Other Europe ......covvvvunnnn.. O A S R AR S AR S 15imsmiviaa i 5, oo, .. 15
UKraine . .o e e ) LSRRt 16apnian. . - 16
Estonia/Latvia/Lithuania .. .......ouuiuiiiuiinienen s s B Rt 17 Gz . 17
Other U.S.8. R, .ttt e e e e e 1Bis ssinian 18. ..ot 18
Latin America. .. . . woumsmusessmonmoesssmisami s s e s ot o 1953 & rciscazesn 19..00vvnn. 19
Lebanon . .. .. ... qeemsemmsssmmmm s s s e s e S e 200 e e 20, cemrsinins 20
Other Middle East wuwa e smmisn oo e daian s 8 sbi s v v P P 21
India . .. e e s s G O s 15 2 51115 e eece corasonmterm racecesaes 22 v cwm e B B e e 22
Sri Lanka somaassesacsnc ijiee a6, dais €8 SRR H e ey e e e e AR e e 23 i 2% sivaainan 23
China. ... ..., . 6o s S 505 5 0T 00 s e s mmmrtrr s comvrmieceramrecore e s st Phioiianes i 24
JaDan . . oL I R SRS batinmusraesarsseiss oo e o a5l A P PR 25w 25
Hong Kong......covviiininniiinnnnnnnn. S R R A G 260 st R 26
VIBERAIM L\t ottt et e e e e Y T 27 i 27
Cambodia/Laos . ..\.uueii it L SO N 28...... —1)
Malaysia/Singapore..........ouvvvrnnnn.. T A A R e e 29, .. ..., 29, i, 29
Thailand . .. ..o 30......... 300........ 30
Indonesia . .. ... .. .oummmmeme smmmmomsmsin s wes s s s ey e AT o e e k3 I % 1 (. 31
Philippines . . . .. .. wsioiw s s s e ds y s S E e e 32....00.00 e 32
Other Asia aawimcusminm s mess s 5 T e 5 worstecscoommrmcrrenreteesracs 1. L — > 1, SRR 33
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What is your parents current occupation ( OR last occupation if currently

retired or unemployed) ?
Father

Home-based Duties

( e.g. house-keeping, child rearing ) ......ouvvueiriniinniintar it ireneaneannnn, 01....

Upper Professional
( generally requires a university degree or equivalent

e.g. law, medicine, engineering )........ ... . ittt e 02....

Lower or Semi-Professional
( generally requires a diploma or equivalent

e.g. journalist, librarian, nurse ) ..... .. ...ttt i e 3.

Large Scale Administrator, Employer or Manager
administers, employs or manages over 25 persons
( , employ. g p

e.g. senior public SeTvant ) ....... ...ttt e 04. ...

Small Scale Administrator, Employer or Manager
( administers, employs or manages under 25 persons
e.g. manager of a small business or farm,

self-employed, real-estate agent }............o i 05....

Clerical, Commercial and Sales Brokers
( without special skill or supervising responsibility

e.g. typist, teller, shop assistant ).............iiuiiniiineennr e e, 06....

Skilled Manual Workers and Foreman

(e.g. fitter and turner, plumber, mechanic ) .. ... .oviuiririinennneeeannnnen.s, 07....

Semi-Skilled Manual Workers

( e.g. truck driver, labourer, production

Hne WOTKer ) . ov vttt et et e e e 08....

Protective Service Occupation

( Police, Armed Services, Fire Brigade ).........o0iuiiniriinniaeain e, 09....

Other Service Occupations
( e.g. sportsperson, caretaker, hotel worker,

cleaners, hair-dressers ) . ... .....coiouiiiiii it e 10....

Other, please specify person and Job : ...........coouueneeiise

What is the highest education level completed by you and your parents ?

215

Mother

(Do not include courses currently being undertaken by you or your parents)

Self Father Mother
Higher degree ( Masters, PR.D. ). .. .oueuiniiitiinirinieiiaaianssons 1 Lsausnigs 1
Postgraduate diploma . .......ooe et e i Giii e N T 2
Bachelor degree ( Ordinary & Honours ) .........c..uvereennseennsrnninnns Fia il S AP 3
Post-secondary diploma .. ..........iiuitiit e e P AN 4
Trade certificate ...ttt B b e S 5
Secondary school. ... ... < G.ovvvnnnn 6
Primary school ... it T { 7
NOmE . .o e e . R S R et cecoracesecetes L T — . 8
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7. What was the last type of secondary school you attended ?

STate . ..ot e R A e R Y T B I W R R 0 5 TV s F i e e e om0t e e o 1
Catholic. ........... ... s i o Pr e S G oS R e TR 3 o S STAe 8 0wl e 1o cacmecoeror svortonsse e ooasmraracare 2
Other Independent . . . ... ittt e ettty et e e e e e e e 3
T A F.E. O €QUIVAIEIL . . ..ottt it ittt ettt e e s ettt e e et et e e e e e e e e e e 4
Overseas SChoOl OF COLEEE . . .\ v vttt ittt e e et et et e e e et e et et e e e e e e e e ee e ee e e ens 5
Please give the name and place of the last school or college that you attended : ........cooverrenrnnins
8. In which course are you currently enrolled ? ..........c.oiuiririiimn
If Honours or higher degree, please indicate department(s) : ........cuiueiiiieireiinnnriresrinannss
9. Areyouenrolled: ............. .. ..., Part-time...1  Full-time...2

If Full-time, go to question 10.
If Part-time,

(a) was the provision of after-hours classes

an important factor in choosing your course ? . .............ouvnenserannnnnns Yes...1 No...2
(b) have you previously been enrolled full-time 7 ............oooureennremms s Yes. ..1 No...2
If yes, please give the reasons for changing to Part-time : ... .......vuurirsirensenernss s,

10. Would you have considered doing another
course if after-hours classes were given in that course ? ............. Yes...1 No...2

Australian Matriculation . ... ..ot iuiiit et e e 1
Adult matriculation . ... ... e 2
SPecial BMEIY . .. .u vt s T v ST 8198518 pm e srotren 1 Begt o e o e 50 ST e 3
Overseas qualification . . .. ..uiueet ittt e e e e e 4
Other, please SPecify & ... ..ottt et e 5

(b) How many years were there between attaining your entry qualification and
commencing University studies ?

1YORL .« o oot o e R R R R R ST R S 1
2 YOATS .o e o w6 SR S SR SR B s 2
3 YOATS ..« ..t e b T R B RSB E  Aede  R78 o35 39, b i somecorecmcmsmescaen e 3
MoTe than 3 YEars cvu s s s an s s semsaa sinm s i 0 hs s 60350550 5 o8 5 srre e memsns aes s orme eooreremsees. 4

12. Was your undergraduate degree course your first preference course in your
SATAC application ? Yes...1 No...2

If not, in which course would you prefer/have prefered to be enrolled ?
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13. In choosing your current course, how important were each of the following

factors ?

Not

Important Important
Contact hours per Week . ... .uiiiiruineir ittt ianie ittt it et nrnneenees 1o 2
Matric score needed for entry .. .uv vttt e e | S —— 2
Unable to get in elsewhere . .. .ouviuii i iiininnnr s iieinnnneersnnnnnssnnnnn T 2
Own aspirations and INEETESES . . vttt ittt tr e et e s es s saeee e eenan 1w iiiiiiiinnn 2
Personal challenge offered. .. .. ... i i i 1 E— s iEaieis 2
Better able to serve society . ....vvrvriirinin .. N T N — L vsim s msea 2
To avoid written English. ............c00... O TP i oo assmmmiare 2
Parents’ attitudes and influence . ... .ooun it i e L vinmien SR 2
Teachers’ attitudes and influence . ........c.covviiiininnnn.. e e B e 2
Friends’ attitudes and influence .........coiiiiiiniiiiiiii i Lo s s s 2
Prestige or status involved . ... ... . cuiiiiiiiiiiii i i s Liswasomsnmin 2
Financial rewards at end of COUTSE. . v\ vvvuununiiiseiie e inteeaeeecneenee s s o s A 2
Opportunity 0 change Career . .........cuiiiniuiiioinsieerinrneieeiieninnen, LG e . 2
Cost and ease of tTaNSPOTt . .. ..\ vtt ittt it ittt i N R e 2
Unsure as to what €lse t0 do ... ... iiiiiiiin it et 15 Y i A P 2

Please specify any other important factors 1 . ... u.uitiirtit it e e e e e e e .

14. Please indicate whether or not you consider the following statements to be
True, More True than False, More False than True, or False in relation to the
course you are currently enrolled :

True More True More False False

than False than True
(a) I feel confident that I made the

right decision to come to University.................. L watierrneriad i i s e  JR 4
(b) I get satisfaction from studying...............c...... | AR B, 5010w s % . 4
(c) I consider that I have a heavy workload ........ cisiaat e & o s B piresya i ns . 4
(d) I generally keep to myself at University .............. [ N 2 e S, JEr R — 4

(e) I am at University just marking

time while I decide on my future .................... | 2o 3w aenvan 4
(f) I find my course generally easy to cope with .......... Lessmommaanam 7 SRR P 3w 4
(g) I wish my course was more challenging ............... Yowss cvmimea o L 3. e ies 4

(h) T am satisfied with the relevance of the
material in my course for my future career............ ) R e A RO Fiitianns 4

(i) I feel I am being given a good
chance to develop my best abilities................... Yowaymasiniass 2 R A nmisns S J 4

(J) I feel I am being well
prepared for my future career ....................... | I 2 e Feinmnse vuwd
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15. What is the highest education level that you plan to achieve ?

Doctorate (Ph. D. ...ttt e e e e e e e e 1
Masters degree. ... .. u ittt ittt ettt et et e e e e e e e e e e e e e e et 2
Postgraduate Bachelor degree . .. ....uuin ittt ta s et e e et et et e e eee e e e e et 3
Post-graduate diploma. . ... ...ttt ittt ittt e e e e e e e e e 4
Bachelors degree, Honours ........covvvuuunn... o o A SR SR 8 AR e e 5
Bachelors degree, Ordinary . . ....uuvu o ueute ety te st et e e e e e e e rassreses 6
Other, please SPECILY : wimssnincominssnc smresisse.ssersminn s e 6 15T AT ST AT e S e AP Sl L0 7

16. Where will you be living during semester time ?

Home with parents/Telations . ... ....uiniiiu ittt e et e et e e e e s 1
College or hall of residence. .. . ... e s v iaiam a8 55 A58 5. v s o-msesmsmocesessmen e 2
Sharing house or flat with friends. . ... ..o i e 3
Flat or house with Partner oF Alome . .. u .ttt ittt e e e e e e et e e e et e e e 1
Boardimg . ... e e e e e e e e e B
Other, please specifly @ ... .. i e 6

17. (a) How many siblings ( brothers and sisters ) do you have altogether ?
(b) If one or more, please indicate your position in the family

(e.g first born = 1, fifthborn =5 ) ..........cooiiininin.a.., 1...2...3...4...5...6.........

18. Do you have any dependent children 7 ..............c00oviiiiiinnnnnnn. Yes...1 No...2

19. To what extent will you be dependent on each of the following for financial
support this year ?

Major Minor Not at
source source all
AUSTUDY/ABSTUDY ittt it et e ) 2 3
Other scholarship . .. ...u ottt i i e e ) 2. ke 3
Cadetship . .. ov i ) 20 i Ewe . 3
Regular full-time work......... ... i S 20 i iame s 3
Casual or part-time WOrk ...........uutiueiiir i, 1. o5 -@. - -3 20 i iwm e, 3
Parents/guardians ... ... ... i 1o x - o o 20 3
SPOUSE/PATIINET « « v vttt ettt e e | 2.0 imsm.. .. 3
Other, please specify if @ Major SOUTCE © .+ .vuuveutvsore e et ee e e TR D e

20. What languages do you regularly use ?
With Family With Friends

English only . ... ..o 5 o i o s 1
Mainly English plus Other(s) ......vuvuivuirinininiiiiiiiieenennn.s. /ey 2
Mainly Other(s) plus English ......oouiuiniiniiiiiii i, O — 3
Other(s) only, 10 English . ... ovvuitinie ittt oo P 4
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21. How well are you able to read and write in :

(a) English

Read Write
Very Well . o G i ieiotin s o 78 508 0 160 TSrin o s 2w 878 Bt 827 g WA e e s s dasmamnans 1
L5 vz 2
Alittle ........oooun.. TR P RN 0 AT S B AT i Suivwavmwin 3
B T Y | R RTINS B A R 5 s 4
(b) Your main language other than English :
Read Write
Very well .oovvvvniinnninenns, R R e B h W e SRS S R e e e e 1
Well. . . . oo st iin o oy s e e s b S o e 5 ST M350 00 7 51 misbens oo mencass . S 2
A little | | i s S T 5 e S0 B R T 8. 5 8 B o1 mee casip o m oo (o et one e e hracs S 3
Not at all i s i S ST o 5 ST oo RS F.b17 memra e pomminst (o e LpeE 1654 e o m o A g &y i soivaren 4
22. What languages have you studied at :
Primary Secondary University
school school
English . ssmmsnsemaemmmsnerensin ansm i o vam s Do o sanndaaagn Olsimvianses o 01
French. .ounaesmmnme caoniis saivms o e e s a0 ises s s s e i 1 PR i 0255 0 v mae re nomiminn 02
German ....... e R B A R R ST R e AR e L A e e e 08 aisaammsia 1 2L ...03
Greek ......... o S B AR TR R T B S e e T e e O&ivssisiminig 1 04
Italian........ R B S T R R e R TR R A e e 08 senmmis v 05, . .viinnnnn ...05
Spanish . o we s s e D 06z wiminimmy nne s 06, . .ovvnennnnnn, 06
Other European, please specify @ .....cviiiiiiiinninnnnnnn, s smim i s s pmens 07 i, 07
Chinese ( Mandarin ) .. ....uunusseineainenrrnnnennn, 1} I 08. .5 simtacaa vrasi 08
JaPANESE. L\t e o v 09 vimaimia smaazas 09. oenanas e 09
Indomesian . . ...t e e 10: v s 10. .xsmasssviminns 10
Malay . . e T i v enssisca wanivas 11, ssssmsvaven 11
VIEtnamese « .ottt ittt s e et e 1B oswaumpmismaesi 12, cnpissatslyaaeia 12
Other Asian, please specify : ....vviviviniiiniiinnnnnn.. [ ey ey S 13 i 13
Other, please specify @ ...vvviiviinrrrir i e nannneenns £ T 14

23. Australian people are made up of diverse ancestral backgrounds, such as En-
glish, Irish, Scottish, Welsh (sometimes together refered to as Anglo-Celtic),
Aboriginal, Greek, Italian, German, Chinese and many others.

With which of these ancestral backgrounds, if any, do you identify most
closely 7 ( Please select one category only )

Anglo-Celtic ( English/Irish/Scottish/Welsh ) ... ..ottt et e
Aboriginal. ... .. e e
L

Other, please specify :

Mixed ancestory

19
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24, Think of your three closest friends. How many are of

British or Anglo-Celtic Australian background

Your own cultural background ( if other than British/Anglo-Celtic )

Minority cultural background other than your own

25. Write a few sentences about what you consider to be the benefits and difficul-
ties of studying at University : ( Please use the rest of the page and overleaf )



Appendix B

Final Questionnaire Form
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A STUDY OF STUDENTS AT THE UNIVERSITY OF ADELAIDE

You can be sure that your answers are STRICTLY CONFIDENTIAL and will be used for statistical
purposes ONLY in a way that will not identify you as an individual.

Most of the following questions can be answered by placing a circle around the number opposite
the appropriate answer.

FOR EXAMPLE : If you are female you would answer the first question as follows :

1. What is your gender 7 ... ... .ottt Male...1  Female. @
STUDENTNUMBER: | | | [ | | || | ( for coding of questionnaires)

1. Your sex : (Please circle category ) .......oouieuiineiriirineieensin Male...1  Female...2
2. Your year of birth : ............. e g e e e R e T T S e 19

3. If you were born outside Australia, your year of arrival ¢ ...........o0ooornrnoon.. 19 ED

4. Your country of birth :

7. Your parents’ current occupation (OR last occupation if currently
unemployed /retired/deceased ) :
(a) Mother’s occupation :

(b) Father’s occupation :

8. Highest education level completed by you and your parents :
(Do not include courses currently being undertaken by you or your parents )

Self Father Mother

Higher degree ( Masters, Ph. D. ).\ viniieiininit i oeae e I ([ ———— ) 1
Postgraduate diploma . . ......ooiie i 2 Ziie wioswisraians 2
Bachelor degree ( Ordinary & Honours ). .....oiuuunirnrnnnsisonsiennnns : JR B saoseanvin 3
Post-secondary diploma .. ........ouuiiitiit it Liovsaiis i v 4
Trade certificate . ...... ...t B ;PR 5
Secondary school. . ... . .ttt B erwnvivian Busimeviniina 6
Primary school .. ... o i mamrans SR 7
Nome . B Bissesivias 8
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9. Last type of secondary schooling you participated in :

A, c v vttt it RN R R e et e SN - R SR 1 SR A 1 BT SE ERR 1
L0251 1T 2
Other Independent . .. ... ittt ittt ettt e et e e et e e e T 8 R R e 3
T.A.F.E. or equivalent................. S e e L R R T S R A BB S e 4
Overseas SChOOL OF COILEEE . . ..ottt ittt it s et e e e s e e sttt et e e e e e e e e e e e e 5
10. Course you are currently enrolling for : .................... B N R S TR O B R G N
11. Type of enrolment : N R R AT e R T R Part-time. . .1 Full-time. . .2

Australian Matriculation . .. ....uut oo e 1
Adult matriculation .........ooiiiiiiiiii ., IO B WA 68 i e e e g 2
Special entIY . ... ... oo . oG S5 53 55 A0 515 amsmeniaimsess gca.are8 a1 e casm o g ASE o S e SRR 3
Degree wuwaiyiini via iiish e a5 v e s A 558 S5 o 58, Faen s wmsiscs oot A— AR e 0 ST 4
Overseas qualification ..........oooiiiniiiiinnnrennn. P W ——— T . 5
Other, please SPeCHY 1 ...ttt e e e e e 6

13. Was your undergraduate degree course your first preference course in your
SATAC application ? Yes. . .1 No...2

If not, in which course would you prefer/have prefered to be enrolled ? ......... s T P o (o

14. In choosing your current course, how important were each of the following

factors ?
Not
Important Important
Contact hours per Week . .. ... ..cusvvvuieivisiosiioessssinsinneessnssensenss | 2
Matric score needed for entry .. ....oovvuiiiiinn e e e | . 2
Unable to get in elsewhere . .......uiuiiiit ittt oo s e e * IS 2
Own aspirations and IDEerests . ... ..uuuiouiint it ie i e et ) ST Ap T 2
Personal challenge offered. ....... ..ottt e Yo mimm mmemne 2
Better able to seTve SOCIEtY . ... .uuiittti it e e e Lo vrmon mowsininiocaisrotize 2
To avoid written English. . .......ouiiitiiiit ittt e e Lvome psmmsammmse 2
Parents’ attitudes and influence . .......ouvintn it Yossmniorasesanonnis 2
Teachers’ attitudes and INflUENCE . . .. v vvir st e e et e e e e e Liusmommn am insasis 2
Friends’ attitudes and influence ................ S U G — Rt i ianreereammns 2
Prestige or status involved . ... ...ttt Loienmsvsnsin sy 2
Financial rewards at end of COUTSE. .. .. uuuutin ittt s seee e e Tovomn snvsg o s uiess 2
Content of COUTSE . ... .ottt et e e e e e et ee e R Lovvessassn s 2
Opportunity to change career........ s TR A R S R L R e Sy Fah esass 2
Cost and ease of LTANSPOTE « ..\ v\ttt ettt s e et e s et e e e S A A v e 2
Unsure as to what else t0 do ... ..ottt e e L8 w1 msmemen et 2



15.

16.

17.

18.

19.

20
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What is the highest education level that you plan to achieve ?

Doctorate (Ph. D. ) ...ttt ettt e e e e e e e 1
Masters degree. ...... ... ittt 5 T T A B N ) VNN N e i 2
Postgraduate Bachelor degree . ............... T N B R I o 5 20 8 R 3
Post-graduate diploma.............. R A e e S TN L . R R 4
Bachelors degree, HOMOUTS . ... v v veuv v s ot st et ettt es e b e e et s e s a e e e e e s e s 5
Bachelors degree, Ordinary............. O 0 0 G R R S ST S B e AV 708 6
Other, please SPecify : .. ..vunii ittt e Ca e e R Fa e & S e e e e 7
Where will you be living during semester time ?

Home with parents/relations . . ... .. .. ..ottt it e ettt et 1
College or hall of residence. ... ... ittt e ittt e e e 2
Sharing house or flat with friends. ... ... . o 3
Flat or house with partner/alone/with own Children ... ......ouuiuurinennvnrenunrereeanenenneanenss 4
Bo AT g i a7 s T 8 8 5B e o B 2t 8 i g e BN 6 e o 5
Other, please specify @ . ... .. it i e s T AT 6
(a) How many siblings ( brothers and sisters ) do you have altogether ? ............ I:I

(b) If one or more, please indicate your position in the family

(e.g firsstborn =1, fifthborn =5)..................oon... 1...2...3...4...5...6.........
Oldest Youngest
Do you have any dependent children ? .................................... Yes...1 No...2
To what extent will you be dependent on each of the following for financial
support this year ?
Major Minor Not at
source source all
AUSTUDY/ABSTUDY . tttititiitit et enensnnneennes i b Ziviiia i 3
Other scholarship . ... ..ottt et e i i R T X P 3
Cadetship . ...t e e e e Tiviansancaeas Divima i, 3
Regular full-time work. ...... R W SRR 0 TR S Liianmmisanis P, ... 3
Casual or part-time Work .. .......ouiviurininnunr it Licissiamnanmnia 2 3
Parents/guardians .. . . . .o semmesmes e s iR iy 2ieitie . eu 3
Spouse/partner. ... .. .. oevewse s i e s Ea e e s e s s oz BT e 3
Other, please specify if @ Major SOUICE 1 ..t vut ittt et ettt e e e e e e e e,

.(a) What languages do you regularly use ?

With Family With Friends

English only . ... ..ot e s Fescmvmnesis smvastisanie wvmisians e 1
Mainly English plus Other(s) ........ ..., B R R 2
Mainly Other(s) plus English .. .......oiiinii i e B 3
Other(s) only, no English . .. .....ooiiiiuiiniii s € i iR VR 4

Please specify Other language(s) ( if any ), in descending order of use :

With Family : ...........co000u0. R

With Friends : inwsssemsmsmmmemm wimsn G ol iz o sia s

(b) How well are you able to read and write in your main Other
language (if any) ?

Very Well. oottt e e e e e b ssang 1
Vel e e e e e e 2 2
A Tittle . . prymmn; saemmmninie o msermmnae s s e e R AR Ry ST RS L e - 3

Not at all s sammems i mommiom s s e s e T e ST s st o . 4



21.

22.

23.
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What languages have you studied at :
Primary SChoOl i .ttt it e e e e e e e e e e e
Secondary school @ . ...uiii i i e i T B AT T O e T AL

UNIVETSILY ¥ oo s i svsscs srmns i acaitas a5 bivsors i s o Kaivii i, Srasmiutiiiss oo 4 3 S i i e e 1

Australian people are made up of diverse ancestral backgrounds, such as En-
glish, Irish, Scottish, Welsh (sometimes together refered to as Anglo-Celtic),
Aboriginal, Greek, Italian, German, Chinese and many others.

With which of these ancestral backgrounds, if any, do you identify most
closely 7 ( Please select one category only )

Anglo-Celtic ( English/Irish/Scottish/Welsh ) .. .titininuer et it ieee v eeenenns 01
Aboriginal . . ..o e e e e e e e e e 02
L0 11T 03
Dutchi. . .. o o T 5Tl o5 TR 107 it 58 8L R kT N R R b S e A o e 04
GICEK . . .« o o e T e (15 ST vt s 1 s R P 8B A R R b o SN s ST 05
LT 06
1T 07
LebamEse . . oottt e e e e e e e e e e e e e s 08
POUSIL. . . ..\ ¢ chmrmmgmmsssmn s wsmisi s s wio 6o 61670 s 08 At I 6 T o e S e e 09
VIRtNATIESE . . . moanrone som: i i e s m s o S Te e i o 5o i 04 i S 4 o S e g e e s 10
Other, please specify : ........... R A S A A L e e e T e R R T A R e 11
Mixed ancestory . . . . s s s i e e v s S e T e T SR B e S e e 12
None.............. e e P Py TS B i e B 1o 13

Think of your three closest friends. What number (i.e. 0,1,2 or 3) are of

British or Anglo-Celtic Australian background

Your own cultural background ( if other than British/Anglo-Celtic )

Minority cultural background other than your own




Appendix C

Responses to Questionnaire Survey

This appendix contains the basic descriptive information as supplied directly by the
questionnaire survey in table form. The order of tables relates to the order of the
questions in the questionnaire (appendix B).

PLEASE NOTE : The percentages used are the valid percentages, that is, those
based on the number of valid responses — not the total sample number of 818.
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Table C.1: Subject representation.

Subject N %

English T 294 | 35.9
Chemistry I | 384 | 46.9
Economics I | 140 | 17.1

Total 818 | 100.0

Table C.2: Sex of students.

Sex of Student | N %

Male 386 | 47.5
Female 427 | 52.5
Total 813 | 100.0

Table C.3: Histogram of students’ year of birth.

Count Midpoint One symbol equals approximately 10.00 occurences

0 1916

1 1919

1 1922

0 1925

0 1928

0 1931

4 1934

2 1937

1 1940

4 1943

3 1946

(f 1949 | *
10 1952 | *
17 1955 | **
18 1958 | **
12 1961 | *
13 1964 | *
27 1967 | ***

248 1970 | Fokskskskokstototokokok ok kokok ok koo
449 1973 | Fokkskokoksokskokok koo sk ok ook ok ok ok ko ok ok ok ook ok ook sk ok ok oo o

0 1976

i |
25 50

Histogram percentage
Total cases = 810

Mean 1969.401 Median 1972.000 Mode 1972.000 Std dev 6.496
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Table C.4: Histogram of students’ year of arrival to Australia (if not born in
Australia).

Count Midpoint One symbol equals approximately 0.50 occurences

1 1924.5 | **

0 1927.5

0 1930.5

0 1933.5

0 1936.5

0 1939.5

0 1942.5

0 1945.5

0 1948.5

3 1951.5 | **kkxk

0 1954.5

1 1957.5 | **

2 1960.5 | ****

3 1963.5 | *rkskk

3 196G.5 | *****xx*

6 1969.5 | *kdkkdokskokokoksk
25 1972.5 | HAkkokokskokokotokskokokok sk ook sk sk sk sk skok s ok sk ok s ok ok stk sk sk ok sk ok sk s ok s ok sk s ok sk
18 1975.5 | Fkdokskoksokstokokosksksdkok ok kokeokskoksksk ok sk ok ok ok ok sk skok o
13 1978.5 | *¥kksdokokokoksfodokokdokokskokokkokokok ok ok
15 1981.5 | Fkaokskokakokoksteskskoskskskook sk sk ok ok sk sk sk ok sk ok sk ok sk
12 10845 | *ksdkksksdokskokskofokokskokkoskokok sk ok ok
21 1OR7.5 | FokAokakakokshokskakskokokskok s oo stesteok ok skook o e o sk ke sk sk ok sk sk ok o o o
19 1990.0 | FXkskokskokskskskokskskokokskokok stk sk s skok ook skok sk skoskskok sk okok

T T T
5 { &
Histogram percentage
Total cases = 142

Mean 1978.007 Median 1978.000 Mode 1973.000 Std dev 9.913



Table C.5: Students’ and students’ parents’ countries of birth.

Country of Birth Student Mother Father
N % N % N %

Australia 668 82.4 | 524 64.5 | 515 63.5
Austria 0 0.0 2 0.2 1 0.1
Belgium 0 0.0 1 0.1 1 0.1
Brunei 1 0.1 1 0.1 1 0.1
Cambodia 0 0.0 1 0.1 0 0.0
Canada 3 0.4 3 0.4 3 0.4
China 2 0.2 6 0.7 8 1.0
Cyprus 1 0.1 1 0.1 1 0.1
Czechoslovakia 2 0.2 2 0.2 4 0.5
Denmark 0 0.0 1 0.1 0 0.0
Estonia 0 0.0 1 0.1 0 0.0
Eygpt 0 0.0 5 0.6 2 0.2
Fiji 1 0.1 1 0.1 1 0.1
Finland 1 0.1 2 0.2 1 0.1
France 2 0.2 1 0.1 1 0.1
Germany 4 0.5 23 2.8 18 2.2
Greece 1 0.1 6 0.7 8 1.0
Hungary 0 0.0 4 0.5 2 0.2
Holland 3 0.4 8 1.0 6 0.7
Hong Kong 3 0.4 2 0.2 2 0.2
India bl 0.1 9 1.1 5 0.6
Indonesia 1 0.1 1 0.1 2 0.2
Ireland 1 0.1 4 0.5 3 0.4
Iran 1 0.1 1 0.1 1 0.1
Islam*™ 1 0.1 0 0.0 1 0.1
Italy 0 0.0 21 2.6 25 Sl
Japan 0 0.0 3 0.4 1 0.1
Jatta 0 0.0 0 0.0 1 0.1
Jersey 0 0.0 1 0.1 0 0.0
Jordan 1 0.1 0 0.0 0 0.0
Kenya 2 0.2 2 0.2 2 0.2
Latvia 0 0.0 3 0.4 3 0.4
Lebanon 0 0.0 1 0.1 0 0.0
Lithuania 0 0.0 1 0.1 2 0.2
Papua New Guinea | 819 100.0 | 819 100.0 | 819 100.0
Malawi 2 0.2 0 0.0 0 0.0
Malaysia 24 3.0 23 2.8 26 3.2
Netherlands 1 0.1 3 0.4 4 0.5
New Zealand 8 1.0 10 1.2 9 1.1
Norway 2 0.2 1 0.1 1 0.1
Pakistan 0 0.0 0 0.0 1 0.1
Papua New Guinea 5 0.6 2 0.2 1 0.1
Philipines 1 0.1 1 0.1 1 0.1
Poland 0 0.0 6 0.7 5 0.6
Russia 0 0.0 3 0.4 0 0.0
Samoa 1 0.1 0 0.0 0 0.0
Scotland 5 0.6 7 0.9 12 1.5
Singapore 2 02 1 0.1 0 0.0
South Africa 3 0.4 3 0.4 4 0.5
Sri Lanka 1 0.1 2 0.2 1 0.1
Switzerland 1 0.1 0 0.0 1 0.1
Taiwan - 1 0.1 1 0.1 |'1 0.1
Tanzania 1 0.1 1 0.1 1 0.1
Thailand 2 0.2 0 0.0 0 0.0
Tonga 0 0.0 1 0.1 0 0.0
Turkey 0 0.0 0 0.0 1 0.1
Ukraine 0 0.0 0 0.0 1 0.1
United Kingdom 33 4.1 87 10.7 | 100 12.3
U.S.A. 4 0.5 2 0.2 2 0.2
Vietnam 8 1.0 7 0.9 7 0.9
West Indies 0 0.0 1 0.1 1 0.1
Yugoslavia 3 0.4 9 1.1 10 1.2
Zambia, 3 0.4 0 0.0 0 0.0
Total 811 100.0 [ 813 100.0 [ 811 100.0

* Although ‘Islam’ is not a country, this is how one student responded.
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Table C.6: Parental occupation levels.

Occupation Category Mother Father
N % N %
Home-based 168 21.9 2 0.3
Professional, technical 236 30.8 | 307 39.3
Administrative, managerial, executive | 49 6.4 [ 144 184
Clerical, sales e.t.c. 195 254 | 74 9.5
Farming, mining e.t.c. 9 12 | 56 7.2
Transport, communication 3 0.4 16 2.0
Trades, production process 42 5.5 | 129 16.5
Service, sport e.t.c. 45 5.9 12 1.5
Armed services 0 0.0 1 0.1
(Retired)* 9 1.2 20 2.6
(Unemployed)* 8 1.0 [ 10 1.3
(Deceased)* 3 04 (10 13
Total 767 100.0 | 781 100.0

*Although question 7 was worded to eliminate these categories, they were still
used by a number of respondents and thus included here.

Table C.7: Students’ and students’ parents’ education levels.

Educational Level Student Mother Father
N % N % N %
Higher Degree 0 00 [ 23 29 | 8 10.9
Postgraduate Diploma 6 08 | 46 59 | 37 48
Bachelor Degree (Ord. & Hons.) | 26 3.3 [141 18.0 | 155 20.1
Post-secondary Diploma 19 2.4 87 11.1 60 7.8
Trade Certificate 13 16 | 46 59 |116 15.1
Secondary School 733 91.6 | 328 41.9 | 230 29.9
Primary School 2 0.3 98 125 | 81 105
None 1 0.1 13 1.7 7 0.9
Total 800 100.0 | 782 100.0 | 770 100.0

Table C.8: Last type of secondary schooling participated in.

Secondary School Type N %

State 394 | 48.8
Catholic 128 | 15.8
Other Independent 215 | 26.6
T.A.F.E. or equivalent 47 | 5.8
Overseas School or College | 24 | 3.0
Total 808 | 100.0
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Table C.9: Course currently enrolled in.

N %
B.A.-B.Mus. 282 | 35.5
B.Sc. 280 | 35.3
B.E.-B.Com. 112 | 14.1
B.Ag.Sc. 40 5.0
B.E.(Chem.) 37| 4.7
B.Sc.(Ma.) 32 4.0
B.Arch.St. 7 0.9
B.E.(Civil) 1 0.1
B.E.(Mech.) 1 0.1
M.B.,B.S. 1 0.1
Health Science 1 0.1
Total 794 | 100.0

Table C.10: Type of enrolment.

N %o

Full-time | 726 | 89.6
Part-time | 84 | 10.4

Total 810 | 100.0

Table C.11: Entry qualification to current course.

Qualification N %

Australian Matriculation | 714 | 88.1
Adult Matriculation 25 3.1

Special Entry 43 5.3
Degree 9 1.1
Overseas Qualification 9 1.1
Other 10 1.2
Total 810 | 100.0

Table C.12: Was undergraduate Degree course first preference course ?

N %0

Yes 966 | 70.1
No 241 | 29.9

Total | 807 | 100.0




Table C.13: Prefered course of students not enrolled in their first preference

course.

N %
M.B.,B.S.; Health Sci.; B.D.S. 66 | 29.2
B.Ec. 32 | 14.2
Phisiotherapy 18 8.0
B.E.(Chem.) 17 7.5
B.E.(Elec.) 13| 5.8
Pharmacy 9 4.0
Journalism 9 4.0
B.Sc. 8 3.5
B.Arch.St. 7 3.1
B.A. 6 2.7
Occupational Therapy 6 2.7
Speech Pathology 6 2.7
LL.B. 5 2.2
Property 3 1.3
Veterinary Science 2 0.9
B.E.(Civil) 2 0.9
Computer Systems Engineering 2 0.9
Business 2 0.9
Library Studies 2 0.9
Graphic Design 2 0.9
B.E.(Mech.) 1| 04
Chiropractic 1 0.4
Early Child Education | 0.4
Interior Design 1 0.4
Wildlife & Park Management 1 0.4
None 4 1.8
Total 226 | 100.0
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Table C.14: Importance of factors influencing choice of course.

Factors Important | Not Important
N % N %
Contact hours per week 131 16.5 | 665 83.5
Matric score needed for entry 440 55.4 | 354 44.6
Unable to get in elsewhere 83 10.6 | 700 89.4
Own aspirations and interests 767 96.5 | 28 3.5
Personal challenge offered 634 &80.8 | 151 19.2
Better able to serve society 359 45.8 | 425 54.2
To avoid written English 95 7.0 | 728 93.0
Parents’ attitudes and influence 197 25.1 | 589 74.9
Teachers’ attitudes and influence | 131 16.7 | 653 83.3
Friends’ attitudes and influence 93 11.8 | 694 88.2
Prestige or status involved 220 28.0 | 566 72.0
Financial rewards at end of course | 438 55.1 | 357 44.9
Content of course 659 &83.3 | 132 16.7
Opportunity to change career 470 59.6 | 318 40.4
Cost and ease of transport 161 20.4 | 627 79.6
Unsure as to what else to do 152 19.4 | 630 80.6

Table C.15: Highest planned education level.

Educational Level N %

Doctorate 131 | 17.0
Masters Degree 96 | 12.5
Post-graduate Bachelor Degree | 58 | 7.5
Post-graduate Diploma, 34 | 44
Bachelors Degree, Honours 305 | 39.7
Bachelors Degree, Ordinary 139 | 18.1
Other 6 0.8
Total 769 | 100.0

Table C.16: Place of residence during semester time.

Residence N %

Home with parents-relations 9535 | 67.0
College or hall of residence 52 | 6.5
Sharing house or flat with friends 80 | 10.0
Flat or house with partner-alone-with own children | 81 | 10.2
Boarding 40 | 5.0
Other 10 1.3
Total 798 | 100.0
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Table C.17: Number of siblings.

Number of Siblings | N %

Naught 24 3.0
One 318 | 40.4
Two 268 | 34.1
Three 112 | 14.2
Four 35 4.4
Five 13 1.7
Six or more 18 2.2
Total 787 | 100.0

Table C.18: Any dependent children ?

N %
Yes 45 5.7
No 738 | 94.1
Total | 783 | 100.0

Table C.19: Dependence on various sources of financial support.

Financial Source Major Source | Minor Source | Not at all
N % N % N %
AUSTUDY-ABSTUDY 191 25.1 93 12.2 | 477 62.7
Other scholarship 8 1.1 13 1.7 737 97.2
Cadetship 1 0.1 2 0.3 744 99.6
Regular full-time work 51 6.9 9 1.2 677 91.9
Casual or part-time work | 225 30.6 289 39.3 221 30.1
Parents-guardians 415 55.3 170 22.7 165 22.0
Spouse-partner 27 3.6 17 2.3 698 94.1

Table C.20: Degree of English usage with family and friends.

Degree of English Usage With Family | With Friends
N % N %
English only 677 84.8 691 87.5
Mainly English plus Other(s) | 75 9.4 83 10.5
Mainly Other(s) plus English [ 30 3.8 13 1.6
Other(s) only, no English 16 2.0 3 04
Total 798 100.0 | 790 100.0
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Table C.21: Languages used at home with family and friends.

Language Used

With Family

With Friends

N % N %
African 0 0.0 1 0.9
Bahasa (Malaysia) 0 0.0 1 0.9
Bengali 1 0.8 0 0.0
Cantonese 10 7.6 5 4.5
Chinese (Mandarin) 18  13.6 14 12.7
Croation 2 1.5 1 0.9
Czech 2 1.5 1 0.9
Dutch 5 3.8 1 0.9
Estonian 0 0.0 1 0.9
Fijian 1 0.8 1 0.9
Filipino 1 0.8 1 0.9
Finnish 1 0.8 0 0.0
FooChow 2 5 1 0.9
French 8 6.0 13 11.8
German 18 13.6 22 20.0
Greek 7 5.3 3 2.7
Hokkien 2 1.5 3 2.7
Hungarian 4 3.0 i 0.9
Indonesian 0 0.0 2 1.8
Ttalian 20 15.2 6 5.5
Japanese 1 0.8 (] 6.4
Latvian 2 1.5 1 0.9
Lithuanian 1 0.8 1 0.9
Malay 2 1.5 3 2.7
Norwegian 1 0.8 1 0.9
Pidgin (Papua New Guinea) | 1 0.8 0 0.0
Persian il 0.8 1 0.9
Polish 4 3.0 3 2.7
Russian 3 2.3 0 0.0
Serbo-croation 2 1.5 3 2.7
Sinhalese 0 0.0 1 0.9
Slovak 1 0.8 0 0.0
Spanish 1 0.8 3 2.7
Thai 0 0.0 1 0.9
Tongan 1 0.8 0 0.0
Ukrainian 1 0.8 0 0.0
Vietnamese 6 4.5 7 6.4
“Yugoslav” 2 1.5 1 0.9
Totals 132 100.0 | 110 100.0
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Table C.22: Ability to read and write in main non-English language used.

Ability to : Read Write

N % N %
Very Well 50 28.9 | 38 225
Well 69 399 | 62 36.7
A little 44 254 | 49 29.0
Not at all 10 58 | 20 11.8
Total 173 100.0 | 169 100.0
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Table C.23: Languages studied at primary school, secondary school and university.

Language Studied Primary School | Secondary School | University
Nl %2 Nl %2 Nl %2
Arabic 0 0.0 1 0.1 0 0.0
Bahasa (Malaysia) 2 0.4 2 0.2 0 0.0
Cantonese 1 0.2 2 0.2 0 0.0
Chinese (Mandarin) | 14 3.0 17 1.7 6 6.1
Croation 0 0.0 1 0.1 0 0.0
Danish 0 0.0 1 0.1 0 0.0
Dutch 0 0.0 2 0.2 0 0.0
English 3 91 19.7 101 10.2 30 30.6
Fijian 1 0.2 0 0.0 0 0.0
Filipino 1 0.2 0 0.0 0 0.0
French 100 21.6 352 35.6 19 194
German 75 16.2 265 26.8 19 194
Greek 20 4.3 12 1.2 0 0.0
Hungarian 0 0.0 1 0.1 0 0.0
Indonesian 34 7.3 30 3.0 1 1.0
Italian 87 18.8 74 7.5 7 7.1
Japanese 3 0.6 40 4.0 11 11.2
Latin 6 1.3 59 6.0 1 1.0
Malay 15 3.2 14 1.4 0 0.0
Persian 1 0.2 1 0.1 0 0.0
Pitanjara 0 0.0 1 0.1 0 0.0
Polish 1 0.2 1 0.1 1 1.0
Russian 0 0.0 3 0.3 0 0.0
Serbo-croation 2 04 0 0.0 0 0.0
Sinhalese 1 0.2 1 0.1 0 0.0
Spanish 3 0.6 2 0.2 2 20
Swahili 1 0.2 0 0.0 0 0.0
Swedish 0 0.0 1 0.1 0 0.0
Tamil 1 0.2 0 0.0 0 0.0
Thai 0 0.0 2 0.2 0 0.0
Ukrainian 0 0.0 0 0.0 0 0.0
Vietnamese 2 0.4 3 0.3 1 1.0
Welsh 1 0.2 0 0.0 0 0.0
Totals 463 100.0 989 100.0 98 100.0

! The number of students who specified the indicated language.
? The proportion of all non-English language study at the indicated education level.
% Most students obviously did not consider English when answering this question.
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Table C.24: Student’s perception of their ethnic identity.

Ethnic Group N %
Anglo-Celtic 495 | 63.5
Aboriginal 41 0.5
Baltic 1 0.1
Belgian 1 0.1
Bulgarian 2|1 03
Canadian 1 0.1
Chinese 19 2.4
Croation 3 0.4
Czech 1 0.1
Dutch 13 1.7
Estonian 1 0.1
French 1 0.1
Greek 10 1.3
German 48 6.2
Hungarian 3 0.4
Indian 5 0.6
Italian 26 3.3
Japanese 1 0.1
Lebanese 2 0.3
Lithuanian 1 0.1
Norwegian 1 0.1
Polish 9 1.2
Russian 2 0.3
Scandanavian 1 0.1
South African 1 0.1
Swedish 3 0.4
Ukrainian 2 0.3
Vietnamese 8 1.0
Yugoslav 4 0.5
Other 2 0.3
Mixed 53 6.8
None 37 4.7
Overseas student | 17 2.2
Total 779 | 100.0




Table C.25: Ethnicity of three closest friends.

Number of Friends

British or Anglo-Celtic
Aust. background

Own cultural background
(if other than Anglo-Celtic

Minority cultural background
other than one’s own

N % N % N %
None 44 7.1 992 88.5 455 72.9
One 57 9.1 30 4.8 122 19.6
Two 114 18.3 18 2.9 39 6.3
Three 409 65.5 24 3.8 8 1.3
Total 624 100.0 624 100.0 624 100.0

6€T



Appendix D
Recoding Tables

This appendix contains the main recoding information for responses from questions
4, 5, 6, 20(a), 21 and 23.

Also, the recoding of certain Australian Bureau of Statistics categories for com-
parison to questionnaire data are given.
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Table D.1: Recoding of students’ and students’ parents’ countries of birth.

Country of Birth Category
English speaking Non-English Asian language | Other non-
(excluding Aust.) speaking European | speaking English speaking
Canada' Austria Brunei Eygpt
Ireland Belgium Cambodia Fiji
Jersey Cyprus?® China Iran
New Zealand Czechoslovakia Hong Kong Islam?®
Papua New Guinea® | Denmark India Jordan
Scotland Estonia Indonesia Kenya
United Kingdom Finland Japan Lebanon
U.S.A. France Jatta Malawi
West Indies® Germany Malaysia Russia
Greece Pakistan Samoa
Hungary Philipines South Africa
Holland Singapore Tanzania
Italy Sri Lanka Tonga,
Latvia Taiwan Turkey
Lithuania Thailand Zambia
Netherlands Vietnam
Norway
Poland
Switzerland
Ukraine
Yugoslavia

! Canada: classified as English speaking, not French speaking.
? Cyprus: considered as more ‘European’ than ‘Turkish’ for coding.

3 Islam: although not a country, coded as Middle Eastern.

* Papua New Guinea: classified as ‘Other English speaking’ due to extensive
use of English in the education system.
> West Indies: classified as ‘Other English speaking’.



Table D.2: Recoding of languages used at home with family and friends.
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Language Category
Non-English European | Asian Other
Croation Bahasa (Malaysia) | African
Czech Bengali Fijian
Dutch Cantonese Pidgin (Papua New Guinea)
Estonian Chinese (Mandarin) | Persian
Finnish Filipino Russian
French FooChow Tongan
German Hokkien
Greek Indonesian
Hungarian Japanese
Italian Malay
Latvian Sinhalese
Lithuanian Thai
Norwegian Vietnamese
Polish
Serbo-croation
Slovak
Spanish
Ukrainian
“Yugoslav”

Table D.3: Recoding of languages studied at primary school, secondary school and

university.
Language Category
Non-English European | Asian Other
Croation Bahasa (Malaysia) | Arabic
Danish Cantonese Fijian
Dutch Chinese (Mandarin) | Persian
Estonian Filipino Pitanjara
French Indonesian Russian
German Japanese Swahili
Greek Malay
Hungarian Sinhalese
Italian Tamil
Latin Thai
Polish Vietnamese
Serbo-croation
Spanish
Swedish
Ukrainian
Welsh

Note: ‘English’ remained unchanged as ‘English’.



Table D.4: Recoding of students’ perception of their ethnic identity.

Ancestral Category

Non-Anglo-Celtic European

Asian

Other

Baltic
Belgian
Bulgarian
Croation
Czech
Dutch
Estonian
French
German
Greek
Hungarian
Italian
Lithuanian
Norwegian

Polish

Swedish
Ukrainian
Yugoslav

Scandanavian

Chinese
Indian
Japanese
Vietnamese

Aboriginal
Canadian
Lebanese
Russian
South African

Overseas student

Note: The categories ‘Anglo-Celtic’, ‘Mixed’ and ‘None’ remain unchanged.

Table D.5: Recoding of ABS countries of birth categories.
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Country of Birth Category

English speaking

Non-English

Asian language

Other non-English

(excluding Aust.) | speaking Furopean speaking speaking
Other Oceania! Germany Vietnam Lebanon
U.K. and Ireland | Italy Asia NEI
America? Netherlands
Africa® Poland

Yugoslavia

Europe NEI

" Other Oceania: included in this category as mainly New Zealand.
? America: considered as principally North America.
3 Africa: considered as principally South African.

Note: ‘Australia’ remains unchanged as ‘Australia’.

Source: ABS. Census 86 — Cross-Classified Characteristics of Persons and

Dwellings, South Australia, Cat. No. 2494.0



Table D.6: Recoding of ABS languages spoken at home categories.’
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Language Category

Non-English European

Asian

Dutch

German

Greek

Italian

Maltese

Polish

Serbian, Croation
Spanish

Chinese
Vietnamese

Note: ‘English only’ category remained unchanged whilst the
‘Other & Not Stated’ category was omitted.
!Australian Bureau of Statistics. Census 86 — Cross-Classified
Characteristics of Persons and Dwellings, South Australia, Cat. No. 2494.0
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