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ABSTRACT 
Languages are one of the learning areas in the Australian curriculum but not all students are offered the 

same opportunities to engage in learning a language in addition to English. 

Several languages are taught in primary schools and Italian is amongst the six most studied languages 

in Victoria. The fact that the implementation and mainstreaming of Italian has been successful and has 

generated high numbers of languages programs has not meant, however, that there has been equal 

success in implementing Italian bilingual programs in Victoria. 

In this research, Q methodology, with its sorting technique, statistical method and philosophical basis 

that afford an opportunity to examine and bring to light participants’ subjective perspectives in a 

systematic and precise way from the position of the people taking part in the research, was used to 

identify and reflect factor groupings and shared meanings between groups of participants or 

‘Viewpoints’ about languages education held by principals, classroom teachers, language teachers and 

parents, recognise their differences and similarities and consider the impact these Viewpoints may have 

on the choice of languages and types of programs offered in primary schools.  

The majority of participants were from schools offering second language programs for the most part in 

Italian but including other languages (18 schools; 76 participants), smaller numbers were from Italian 

bilingual programs (2 schools; 18 participants) and from Italian First Language Maintenance and 

Development (FLMD) programs (2 schools; 10 participants). All 104 participants completed a Q sort 

and complementary data were collected through a post-Q sort survey. In each school, principals also 

took part in a semi-structured interview. The qualitative data enriched the descriptions of the Viewpoints 

drawn from the analysis of the Q sorts and assisted in the creation of word clouds to reflect the sociology 

of languages programs in primary schools. Because of their specific nature, the schools offering FLMD 

programs were analysed as a separate cohort.  

The study reveals, for the first time, the prevailing and recurring Viewpoints held about Italian teaching 

within a wider analysis of examination of language education provision. Three Viewpoints were found 

in FLMD schools. The first Viewpoint acknowledged the importance of culture, the second focused on 

literacy and the third emphasised the importance of teachers. Conversely, the analysis of Q sorts 

collected from the schools offering bilingual and second language programs indicated five distinct 

Viewpoints amongst these participants. While some Viewpoints were more prevalent in some schools, 

they were not restricted to a type of language program or setting. Word clouds were used to visually 

represent the relevance of factors that participants in different types of settings thought impacted 

positively or negatively on language programs. Further analysis identified settings where there may be 
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a propensity to deliver content areas through languages, increase time allocation or consider a bilingual 

program. This is an initial step in bringing students closer to the quality learning that Australian 

Governments advocate. 

The findings of this study can help schools, researchers and educators realise the range and significance 

of different Viewpoints about languages education that are present in primary schools. Awareness of 

this, is likely to improve delivery of languages teaching to meet the needs of students. Moreover, 

revealing the systematic nature and prevalence of these Viewpoints can contribute to shared decision 

making about program design and meeting the expectations of key stakeholders. 
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Overview 

Summary Outline 
 
This first chapter contextualises the research. It begins by 
presenting the background to the study and depicting the 
researcher’s personal and professional interests. The 
chapter then provides a detailed account of the Australian 
linguistic landscape considering the various migration 
stages that have contributed to its rich cultural and 
linguistic diversity. Moving to the educational sphere, the 
chapter looks at aspects of policy and provision giving both 
historical and current details. Finally, the chapter identifies 
the research problem and the guiding research questions. 
An overview of the thesis completes this first chapter. 
 

 
 Introduction 
 Background to this research: Positioning the 

researcher 
 Languages in Australian society 
 Languages in Australian education: Policy 
 Languages in Australian education: Program provision  

o Provision across Australia 
o Provision in Victoria 

 Statement of the problem 
 What this research sets out to do 
 Outline of the thesis 
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 Introduction 
All students should experience well-designed and supported language programs, taught 
by well-trained and supported language teachers, in schools that actively support 
language teaching linked to universities that are fully committed to widespread and 
successful language study. (Lo Bianco & Slaughter, 2009b, p. 64) 

The main focus of the present study is on the Viewpoints of participants in the language education 

endeavour in Australian primary schools, specifically those in the state of Victoria, with particular 

attention on the program design in schools teaching Italian language. This focus is contextualized against 

data and document analysis dealing with all languages, and the history of language education policy. As 

the quote by Lo Bianco and Slaughter shows, there are strong educational, cultural and intellectual 

reasons why languages and studies that promote bilingualism should be part of the curriculum for all 

students. The benefits inherent in languages learning have been widely promoted both in Australia and 

overseas (Athanasiou, Moreno-Ternero, & Weber, 2016; Clyne, 2005; Department of Education and 

Early Childhood Development [DEECD], 2008; Fernandez, 2007; Tansley, 1986) as have the benefits 

of bilingual education (Baker, 2011; Cummins, 2017; Fernandez, 1996; García & Baetens Beardsmore, 

2009; Truckenbrodt & de Courcy, 2002). Similarly, language curriculum and policy documents at the 

state and national levels have consistently advocated the teaching of languages for all Australian students 

(Australian Curriculum Assessment and Reporting Authority [ACARA], 2011; Directorate of School 

Education [DSE] & Ministerial Advisory Council on Languages Other Than English [MACLOTE], 

1993; Ministerial Council for Education & Early Childhood Development and Youth Affairs, 1998) and 

this position is reflected in the targets set for all students from Foundation to Year 10 in all government 

schools in Victoria (State of Victoria [SoV], 2012, 2013c). 

Reminiscent of targets proposed originally in the 1990s (DSE, 1994b; DSE & MACLOTE, 1993), the 

current Victorian languages education targets to be met by 2025 and described as “ambitious and 

demanding” (State of Victoria [SoV], 2012, p. 5) provided the initial stimulus for this research. As the 

emphasis on quantity has shifted in the search for “smarter ways to do it” (Tomazin, 2015, para. 2), this 

may impact on how languages are viewed and implemented in Victorian schools. For this reason and 

with a strong emphasis on Italian, this thesis investigates the Viewpoints held by educators and parents 

about languages education and its implementation in primary schools. 

To contextualise the research, this first chapter introduces the thesis and background to the study. The 

chapter begins by detailing the researcher’s personal and professional interests and moves on to provide 

data and information about how diversity is realised in Australian society and schools. It outlines various 

migration stages that have contributed to Australia’s rich cultural and linguistic diversity, and 

subsequently, it offers historical and current information about languages programs at the national level 
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with a special emphasis on Victoria. Finally, the chapter identifies the problem to be addressed and the 

guiding research questions. An overview of the thesis completes this first chapter. 

 Background to this research: Positioning the 
researcher 

Large-scale language teaching at primary level has been a feature of Australian schools since the 

introduction of the National Policy on Languages in 1987 (Liddicoat, Scarino, et al., 2007). In Victoria, 

formalised languages programs have been part of government primary school curriculum since 1983 

when the first community language teachers were employed. These programs were offered for two 

reasons – firstly to cater for the needs of students from linguistically diverse backgrounds and secondly 

to enrich the learning experience of English-speaking students (Ministry of Education, 1986; Slaughter 

& Hajek, 2007; State Board of Education & Ministerial Advisory Committee on Multicultural and 

Migrant Education [MACMME], 1984). 

For the last thirty plus years, I have been involved in primary school curriculum and more specifically 

in the teaching of languages – initially as a teacher of Italian in primary schools, later as a curriculum 

writer and then as a researcher. As a teacher of Italian, in 1983 I was one of the first fifty Community 

Language (CL) teachers who began teaching languages in primary schools in Victoria, the first large-

scale primary language teaching initiative since the 1918 Education Act banned primary bilingual 

programs (Clyne, 1991a). Ten years later I taught in one of the bilingual programs implemented in a 

small number of government primary schools before I moved on to teach languages through live-to-air 

interactive broadcasts. This broad personal teaching experience and the contact with teacher candidates 

that is more recently part of my academic career, made me realise that language teachers need to bring 

to the task a great deal of commitment and that teaching contexts, which are often very different, have 

an impact on outcomes. 

The term that can accurately describe the implementation of languages programs in primary schools in 

Victoria is “variety” (Bavin & Wales, 1988; Liddicoat, Scarino, et al., 2007, p. 47) and this was indeed 

my experience because every primary school in which I taught had a different type of program. Variety 

existed because each school was different in terms of location, size and demographics, but each Italian 

program was also different. At my first school, all students and their classroom teachers participated in 

two 30-minute weekly sessions. At my second school I was the language teacher who worked with the 

students from English background whilst the students who had either Greek or Arabic backgrounds 

attended bilingual classes. At the third school I was working with another language teacher and classes 

were divided depending on whether the students had an Italian background or not. At my fourth school 

all students participated but classes for the younger students were shorter and focused on cultural 

awareness and those for students in Years 3-6 had a language focus. At my fifth school I was the only 
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teacher of Italian, there was an ‘Italian room’ allocated and all the students participated in three weekly 

sessions which totalled to 2.5 hours per group. The last school where I taught Italian had implemented 

a bilingual program two years previously and was looking to appoint three new staff members (at the 

time still ‘supernumerary’, that is, employed above establishment) to teach Italian for 7.5 hours per week 

through a number of curriculum areas, such as Mathematics, Science, Technology and Studies of Society 

and Environment (SOSE), to groups of students, mainly from English speaking background, in a 

multi-age Prep-2 and 3-6 setting. Notwithstanding these differences, I believe that in general, positive 

results were achieved in each school because the students enjoyed the program and staff and parents 

were supportive. In my approach towards the teaching of languages, I was committed to maximising 

both my and my students’ use of Italian in the classroom, I tried to ensure students were scaffolded in 

their learning and that we used the language for purposeful activities, planning was integrated with other 

content areas and incorporated both linguistic and cultural aspects, and to varying degrees, I was able to 

put into practice these aspects depending on the type of program the school had decided to establish. 

In planning their curriculum offerings, these schools had made choices about the language or languages 

to be taught and about the type of programs they wanted to implement. 

With regards to the choice of language, it has been stated that a number of local factors such as benefits, 

significance, opportunities to promote proficiency, continuity, school commitment and the availability 

of resources and teachers need to be taken into consideration (Clyne, Fernandez, & Grey, 2004; 

Commonwealth of Australia & Simpson Norris International, 2000; Department of Education and 

Training [DE&T], 2017; Erebus Consulting Partners, 2002b)  

In the schools where I taught, when deciding which language or languages to offer, each school had 

considered the languages spoken in the community, the programs offered not only at the local secondary 

schools but also at other primary schools in the area, teacher availability and parental preferences. In 

each of the schools where I taught Italian the language was present in the broader local community and, 

following consultation, the school community was deemed to be supportive of its inclusion in the 

curriculum. Further, Italian programs could be found in many neighbouring secondary schools thus 

offering students opportunities to continue their studies with the prospect that they would develop 

proficiency in Italian. As well as programs in the secondary schools, Italian was also taught in many of 

the surrounding primary schools and this provided the language teachers opportunities for networking 

and mutual support. Moreover, the schools believed teachers of Italian with the appropriate skills and 

qualifications in the language to be readily available thus increasing the prospect that the program would 

be sustained over time. The basis on which these schools had made their choice was well documented, 

seemed to take into consideration these local factors, included measures to gain the support of all 

involved because this was considered a crucial step in ensuring the ultimate success of a program 

(Berthold, 1991a). 
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Trying to identify why schools had decided to implement a specific type of program, on the other hand, 

was far less easy to discern. 

Although the terms have changed over time and often different labels have been used to mean the same 

thing, it has been suggested that when looking at languages programs offered in primary schools in 

Australia, they can be categorised according to their purpose or the background of the groups of students 

they target as 1) first language, 2) second language, and 3) mixed classes. Furthermore, programs can 

also be classified according to the curriculum content taught as 1) language or object-based programs 

where the teaching focuses on the target language, 2) language and cultural awareness programs where 

cultural and some linguistic elements are introduced, and as 3) bilingual or content-based programs 

where a considerable portion of the curriculum is taught in the target language (Clyne, 1986; Cross, 

2014; Liddicoat, Scarino, et al., 2007; Nicholas, 1983; Slaughter & Hajek, 2007).  

Data collected since 1991 about the languages provision in Victorian government schools, and analysed 

at the beginning of this study, show that language programs, particularly those for second language 

students, had the highest percentage of enrolments and there had been a marked decline in the number 

of bilingual programs. With information drawn from several LOTE Reports, the table below outlines 

details for the years 1991, 1995b, 2000, 2005 and 2010. 

Table 1-1 Victorian primary students learning languages by target group & program type 1991-2010 
Year Students 

learning 
languages 

Total 
enrolments (%) 

Languages provision by target 
group (%) 

Languages provision by program 
type (%) 

First 
language 

Second 
language 

Mixed 
classes 

Language Cultural 
awareness 

Bilingual 

1991   57,749 13.0 10.0 59.0 4.0 2.0 4.0 18.0 

1995 186,019 62.0 1.0 61.0 2.0 28.0 - 8.0 

2000 275,912 88.0 0.6 94.8 4.6 65.3 34.2 0.5 

2005 261,601 84.1 0.5 91.1 8.4 46.4 53.1 0.5 

2010 205,015 66.8 0.7 90.7 8.6 60.4 38.3 1.3 

Sources: Adapted from DEECD, 2011; DE&T, 2006; DEET, 2001; DoSE, 1992; DSE, 1996 

Terminology has continued to change and whereas no specific information about target groups was 

included in later LOTE Reports, the 2012 data indicated that Language classes still had the majority of 

students enrolments (88.7%), some students (12.1%) learnt through Content and Language Integrated 

Learning (CLIL) programs, only the smallest number of students (1%) participated in Bilingual 

programs and data about Cultural Awareness programs were no longer included in reports post 2010 

(DEECD, 2013). Five years later, figures about languages provision show there had been an increase 

and 1,108 schools, 92.1% of all primary schools, implemented a program in 2015 but not all offered it 

across all year levels. This increase in the provision of languages programs meant that 262,566 Victorian 



Chapter 1: Contextualising the research 

Renata Aliani (2020) Sì, tanti ma non bilingui 7 

primary students, 77% of the total primary enrolments, studied a language in 2015 (DE&T, 2016b). The 

latest set of figures (DE&T, 2019b) indicate a further increase in the provision of primary languages 

programs with 316,020 Victorian primary students, 85% of the total primary enrolments, having studied 

a language in 2018. 

All the schools where I taught endeavoured to implement departmental recommendations and to meet 

priorities or targets set by the government of the time (DSE & MACLOTE, 1993; MACMME, 1984). 

In two of the schools, choices had been made so that the schools could cater for first language 

background students and provide a “neutral” language as suggested by Slaughter and Hajek (2007, p. 

19) while in four schools the programs were implemented to cater for second language learners. Even 

though the student cohort in these four schools was the same – second language learners – and all 

students in the schools took part in Italian classes, the programs differed substantially the most 

noticeable difference being the widely varying contact time offered at each school. 

Having languages programs with different time allocations is not an uncommon occurrence. Despite the 

fact that contact time continues to be mentioned in Victorian Government documents with “150 minutes 

per week” stipulated as the minimum recommended time (State of Victoria, 2002, p. x; 2010, p. 13; 

2012, p. 8; 2013b, p. 4), in practice it has been recognised that only 0.9% of programs offer at least this 

amount of time with the vast majority of primary schools not achieving this minimum time requirement. 

The latest statistics (DE&T, 2019b) indicate that 54.7 minutes is the average time primary students spend 

learning languages and contact time varies from 10 to 240 minutes per week. Clear exceptions to this 

are bilingual programs that provide between 450 and 900 minutes of contact time and offer opportunities 

to learn curriculum content in and through English and another language, but bilingual programs are 

very few. 

Together with teacher qualifications, program type, and language learning models, “contact time” 

(Slaughter & Hajek, 2007, p. 13) is identified as one of the four indicators which impact on the nature 

of language programs and research indicates that not only adequate time is needed to achieve proficiency 

but that frequency and intensity of exposure to a language impact on acquisition and also on retention 

and attitudes (Queensland LOTE Centre, 2007). The importance of providing an adequate time 

allocation was acknowledged in the 1980s when it was argued that:  

Whichever language program is chosen, a school must be prepared to commit a reasonable 
component of time to the study and use of those languages during the school day to ensure that 
students’ linguistic potential is realised. To operate effectively, a program requires at least three 
hours spread over the course of the school week. However, because of their nature, bilingual 
programs would require a significantly larger allocation of the school week than would other 
language programs. (MACMME, 1984, p. 15) 
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Despite the fact that, at the time, I was pleased with how the Italian program in each school was evolving 

and felt confident with the progress made by my students and the support shown by staff and parents, it 

was not until I began teaching in a bilingual setting that I realised the impact this type of program had, 

not only on the language proficiency achieved by my students, but also on the way the language program 

became integral to the overall curriculum of the school. What became clear to me was that the amount 

of contact time and the range of learning experiences I could provide in this type of program made a 

very noticeable improvement to the language proficiency students were ultimately able to achieve and 

this had a pervasive positive impact. I felt privileged that I had been given the opportunity to teach in a 

range of programs that included a bilingual setting, but I am also aware that such opportunities are rare 

in the context of our primary schools. 

 Languages in Australian society 
Australia’s past and present have woven a richly diverse and multilingual society whose demographic 

make-up includes a highly diverse Indigenous population, a colonial past and an extensive immigration 

from a wide range of countries. This rich cultural and linguistic diversity has caused capital cities such 

as Melbourne to have their own distinctive socio-linguistic profile which continues to change over time 

because of world conflicts and a shifting global economy, both of these, sources of new immigrant 

arrivals (Bradshaw, 2013; Kipp, Clyne, & Pauwels, 1995; Mascitelli & Armillei, 2017). For example, 

the Italian immigrants who have arrived in Australia since the 1990s are here for personal reasons and 

are a different cohort, both in terms of educational qualifications and frequent contact they have with 

Italy, to the Italian migrants of the post-war period (Rubino, 2020). 

Multilingualism has always been evident in Australia and historically up to 250 distinct Indigenous 

languages were spoken prior to British settlement (Dixon, 2019; Evans, 2010). Whilst British 

colonisation has led Australia to become an English dominant country, because early settlers and 

immigrants have also come from a number of non-English-speaking countries, this ethnic diversity has 

meant that Australia was and is home to a multicultural and multilingual population with speakers of a 

wide range of other languages (Bradshaw, Deumert, Burridge, Willoughby, & Izon, 2008). 

In the late 1800s, Irish, Scottish Gaelic and Welsh were spoken by convicts and early settlers and Irish 

was believed to be the most widely understood language in Australia (Jupp, 2001). Chinese, Cantonese, 

German, French, Italian and various Scandinavian languages were also spoken during this time and, up 

until the turn of the 19th century, little interference or regulation occurred with regards to linguistic 

diversity and bilingual schools operated across different Australian states (Clyne, 1988). This early 

“accepting but laissez-faire” (Clyne, 1991a, p. 24) phase towards linguistic diversity which was 

prevalent particularly in Victoria and South Australia, changed after Australia became a Federation and, 

in 1901, passed the Immigration Restriction Act which systematised what became known as the ‘White 
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Australia’ Policy by bringing together a number of laws that limited immigration seeking to exclude 

non-Europeans migrants from entering the country (National Archives of Australia [NAA], 2016; Jones, 

2017; Jupp, 2002). Protectionist and assimilationist policies meant that, despite the cultural and 

linguistic diversity present before Federation, the first four decades of the 20th century preferenced 

British migrants over all others, and the use of other languages was discouraged with negative 

perceptions towards non-speakers of English (Crozet, 2008; Hlavac, 2013).   

These policies, which have been described as “the most aggressively monolingual in Australian history” 

(Lo Bianco & Slaughter, 2009b, p.19), sent a very clear message and had a detrimental impact on the 

levels of migration – in the first half of the 20th century, the percentage of the Australian population 

born overseas was quite small with the 1947 census showing that only 698,014 people, that is 9.2% of 

the total population, were born overseas and of those, 651,606 people were born in Europe with the vast 

majority of them, 83.8%, coming from Britain (Australian Bureau of Statistics [ABS], 1947). Moreover, 

once in Australia, migrants had to assimilate and, as language was seen as one of the most obvious sign 

of assimilation, these policies also had a detrimental impact on the use of other languages in the home 

and the community with bilingual families compelled to forget their ethnic background and discouraged 

from using their home language (Clyne, 1991a; Crozet, 2008; Jones Díaz, 2013). 

The experiences in the First and Second World Wars had made Australians increasingly conscious of 

their isolation, political vulnerability and economic risks, and the periods following both events resulted 

in planned immigration programs. The slogan “Populate or perish!” (McDonald, 1999, p. 60) of the 

early post-war period underpinned the belief that Australians could only defend themselves and make 

best use of local resources if there was an increase in population. Large-scale immigration in the second 

half of the 20th century was seen as a way to achieve the aims to bolster defence and foster development 

(Jupp, 2002; Lo Bianco & Aliani, 2013; Romaine, 1991). The program put in place after World War II 

brought about change in the immigration intake, an increase in the number of overseas born people 

migrating to Australia and a significant growth in the percentage of migrants from European countries 

other than England and the presence today of high numbers of people who self identify with an Italo-

Australian background is the result of this large-scale post World War II migration (Rubino, 2019). The 

1954 census shows that by the mid-1950s, 15.3% of the population in metropolitan Melbourne came 

from Europe and, of this, almost half (47.9%) came from countries such as Italy, Germany, Poland, The 

Netherlands, Greece, Malta, Czechoslovakia, Hungary and Latvia (ABS, 1954). This migration period, 

with the widening of immigration policies to include people from many European countries and the 

abolition of the Immigration Restriction Act in 1958, meant a variation in demographics but emphasis 

remained on the assimilation of migrants, perspectives and policies were still British oriented, 

nationalistic and rejected cultural pluralism, and these practices did not begin to change for another 

decade (Bradshaw, Deumert, et al., 2008; Clyne, 1991a). 
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In 1966, Prime Minister Holt announced a review of and some modification to the ‘White Australia’ 

Policy (Jordan, 2018) and in the early 1970s the Whitlam Government took further steps to remove race 

as a criterion from the country’s immigration policies and initiated the development of a coherent 

language policy (Department of Immigration and Border Protection [DIBP], 2010; McDonald, 1999). 

Around this time, there was a “readjustment” (Claydon, 1981, p. 109) or multicultural shift as 

multilingualism became an incipient phase of Australia’s national identity. From the 1970s, migration 

widened further and moved away from the largely European demographics of the immediate post war 

phase, firstly to include arrivals from South-East Asia and later from the Middle-East so that in the 

“middle vintage” (Bradshaw, 2013, p. 472) of migration, the majority of immigrants arriving in Australia 

were of Vietnamese, Chinese, Arabic or Bosnian backgrounds. 

The period of the 1970s and 1980s has been described as “The Golden Years” (Bradshaw, Deumert, et 

al., 2008, p. 18), a period of evolution for our multicultural society and a shift of focus towards social 

justice and equity on the part of the Whitlam and Fraser’s governments. At the time, conditions were 

conducive to change, recognition of the importance of languages and linguistic resources was gaining 

momentum, support for multiculturalism was growing and the linguistic interests and needs of migrants 

and their children were acknowledged and acted upon. The Galbally Report (1978), which was 

translated in ten languages, was adopted in 1978. With its guiding principles of 1) equal opportunity to 

promote self-reliance, 2) maintenance of culture, 3) access to programs and services to meet the needs 

of migrants, and 4) full consultation, this report ensured a structured approach to supporting a 

multicultural society, a continued commitment to a multicultural Australia and a shift from the prior 

assimilationist philosophies (Claydon, 1981; Foster & Stockley, 1988). 

Since this time, people from Asia, the Indian subcontinent, the Middle East and the most recent wave of 

African immigrants comprise Australia’s migration vintage (Bradshaw, 2013; Clyne, 2005; Clyne & 

Kipp, 2002). Thus, historically, the patterns of migration that form Australia’s diverse society have 

changed over time – at first with the majority of migrants coming from Europe and in particular Britain, 

then registering a considerable growth in the percentage of the population who originated from Central 

and Western Europe and finally, since the 1970s, increasingly including a large proportion of migrants 

arriving from Asian countries, the Middle East and Africa – and it is this “multiplicity of ethnic groups 

and languages overlaying the culture of its indigenous people” (Kipp, Clyne, et al., 1995, p. xiii) that 

makes Australia. 

According to the most recent Australian Census of 9 August 2016, 7.3 million people (29.4% of the 

Australian population) were born overseas and information about their country of origin shows that 

England still holds the highest percentage (4.0%), followed by China (2.6%), India (2.4%) and New 

Zealand (2.3%). A smaller percentage was born in the Philippines (1.1%), Vietnam (1.0%) and South 

Africa (0.8%). The proportion of Australians born in Italy, in third place in the 2011 census, is now in 
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eighth place with 0.7% (Australian Bureau of Statistics [ABS], 2013, 2019). The census data indicate 

that over many years there has been a consistent decrease, attributed to deaths and migration patterns, 

in the number of people born overseas and speakers of European languages such as Italian, Greek, 

Polish, German, Dutch and Maltese (Australian Bureau of Statistics [ABS], 2012; Bradshaw, Deumert, 

et al., 2008; Clyne & Kipp, 2002). The table below lists the number and percentage of people who were 

born in Italy and came to Australia from pre-1941 to 2019. In addition to the decline attributed to deaths 

and migration patterns, the table shows that for the period from 2011 to 2016, there was an increase in 

the number of Italy-born people arriving in Australia (Australian Bureau of Statistics [ABS], 2018a). 

Table 1-2 Italy-born people in Australia 

Year of arrival People  %  

Before 1941 1,331 0.8 

1941-1950 7,170 4.1 

1951-1960 66,381 38.1 

1961-1970 55,261 31.8 

1971-1980 10,892 6.3 

1981-1990 3,824 2.2 

1991-2000 2,848 1.6 

2001-2005 1,863 1.1 

2006-2010 3,516 2.0 

2011-2016 12,134 7.0 

Source: Adapted from ABS, 2018a, People - Cultural and language diversity 

Currently, amongst the Australian states and territories, Victoria has the highest numbers with 70,527 

(40.5%) of Italy-born people and the table below lists data for the 2016 census showing the distribution 

of Italy-born people across Australian states and territories (State of Victoria, 2018a). 
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Table 1-3 Italy-born people in Australian states and territories  
State or Territory People % 

Victoria 70,527 40.5 

New South Wales 49,476 28.4 

Western Australia 19,210 11.0 

South Australia 18,544 10.7 

Queensland 12,995 7.5 

ACT 1,943 1.1 

Tasmania 847 0.5 

Northern Territory 505 0.3 

Source: Adapted from State of Victoria, 2018a, p. 9 

To identify the ethnic composition of the people living in Australia, as well as their place of birth, data 

linked to ancestry provides information about the geographic area of origin, the cultural association and 

the ethnic background of individuals dating back to three generations. It is the Italian post-war migrants, 

together with their children and grandchildren that comprise the Italo-Australian community (Rubino, 

2019).  

In Australia, the most recent census figures indicate the five most common ancestries are – English 

(33.5%), Australian (31.1%), Irish (10.2%), Scottish (8.6%) and Chinese (5.1%) and, with 1 000 006 

persons (4.2%) Italian is in sixth place (ABS, 2020). These are the same top five ancestries recorded in 

Victoria – English (29.9%), Australian (27.9%), Irish (10.1%), Scottish (8.3%) and Chinese (6.3%) (.id 

Consulting, 2019). Looking specifically at the people of Italian ancestry in Victoria, earlier data indicate 

that Italian ancestry held fifth place in 2011. However, whilst this group has now moved to sixth place 

and has registered a slight decrease from 6.1% to 6.0%, the actual numbers have grown from 327,967 

persons in 2011 to 352,711 persons, an increase of +24,774 persons overall (.id Consulting, 2019). 

Adding details about the languages spoken by people to the information about their place of birth and 

ancestry, helps provide a more complete picture of the cultural diversity present in Australia. 

Languages influence every aspect of our lives and even though English is Australia’s “national language 

and its lingua franca” (Bradshaw, Deumert, et al., 2008, p. 15), given the diverse backgrounds of our 

multilingual and multicultural population, there are many other languages spoken in this country. The 

latest census data reveal that 72.7% of people speak only English, 5.1% speak no English, and of the 

other languages spoken at home the most common ones are – Mandarin (2.5%), Arabic (1.4%), 

Cantonese (1.2%), Italian (1.2%) and Vietnamese (1.2%) (ABS, 2018b). 

In the community, over time, the way in which many Australians view the maintenance, use, teaching 

and learning of languages has changed. Even though during the post-World War II period the prevailing 

attitude towards people who spoke a language other than English was one of assimilation, progressively, 
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multiculturalism and multilingualism have become again accepted and part of an Australian national 

identity (Bavin & Wales, 1988; Clyne, 1991b; Clyne & Kipp, 2006; Crozet, 2008; Department of 

Education and Early Childhood Development [DEECD], 2008). This broad pattern of change has 

brought Australia to the position where support for cultural and linguistic diversity “acknowledges the 

benefits and potential that cultural diversity brings” (Commonwealth of Australia, 2011, p. 5). 

Moreover, globalisation and the need for countries to be internationally competitive has significantly 

influenced people’s views and shaped educational policy.  

 Languages in Australian education: Policy 
In Australia, the constitutional responsibility for school education lies mostly with the states and 

territories. They endeavour to develop agreed goals for improving education for all Australians and, 

through intergovernmental policy councils, make joint decisions and identify shared priorities 

(Australian Curriculum Assessment and Reporting Authority [ACARA], 2014).  

It is a collective responsibility shared across all Australian states and territories that students become 

successful and informed learners and develop deep knowledge within the languages learning area 

together with an appreciation of Australia’s cultural and linguistic diversity (MCEECDYA, 2005; 

MCEECDYA, 2008). This shared priority and goal of schooling which, in the Hobart Declaration, the 

first in in a series of documents outlining the agreed goals of education, aimed “to develop in students a 

knowledge of languages other than English” (Ministerial Council for Education & Early Childhood 

Development and Youth Affairs, 1989, p. 2), has continued, in subsequent Declarations, to acknowledge 

the value that understanding and appreciating cultural and linguistic diversity bring to young Australians 

as they communicate across cultures in our globalised community (MCEECDYA, 1999; MCEECDYA, 

2008). 

The provision of serious opportunities for a large number of Australians to achieve bilingualism either 

by maintaining their first language or by learning a second language was a central position of the 

National Policy on Languages (Lo Bianco, 1987b) and other policy documents have further 

acknowledged that “the monolingual speaker, whether of English or of any other language, is 

impoverished in comparison with those who speak more than one language” (Commonwealth of 

Australia, 1989, p. 38).  

At the state level, providing opportunities for all Australians to develop proficiency in more than one 

language has been a stimulus for local language policy development since the 1980s. For example, to 

cater for second language and mother-tongue learners in our communities, approaches to languages 

teaching could be chosen between first or second language (Fordham & CMES, 1985; Ministry of 

Education, 1988) and in South Australia, it was the First Language Maintenance and Development 
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(FLMD) programs that, through an initiative which began in 1985, aimed to maintain and develop the 

home languages and cultures of students who were speakers of or had a background in a language other 

than English (Scarino, Curnow, Heugh, & Liddicoat, 2013). 

The state of Victoria has the “highest participation rate in language education” (State of Victoria, 2013c, 

p. 4) and the early policy documents supporting the inclusion of languages programs in primary schools 

arose from a grass-root movement and extensive consultation, as outlined, for example, in the following 

policies: 

• Discussion Paper: The Place of Community Languages in Victorian Schools, 1984  

• Report to the Minister for Education: The Place of Languages Other Than English in 

Victorian Schools, 1985 

In addition to theoretical underpinnings, policy documents have included guidelines, priorities, stages 

of implementation of initiatives, targets to be met for the short- and long- terms, strengths and challenges 

as well as recommendations, as detailed, for example, in the following Victorian languages policies 

spanning three decades:  

• Ministerial Paper Number 6: Curriculum Development and Planning in Victoria, 1984 

• The LOTE Framework P-10, 1988 

• Languages Action Plan, 1989 

• Languages Other Than English Strategy Plan, 1993 

• MACLOTE Report to the Minister for Education, 1994  

• Linking LOTE to the Early Years, 2000  

• Languages for Victoria’s Future: An analysis of Languages in Government Schools, 

2002 

• Languages Learning for the 21st Century: The Victorian Language Strategy Blueprint 

Implementation Paper, 2010 

• The Victorian Government's Vision for Languages Education, 2011 

• Languages Expanding Your World: Plan to Implement the Victorian Government's 

Vision for Languages Education 2013-2025, 2013  

• School Policy: Languages, 2018 

Increasingly, languages have been introduced in primary schools, a move that is now generally accepted 

(Berthold, 1991b), and a range of languages comprising European, Asian (DSE, 1994b; Chamberlain, 

1984) and Indigenous languages (Lo Bianco, 2000a; Northern Territory Board of Studies [NTBOS], 

2016) have become part of the curriculum in Australian schools. However, despite the fact that all 

Australian Ministers have endorsed an Australia wide Foundation to Year 10 curriculum and support 
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the teaching and learning of languages and cultures to enable “all students in all schools who want to 

learn a language to learn it to the same high quality and to measurable achievement standards” (Modern 

Language Teachers’ Association of Western Australia [MLTAWA], 2016, para. 11), it has also been 

proposed that the position of languages policy is fragile and fragmented (Kohler & Curnow, 2014) and 

that “quality languages education is not yet part of the learning experience of all students, in all schools, 

in all parts of the country” (MCEECDYA, 2005, p. 4).  

Drawn from several sources, the table below broadly outlines an overview of the study of languages 

across Australia. For each state and territory, it lists the policies, guidelines or other documents that 

support the implementation of languages. The table also identifies whether languages are mandated, at 

which levels they should be taught and for what time allocation as well as listing the languages taught. 

With no current national languages policy, the compilation shows how each state and territory 

contributes to the languages education landscape across Australia. 

Table 1-4 Languages education in Australian states and territories 

Overview of language education learning policies and implementation  
in Australian states and territories 

Australian Capital 
Territory  
(ACT) 

Documents Policies: 
Many Voices 2012–2016 Languages Policy  
Curriculum Requirements in ACT Public Schools, Preschool to Year 10 
Guidelines: 
Every chance to learn: Curriculum framework for ACT schools 

Year levels Years 3-6; Years 7-8 

Mandate Not mandated in primary 

Time Primary: Minimum 60 minutes 
Secondary: Minimum 150 minutes 

Notes 90% primary schools offer 
Languages: Chinese, French, German, Indonesian, Italian, Japanese, Korean and Spanish. 

New South Wales 
(NSW) 

Documents Guidelines: 
NSW Languages Education Action Plan 
Languages K-10 Framework (2018) 
Others: 
Learning Through Languages Consultation Paper 
Learning Through Languages Review of Languages education in NSW 

Year levels Years 7-8 

Mandate Not mandated in primary but ‘encouraged’ 

Time 100 hours in 1 year (either Year 7 or Year 8) 

Notes Languages: Aboriginal Languages, Arabic, Chinese, French, German, Indonesian, Italian, 
Japanese, Korean, Modern Greek, Spanish and Vietnamese 

Northern Territory  
(NT) 

Documents Policies: 
Changing the conversation: A blueprint for languages education in Northern Territory 

schools 

Guidelines: 
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Curriculum, pedagogy, Assessment & reporting T-12: A framework for quality education in 
Northern Territory schools 2018-2020 

Year levels Years 7-10 

Mandate Not mandated 

Time To Year 6 – 350 hours (50 hours per year) 
Years 7-8 – 160 hours (2 hours per week; 80 hours per year) 
Years 9-10 – 160 hours (2 hours per week)  Optional 

Notes Implementation to begin in 2016 
Languages: Indigenous languages, Chinese, Indonesian and Japanese 

Queensland  
(QLD) 

Documents Policies: 
Languages in Queensland State Schools 
Guidelines: 
P-12 curriculum, assessment and reporting framework 
Others: 
Advancing education: An action plan for education in Queensland 
Global schools through languages program 

Year levels Years 5-8; by 2025 all primary schools by Prep 

Mandate Mandated in Y 5-8; strongly encouraged P-12 

Time 37-40 weeks for Prep to Year 9 
35-38 weeks for Year 10 

Notes Schools strongly encouraged Prep to Year 12 
All state schools offer languages other than English  
Focus on Asian languages 
Expand to Year 12 

South Australia 
(SA) 

Documents Policies: 
DECD Australian Curriculum, Pedagogy, Assessment and Reporting Policy R-10 

Year levels Reception to Year 8 

Mandate Implied mandate 

Time 80 minutes per week recommended for Reception to Year 6  
128 minutes per week recommended for Years 7-10  

Notes Schools strongly encouraged 
One priority language offered as a whole-school language program 
Bilingual programs commencing in 2017 – R-12 Chinese, R-7 and 8-12 French 
Languages: Aboriginal Languages, Chinese, French, German, Indonesian, Italian, 

Japanese, Modern Greek, Spanish and Vietnamese 

Tasmania  
(TAS) 

Documents Policies: 
Engaging with Asia Strategy 2013-15 
Curriculum in Tasmanian Schools K-12: Policy 

Year levels Kindergarten to Year 12 

Mandate Not mandated 

Time Appropriate time allocation 

Notes Schools strongly encouraged  
90% schools offer at least one language 
Languages: Chinese, French, German, Indonesian, Italian, Japanese 
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Victoria  
(VIC) 

Documents Policies: 
Languages – expanding your world: Plan to implement The Victorian Government’s Vision 
for Languages Education 2013–2025 
Others: 
Education and Training Reform Act 2006 

Year levels Foundation to Year 10 

Mandate Expectation of teaching, one of the 8 Key Learning areas 

Time Recommended minimum time of 150 minutes per week 

Notes Not all schools implement 
Languages: Aboriginal Languages, Auslan, Chinese, French, German, Hindi, Indonesian, 

Italian, Japanese, Modern Greek, Spanish and Vietnamese 

Western Australia 
(WA) 

Documents Policies: 
Pre-primary to Year 10: Teaching, Assessing and Reporting Policy and policy Standards 

Year levels Years 3-8; language optional from Year 9 

Mandate Implied mandate, required, one of the 8 Key Learning areas 

Time Minimum time not specified 
0-2 hours to Year 2; 2 hours Years 3-8; 0-2 hours from Year 9 

Notes Minimum 1 language in Year 3 from 2018 to Year 6 by 2021 and Years 7-8 by 2023 
Languages: Aboriginal Languages, Chinese, French, German, Indonesian, Italian and 

Japanese 

Sources: Adapted from AFMLTA, 2016, 2018; Clyne, 2005; Kohler, 2017; Kohler & Curnow, 2014; Liddicoat, Scarino, et al., 
2007 
Note: Different terms have been used over time and across states and territories to refer to the first year of primary schooling 
(e.g. Prep, Foundation, Reception), or before starting school (Preschool, Kindergarten). 

The dominant conclusion from the overview presented in the table above is the deep-seated 

inconsistency of languages provision. As well as their own policy documents, states and territories have 

their own set of strategies to support languages education and these vary depending on the goals and 

aims of the local policy documents. This notwithstanding, although there is variation, all states and 

territories seem to agree that the learning of languages is a key component of students’ education and 

most policies “have moved to make language learning compulsory for at least some of the student’s 

school life” (Australian Language and Literacy Council [ALLC], 1996, p. 16). In addition, to improve 

the learning of Australian students, a common curriculum has been developed and refined and since its 

introduction: 

the Australian Curriculum has become a primary vehicle through which languages education is 
being framed. That is, it is through curriculum policy that several of the states and territories are 
addressing the provision of languages education. (Kohler & Curnow, 2014, p. 14, emphasis in 
original) 

The provision and implementation of languages education faces many challenges (further explored in 

Chapter 2) and recurring issues continue to be identified both here and overseas (Bradshaw, Deumert, 

et al., 2008; Browett, 2006; Field, 2000; Hunt, Barnes, Powell, Lindsay, & Muijs, 2005; Kleinsasser, 
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2000). Nevertheless, even though the Australian education system may face challenges when trying to 

foster the linguistic competence found in our society and promote second language acquisition for all 

students, Lo Bianco and Slaughter (2009a, 2009b) indicate that, with appropriate planning, these 

challenges are decidedly achievable.  

 Languages in Australian education: Program 
provision 

An initial exploration of language and program provision in Australia, including an explicit focus on 

Victoria, helps to identify how languages have been and are implemented in schools. Though the 

Australian schooling systems comprises both the government sector and the non-government sector with 

independent and catholic schools, it is the government schools, which account for sixty-five percent of 

students Australia wide (Independent School Council of Australia, 2019), which are the focal point of 

this thesis and the details about languages and program provision centre on this sector. 

1.5.1 Provision across Australia 

Whereas the essential division in the National Policy on Languages (Lo Bianco, 1987b) was on mother-

tongue and second language learning, it also focused on three groups of languages 1) community, 2) 

geo-political, and 3) historical and later the Australian Language and Literacy Policy (Dawkins, 1991) 

identified fourteen priority languages – Aboriginal languages, Arabic, Chinese, French, German, Greek, 

Indonesian, Italian, Japanese, Korean, Russian, Spanish, Thai and Vietnamese. Because it was not 

feasible for all languages to be taught Australia wide, each state and territory nominated a total of eight 

priority languages. Currently, except for Russian and Thai but including Auslan (Australian Sign 

Language), Classical Languages, Hindi and Turkish, these are also the languages listed or considered in 

the Australian F-10 Curriculum for Languages (ACARA, 2011, 2016).  

The lack of reliable documentation and limited availability of comparable data have been mentioned in 

the past when discussing the knowledge base of languages education Australia wide (ALLC, 1996; Lo 

Bianco & Slaughter, 2009b). Furthermore, recent and easily comparable information about languages 

education across Australian states and territories is still not easily found from departmental websites and 

documents. While not current, the report An Investigation of the State and Nature of Languages in 

Australian Schools (Liddicoat, Scarino, et al., 2007) provides a detailed account of languages education 

at the national level. As part of documenting the evolving nature of languages education, the report 

identifies the twenty languages most widely taught in Australian government schools during 2005, 

which, together with the numbers for student enrolments, are listed in the table below: 
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Table 1-5 Enrolments in the 20 most widely taught languages in Australian schools in 2005 

# Language Enrolments % Total enrolments # Language Enrolments % Total enrolments 

1 Japanese 220,126 23.4 11 Auslan 6,153 0.7 

2 Italian 192,097 20.4 12 Turkish 1,878 0.2 

3 Indonesian 170,273 18.1 13 Korean 2,683 0.3 

4 French 123,861 13.3 14 Macedonian 1,069 0.1 

5 German 92,433 9.8 15 Pitjantjatjara 1,661 0.2 

6 Chinese * 52,960 5.6 16 Khmer ** 690 0.1 

7 Greek  16,107 1.7 17 Latin 269 0.0 

8 Spanish 15,953 1.7 18 Serbian 392 0.0 

9 Vietnamese  11,055 1.2 19 Adnyamathanha 900 0.1 

10 Arabic 9,878 1.0 20 Punjabi 222 0.0 

Source: Adapted from Liddicoat, Scarino, et al., 2007 
*Chinese includes reports of Mandarin or unspecified Chinese     **Khmer includes Cambodian 

The report also includes participation rates in the government sector across all states and territories, and 

the number and percentage of students enrolled in languages programs for 2005 are detailed in the table 

below. 

Table 1-6 Enrolments in Australian government schools by state and territory in 2005 

States Language enrolments Total student numbers % of total enrolments 

ACT * 18,486 36,595 50.5 

NSW 170,492 40,439 23.0 

NT 10,710 28,554 37.5 

QLD ** 116,908 450,964 25.9 

SA 107,907 164,714 65.5 

VIC 383,644 536,635 71.5 

WA 133,078 228,817 58.2 

Total *** 824,317 1,735,754 51.0 

Source: Adapted from Liddicoat, Scarino, et al., 2007 
*2003 data used as 2005 data were not available 
**Queensland data are for primary school only 
***Excluding Queensland and Tasmania. Tasmanian data were not supplied 

No data was available about the number of schools teaching languages in each of the states and 

territories, so it is not possible to make that comparison. However, information about the bilingual 

programs offered across Australia for this period is contained in the report and some details are listed in 

the table that follows: 
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Table 1-7 Government schools offering bilingual programs by state and territory in 2005 

Sectors ACT QLD SA TAS VIC WA 

Primary 3 1 1 1 16 1 

Secondary 1 9 - 1 4 - 

Senior-secondary 1 - - 1 - 1 

Total 5 10 1 3 20 2 

Source: Adapted from Liddicoat, Scarino, et al., 2007 

The information included above provides some quantitative data about how Australian states and 

territories implement languages in their government schools. What the tables also show is that language 

enrolments and the delivery of bilingual education in Victoria had, at the time of this report, considerably 

larger numbers than those in other states and territories, and it is the languages provision in this state 

that is now detailed. 

1.5.2 Provision in Victoria 

Comparing key language policy documents across Australian states and territories, Kohler (2017) states 

that “Victoria has the most elaborated and well-resourced language education policy of any state or 

territory” (p. 12), with clear expectations, a robust long-term plan and implementation strategies. 

1.5.2.1 Which programs 

When languages programs were first implemented in Victorian primary schools, much differentiation 

was made between programs that catered for mother-tongue or second language development and in 

1991 there were seven types of programs identified (DoSE, 1992). Driven perhaps by changes in 

demography or perhaps by a need to streamline the yearly data collection that forms the basis of the 

Victorian ‘LOTE Reports’, by 1996 three types of languages programs were recorded 1) Language-

based, 2) Content-based, and 3) Language and Cultural Awareness (DSE, 1997). In the first type, the 

focus was on teaching the target language; the second type required that in addition to the language, the 

content of at least two learning areas was taught through the target language; the third type focused on 

culture and introduced limited vocabulary but, since the late 1990s, this type of program is no longer 

formally recognised (Slaughter & Hajek, 2007). Further streamlining of the classification of languages 

programs has meant that from 2012 to the present, only two types of programs 1) Language, and 2) 

Bilingual, are listed in the yearly reports.  

To cater for the varying needs of students, a range of bilingual programs were developed (AACLAME, 

1990; Rado, 1991). However, whilst it is acknowledged that immersion programs do offer students 

greater opportunities to achieve a high degree of linguistic competence (DSE, 1994b), bilingual 

education is not widespread here and the programs differ from school to school because they are the 
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product of different initiatives (Fielding & Harbon, 2014). Within the umbrella term of ‘immersion 

education’ there are a range of programs that can be categorised in several ways (for the categorisation 

and visual representation of different types of bilingual programs see: Baker, 2011; de Courcy, 2001; 

Genesee, 1987). Following the implementation of bilingual programs in the 1970s and 1980s, in 1997 

the Victorian Government set up the Bilingual Schools Project, with the aim to support content-based 

language instruction (Hones, 2005) and, although in 2017 one P-12 college stopped offering an 

Indonesian bilingual program (DE&T, 2018b), the latest available data indicates that: 

In 2018 one special school and 11 primary schools offered designated bilingual programs where 
students are taught in or through the language for more than 450 minutes per week. (DE&T, 2019b, 
p. 51) 

In addition, other activities such as camps, excursion and assemblies may also be carried out in the 

language. Except for two schools which offer two languages – one school delivering bilingual programs 

in Macedonian and Greek and the other offering bilingual programs in Chinese and Vietnamese – the 

remaining schools offer only one language in their designated bilingual program. The languages taught 

and the numbers of programs in each language are listed in the table below. 

Table 1-8 Languages taught in bilingual programs in Victoria 

1 program teaching 2 programs teaching 3 programs teaching 

• French 

• German 

• Greek 

• Italian 

• Macedonian 

• Auslan 

• Chinese 

• Vietnamese 

• Japanese 

Source: Adapted from DE&T, 2018b 

Whereas in Victoria there are specific guidelines that languages programs must meet to be considered 

bilingual, the same does not apply to Content and Language Integrated Learning (CLIL) programs. 

Created in Europe in 1994 and based on the Canadian immersion approach, CLIL aimed to improve the 

language learning opportunities of plurilingual students in the European Union. CLIL is an umbrella 

term which encompasses a wide range of activities and experiences that can range in intensity and length 

of exposure to the language so that what distinguishes it from other approaches is its flexibility, its 

effectiveness in promoting languages gains and its ability to be successfully applied to a range of 

educational settings (Coyle, 2012; Coyle, Hood, & Marsh, 2010; Cross, 2014). However, whilst CLIL 

has the potential to integrate languages and curriculum content from short-term, low-intensity exposure 

activities to high-intensity long-term programs (Coyle, Hood, & Marsh, 2010), there are also potential 

limitations as noted by Cenoz, Genesee and Gorter (2014) who indicate that 1) claims about CLIL tend 
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to focus on its success rather than present both strengths and limitations, 2) empirical evidence is needed 

especially when related to the effectiveness of CLIL, and 3) the multiple formats and definitions detract 

from conceptual clarity, thus indicating a need “to examine efficient ways to effectively integrate 

language and content instruction” (Cenoz, Genesee, & Gorter, 2014, p. 258). 

In Victoria, the MACLOTE Report (1994b) put forward several recommendations, with 

Recommendation No. 11 strongly discouraging schools from implementing language awareness 

programs, and Recommendation No. 12 maintaining “content-based/immersion programs be promoted 

as the best models for achieving high levels of communicative competence in LOTE” (DSE, 1994b, p. 

7). Subsequently, at the end of 2011, the Victorian Government released a policy document and in this 

vision for languages education, reaffirmed its strong commitment to compulsory languages education, 

acknowledged the challenges faced by languages teachers and outlined the plans to be implemented and 

achieved by 2025. While in this document there was no specific mention of bilingual programs, one of 

the commitments was to support Content and Language Integrated Learning programs which, as well as 

providing a real-world application for languages, offer a solution to what is perceived as the issue of 

‘crowded curriculum’. In addition, to support teachers gain the skills and strategies necessary to 

implement CLIL programs, the Victorian Government commissioned specific training courses (State of 

Victoria [SoV], 2011). The differences between the three types of programs are identified below:  

1. A Languages program, …focuses on the teaching and learning of the target 
language and understanding the connections between language and culture.  

2. A Content and Language Integrated Learning (CLIL) program …teaches 
content from another curriculum area, combined with explicit teaching of the 
target language with a focus on the vocabulary and structures required for the 
additional curriculum area. Content may include all or part of one or more 
curriculum areas.  

3. A Bilingual or immersion program …teach[es] at least two key learning areas, 
in addition to the Language, in the target language. (Department of Education 
and Early Childhood Development, 2013, p. 33, emphasis in original) 

When coupled with strong communication and support from parents and school community, the viability 

of CLIL programs within Victorian government schools has been established (Cross & Gearon, 2013). 

It appears, however, that data about these programs was only collected from government schools for 

two years and information was not recorded in later, post- 2012, LOTE Reports. The table below outlines 

the types of programs and the percentage of students enrolled in these programs over the period from 

2010 to 2012. 
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Table 1-9: Types of programs in 2010-2012 and % of students 

Programs  % in 2010 % in 2011 % in 2012 
Bilingual  1.3 1.3 1 

Content and Languages Integrated Learning (CLIL) NA 8.6 12.1 

Languages 60.4 49.5 86.9 

Languages and Cultural Awareness 38.3 40.6 NA 

Sources: Adapted from DEECD, 2011, 2012a, 2013 

Focusing on the implementation of current languages programs, although all Victorian government 

schools are required by legislation to deliver a languages program as part of their curriculum offerings, 

in 2017 only 90.4% of primary schools did so. Even though there was a slight decrease from the previous 

year (91.1% in 2016), there has been a substantial increase in numbers since 2011, when only 64.5% of 

primary schools provided a languages program (DE&T, 2018b). Previously, the highest percentage 

occurred in 1997 when 98% of primary schools offered a languages program (DSE, 1998). The high 

percentage was undoubtedly the result of the technology support that was provided by the Victorian 

government to help achieve some of the 1990s policy targets (DSE, 1994b; DSE & MACLOTE, 1993) 

and which enabled 242 Victorian primary schools that would not have been able to offer a language to 

do so and a further 624 schools to supplement their face-to-face language programs (DSE, 1993a, 1997). 

The changes in the number of schools delivering languages education has meant that during this twenty-

year period, some schools have changed languages, some have stopped teaching languages but have 

now either started again or are considering doing so, and almost nine percent of primary schools are 

looking at having to make some important decisions. 

1.5.2.2 Which languages 

The number of languages spoken in the Victorian community is extensive but not every language is 

offered in schools. Within the government sector, there are two complementary providers 1) the 

Victorian School of Languages (VSL) a government school committed to the delivery of languages not 

found in mainstream schools, and 2) Community Language Schools (CLS) offered by community-based 

organisations so that students can access their mother tongue or background language (DE&T, 2016a). 

Information gathered at the beginning of this study indicated that, in 2015, there was a slight increase, 

from prior years, in the number of languages offered within the government sector. Fifty languages were 

taught by the VSL through their out-of-school hours and distance education programs; forty-one 

languages were offered outside mainstream school programs through the CLS; and twenty-four 

languages were taught across mainstream schools. In total, sixty-eight languages were offered in 

Victorian schools with Japanese, Italian, Chinese, Indonesian, French, German, Auslan and Spanish 

being the most widely taught languages (DEECD, 2015; DE&T. 2016b). 
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Although this does not occur in every state and territory, since 1991 data about languages education has 

been regularly collected in Victoria and comprehensive reports detailing the languages provision in 

government schools are prepared annually. The report Languages Provision in Victorian Government 

Schools 2014 charts the total enrolments in the six most studied languages for the period from 2008 to 

2014 and the figures below show that, for several years, Italian was the language with the highest 

enrolments across all Victorian government schools: 

 
Figure 1:1 Total enrolment in the six most studied languages for 2008-2014 (DEECD, 2015, p. 11) 

 

Figure 1:2 Primary enrolments for the seven most studied languages, 2008-2014  (DEECD, 2015, p. 29) 

While over the years there has been fluctuation in the number of schools that offer Italian, with a total 

of 252 programs (189 primary and 63 secondary) in 246 schools (DE&T, 2019, p. 12), Italian is still 

amongst the six most studied languages in Victoria. 
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With regards to data about the type of languages programs implemented in government primary schools, 

the Languages in Victorian government schools, 2010 report presents an overview of three types of 

programs – Language, Cultural Awareness and Bilingual – for the period from 2004 to 2010. The graph, 

shown in the figure below, indicates fluctuating numbers and what appears to be a correlation between 

the first two types of programs with the 2010 figures signalling the increase of Languages and the 

decrease of Cultural Awareness programs. What the graph also indicates is the relatively small number 

of Bilingual programs that have remained constant throughout this period. 

 
Figure 1:3 Primary enrolments by type of program for 2004-2010 (DEECD, 2011, p. 37) When this study began, the 

number of primary bilingual programs had remained constant since 2010 and so, in 2014, “one special 

school and eleven primary schools offered designated bilingual programs” in Victoria (DEECD, 2015, 

p. 22). 

Overall, even though every jurisdiction may not have documented trends and participation in languages 

programs to the same degree, there is a consensus that enrolments for Foundation to Year 12 government 

schools in Victoria, when compared to other Australian states and territories, have by far the largest 

number of students learning languages (DEECD, 2008; Liddicoat, Scarino, et al., 2007; Mahar, 2008) 

and students learning Italian form a considerable percentage of these enrolments. Data also indicate that, 

at the primary level, Victoria has the highest number of bilingual programs in a range of languages and 

which, at the beginning of this thesis, did not include Italian. 

 Statement of the problem 
As schools find ways to implement new languages programs or maintain existing ones and thus 

acknowledge that languages should be part of the educational journey of their students, it has been 

asserted that the development and implementation of the Australian Curriculum: 
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has prompted schools, jurisdictions and state governments to consider what language learning 
should entail in Australian schools, how many hours language learning should comprise, and what 
quality languages education looks like. Yet no agreement has been reached nationally about a base 
level of languages education, or the most effective modes of delivery for high quality languages 
education. (Fielding, 2015, p. 1)  

Bilingual programs fostering the promotion of serious opportunities to achieve the highest possible 

levels of linguistic competence in two languages were a fundamental position of the National Policy on 

Languages (NPL) (Lo Bianco, 1987b). In Victoria, later departmental and state documents also 

supported the notion that substantial exposure to the target language achieved through bilingual and 

immersion programs was needed to become bilingual (DSE, 1994b), and emphasised how important it 

was for students to achieve advanced levels of language proficiency to gain the most benefits from 

language learning (State of Victoria, 2009a, 2012). In the late 1980s, one of the medium-term goals 

outlined in the Languages Action Plan was that “the number of immersion programs and bilingual 

programs in primary schools be doubled every 3 years for the next decade” (Lo Bianco, 1989b, p. 75). 

That these programs should be a priority for the medium to long term was also advocated in later 

documents (State of Victoria, 2010) but unfortunately this has not occurred. On the contrary, rather than 

increasing, the percentage of bilingual programs in Victoria decreased from 18.0% in 1991 to 1.3% in 

2010 (DEECD, 2011; DoSE, 1992). 

With the number of Victorian primary schools offering bilingual programs having been stable since 

2010, details collected at the beginning of the study indicate these schools taught a range of curriculum 

areas in and through the language for a minimum of 450 minutes per week. With two school offering 

multiple programs, the languages offered include – Auslan (2), Chinese (2), French (1), German (1), 

Greek (1), Indonesian (1), Japanese (3), Macedonian (1) and Vietnamese (2) (DEECD, 2015). Many of 

these bilingual programs were established in the early 1980s and even though there was an Italian 

bilingual program briefly in operation at that time, and an Italian bilingual program was established and 

was operational for a number of years in the 1990s, it was only after a long advocacy campaign led by 

a group of Melbourne parents (Craig, 2009; Gannon, 2009), that in 2015 a local primary school has 

“become the first in nearly two decades to formally establish a bilingual learning program” (Waters, 

2015a, p. 1) and this program is offered in Italian. 

The Italian community has successfully achieved the mainstreaming of its language both in primary and 

secondary education and Slaughter and Hajek (2015) posit that one reason for this success has been that, 

for many decades, Italians have been the largest non-English-speaking community in Australia. 

Furthermore:  

Italian is unusual among immigrant languages in having prestige in the mainstream community as 
well as being an immigrant language. …This prestige may be one factor in a reported resurgence 
of interest in studying Italian among the third generation. (Bradshaw, 2013, p. 474) 
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The fact that the implementation of Italian programs has been successful and has generated high 

numbers of languages programs has not meant, however, that there has been equal success in 

implementing Italian bilingual programs in Victoria.  

Even though there is a wealth of research literature that acknowledges the effectiveness of bilingual 

education both for first and second language learners (Baker, 2011; Cummins, 2003; Fernandez, 1996; 

García & Woodley, 2015; Gibbons, 1997) and it is also widely recognised that bilingualism and the 

acquisition of a second language can offer cognitive, social and cultural benefits (Clyne, Pauwels, & 

Sussex, 2007; Edwards & Pritchard Newcombe, 2006; Fernandez, 2007; Truckenbrodt & de Courcy, 

2002), the number of bilingual programs continues to be relatively small. Yet, bilingual or immersion 

programs should be strongly considered by schools because of their increased time and intensity, their 

focus on form and meaning and because they develop in students lifelong skills and habits (Lo Bianco 

& Slaughter, 2009b; Mehisto, 2012) and “evaluations have shown repeatedly that children in immersion 

programs perform better in all skills in L2 than do children in traditional primary school second language 

programs” (Clyne, 1983, p. 23). 

The review of Victorian policy and departmental documents spanning three decades undertaken at the 

beginning of this study suggests that the implementation of languages in government schools is highly 

supported at that level. However, it has also been asserted that while Australian ministers of education 

share and are “committed to the vision of quality languages education for all students, in all schools, in 

all parts of the country” (MCEECDYA, 2005, p. 2), when it comes to the implementation of languages 

programs in Australian schools, while past and present language policies have been supportive of the 

teaching and learning of languages: 

Australia has an impressive record of policy development and program innovation in second 
language education, but a relatively poor record of consistency of application and maintenance of 
effort. (Lo Bianco & Slaughter, 2009b, p. 6) 

Other scholars make the point that Australia is not moving at the same time and pace as other countries 

in the OECD, many of which include two languages in the curriculum, and that “from having had an 

acclaimed policy on languages in the 1980s, we are now near the bottom of the rankings” (Clyne et al., 

2007, p. 2). However, a recent review of Australian education policies indicates “there is a mood in 

many areas of the nation for change and to reimagine languages education in light of the nature of the 

modern world, of contemporary understandings and innovations” (Kohler, 2017, p, 20). As this review 

states, although there is no current federal languages policy and the commitment within state policies 

varies greatly, nevertheless a feature she notes in her documentation is a renewed striving for greater 

accountability, long term planning and a greater interest toward more robust program types such as 

Content and Language Integrated Learning (CLIL) and bilingual programs. 
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Even though there are some metalinguistic benefits to be gained from the learning of languages in 

programs that offer limited contact and exposure (Yelland, Pollard, & Mercuri, 1993), “the significant 

cognitive benefits which accrue from bilingualism, require rigorous learning, sound teaching, 

complementary development of the two languages and occur under special conditions in which both 

languages are valued” (Lo Bianco, 1987b, p. 46). Limiting or reducing the time devoted to learning a 

language not only diminishes the levels of fluency and proficiency students can gain but also sends a 

negative message to the community about the value of learning a language (Crawford, 2002). So, in an 

ideal world: 

If the genuine desire of the educational authorities is to produce bilingual students, the ideal 
situation for languages would be for learners to begin in the first year of primary schooling with a 
total immersion languages program. (Berthold, 1991b, p. 17) 

Although I realise that this ideal situation may appear to be beyond our reach, I believe that when 

planning effective language programs that address the needs of students, attention should be given to 

designing considered programs that are rigorous and “build quality at all levels” (Lo Bianco, 2010; Lo 

Bianco & Slaughter, 2009a, p. 37). Ultimately, delivering languages programs that are engaging, of high 

quality and ensure students achieve high levels of proficiency and acquire the skills necessary to 

participate in our global society is one of the aims of languages education and, as languages are deemed 

a “contemporary entitlement” (State of Victoria, 2012, p. 6) of Victorian students: 

Providing a comprehensive curriculum in the twenty-first century requires schools to ensure that 
all students access a quality languages program. (State of Victoria, 2012, p. 6) 

Through the integration of languages in the curriculum, bilingual programs provide extensive exposure 

and greater opportunities for students to maintain and develop two languages. In an effort to deliver 

robust programs, I had presumed schools would consider implementing a bilingual program to ensure 

high quality outcomes for students. Whilst the number of bilingual programs in any language is small 

vis à vis the number of second languages programs, this disparity is particularly evident in the case of 

Italian, a language prominent in the community and extensively represented as second language 

programs in government primary schools. Identifying why schools would choose to implement one type 

of program over another and select the one that perhaps may not lead students to achieve high levels of 

language proficiency, particularly when a range of language programs could be equally possible, is the 

stimulus for this research. 

 Research aims and questions 
This thesis is informed by a view that proficiency is a central goal of language teaching and learning, 

nonetheless, I am aware and accept that programs and people in the area have legitimate other ways to 

think about language programs and hence can have different goals and purposes. O’Toole and Beckett 
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(2012) caution that researchers are “subject to the lenses imposed by their own values systems, or ethics” 

(p. 40) and also of the “assumptions we make that are so much part of our contemporary context and the 

way we think that we cannot readily be aware of them” (p. 117). Whilst my prior experience in teaching 

languages underpins my belief in the value of bilingual education which, together with a strong interest 

in the teaching of Italian, has motivated this study, I was aware the impact that my being an insider of 

this teaching/learning community might have on interpreting data and keen to pursue a methodology 

that would allow participant voices to be heard. The guiding research questions can be summarised as 

follows: 

1. If bilingual programs are the best model for delivering second language instruction how can the 
disproportionately low number of bilingual programs in Italian be explained? What is the general 
sociology of the provision of Italian language programs and how do program types reflect this 
given that Italian is so widely taught in primary schools? 

2. What are the Viewpoints about languages education of the educators and parents in schools that 
offer different models of languages programs? 

3. How do these Viewpoints impact on or influence the choice of language and program type? 

To investigate this issue and to identify the range of Viewpoints surrounding the topic of languages 

education and the implementation of languages programs in primary school, this study employs Q 

methodology (Brown, 1980; Stephenson, 1953). The justification for the choice of this methodology 

and the considerations afforded to the research design are initially defined in Chapter 2 and then 

elaborated in Chapter 3.  

In summary, identifying the Viewpoints present within a school community where a certain type of 

language program is being implemented may provide a twofold benefit. First, it might explain why some 

schools put in practice the type of language programs they do. Second, recognising prevailing and 

systematic Viewpoints about language teaching and learning may provide insight into which settings 

are most likely to implement rigorous language programs. This in turn could help school communities 

plan better to provide quality languages education and perhaps consider implementing a bilingual 

program. For schools that already have a substantial program, the Q sorting technique can help schools 

understand the Viewpoints present within their setting which will support them when they evaluate their 

language programs. 

In addition, through this research I hope to contribute to the increasing body of literature that comprises 

Q methodological studies focusing on education, language teaching and learning and language policy. 

Including multiple participants, key stakeholders such as principals, teachers and parents not only allows 

the exploration of their subjectivity with regards to languages education but also provides insights about 

which Viewpoints are prevalent within schools. 
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 Outline of the thesis 
This thesis has seven chapters and each one is briefly outlined below. 

Chapter 1: Contextualising the research – This chapter has introduced the context of the study, the 

research problem and guiding questions which aim to identify the Viewpoints about languages education 

that are present in school communities and the impact these Viewpoints may have on the choice of 

language and type of program offered in primary schools.  

Chapter 2: Reviewing the literature – Presents the literature that informs this study and is framed 

around five dimensions. Looking at theory, the chapter extend the researcher’s theoretical position 

which was presented in Chapter 1 and then explores the theory of leadership and change. Making links 

to teaching and learning, the chapter then moves on to identify the place of languages in general and 

Italian more specifically in Australian schools and in the community. The final dimension of the chapter 

focuses on the implementation of languages programs in Victoria and factors that impact on their 

success. 

Chapter 3: Researching Viewpoints – Outlines the methodological underpinning and the procedural 

steps of the research by explaining the design, the choice of methodology and the data collection 

processes and concludes by justifying the design and procedures as a means to facilitate the discovery 

of shared perspectives about languages education. 

Chapter 4: Analysing the data: Viewpoints in bilingual and second language programs – Provides 

a detailed account of the analysis process and findings. It presents the routines and decisions that are 

part of this process and the results from the analysis of the Q sorts. It focuses specifically on the 

participants in bilingual and second language programs and combines quantitative and qualitative data 

to describe their Viewpoints about languages education. 

Chapter 5: Analysing the data: Viewpoints from FLMD programs – Focuses specifically on First 

Language Maintenance and Development (FLMD) programs. This chapter incorporates data from a 

range of sources – Q sorts, post-Q sort questions and semi-structured interviews – and reports on the 

views about languages education in two South Australian schools that offer FLMD programs in Italian 

and other languages. 

Chapter 6: Analysing the data: Using post-Q sort data to explain program types – Draws on the 

interview data of principals and other educators to provide a snapshot of schools offering bilingual or 

second languages programs. Comments made by participants when answering the post-Q sort questions 

are incorporated to further enrich these accounts and ascertain if there are links between Viewpoints and 

different types of settings. The use of word clouds, augmented by quotes, identifies what participants in 

various types of schools want to change, see as positive or challenging aspects of the language program 
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in their school, or consider their ideal languages program and hence reflects the sociology of Italian 

programs in primary schools. 

Chapter 7: Findings, recommendations and concluding comments – Outlines trends for language 

learning in the 21st century. A summary of the research findings offers opportunities to identify their 

implications and to outline a series of recommendations. Having identified the strengths and limitations 

of this study, the concluding remarks offer possible directions for future research. 
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 Introduction 
Literature reviews play a foundational role in the development and execution of a 
research project. They provide access to the academic conversation surrounding the topic 
of the proposed study. (Machi & McEvoy, 2016, para. 1) 

Chapter 1 illustrated the context in which research takes place by presenting the geographical setting, 

the historical and the current perspectives of cultural and linguistic diversity in Australia and the specific 

role of Italian within this context. By introducing the background, languages education in primary 

schools, and positioning the researcher, the first chapter also detailed the provision of languages 

programs across Australia while affording greater emphasis to Victoria. Regarding on the teaching and 

learning of Italian the chapter reported that, while this language is widely present in the community and 

the number of schools offering Italian in the primary sector is substantial, its presence is very much 

diminished when the focus shifts to the more robust bilingual programs. Consequently, if schools are 

committed to provide quality education and want to enable students to “apply knowledge and skills 

confidently, effectively and appropriately in complex and changing circumstances, in their learning at 

school and in their lives outside school” (ACARA, 2015, p.1), identifying the reason or reasons why 

schools choose to implement less robust languages programs rather than more substantial alternatives 

leads to the research questions that guide this study. 

As stated in the previous chapter, the current study investigates the teaching of Italian in primary schools 

with a view to examine and understand the sociology of Italian in Australian education. Further, it aims 

to identify the Viewpoints about the teaching and learning of languages found in school communities to 

determine how the Viewpoints held by principals, teachers and parents, impact on the languages taught 

and the types of programs offered in schools. This chapter will consider a selection of the theoretical 

and empirical literature relevant to and informing the study.  

The current chapter has been developed around five dimensions. It begins by expanding on the author’s 

theoretical positioning initially presented in the first chapter and then focusses on the theory of 

innovation and change and this process vis à vis language learning. It then moves on to identify how 

languages are placed within political and social visions in Australia. Next, within an historical context, 

it examines national literature about the way Italian is viewed in Australia and in schools. The final 

dimension of the chapter draws out lessons learned from three decades of languages education. 

 Theoretical stance 
In daily living, our view of the world and philosophical beliefs influence the stance we take and the 

choices we make. As teachers, or as researchers, this has implications when planning and delivering 

courses in the teaching and learning contexts or when designing and conducting research (Creswell, 
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2009; Richards & Rodgers, 2001). Indicating personal beliefs and understandings affords clarity and 

vision to research and a study needs a framework or “blueprint” (Grant & Osanloo, 2014, p. 12) to 

provide coherence and to position the researcher. In this spirit, in Chapter 1 I provided an account of my 

career as a teacher and researcher. 

Moreover, our personal beliefs and view of the world are connected to systematic frameworks of 

thinking. Often called Paradigms, these are the frameworks or models that we use to organise our ideas 

and practices in a logical manner, they inform the design of our research (Basit, 2010), represent our 

view of the world and our place within it, and are linked to all aspects of the research process (Guba & 

Lincoln, 1994).  

There are several key paradigms discussed below (for tables identifying a wider spectrum of paradigms 

and their key features see: Corbetta, 2003; Denzin & Lincoln, 2003; Guba & Lincoln, 1994; Hatch, 

2002; Kettley, 2010), and with methodology and techniques, they come together to inform a research 

design (for diagrams of the research process and the relationship between the various components see: 

Babbie, 2004; Crotty, 1998; Kumar, 2011; Mackenzie & Knipe, 2006; Maxwell, 2012). 

It is common for approaches to research to be based on one of two types of underlying reasoning, namely 

– Deductive and Inductive (Kervin, Vialle, Herrington, & Okely, 2006; Martella, Nelson, Morgan, & 

Marchand-Martella, 2013). Knowledge can emerge deductively from an a priori logic or assertion in 

which theoretical frameworks and hypotheses are considered, explored and validated. Moving from the 

general rule to a specific conclusion, deductive studies are similar to top-down logic in which clear 

general principles provide the beginning position for research examination and Kervin et al. (2006) 

define Deduction as “a process whereby theories are posed to guide subsequent data collection and 

analysis” (p. 30). Conversely, some research designs begin with observations and the theories and 

hypotheses emerge inductively from the data. Inductive reasoning is similar to bottom-up logic, moving 

from the specific to the more general, theories are formulated after data are collected and Kervin et al. 

(2006) define Induction as “a process whereby evidence is gathered and used to generate theory” (p. 

31). 

To these two forms of reasoning, a third alternative can be added – Abduction. This third form, noted 

Nunez Moscoso (2019), aims to find the most likely explanations, reasons for happenings or trends and 

it “works from a comprehensive theory of reality which prepares the empirical work and narrows the 

study field. The hypothesis is not given a priori; it emerges from data to then be verified” (p. 311, 

emphasis in original). 

Research knowledge is accumulated according to selected methods of inquiry, but these methods are in 

turn premised on theoretical presuppositions that can be further divided into a higher order division of 

positivism and constructivism (Basit, 2010). We can broadly divide the theoretical possibilities available 
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to a researcher between various kinds of positivism and various kinds of constructivism. Positivism 

tends to view phenomena as objectively graspable and that when applied to sociological problems 

positivism is based on the idea that broadly similar approaches to the natural sciences can be applied 

(Bryman, 2001; Crotty, 1998). In the positivist tradition, quantitative research, such as large-scale 

statistically based surveys, would be preferred over small-scale qualitative studies. Within a positivist 

framing of the problem at the heart of this research, the phenomenon of language or program choice 

would be available to us through quantitative research methods such as large-scale questionnaires or 

highly structured interviews. 

By contrast, constructivism (which might or might not be anti-positivist) is premised on the idea that the 

subjective life, values, agency and Viewpoints of individuals count in social phenomena. Individuals 

are regarded as complex beings who help shape their world as well as being shaped by it. Theories are 

formulated because of their importance in explaining phenomena and a theoretical framework anchors 

a research investigation in a clear set of concepts related to how knowledge is generated (Denicolo, 

Long, & Bradley-Cole, 2016). The conceptualisation of the research process (Abutabenjeh & Jaradat, 

2018) that “begins with vagueness and hesitation and plurality and moves towards precision and 

coherence ...we refer to as a constructive view” (Dowling & Brown, 2010, p. 143, emphasis in original). 

Within a constructivist paradigm, rather than beginning with a theory, researchers generate meaning 

inductively (Creswell, 2003; Gray, 2009). Using an inductive approach, researchers do not begin by 

testing theory but start with observations and data, and through analysis they notice themes or patterns 

and use these to form an initial explanation which then leads to a conclusion and the generation of theory 

statements (Newman, 2000; Soiferman, 2010). In research inspired by constructivist principles 

researchers aim to understand the world in which they live and rather than narrowing meanings and 

ideas to a few categories, they look for complexity of views and, in research, their goal is “to rely as 

much as possible on participants’ views of the situation” (Creswell, 2009, p. 20). Thus, as 

“constructivism is the philosophical and scientific position that knowledge arises through a process of 

active construction” (Mascolo & Fischer, 2005, p. 49), my beliefs about a theory of knowledge place 

me within a constructivist paradigm (Biesta, 2012; Feldman & McPhee, 2008; Yilmaz, 2008) and this is 

reflected in my philosophical and methodological approach to research which is elaborated in the next 

chapter and in my teaching philosophy which was detailed in Chapter 1. 

Trying to gain a better understanding of the selection and implementation of Italian language programs 

in Victorian government primary schools and ascertain what influence the Viewpoints of various 

participants may have on the choice of language and program type, fits well within a constructivist 

paradigm. Moreover, in trying to find answers and identify how the situation I perceived as a problem 

had arisen, I was not looking for an absolute truth or starting from a theoretical premise but, rather, I 
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was trying to find the best or most likely explanation which would enable me to generate a hypothesis 

to explain the emerging data and thus would be using abductive reasoning (Jaccard & Jacoby, 2010). 

When framing research, a guiding principle is the statement of the research problem – which in the 

current case revolves around critical aspects of the sociology of Italian in primary classrooms and the 

Viewpoints surrounding languages education – and a research problem can be the area of concern that 

researchers want to study, a condition that needs improving or questions that need answering (Fraenkel, 

Wallen, & Hyun, 2012). The problem is at the core of the research, it needs to be articulated as a 

Research Question and:  

Normally, it is only really when the Research Question has been decided that it is appropriate to 
consider how the Question is going to be investigated or answered. Our research paradigm gives 
us a choice of methodologies from one of which we will choose our research method. (O’Toole & 
Beckett, 2012, p. 29) 

The present research relies on Q Methodology (described in detail in Chapter 3). It is necessary here to 

describe the essential theoretical premises of Q, a theory of subjectivity and its systematic investigation. 

Acknowledging from the very beginning that the technique could be applied widely, Q methodology 

had its origin in psychology (Stephenson, 1935) but has been used widely and is increasingly being 

applied to the field of education. For example, Q studies have been carried out to identify teachers’ 

views about multilingualism (Lundberg, 2019a, 2019b), and their beliefs about science professional 

development (Kotuľáková, 2019). They have been used to gather students’ subjective views about nature 

pre- and post- a field trip (Ramlo, 2019), and also to identify young students’ perspectives about 

participation in inclusive classrooms (de Leeuw, de Boer, Beckmann, van Exel, & Minnaert, 2019). 

Moreover, they have been implemented to identify the perceptions of a range of school leaders about 

outstanding leadership (Dhillon, Howard, & Holt, 2019), to recognise school principals’ perspectives 

about the implementation of languages programs in rural settings (Slaughter, Lo Bianco, Aliani, Cross, 

& Hajek, 2019) and to understand the criteria parents use when selecting a school for their children 

(Bussell, 1998). What makes Q methodology distinctive is that it provides a structured and systematic 

foundation for the analysis of a person’s Viewpoints, but unlike more quantitative forms of analysis, it 

is interested in identifying patterns across people rather than identifying patterns across traits. Its 

strength is that individual responses are drawn together to form rich descriptions of the perspectives 

which are shared by the participants in a study (Barry & Proops, 1999), Although this fits better with a 

constructivist approach, it has a quantitative element. 

By explicating the theoretical investment of the current study, the research will be able to transition from 

a description of the phenomena I am examining, (program choice in Italian language education) to 

explaining and even generalising from the instances studied to the broader field of language education 
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program choices. Generalisations also require limits, and a clear theory allows a researcher to impose 

such limits. 

 Theory of change, leadership and learning languages 
The process of change has been defined as “a succession of differences in time in a persisting identity” 

(Nisbet, 1972, p. 1, emphasis in original) and observing differences marks the start of an awareness of 

this process. Change is part of our lives and it occurs for a range of reasons, some imposed and some 

voluntary. Although circumstances can change very quickly, Morin (2014) noted that people change 

more slowly and even the most motivated of all can, sometimes, find things that cause hesitation or 

difficulty and make change harder than expected. This resistance to change has been acknowledged by 

others who consider the path to change can be an undeniably difficult one – either because society is 

slow in taking up new ideas (Ogburn, 1972), or because there is a tendency for groups and organisations 

to avoid it (Klein, 1984). Hence, to be able to fully understand the process of change, Nisbet (1972) 

indicated that it is also important to recognise “the power of custom, tradition, habit, and mere inertia” 

(p. 6). 

Whilst the phases in the process of change have been given a number of different labels and different 

terminology is used by researchers (Clark, 2013; Lambert, 2006; McManus, 2017), according to Fullan 

(2001b) the change process consists of three broad phases where a) the first comprises the initial stage 

leading up and prompting the change, b) the second encompasses the initial 2-3 years of implementation, 

and c) the third, which can take a number of years depending on the context, indicates if the change has 

been incorporated or discarded. 

Within the education domain, Fullan and Hargreaves (1992) stated that many educators, principals and 

teachers, appear unfulfilled and unsatisfied with their careers and that many students also do not find 

schools stimulating. Further to this, Keating (2005) commented that having educators recognise their 

school is not performing well and small changes are not going to be enough, will likely prompt 

transformation and change. However, as noted by Fullan in his overview of research studies, educational 

change is complex, fragile, and as schools contend with multiple innovations simultaneously, the 

process has a tendency towards overload and fragmentation (Fullan, 1995; 2000b; 2001b; 2002). 

Also focusing on educational change, Darling-Hammond (2005) stated that, within the complexities of 

our times, education systems are continually facing change and they have to cope with trying to maintain 

a balance between preserving traditions and implementing change. Moreover, Fullan (1996; 2000) 

further explained that, whilst in the past there had been recommendations that, to meet their objectives 

educational systems should review their administrative structures, the focus of educational reform has 

shifted to reculturing. The former deals with the changes in structures and roles that support new 
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cultures, it is easy to implement and, on its own, makes no difference to the quality of teaching and 

learning. The latter: 

refers to the process of developing new values, beliefs, and norms. For systemic reform it involves 
building new conceptions about instruction (e.g., teaching for understanding and using new forms 
of assessment) and new forms of professionalism for teachers. (Fullan, 1996, p. 4)  

Furthermore, distinguishing between structural and cultural change within professional learning 

communities, DuFour and Fullan (2013) commented that changing how things are done in schools can 

presents challenges, particularly when the change relates to the culture of the school and the beliefs and 

assumptions that have been long-held by people. They also queried how organisations and leaders 

should engage with change and whether it should be top down, mandated and ‘tight’ or simply optional 

and ‘loose’.   

Investigating ways to improve school leadership, Fullan (2001a) indicated that the depth and 

sustainability of educational change depends not just on individuals and their commitment but, and 

above all, on collective action. The importance of working together was also acknowledged by Cowan 

(2006), who emphasised all participants in the change process need to see themselves as both leaders 

and learners and develop a culture whereby people are connected, collaborate, share a common purpose 

and apply their knowledge to improve teaching and learning. Ultimately in schools, and as noted by 

Fullan (2001b), change is both a subjective and a collective experience that is characterised by a variety 

of ambivalent responses ranging from uncertainty to a sense of accomplishment on the part of students, 

teachers and school leaders.  

Students and change – The students of today want to actively engage in learning and Fullan 

and Langworthy (2014) reported that a high percentage of young people, when thinking about their 

future, were not interested in any learning they perceived to be irrelevant. To ensure people’s success in 

life and for society’s well-being, effective schools offer opportunities for success to all students and 

Stoll (1997) posited that to be successful, schools needed to consider the progress of all students, 

ensuring that they can increasingly improve and achieve the highest possible outcomes in all areas of 

their development. To thrive in the 21st century, stated Fullan, Hill and Crévola (2006), a goal for schools 

is to achieve a high rate of success and to support students to think independently, learn-how-to-learn 

and apply knowledge, skills and capabilities to all aspects of their lives. Further to this, as the world is 

changing and becoming more interconnected, one of today’s essential skills is to achieve proficiency in 

additional languages (Salzburg Global Seminar, 2017) and languages are currently one of the curriculum 

learning areas for all Australian students (ACARA, 2016; ESA, 2019).  

Teachers and change – Focussing on actions that can be taken to improve schools, Fullan and 

Hargreaves (1992) indicated that learning environments and teaching practices are important elements 

linked to successful learning but “there can be no improvement without the teacher” (p. 84). 
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Commenting on the centrality of teachers in leadership and educational change, Harris and Jones (2019) 

further stated that the importance of teachers and how they can contribute to educational change is 

recognised world-wide and supported in the literature. In addition, Campbell (2015) noted there is 

extensive research indicating that teachers are pivotal in supporting student learning and improve 

achievement and equity of outcomes. Moreover, stressing the importance of ongoing professional 

learning for educators, the Australian governments affirmed the importance that highly-skilled teachers 

have in achieving the latest educational goals and “teach young Australians the essential skills and core 

knowledge needed for a modern society and economy” (ESA, 2019, p.8). 

As identified by Fullan (1995), examination of the range of reforms within education has meant that, to 

be able to work effectively, teachers have had to dramatically extend and deepen their capabilities, skills 

and knowledge base. Teachers now need to be experts in pedagogical practices, collaborate with others, 

make a positive difference and understand the complexities of the process of change and of the 

educational context in which they teach. Encouraging teachers to reflect on educational change, Fullan 

and Hargreaves (1992) advised of the link between the continuous learning of teachers and of students, 

and that “improving teachers and schools is the key to improving pupils” (p. 4). Moreover, reported 

Thiers (2017) in an interview with Michael Fullan, because improvement is never-ending, teachers need 

to learn continuously and be motivated both as individuals but also as a collective because:  

What really is the heart of successful change is intrinsic motivation, which is about purpose, 
mastery, capacity, working with others, and having a degree of autonomy. (Thiers, 2017, p. 9)  

With regards to languages, Orton, Pavlidis, Ainalis and McRae (2013) stated schools face considerable 

challenges when establishing and maintaining effective and robust languages programs with 

Rosenbusch (1991) indicating it is crucial to identify and avoid past problems such as inadequate 

staffing, ineffective pedagogy, limited time and absence of realistic and long-term plans.  

As reported by Hunt (2011), there are also data that indicate there are key elements to successful 

languages programs and these include educators sharing understandings and goals, learning from each 

other, collaborating, showing a strong element of trust and contributing to the leadership. She further 

argues that a critical factor in the success and longevity of language programs is flexibility which:  

allows multiple ways for various voices to participate in implementing language policy, making 
decisions, and drawing upon a diversity of expertise within the school community. (Hunt, 2011, p. 
202)  

Principals and change – As highlighted by Fullan (2001b), studies of the theory and practice 

of educational change show that, as the role of teachers has continued to expand, that of principals has 

become “decidedly more daunting, more complex, and more meaningful for those who learn to lead 

change” (p. 150). The complexity of the role is also recognised by the Australian Institute for Teaching 
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and School Leadership (AITSL), which identified a number of requirements and attributes principals 

and school leaders need to possess to be able to carry out their daily work and show their capacity for 

leadership in their professional practice (AITSL, 2014). 

Claims revised by Leithwood, Harris and Hopkins (2020), indicated that school leadership has a wide 

impact which influences teaching, learning and the connections with the wider community. Furthermore, 

as noted by Exstrom (2018), research demonstrates that after teaching, a strong leadership has been 

shown to have an impact on students’ learning because “good leaders create the working and learning 

conditions needed to recruit and retain qualified teachers and build the strong community found in 

effective schools” (p. 13). Whilst principals cannot force change, strong leaders are fundamental to the 

planning and implementation of change and, as indicated by Gates, Baird, Master, and Chavez-Herrerias 

(2019), research has confirmed that, because effective leadership can lead to better outcomes and can 

impact on many teachers and many more students, principals do hold a pivotal role in the change process 

and: 

Although they say it in different ways, researchers who have examined education leadership agree 
that effective principals are responsible for establishing a schoolwide vision of commitment to high 
standards and the success of all students. (The Wallace Foundation, 2013, p. 7)  

To be able to put into practice a school’s vision, noted Fullan, Bertani and Quinn (2004), principals must 

bring together a group of people who can create, share and implement a coherent strategy. Creating a 

shared vision means that, while initially subjective Viewpoints may create some conflict, this aspect 

needs to be resolved as part of a process of collaboration (Fullan & Hargreaves, 1992). As noted by 

Fullan (2002), the principals who can successfully implement educational change in a continuously 

changing environment, do “look to the future and strive to create a culture that has the capacity not to 

settle for the solution of the day” (p. 19).  

With regards to languages programs, Corsetti (1993) acknowledged that programs cannot exist without 

language teachers, but principals and senior staff also have key roles which are fundamental to their 

implementation, continuity and success. Moreover, examples drawn from practice show that all 

successful and lasting languages programs have a number of characteristics in common, such as 1) they 

have clear and well-articulated rationale and outcomes, 2) there is frequent and regular time allocation, 

3) the choice of language suits the context, 4) they are an integral part of the curriculum, 5) all staff are 

involved in ongoing development, 6) the learning is meaningful and suited to the needs of the students, 

7) the language teacher is a valued member of the school community, 8) the languages program has a 

strong profile and, in addition:  

The continuing high quality of a school’s languages program depends on the school’s leadership 
providing clear direction, active promotion, strong support and sound management. (Browett, 
2006, p. 5) 
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Sinek (2009) stated that, because our beliefs and assumptions affect our actions, ‘we make decisions 

based on what we think we know’ (p. 11). Commenting on the way people think about change, Fullan 

(2001b) stated the process of change requires that we understand and deal with “the multiple realities of 

people, who are the main participants in implementing change” (pp. 96-97, emphasis in original). If we 

start with the premise that the purpose of education is based on a range on beliefs that are non-negotiable, 

and add the notions proposed by Fullan, Hill and Crévola (2006) that a) if given time and support all 

students can achieve high standards, b) under the right conditions all teachers can teach to high 

standards, c) early intervention and high expectations are crucial, and d) all teachers need to 

continuously learn, research further shows that there are still other factors that help effective schools 

plan and achieve successful and sustainable change (Clark, 2013; Hargreaves & Hopkins, 1991; Fullan 

2000a, 2001b). Because the process of change is dynamic, factors interact affecting the success of failure 

of change and “the more factors supporting implementation, the more change in practice will be 

accomplished” (Fullan, 2001b, p. 71). 

As well as clearly defined roles and responsibilities, what is needed to get things done is passion because 

“passion is what shakes the cages of the world …makes things happen [and] successful change processes 

need zealots if they are to be successful” (Kennedy, 1984, p. 332). However, findings by Baranick and 

Markham (1986) about principals’ attitudes to languages indicate that success may prove elusive in 

some school because, for some principals, languages are not a priority. Moreover, as reported by Lo 

Bianco (1995), some principals believe that the languages programs in their schools could be more 

successful if there was some flexibility to adapt guidelines. In addition, Liddicoat et al. (2007), reporting 

on the fragility of languages in Australia, stated that for some educators, languages need to be ‘problem 

free’ and if there are problems, rather than attempting to find strategies to resolve them, removing 

languages from the curriculum is usually seen as the quickest and easiest solution. Because it has been 

argued that “policy makers tend to assume ‘best possible’ environments” (Ball, Maguire, & Braun, 2012, 

pp.148), when it comes to the implementation of policy, the reality of schools with limited finances, 

space or willingness on the part of students and staff, is not necessarily taken into account and different 

settings mean that a range of outcomes are possible. Hence, the focus of the current study is to explore 

the contribution of Viewpoints to the problem of the language provision indicated in this review of 

literatures.  

In Section 2.2 I established the theoretical underpinning and stance of the research and in this current 

section key literature on change and leadership has been explored. For the remained of Chapter 2 below, 

I will provide and explore the literature analysis of language environment and trends. 
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 The place of languages in Australia 
If my dream is fulfilled, what will the Australian of the year 2,000 be like? Certainly he will be 
knowledgeable about the history and heritage of his country. He will be outward looking and will 
have a keen awareness of Australia’s place in the world and, in particular, its place in the region of 
the world in which we live. He will be at least bilingual and possibly multilingual and thereby heir 
to the full richness of mankind's past. He will no longer speak of the ‘Far East’, with all the 
emotional isolationism which such phrases imply. And he will no longer walk in the shadows of 
colonial history. Instead, confident both of his own identity and Australia’s, he will walk with 
proud purpose as a citizen of a vital and vibrant nation, actively aware of Australia’s opportunity 
to be a catalyst of progress in our region of the world. Above all, he will personally be heir to all 
that is best in the culture and heritage of three score nations and ten. As such he will be not only a 
better citizen of Australia, but a better citizen of the world. (Grassby, 1974) 

In the address given by Al Grassby at the Family of the Nation Rally in Sydney in 1974, what is aspired 

to is for Australians to retain what is best of their cultural heritage, to utilise linguistic resources by being 

plurilingual or at least bilingual and to be confident about their identity and place in the world. In this 

‘credo’, there appears to be no overt language preference, neither towards the languages that are part of 

our community’s heritage nor towards the languages that may be relevant because of Australia’s place 

in the region. However, while “the notion of ‘Australianness’ has undergone great changes, and 

proficiency in and use of languages other than English is reconcilable with a modern-day Australian 

identity” (Hlavac, 2013, p. 413), historically this has not always been the case and languages education 

policy and practices have changed over time. 

Different migration waves or ‘vintages’ (Bradshaw, 2013) were briefly discussed in the introduction to 

this thesis. First, the early migration vintage which occurred in the years after the Second World War 

and saw a great influx of European migrants. After, the middle vintage, identified as a time around the 

1970s when most migrants arriving in Australia were of Arabic, Bosnian, Chinese or Vietnamese 

backgrounds. Then, the most recent migration vintage which comprises Hindi, Dinka and Japanese 

speaking background migrants as well as people from the Middle East and the more recent African 

migrants. These patterns of migration have meant changes in the composition of our population and the 

introduction of different languages, whether they are considered elite foreign languages or are found in 

the community, European or Asian, have been either promoted or ignored at different times depending 

on cyclic changes in policy and community values and attitudes (Bradshaw, Deumert, et al., 2008; 

Clyne, 2005). 

The social visions articulated in formal texts by successive Australian Prime Ministers outline the 

intentions of policy directives and when these texts are implemented, they can bring about change. A 

profound change occurred in the 1970s when the Whitlam Government (1972-1975) first advocated a 

strong independent Australian identity (Clyne, 1997) and the beginning of multiculturalism. 

Subsequently, the Fraser Government (1975-1983) strongly recognised cultural diversity, heightening 
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people’s consciousness of diversity through reviews such as the Galbally Report (1978), while still 

embracing an independent Australian spirit. Later, the Hawke Government (1983-1991) placed a strong 

emphasis on immigrant languages and supported the rights of Australians whose first language was not 

English and thus, throughout the 1980s, the rights of all Australian people to develop proficiency in 

multiple languages underpinned the development of languages policies (Di Biase & Dyson, 1988) and 

the Hawke Government introduced the National Policy on Languages (1987). The focus on 

multiculturalism shifted with the Keating Government (1991-1996) which preferred to emphasise 

Australia as part of the Asian region. Then, commercialisation and a strong focus on English literacy 

were guiding principles for the Howard Government (1996-2007) and some of the earlier momentum, 

undermined by a range of factors and reduced government funding, was lost during this time (Ozolin, 

2004). Similarly, the vision of the Rudd Government (2007-2010) also emphasised the significance of 

Asian trade languages but generated a weakening of Indigenous bilingual education. Whereas with 

factors such as globalisation, concerns for literacy and the belief that English is enough shifting 

priorities, the Gillard Government (2010-2013) expressed support for adult literacy, but languages were 

not part of this Prime Minister’s vision (Bradshaw, Deumert, et al., 2008; Clyne & Kipp, 2006; Lo 

Bianco, 2003a; Lo Bianco & Aliani, 2013; Lo Bianco & Slaughter, 2009b; Scarino, 2014; Totaro-

Genevois, 2005).   

Nearly a decade ago, in a pre-election pledge, the Abbott Government (2013-2015), still focusing mainly 

on Asian trade languages, committed to dramatically boost languages education from preschool and 

invest in teacher training (Norrie, 2012). More recently, outlining the government’s position, former 

Prime Minister Turnbull (2015-2017) commented on the value placed on learning a range of languages 

from preschool and the government’s continued support towards achieving this (Pavlopoulou, 2016; 

Turnbull, 2014), as well as the importance of rich cultural diversity and the need to protect and preserve 

Indigenous languages (Turnbull, Fifield, & Scullion, 2016). Most recently, the present Prime Minister 

Morrison (2017-) reasserted the government’s commitment to strengthen ties with Asia and prioritise 

the study of Asian trade languages (Renaldi & Wibawa, 2018). However, in a press release on 14 March 

2019, he announced that his government “has committed $10 million through the Community 

Languages Multicultural Grants Program to support not-for-profit community language schools” 

(Morrison, 2019, para. 2) to build on Australian multicultural society and support young Australians to 

compete in a globalised society and connect with new cultures or to the culture of their heritage. 

Reviewing policy and practices across the same time span, Lo Bianco (2003b) and later Lo Bianco and 

Slaughter (2009b) identify five language planning periods which are described as 1) Britishism, 2) 

Australianism, 3) Multiculturalism, 4) Asianism, and 5) Economism, and although later phases arose in 

response to earlier ones, they never completely replaced them, so all phases remain in an overlapping 

pattern. Each period is characterised by distinct perspectives and attitudes which have impacted on the 



Chapter 2: Reviewing the literature 

Renata Aliani (2020) Sì, tanti ma non bilingui 45 

languages taught in schools and this is commented on below. The position of the teaching and learning 

of Italian is firstly mentioned within the five periods and then elaborated later in the chapter. 

2.4.1 Foreign and secondary 

The earliest language planning period – Britishism – had as its main goal the pursuit of English, language 

teaching used traditional methods and migrant and indigenous languages were neglected. This period 

reflected British choices and favoured languages considered to be prestigious (Lo Bianco, 2003b; Lo 

Bianco & Slaughter, 2009b). During this period, the study of languages in secondary schools focused 

on a small number of European languages such as French and German which were held in high esteem 

and taught as default foreign languages (Cavallaro, 2010), Latin and Ancient Greek were also taught 

and a classical, elitist approach, was characteristic of their teaching (Crozet, 2008).  

2.4.2 Secondary but with community links 

Continuing the focus on European languages discussed above, Italian began to be taught in a small 

number of non-government secondary schools (Slaughter & Hajek, 2015) and because of its status, 

which was comparable to that of French and German, Italian became in the mid-1930s, one of the 

qualifying foreign languages to access the BA at the University of Sydney (Di Biase, 1994) and at the 

University of Melbourne (Ozolin, 1993). In the 1950s and 1960s ‘foreign languages’ continued to be 

taught in secondary schools but, when languages that were spoken in the community like German, 

Russian or Italian were taught, these programs were not for background speakers nor were languages 

taught in mainstream primary schools (Clyne & Fernandez, 2008). In fact, in the 1960s, with the range 

of languages taught in Australian schools being quite restricted, “the presence of students of 

communities speaking a particular language was, in most cases, a deterrent rather than a stimulus for 

the teaching of that language at a school” (Clyne, 1997, p. 65). Moreover, it was around the early 60s 

that languages became elective subjects and no longer a prerequisite for university entry (Totaro-

Genevois, 2005; Di Biase, 1994). 

The second language planning period – Australianism – promoted an Australian identity in preference 

to the British centred Empire loyal preceding phase and replaced or added Australian English norms to 

the dominant Southern British norms of English. Some preference was shown towards languages spoken 

in the region and in the community and emphasis was placed on trying to understand links between 

languages, identity and issues in communication, with one of the outcomes of this period being the 

emergence of the Migrant Education Programs for adults (1949) and children (1979) (Lo Bianco, 2003a; 

Lo Bianco & Slaughter, 2009b). While students from non-English speaking backgrounds (NESB) 

received little or no attention from state or commonwealth governments in the late 1960s, by the early 

1970s the needs of these students started to be recognised with the notion that students who did not 

speak English would benefit from being taught in their mother-tongue (Garner, 1981) and amidst 



Chapter 2: Reviewing the literature 

Renata Aliani (2020) Sì, tanti ma non bilingui 46 

concerns that these children would be disadvantaged or lose their home language, there was a move 

towards providing bilingual education and support mother-tongue maintenance particularly in locations 

where multilingualism had a strong presence (Bavin & Wales, 1988; Hones, 2005; Totaro-Genevois, 

2005). Even so, the 1976 report on the provision of the teaching of migrant languages in schools chaired 

by John Mather, emphasised the limited range of languages offered and remarked that, with only around 

eleven percent of primary schools offering courses in migrant languages, only a small proportion of 

students was offered this opportunity, the most widely language taught was Italian and “most of these 

courses were offered in Catholic schools in Victoria, which is the State which offers most opportunities 

for students from bilingual homes to study their native language” (Mather, 1976, p. 24).  

In secondary schools, languages continued to be considered an elitist subject, but the teaching approach 

was moving away from the grammar-translation method used previously (Crozet, 2008). While French 

remained the most widely taught language in secondary schools and German was again included in the 

curriculum (after its teaching had been stopped because of World War I), lobbying from community 

groups saw the teaching of Italian and in some cases Greek, being offered more widely particularly in 

areas where these languages were used within the community. For example, in Victoria in the early 

1960s, Moreland High was the first government school to include Italian in the school curriculum 

(Hannan, 1981) while in 1967, in South Australia, Italian was the first community language to become 

a Year 12 subject (Smolicz, Nical, & Secombe, 2002). Some Asian languages – Indonesian, Japanese 

and Chinese, were also included in the curriculum (Clyne, Fernandez, & Grey, 2004), but lobbying by 

community groups ensured that “Italian ...benefitted most from the responsive change in priorities and 

rationales for the study of different languages” (Slaughter & Hajek, 2015, p. 183) and data from the 

mid-1960s show that while an increasing number of European and Asian languages were included 

amongst those taught at matriculation level in Australia, Italian followed the more traditional French, 

Latin and German and the state of Victoria had the highest number of candidates (Bonyhady, 1965). 

2.4.3 Primary and multicultural 

The third language planning period – Multiculturalism – which began in the 1970s, emphasised the 

rights of community groups and saw languages present in the community as being able to make a 

positive contribution to social cohesion and national identity. One outcome of this period was the 

adoption, in 1987, of the National Policy on Languages (NPL) (Lo Bianco, 2003b; Lo Bianco & 

Slaughter, 2009b) which listed Italian as one of the nine languages of wider teaching (Di Biase, 1994).  

Prior to the NPL, the establishment of the Australian Institute of Multicultural Affairs in 1979 ensured 

there was federal government support for ethnic communities and their Review of Multicultural and 

Migrant Education chaired by Frank Galbally in 1979, played a fundamental role in multiculturalism 

becoming a widely accepted part of Australian policy settings with the report highlighting that cultural 

studies, the teaching of English as a second language (ESL) and the teaching of community languages 
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should be embraced (Cardona, Noble, & Di Biase, 2008). Because the term ‘foreign languages’ did not 

apply to languages that were spoken within Australia by large groups of migrants (Cavallaro, 2005), the 

term ‘community languages’ was created to represent and legitimise locally present languages and 

promote their inclusion and status in schools (Clyne, 2005; Slaughter & Hajek, 2015). The term also 

denoted some languages that had previously been referred to as ‘foreign languages’ had over time seen 

immigrant arrivals speaking that language and, because of their uniqueness and special status, the term 

did not include Indigenous languages. For a time, the label Languages Other Than English (LOTE) was 

also used as an umbrella term and to identify a key learning area (KLA) within Australian educational 

systems (Clyne, Hunt, & Isaakidis, 2004; Clyne & Fernandez, 2008).  

During this period, with strong lobbying from community groups, teachers and academics, and moving 

from more traditional methods of teaching languages to a more communicative approach, languages 

were introduced in mainstream primary schools, a move which was reflective of the dissatisfaction about 

the way languages were taught in junior secondary classes (Clyne, 1995). While the increase happened 

mostly in primary schools (Rubino, 2002), in the 1980s the growth in the teaching and learning of Italian 

was unparalleled due to the State and Commonwealth policies that promoted mother tongue 

maintenance and language support programs (Di Biase, 1994), and “stressed acceptance and promotion 

of cultural pluralism, particularly through education” (Di Biase & Dyson, 1988, p. 19). 

2.4.4 Asian priority for non-background speakers 

During the 1980s and 1990s, the fourth language planning period – Asianism – shifted from a European 

focus to making the teaching of a small number of Asian trade languages the priority (Lo Bianco, 2003b; 

Lo Bianco & Slaughter, 2009b). In 1991, a report by John Dawkins, the then Minister for Employment, 

Education and Training, became a reference point for the implementation of languages in Australian 

schools (Totaro-Genevois, 2005), it provided a strong emphasis on teaching key Asian trade languages 

and a range of languages were prioritised because, in essence, “Asianism aimed to reverse the historical 

preference for European languages as well as the more recent preference for community languages, with 

a strong advocacy of selected Asian foreign languages” (Lo Bianco & Slaughter, 2009b, p. 16). Because 

of the rise in their status, the three languages considered to be major priorities for Australia were 

Japanese, Chinese (Mandarin) and Indonesian (Cavallaro, 2010).  

As noted by Lo Bianco (2003b), these new government priorities created a three-tier system whereby, 

after Japanese Mandarin and Indonesian in Tier 1, five languages – Arabic, French, Korean, Spanish 

and Thai – were deemed to be languages of “international and important interest” and Italian, in Tier 3, 

was one of the sixteen languages considered to hold “significant interests” for Australia (p. 25).  

The extent of funding and institutional commitment specifically targeted towards Asian trade languages 

made this period distinctive. The strong support for Asian languages saw the establishment of the 
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National Asian Languages and Studies Strategy in Australia Schools (NALSAS) program in 1994, and 

the allocation of funding in excess of $200 million to support and increase the study of Asian languages 

(Slaughter, 2009) led to “more than three-quarters of a million students, or just over 23 percent of all 

Australian students studying a NALSAS language at some level” (Erebus Consulting Partners, 2002a, 

p. x) before funding ceased in 2002. For nearly ten years, the funding concentrated on four Asian 

languages – Chinese (Mandarin), Indonesian, Japanese and Korean – and their cultures, while programs 

in other Asian languages, such as for example Vietnamese, were not advanced. Furthermore, the fact 

that there were students with a background in the four key languages was not considered (Clyne & 

Fernandez, 2008) and the increase in the number of schools offering these priority Asian languages has 

been deemed to be “at the expense of other languages” (Clyne et al., 2007, p. 3). The table below shows 

the increase in the number of Victorian primary schools offering Asian languages, specifically the four 

priority languages of the NALSAS program, compared to the decrease in schools offering Italian 

programs. 

Table 2-1 Comparing language offerings 1991-2004 in Victorian PS 

Years Languages 
Chinese Indonesian Japanese Korean Italian 

1991 15 8 5 NA 75 

1993 23 80 138 NA 223 

1995 36 352 322 1 329 

1997 35 409 296 1 331 

2000 39 404 251 1 323 

2002 38 372 228 1 307 

Sources: Adapted from DoSE, 1992; DSE, 1994a, 1996, 1998; DEET, 2001; DE&T, 2003 

2.4.5 Commercially competitive and literate 

Lastly, the fifth language planning period – Economism – which began in the 1990s, favoured choices 

based on economic rationale, competitiveness and a focus on English “returning perhaps to an older 

pattern, the assertion of the primacy of English; but this time English as ‘literacy’” (Lo Bianco, 2003b, 

p. 25). This focus on English has meant that the study of languages in Australian schools has suffered 

from a similar lack of support as that found in other English-speaking countries where, because English 

is promoted as an additional language across the world, ‘English monolingualism’ is considered the 

norm (Fernandez & Gearon, 2011). The fact that English is recognised as a global language brings some 

vulnerability to Australia’s achievements in languages education and since: 

The new funded priority is for devoting greater quantities of curriculum time to explicit teaching 
of English literacy. Many principals of schools have felt pressure, and many parents have expressed 
concern, about the English literacy consequences of devoting considerable educational time to 
languages other than English. (Lo Bianco, 2003b, p. 26) 
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Furthermore, the de-emphasising of sociocultural issues and the increased importance placed on the 

languages of trade which saw fourteen languages prioritised across Australia, has meant that to receive 

federal funding, each state and territory needed to select eight languages and as a result, funding was 

reduced for some of the languages that were already taught in mainstream schools but were not 

considered priority languages. With regards to Italian, while the states and territories did select different 

languages, all of them did include Italian and Chinese (Mandarin) in their list of priority languages 

(Clyne & Fernandez, 2008). This notwithstanding, the rationale which favoured the learning of Asian 

languages “may be jeopardising the survival of the language resources Australia already possesses” (Di 

Biase, 1994, p. 6) and a decline in the teaching of Italian, rather than a move away from community 

languages, could be attributed to the focus given to regional and economic interests, a ‘pragmatic 

Asianist’ approach to languages teaching (Baldassar, 2005) and the economic focus driving the choice 

of languages education programs in schools (Cross & Gearon, 2013). 

2.4.6 From one decade to the next 

At present, the importance of languages is widely acknowledged (DEECD, 2008; Fernandez, 2007; 

NEA Research, 2007; RUMACCC, 2005; Zelasko & Antunez, 2007) and, in a world that is becoming 

increasingly interconnected, the ability to speak multiple languages is seen as a critical skill. In practice, 

this means that opportunities to learn languages should be made available to everyone so that they can 

achieve global literacy (Salzburg Global Seminar, 2017). 

The changes in the way languages in general and Italian more specifically were viewed, together with 

their place in the curriculum, have been synthesised in the timeline below. The timeline, for the period 

spanning from the 1930s to the 1990s, was created to visually reflect what has occurred during the five 

language planning periods described previously, but it is reiterated that these are overlapping so today 

there remain advocates for the kind of language policy assigned under each period. 
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Figure 2:1 Timeline 1930-1990 - The place of languages and Italian in the curriculum  (Sources: Adapted from Forsyth, 
Jackson, & Samuel, 1975; Lo Bianco, 2003b; Lo Bianco & Slaughter, 2009b) 

The five sections and the timeline above serve a dual purpose – firstly, they provide a systematic and 

visually descriptive account of different stages of the Australian languages education policy landscape 

and, secondly, they locate the teaching and learning of the Italian language within these broad periods 

and provide a springboard for a closer look at the changing role of Italian within our society and 

education system, which is the focus of the next section. 

 Italian …from peripheral to mainstream 
Linguists and scholars (Clivio & Danesi, 2000; Dalby, 2004; Maiden, 1995) recognise Italian, the 

official language of Italy, as a Romance language which, similarly to French and Spanish, is derived 

from Vulgar Latin. In mediaeval Europe, Latin was the literary language until Florentine writers such 

as Dante, Petrarch and Boccaccio began writing in the Tuscan dialect. Becoming more widely used 

across the Italian city-states from the time of Dante in the 14th century, the popularity of this dialect 

increased until, in the 16th century, through a debate that became known as la questione della lingua, 

the Florentine dialect was selected as the one that was most suitable for literary and spoken use and this 

choice marked the beginning of the standardisation of the language.  

Spoken in Italy, Italian has also become a language spoken in many other parts of the world (Gordon & 

Grimes, 2005) and its teaching has been widely promoted at all levels, from Kindergarten to University, 

in countries that are part of the European Union, across Asia and Oceania, in North and South America, 
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in the Middle-East, in European countries other than the EU and in Africa (Governo Italiano, 2014, 

2016).  

In the global context, the number of people studying languages has been on the increase for several years 

and, among countries where English is spoken, Australia and the USA have the highest number of 

students learning Italian in local schools (Governo Italiano, 2016). The reasons given for its popularity 

are that, within this context, it is the intrinsic cultural and economic values that have placed Italian 

amongst one of the most studied languages in the world (Governo Italiano, 2014). Moreover, in Australia 

the Italian language is also “parte del patrimonio ereditato dall’immigrazione del passato [part of the 

wealth inherited from past immigration]” (Governo Italiano, 2016, p. 43). Thus, in Australia, Italian is 

a long-established language within the community and educational systems. The teaching of Italian has 

a strong presence in primary settings as “it is well represented in government schools and is by far the 

most commonly taught language in Catholic schools” (Clyne, Fernandez, & Grey, 2004, p. 7). 

Furthermore, as summarised in the table below, the sociocultural significance of Italian has been 

recognised at the national level and it is one of the languages taught across all Australian states and 

territories. 

Table 2-2 Comparing current language offerings across states and territories 

Languages Languages 

ACT NSW NT Qld SA Tas Vic WA 

Aboriginal languages         

Arabic         

Auslan         

Chinese          

French         

German         

Hindi         

Indonesian         

Italian         

Japanese         

Korean         

Modern Greek         

Spanish         

Vietnamese         
Sources: Adapted from ACT Government, 2019; NSW Government, 2019; Northern Territory 
Government, 2019; Queensland Government, 2020; Government of South Australia, 2019; 
Tasmanian Government, 2018; DE&T, 2019b; Government of Western Australia, 2019. 

Two decades ago, Di Biase (1994) suggested four reasons why Italian was part of Australia’s languages 

education and identified several factors contributing to its growth. Although Di Biase made this claim 
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in the early 1990s, the information collected by the Italian government about the extent of and reasons 

for the teaching of Italian world-wide suggests, as previously mentioned, that these elements still hold 

relevance today. Both the reasons and factors identified by Di Biase are listed in the table below and 

provide a structure for the analysis of the literature undertaken to gain an understanding of the dynamics 

and the place of Italian in the community and in schools. 

Table 2-3 Italian presence and growth  
Reasons for the presence of Italian Factors contributing to the growth of Italian 

• Its cultural value 

• The presence of background students 

• Parental support for mother-tongue-
maintenance 

• Pressure from community groups  

• Large-scale migration  

• Valuing language maintenance and learning 

• Being adequately represented in institutions 

• Rise of multiculturalism 

• Community mobilisation 

Source: Adapted from Di Biase, 1994; updated 2020. 

2.5.1 Italian’s cultural value 

Historically, the acknowledgement of Italian’s cultural value is most evident in the earliest languages 

planning period when Italian, albeit taught in a small number of schools, was nevertheless afforded 

status as a prestige language. As commented on earlier, Italian was introduced in Australian universities 

and secondary schools to access its rich cultural heritage and the school and university curriculum had 

strong grammatical and literary foundations (Cavallaro, 2010; Di Biase, 1994; Ozolin, 1993; Slaughter 

& Hajek, 2015). As a ‘language of culture’ the teaching and learning of Italian was directed to élite 

students (Rubino, 2002). 

2.5.2 Immigration and the presence of background students 

Following the post-war mass migration, for the second generation of that group, the content of Italian 

courses in universities and secondary schools was of little relevance to the students of Italian background 

that increasingly wanted to choose Italian as a subject. With its grammatical and literary emphasis, there 

was a wide gap between the foreign language curriculum taught as an examination subject and the 

language spoken by the Italian migrants, and this meant that ultimately, “as a language of culture it 

[=Italian] was distant from the reality and needs of the migrants’ children” (Rubino, 2002, p. 2). This 

was acknowledged as an important problem by academics who wanted to analyse the difficulties these 

students were facing so that the languages taught in schools and universities would more closely 

resemble the language these students heard in their home (Clyne, 1971). While for some people the 

inclusion of migrant languages in schools and universities was of concern, in 1964 Italian was taught in 
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three of the eleven Australian universities and students of Italian background were keen to take up 

university language studies (Martín, 2005).  

Describing migrant groups, it has been stated that a feature placing some of them apart from others was 

their wish to become successful, socially mobile and to have their rights and needs recognised by the 

Australian authorities and community (Martín, 2005). Rubino posits that, because of their strong 

contribution to Australian society, Italian migrants “were considered a success story of post-was 

migration to Australia” (Rubino, 2020, p. 97). In fact, the demands from the Italian community have 

ensured its growth (Di Biase, 1994) and part of its “success has undoubtedly been the sheer demographic 

weight of Italian migration to Australia in the post-war period” (Slaughter & Hajek, 2015, p. 182). 

2.5.3 Valuing language maintenance and learning 

Although some believe that Italian in Australia has always been a ‘migrant language’ because while it 

was included in secondary schools between the mid-1930s and mid-1950s it was not listed in public 

schools’ curricula (Totaro-Genevois, 2005), others advance that, historically, Italian was considered a 

‘world language’ (Bavin & Wales, 1988) which has become very much part of Australia’s migration 

history (Baldauf Jr., 2005). Regardless of its classification, the presence of a large community wishing 

to maintain its language and the concerns about its limited teaching had the support not only of the 

Italian community but also of some academics and this is evident when it was acknowledged, by a 

Professor of Italian Studies at the University of Melbourne, that:  

we cannot ignore the problems that the existence of a large Italian community raises. Whatever we 
do, or do not do, will affect the Italians and will affect us. The present relative lack of teaching of 
the language is undoubtedly having its social and educational effects. My impression is that they 
are not very desirable effects at the moment. I think we could do better. (McCormick, 1964, p. 4) 

The stance by many migrants who “refused to obliterate their home languages, demonstrating a 

simultaneous desire to acquire English and become fully Australian, without giving up their own 

distinctive cultural identity” (Smolicz et al., 2002, p. 4) was a catalyst in the Australian governments’ 

move towards multiculturalism and the rights of individuals to maintain their cultural identity, and in 

the early 1960s, the Italian community was taking steps and moving away from the earlier debate that 

defined migrants as a social problem and “was itself defining an issue and raising it before the broader 

Australian community” (Ozolins, 1993, p. 94). Thus, the interest and value afforded by the Italian 

community to languages education and language maintenance, a critical and unique characteristic, and 

the enthusiasm of many teachers and academics, made Italian quite different from other languages in 

our education system and promoted its expansion especially in the primary school system (Di Biase, 

1994).  
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2.5.4 Advocacy by parental and community groups 

Attitudes towards language maintenance within community and family environments may be quite 

diverse and, as they can range from acceptance to rejection, this can affect the language maintenance 

efforts that are made (Pauwels, 2005). Data from the post-war period indicated that in the 1950s, 18% 

of the Italian population routinely spoke Italian, 50% only spoke a dialect and the remainder used both 

(Bettoni, 1981; Totaro-Genevois, 2005) and it was suggested that, when migrant groups such as the 

Italians who spoke a range of dialects met, English often became the language in which they 

communicated (Clyne, 1971). Even though all language varieties were widely accepted as perfectly 

legitimate forms of communication (Bettoni, 1981) and speakers can construct meaning by integrating 

all their linguistic resources which include different languages (García & Wei, 2014), the attitudes 

among Italians towards a local variety of ‘Australian Italian’ suggested that it was not valued within its 

speech community who were apologetic about the mix of languages. Bettoni (1981) reported evidence 

that speakers of Italian, whether standard or regional, did value standard Italian, considered it socially 

prestigious and attempted to “‘contaminate’ their two languages as little as possible” (p. 30). 

Consequently, Italian parents were keen for their children to learn Italian and retain their italianità 

(McCormick, 1964). Four decades on, research by Rubino (2002) found that within Australian society, 

the linguistic dynamics of the Italo-Australian community were still “complex and multidirectional” (p. 

1) but there appeared to be a linguistic and cultural renewal amongst the younger generation. 

Believing that a child who, because of their background speaks another language “should be encouraged 

to keep it and improve it, [and] that he will be poorer if he does not and the community will be poorer 

for his loss” (McCormick, 1964, p. 3), ethnic communities provided a great deal of support for the 

teaching and maintenance of their language and culture and migrants wishing their children maintain 

their home language have availed themselves of after-hour ethnic schools which have been part of 

languages provision in Australia since 1857 (Baldauf et al., 1998). While this is no longer be the case, 

for a long time ethnic or community language schools (CLS), as they are now known in Victoria, did 

not receive government funding, many of their teachers were untrained and had little or no knowledge 

of the Australian education system and with most classes operating on Saturday or after school hours on 

weekdays, these classes held a peripheral quality and could be unpopular with the students (Clyne & 

Fernandez, 2008).  

Recognising the limitation of after-hours ethnic schools, in the late 1960s communities began to pursue 

alternatives that would enable language maintenance to be achieved and community languages to be 

taught on a permanent basis in mainstream day schools (Di Biase & Dyson, 1988). As Totaro-Genevois 

(2005) indicates, association such as Dante Alighieri, Lega Italo-Australiana and Comitato Assistenza 

Italiani (CoAsIt) had established their own language classes to promote the study of their language and 

culture amongst children of Italian background. These classes were primarily held outside school time 
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but, in a number of primary schools and with funding by the Italian government, CoAsIt also offered 

languages programs or, as they became known, ‘insertion classes’ during regular school hours. The 

expansion in the number of students learning Italian during the 1980s meant that, as claimed by Rubino 

(2002), compared to other community languages the role of Italian in schools had changed because 

many of the students did not have an Italian background. The fact that these courses which initially 

aimed to maintain the link with the country of origin no longer cater exclusively for background students 

is seen in a positive light by the Italian authorities (Governo Italian, 2014) and these courses provided 

the strong momentum of what is the position of the language today.  

The support of the family and of the community was crucial and in the 1970s and 1980s the presence of 

language aware ethnic communities ensured that these languages received Commonwealth funding so 

that programs could complement and supplement the languages offerings and “the growth of language 

teaching activity in the early 1980s both within regular schools through insertion classes and in after-

hours programmes, suggests that the Ethnic Schools Program was generally well received” (Baldauf Jr., 

2005, p. 138). The “enabling changes” started in the 1970s (Clyne, Grey, & Kipp, 2004, p. 246) 

guaranteed that one of the primary goals of community languages schools, that of endeavouring to make 

the study of community languages part of the regular educational experience of Australian students, was 

achieved (Cardona et al., 2008). With speakers of Italian being the largest single group of migrants to 

arrive in Australia post-war and Italian being one of Australia’s major community languages, the 

presence of background students, the links to and support of the community and the growth that marked 

the second and third language planning periods are identifiable as some of the reasons why Italian has a 

strong presence in Australian educational settings. 

2.5.5 Rise of multiculturalism and broader representation 

The multicultural phase that developed in Australia from the 1970s to the 1980s saw an unparalleled 

growth in the teaching of Italian which became the “standard bearer of this phase” (Di Biase, 1994, p. 

5). Explicit multicultural policies promoting language maintenance were implemented at State and 

Commonwealth levels.  

With the Italian migrants primarily coming from small rural villages in regions such as – Abruzzo, 

Calabria, Campania, Friuli, Sicilia, and Veneto, they tended to speak a dialect as their first language 

(Rubino, 2019). In Italy there was a shift from dialects to Italian and while dialects may have been the 

first language for many migrants, attitudes towards them were generally not positive. For example, in 

her research Rubino (2002) noted that first generation Italian immigrants may have been ashamed of 

their background and ethnic identity, further reporting that more recent migrants were “defining ‘Italians 

from Australia’ as unable to speak ‘properly’ – or even to speak at all” (Rubino, 2020, p. 96). In 

Australia, at the grassroots level, the Italian speaking community insisted on the importance of children 

learning Italian rather than a dialect so that they would not be disadvantaged. At the school level, “in a 
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climate of positive acceptance of multiculturalism, Italian was chosen by many people as a language to 

learn themselves or to encourage their children to learn” (Di Biase, 1994, p. 5) thus becoming “the 

‘community’ language per eccellenza” (Lo Bianco, 1989a, p. 169, emphasis in original) and the 

language which was most widespread in the Australian education system (Djité & NLLIA, 1994). 

Researchers have remarked that multiculturalism has impacted on the attitudes of the second and 

subsequent generations of Italians who are upwardly mobile, take pride in things Italian and, by 

developing a popular and sought-after italianità, have made it “somewhat trendy to be Italian [and have] 

significantly changed the face and tastes of Australian society” (Baldassar, 2005, p. 861). As commented 

on in the earlier section, while in the early stages of this transformation through the official policy of 

multiculturalism the teaching and learning of Italian was aimed at students of Italian background, its 

role in primary schools has changed and “Italian was increasingly promoted as the most suitable second 

language to be learnt by all Australian school children, regardless of their backgrounds” (Rubino, 2002, 

p. 4).  

2.5.6 Community mobilisation 

Commenting on language teaching and learning in Australia, Di Biase (1994) indicated that “learning a 

language and the culture(s) it expresses requires the time, energy, resources and dedication of learners, 

teachers and institutions” (p. 6). While it has been argued that community support towards the learning 

of languages does not always translate into significant mainstream funding and resourcing of programs 

(Cardona et al., 2008), because languages like Italian hold a comparatively high status and have large 

communities of speakers, there is a greater chance for such languages to draw support for their language 

maintenance endeavours (Borland, 2005; Djité & NLLIA, 1994). Moreover, the existence of a 

community of speakers benefits all language learners who can access and utilise the linguistic resources 

that are already present in schools and the community (Clyne, Fernandez, & Grey, 2004). 

The literature reports many periods in which the Italian community was able to mobilize to obtain 

resources to establish widespread provision of Italian. A study by Harris (cited in Lo Bianco 1987a) 

found that in the early 1980s, of the 296 ‘insertion classes’ implemented at the national level in 

government and non-government schools, 207 taught Italian and most were operating in Victorian 

primary schools. 

Foreign governments support language teaching in Australia by providing funding or expertise to 

school-based languages programs and opportunities for collaboration for the promotion of language and 

culture (Djité & NLLIA, 1994; The Department of Education and Early Childhood Development 

Victoria & The Embassy of Italy in Australia, 2014). In the case of Italian, the Italian government has 

provided funding to CoAsIt since 1968. Now a multidisciplinary organisation, CoAsIt was also the first 

ethnic community organisation to receive Australian Government funding and it provides services in 
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the welfare and the education fields, supports the promotion of Italian culture and heritage and its Italian 

Language, Culture and Heritage Department is continuing to become more visible by extending and 

consolidating its links with government bodies, universities, museums and other organisations both here 

in Australia and overseas (CoAsIt, 2017). In contrast with some of the other ethnic community 

organisations, since the early 1980s CoAsIt has endeavoured to have Italian taught in primary 

mainstream schools through ‘insertion classes’ (Cardona et al., 2008). With education authorities 

supportive of teaching languages in primary schools and anticipating that the move would motivate and 

maintain interest, the decision to fund the teaching of Italian in mainstream schools through ‘insertion 

programs’ was timely and “this meant that Italian ‘got in’ at the right moment” (Clyne, 2005, p. 113).  

In summary, Italian insertion classes delivered though community organisations have played an 

important part in the provision of this language and in many instances, they have been the starting point 

for schools establishing languages programs within mainstream curriculum (Djité & NLLIA, 1994). 

Hence, the large number of students learning Italian can be attributed to the attitudes of the Italian 

community during the 1970s and 1980s which supported the shift of focus and funding from community 

schools to mainstream schools making the Italian community: 

particularly successful in achieving the widespread mainstreaming of the Italian language as a 
subject within the nation’s primary and secondary education system. (Slaughter & Hajek, 2015, p. 
182) 

2.5.7 Italian and its many labels 

The literature about Italian in Australian society and as a curriculum subject suggests that “the success 

story of Italian ...shows how a community language can become a language of wider learning” (Clyne, 

Fernandez, & Grey, 2004, p. 3) and, while this success is perhaps uncommon amongst other immigrant 

languages (Bradshaw, 2013), the prestige afforded to Italian and the presence of a large and committed 

community mean that “schools may opt for Italian as being both a community and a world language” 

(Bavin & Wales, 1988, p. 34). Some have suggested that a reason for this may be that Italian came to 

be regarded as an “apprenticeship language” (Lo Bianco & Slaughter, 2009b, p. 46), a language that 

enables young students to gain an understanding of what learning languages involves, it can draw on 

teachers and community resources and attract high numbers of enrolments. Furthermore, Italian is often 

taught in areas which have high levels of multilingualism because it is seen as a ‘neutral’ language and 

some principals choose it to avoid tension within the community (Slaughter & Hajek, 2007).  

This complexity was already evident in the 1980s so that Lo Bianco identified several labels that attach 

to Italian, arguing that a single label should not be used to describe the features of the Italian language. 

“Italian is accessible as an Australian language; because it is easily learnable, cultured, well-connected 

and commercial” (Lo Bianco, 1989a, p. 174, emphasis in original) and limiting the description to one 

single dimension or label is likely to restrict rather than expand the teaching of this language.  
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 Implementing languages in the curriculum 
Documenting the implementation of a bilingual language program that in the early 1980s was considered 

innovative, Fernandez (1996) indicated that its success was influenced not only by the model chosen 

but also by three broad factors 1) the students, 2) the school and the teachers, and 3) the parents and 

society. The first factor – Students – covers their interests, needs, motivation, proficiency and transition 

to post-primary settings. The second – School and Teachers – encompasses the school’s culture and 

classroom environments as well as the skills and calibre of the teachers and curriculum they deliver. The 

last factor – Parents and Society – incorporates links to both the local and wider communities. Similarly, 

Rosenbusch (1991) also indicated these factors should be afforded careful consideration when schools 

plan for and implement languages programs because “creating a program of excellence requires the 

dedication of many people, including school administrators, program coordinators, classroom teachers, 

parents, and the students themselves” (pp. 309-310). Further words of caution were included in the 

guidelines for planning languages programs in which Rosenbusch (1995) advised of the importance of 

establishing a ‘strong’ program, asserting experience had shown that once a program was implemented, 

it was difficult to change from a ‘weak design’ to a strong program that supports students achieving high 

levels of language proficiency (p. 5). 

2.6.1 Parental and community support 

Evidence shows that a purposeful and sustainable relationship involving schools and families working 

together to effectively educate students can improve learning outcomes (Australian Council of State 

School Organisations, & Australian Parents Council, 2017a) and partnerships “may be created at a whole 

school, year or class level, for a particular learning or subject area” (Australian Council of State School 

Organisations, & Australian Parents Council, 2017b, p. 1). Similarly, it has been argued by Jones (2009) 

that the importance of parental cooperation and approval for the learning of languages cannot be 

underestimated and, if positive, it will have a beneficial effect on students’ attitudes. In addition, it has 

been acknowledged that the actions and attitudes of parents towards their children’s education can 

impact substantially on student learning outcomes (Emerson, Fear, Fox, & Sanders, 2012).  

In Australia, the importance of parental and community support was identified in early departmental 

guidelines developed to advance the implementation of bilingual and community languages programs 

in Victorian primary schools (Fordham & Child Migrant Education Services [CMES], 1985). Outlining 

steps and procedures to ensure languages programs were integral to the school’s curriculum, these 

guidelines articulated a clear expectation that “the total school community should be involved in the 

planning of community language programs” (p. 3). 

The impact that parental support can have on the establishment and quality of languages programs has 

been made evident both here and overseas. For example, in Canada the stimulus for a more intensive 
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and effective approach to teaching French came from a group of motivated and committed English-

speaking parents in St Lambert (Berthold, 1990; Lotherington, 2004). Similarly, in the UK, parental 

pressure was also paramount in the growth of languages teaching in primary schools (Maynard, 2012) 

and the stimulus and pressure for bilingual education in Ireland, Scotland, Wales and England was a 

bottom-up community movement, rather than top-down development (Baker, 1988). In the USA, data 

suggests there has been a steady increase in immersion education over the last 35 years and Lenker and 

Rhodes (2007) argue one of the contributing factors has been the strong parental pressure for languages 

programs that promote quality and high proficiency levels. Locally, it has been reported that community 

languages programs established in Australian primary schools started as a response to a grassroots 

movement to legitimise the teaching of languages spoken in multicultural and multilingual Australian 

communities (Bavin & Wales, 1988; Clyne, Hunt, & Isaakidis, 2004), and Fernandez, (1996) stated that, 

in the early 1980s, teachers at a German bilingual program in Melbourne were encouraging parents to 

become involved, observe classes, take part in classroom activities and learn the language themselves 

to promote a sense of ownership on the part of the parents. More recently, Gannon (2009) reported on a 

campaign which saw an Italian bilingual program established in a Melbourne inner-city primary school 

in 2017. This successful campaign was spearheaded by a group of parents who were “determined to find 

a way for [their] children to grow up speaking Italian fluently” (Craig, 2009, para. 6) and lobbied several 

primary schools in their local community. 

Whilst it has been shown that families and the broader community do support languages education, the 

converse has also been established. In the UK, Coleman (2009) discussed the presence of negative 

attitudes towards languages and indicated that this negative message appeared stronger than that of the 

people in favour of multilingualism and was present despite the government’s positive position. 

Lukewarm support to improve language learning experiences was also found in some Australian states 

and territories (Carr, 2002) and Lo Bianco (1995) has reported the inconsistency of parental attitudes 

towards the teaching of languages noting that, whilst a high proportion of parents believe languages 

should be highly valued and their teaching and learning is worthwhile, there is also a proportion of 

parents that is not in agreement. Furthermore, it has been recognised that, in the broader community, 

“there is a traditional resistance to language learning in Australia, and this attitude cannot be changed 

overnight” (Berthold, 1991b, p. 19). 

In the school context, Cahill (1984) observed that in the early stages of introducing community 

languages programs, while most principals were positive that languages should be taught in primary 

schools, there was a very small number who disagreed with this idea. Local and overseas studies about 

motivational and attitudinal factors towards languages education and bilingual programs, also report 

mixed Viewpoints but also observe that: 



Chapter 2: Reviewing the literature 

Renata Aliani (2020) Sì, tanti ma non bilingui 60 

Reservations and negative judgements are usually expressed by those who are not directly involved 
in the program, for example other teachers who are often uninformed about program details. (Rado, 
1991, p. 176)  

Research has demonstrated that attitudes or points of view are learned, they will vary in intensity, either 

positive or negative, and they are an enduring response or evaluation to an object or a situation (Rokeach, 

1968; Schleicher, Smith, et al., 2015). However, although attitudes tend to persist, they can change. In 

this regard, Crozet (2008) indicated that attitudes can change over time and be shaped by world events 

while Baker (1988) claimed that they can be modified by experience and, if people are open to change, 

their attitudes towards languages education may be affected either positively or negatively. This point 

was acknowledged by Baranick and Markham (1986) who noted that “whenever parents, teachers, 

students, and other administrators increase their interest in foreign languages, the attitude of principals 

becomes more positive” (p. 481).  

Crozet (2008) also commented on the importance of a school and a community valuing the teaching of 

languages as this will generate a positive linguistic culture which is shared by principals, parents and 

students. The paramount significance of this positive shared culture was also recognised by Berthold 

(1991a) who explained that “if these three groups do not support the proposed program, and do not work 

together, the program cannot succeed” (p. 32). 

2.6.2 Student voice, proficiency, gains and needs 

There is evidence that, when teachers plan the implementation of a languages program, there are several 

steps that need to be considered so that a solid foundation is set (for a step-by-step description of 

implementation guidelines see: Hamayan, Genesee, & Cloud, 2013; Rado, 1991; Truckenbrodt & de 

Courcy, 2002). To build a strong foundation for learning, Australian governments (ESA, 2019) affirm 

the centrality of students and assert that in a shared vision, schools are committed to identifying students’ 

needs so that students have a say over their learning as this can foster motivation, engagement and 

success. Rado (1991) is amongst many who assert that “since motivation such a significant role in 

language development it is important to maintain student interest” (p. 191). Therefore, identifying 

students’ voices is an important step that can assist teachers demonstrate success and, being able to show 

and celebrate students’ achievements over time, is an essential aspect for promoting and sustaining 

languages programs (Hamayan et al., 2013). 

It has been shown that, by listening to students’ voices when they express their Viewpoint about 

languages education in general and the program they are involved in more specifically, it is possible to 

establish that many students are committed to learning languages, are interested and want to continue 

learning them in secondary school, are conscious of what constitutes a superficial commitment and want 

programs that are academically serious (Lo Bianco & Aliani, 2013; Lo Bianco & Slaughter, 2009b). 

This notwithstanding, not all students want to continue learning languages once this subject is no longer 
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compulsory and Kohler (2017) asserts “there seems to be little appetite for compulsory language study 

for any year beyond year 8” (p. 18). When students decide not to continue with language study, there 

are many factors that have a bearing on their decision. Investigating the attitudes of students who opted 

out of languages study, Alpin (1991) reported that students may choose not to continue learning 

languages because they prefer different types of learning activities, they dislike the languages teacher 

or there may be alternative and more appealing subjects on offer. Limited or insufficient contact with 

the country of the target language, the inability to link languages and careers in conjunction with low 

test scores also have an impact on whether students in secondary schools continue learning languages. 

Learning languages, however, is not limited to the secondary school context and starting languages in 

the Early Years – an early start – has been strongly advocated because there are numerous benefits and 

gains when young students are adequately exposed to two languages in the primary school (Clyne, 1986; 

Clyne et al., 2007; Curtain, 1990). The reasons for and aims linked to the early teaching of languages, 

as argued by Sharpe (2001), can be grouped under some broad arguments that assert young learners are 

more motivated and they have more cognitive flexibility, an early start affords them longer exposure, 

and students are provided with increasingly enriched experiences, skills and understandings so that they 

can function effectively in the global community. Since 2015, all Victorian Government schools must 

provide languages as part their curriculum offerings (DE&T, 2018a) and moreover, to promote 

languages in kindergarten settings, the Victorian Government has provided $17.9 million over a four-

year period, from 2019 to 2022, to implement the Early Childhood Language Program (DE&T, 2019a). 

Research indicates that the development of ‘additive bilingualism’ or as it has been redefined, ‘active 

bilingualism’, produces no negative effects on students’ linguistic, intellectual or academic development 

(Cummins, 1998, 2017). Moreover, Clyne (2005) posits that one of the advantages of exposing children 

to a second language is that it can contribute to a ‘plurilingual mindset’ and thus overcome attitudinal 

obstacles. Furthermore, it has been established that the benefits which derive from having the ability to 

speak two or more languages are many and provide a strong incentive for all children to learn languages 

(DEECD, 2008, Fernandez, 2007; Mahar, 2008; Met, 1989). Providing opportunities for young students 

to learn languages, argues Tansley (1986), enriches the educational experience of all students not just 

those who already speak or have a background in the language and it also provides an important national 

resource. In addition, Clyne, Hunt and Isaakidis (2004) state that “there is a general tendency for L3 

learners to perform better than L2 learners in the language programmes” (p.44). However, while all 

students – including those who according to Yelland, Pollard and Mercuri (1993) have limited exposure 

to languages – can gain a range of benefits through languages education: 

an early start doesn't in itself guarantee better results than a later one. For success to be possible, 
certain conditions in terms both of pedagogy and of resources must be created. (Blondin et al., 
1998, p. 1) 
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2.6.3 School environments, programs and teachers 

In Australia, comment Curtain and Dahlberg (2000), the commitment to languages learning is reflected 

in the fact that, like in most parts of the world, languages are a regular part of the curriculum. Evidence 

indicates that the advocates in the community do not view language teaching as superfluous because 

many parents and other stakeholders are supportive (Cross & Gearon, 2013; Lo Bianco, 1995). 

Moreover, there is an expectation that languages will be taught in primary schools stemming “on the 

one hand, from a common-sense belief that ‘practice makes perfect’ and, on the other hand, from a 

conviction that ‘young is best’” (Driscoll, 1999, p. 10). Conversely, even though policy documents and 

declarations usually suggest that languages are a key learning area and a core component for a balanced 

and well-rounded curriculum (State Board of Education & MACMME, 1985; DSE & MACLOTE, 

1993; State of Victoria, 2002, 2009a, 2009b, 2010, 2013b), some departmental publications (DEECD, 

2008) report that holding equal place amongst other disciplines has been widely acknowledged as a 

persistent challenge for schools and: 

Until there is widespread acknowledgment that knowing another language is as important as 
knowing mathematics, science, history, and language arts, major obstacles remain. (Rhodes, 2014, 
p. 127) 

In schools, the Viewpoints of teachers, students and the wider community influence the status of 

languages programs which has an important role in the success of a program within the school 

curriculum and: 

Status is in turn affected by decisions relating to the presence of languages on the timetable, to 
resources, to staffing and to a range of other activities and observable signs of the extent of the 
degree of relative importance. (Evans & Fisher, 2013, p. 212)  

Research evidence indicates that decisions about the philosophical and practical articulation of a 

program cover several aspects and, particularly in the beginning, a steering committee comprising those 

who have a stake in the program and other interested people can pave the way and undertake initial tasks 

which will include determining – program type and structure, language choice, staffing, curriculum, 

resourcing and funding as well as ways to support, integrate and evaluate the program within the school 

curriculum (Erebus Consulting Partners, 2002b; Fernandez, 1996; Rosenbusch, 1991, 1995; State of 

Victoria, 2013a).  

It is the culture and structures of schools that, according to Liddicoat, Scarino, and Kohler (2018) affect 

what is possible and sustainable in what is often considered a specialist curriculum area and “a learning 

area such as Languages that has less standing in the overall life of the school” (p. 4). 

Implementing languages in the school’s curriculum is achieved through a range of program types. The 

international literature identifies different names for the various types of programs. For example, in the 
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USA languages are taught through 1) FLES (Foreign Language in the Elementary School), 2) FLEX 

(Foreign Language Experience), or 3) Bilingual or Immersion Programs (Kirsch, 2008; Tucker, 1990). 

In the UK modern foreign languages are taught in 1) Sensitisation, and 2) Language Acquisition 

Programs (Driscoll, 1999; Hunt et al., 2005). In Australia, similar types of programs, which are explored 

further in the next section of this chapter, have been given different names and over time, the 

classification of languages programs and the labels given to distinguish them have also changed. 

Regardless of the type of program, however: 

In any worthwhile program, its rationale, its benefits or deficiencies must be thoroughly explored, 
discussed, and understood to determine whether or not it best fits the needs for the community for 
which it is purported to serve. (Peña, 1975, p. 30)  

The process of establishing new programs at the elementary level, remarked Met (1985), requires a 

series of guiding questions to support schools making decisions about implementing different types of 

programs and they can be summarised as 1) Which students will be involved? 2) What are the goals of 

the program? 3) What expectations do the parents have? 4) What transition strategies are needed? and 

5) What financial, material and human resources are available? Similarly, reflecting on the

implementation of languages, Eltis (1991) also identified a number of queries about what should occur

within the school, the local and broader communities as well as within teacher education contexts,

arguing that these questions needed to be addressed as part of a languages strategic implementation plan.

More recently, Curtain and Dahlberg (2000) have acknowledged that, with the increase in number of

languages programs, it is important for schools to identify possible ‘pitfalls’ and consider a range of

issues if their languages programs are going to be successful and:

Well-articulated programs will become reality when teachers and administrators at all levels 
realistically face the issues involved. (Wilson, 1988, p. 4)  

This notwithstanding, school structures, which are often quite rigid, shape what is possible and 

curriculum change becomes difficult when “these structures come to represent ‘how things are 

done here’ (i.e. established culture)” (Liddicoat, Scarino, & Kohler, 2018, p. 11). 

Unfortunately, as highlighted by Clyne et al. (2007), what this seems to indicate is that “thirty years of 

reports and reviews have kept identifying the same problems” (p. 1). Moreover, research indicates that 

these issues have been generalised and shared across languages (Lo Bianco, Slaughter, 2009b; Sturak 

& Naughten, 2010). As elaborated below, research indicated that the challenges faced by schools 

implementing language programs can be grouped, under four broad headings 1) Context, 2) Programs, 

3) Students, and 4) Staff.

Context – For programs to be successful, a supportive context, one where all languages are 

valued and are an integral part of the school culture, is needed (MCEECDYA, 2005). Commitment from 
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principals and staff as well as cooperation between teachers are crucial aspects (Fernandez, 1996) and 

the presence of an advocate or ‘champion’ can be effective in supporting and sustaining languages 

programs (Clark, 2013; Erebus Consulting Partners, 2002b; Fielding, 2015; Orton, Pavlidis, Ainalis, & 

McRae, 2013). 

Programs – Not all schools can deliver successful languages programs (APAPDC, 2002). 

Programs need financial support (Fernandez, 1996; Fielding, 2015), they require appropriate materials 

and, particularly for bilingual programs, there are limited resources available (Jacobson, 1974; Tansley, 

1986). Many languages programs also have an inadequate time allocation (Browett, 2006; Clyne et al., 

2007; Kaplan, Baldauf Jr, & Kamwangamalu, 2011; Kirsch, 2008), vary in quality and in students and 

teachers’ expectations (Clyne, 1995; Lo Bianco, 1995) and may have potential positive and negative 

outcomes (Truckenbrodt & de Courcy, 2002). Moreover, languages are often taught when classroom 

teachers have administrative planning time or ‘non-instruction time’, so they are thought of as time 

release and classroom teachers, parents and students may not consider them part of the core curriculum 

(Liddicoat et al., 2007; Purvis & Ranaldo, 2003). 

Students – Students achievements and attitudes (Curnow & Kohler, 2007; Hunt et al., 2005), 

coupled with concerns about transition and continuity from primary to secondary (Lo Bianco & Aliani, 

2013; Lo Bianco, 1995; Mahar, 2008) have been identified as issues. Obstacles to successful transition, 

however, are not necessarily due to structural issues between primary and secondary schools but often 

are linked to the fact that: 

Many high school teachers of languages, but not just languages, do not value the learning that takes 
place at primary level. They have low expectations of what primary students have achieved and 
believe that there is a need to start again. (Purvis & Ranaldo, 2003, p. 18)  

Staff – Teachers are crucial, and over the years, issues have been identified with teacher training 

and the availability of suitably qualified teachers (Hill, Hurworth, & Rowe, 1998; Berthold, 1991a; 

Group of 8, 2007; Hunt et al., 2005; Kirsch, 2008; Mahar, 2008; Tansley, 1986). Furthermore, some 

teachers may have a limited linguistic repertoire and are not adequately proficient in the language they 

are teaching (Clyne et al., 2007). Given their role (for a profile-parody see: Lo Bianco, 1995), teachers 

are often isolated and must manage a unique, challenging, complex and frequently unrealistic job (Purvis 

& Ranaldo, 2003; Rosenbusch, 1991) which can lead to burnout so that the loss of qualified and 

proficient teachers is an area of concern (Lo Bianco, 1995; Mason, 2010; Rhodes, 2014). The quality of 

the teachers is paramount because without a languages teacher there will be no program (Group of 8, 

2007) and ultimately: 

The best plan, the most detailed curriculum, the most extensive library of materials, are all 
meaningless without excellent teachers. (Personnel who work in elementary programs should have 
the ability to walk on water!) (Met, 1985, p. 472)  
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As well as great teaching staff, by enthusiastically recognising and championing languages within and 

outside the school, the principals and senior staff also play an important role and are essential to its 

quality and sustainability (Orton et al., 2013). 

 Chapter summary 
This chapter presented an overview of the literature informing this research. Complementing the 

theoretical positioning outlined in Chapter 1, the initial section framed the research and then moved on 

to explore the notion of innovation and change highlighting aspects linked to languages education. 

Looking at languages in Australia, the chapter has then traced how Italian has performed in the 

community and in educational contexts over time and linked this to various stages of migration. A brief 

glance at policy positions over some decades has highlighted differing foci for languages education in 

general and Italian more specifically. In considering the teaching of Italian, the reasons for its success 

have been identified and lastly participants and factors that impact in the implementation of languages 

programs have been documented. The next chapter looks at the methodology and design of the study. 
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Figure 3:1 ‘Moments of Truth’ by Tom Fishburne (2011, with artist's permission)  

 Introduction 
There is a point in the planning of research that aspects of design and method need to be decided. In 

Chapter 1, the topic, researchable and based on personal and professional interests, was identified and a 

series of questions to address the research problem were developed. A literature review was conducted 

and presented in Chapter 2 to lay the theoretical premises of the study, establish within the overview of 

current and past research the value of studying this topic (Leavy, 2017), and serve as “the driving force 

and jumping off point” (Ridley & Petre, 2012, p.3) for the thesis. Having undertaken these initial steps, 

it is now possible to make decisions about operational steps in the research process. Decisions need to 

be made about i) which data is collected, analysed and interpreted and the best way to do so, ii) who is 

involved in the study and how the participants are best represented, and iii) ethical issues that may arise, 

so that a considered and thorough study can be achieved (Creswell & Creswell, 2018). 

The current chapter outlines the methodological framing of the research as a mixed method study and 

acknowledges the influences of the principles of Grounded Theory. It then justifies the use of Q 

methodology in this study to address the research questions detailed in Chapter 1, namely, to identify in 

a systematic and precise way from the position of the people taking part in the research, the Viewpoints, 

that is the factor groupings and shared meanings between groups of participants about languages 

education that are present in school communities and the impact these Viewpoints may have on the 

choice of language and type of programs offered in primary schools. The typical steps that are part of 

these methodologies – GT and Q – are also outlined. The chapter then expand on the research design 

reporting on how “sample size, all data exclusions (if any), all manipulations, and all measures in the 

study” (Simmons, Nelson, & Simonsohn, 2012, p. 1) were determined. The chapter concludes by 
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explaining the specific procedures used to facilitate the discovery of different Viewpoints and lists the 

ethics approvals gained form a range of jurisdictions. 

 Framing the research 
Comparable definitions and similar terminology are used by many authors who describe research design 

as a plan or blueprint to conduct research (Creswell & Creswell, 2018; Grant & Osanloo, 2014; 

O’Sullivan & Rassel, 1995). Research designs indicate different ways for doing research, they guide the 

researcher and have distinct procedures and terminology linked to them (Creswell & Plano Clark, 2011). 

Moreover, when articulating a plan, “research design involves a set of decisions regarding what topic is 

to be studied among what population with what research methods for what purpose” (Babbie 2004, p. 

112). 

Determining the approach that will enable any study to be carried out and best answer the research 

questions, is a concrete and crucial phase of research design and the guidelines that support this process 

are outlined in the literature (Creswell, 2009; Gall, Gall, & Borg, 2010; Kumar, 2011; Leavy, 2017). As 

discussed in Chapter 2, in research, two broad approaches – quantitative and qualitative – are recognised 

and characteristics, procedures, instruments of data collection and analysis that define each approach are 

in sharp contrast to each other (Cohen, Manion, & Morrison, 2011; Kervin, Vialle, Herrington, & Okely, 

2006; Rugg & Petre, 2007). Historically, the quantitative preceded the qualitative approach but this has 

not meant that one has superseded the other, as both approaches have remained valid forms of research 

(Creswell, 2009), nor does it mean that the quantitative/etic and the qualitative/emic approaches are 

mutually exclusive (Dewaele, 2019). 

3.2.1 Mixing methods 

More recently, because it has been proposed that “a researcher need not adhere blindly to one of the 

polar-extreme paradigms …but can freely choose a mix of attributes from both” (Reichardt & Cook, 

1979, p. 19), researchers will often utilise a combination, a mix of quantitative and qualitative, rather 

than choosing between the two approaches (Creswell, 2008; Teddlie & Tashakkori, 2010). There has 

been increased interest in this third methodological approach and a mixed methods approach has become 

widely applicable, it has become progressively popular around the world (Creswell, 2010). Nonetheless, 

it is important to identify why two methods should be mixed and it “should only be undertaken when 

there is a specific reason to do so” (Creswell & Plano Clark, 2011, p. 61). Whilst there may be a range 

of reasons for mixing approaches (Creswell & Plano Clark, 2011), generally, researchers use a mixed 

methods approach to gain a more in-depth and complete understanding that otherwise would not be 

possible if only one approach was used (Biesta, 2012; Fraenkel, Wallen, & Hyun, 2012; Venkatesh, 



Chapter 3: Researching Viewpoints 

Renata Aliani (2020) Sì, tanti ma non bilingui 70 

Brown, & Bala, 2013) and “a combination of quantitative and qualitative methodologies is increasingly 

being favoured by educational researchers” (Basit, 2010, p. 17).  

Taking into consideration that knowledge is socially constructed, shared and filtered through the 

researcher’s interpretation, and that the experience of each researcher and participant “gives meaning to 

events in light of his or her own biography or experiences, according to gender, time and place, cultural, 

political, religious, and professional backgrounds” (Corbin & Strauss, 2008, p. 10), in my research, I 

have tended to work within qualitative methodologies mostly using interviews, focus groups or 

observations as data collection tools. This notwithstanding, depending on the task, I have also used Likert 

scales, questionnaires and large-scale surveys when a more quantitative approach was required. When 

answering questions or resolving research problems I have constantly endeavoured to match the research 

methods and tools to meet the needs and purpose of my studies and, for the current study, using only a 

quantitative or a qualitative methodology did not appear to provide an adequate way to answer the 

research questions posed in the thesis because quantitative methods on their own would not be able to 

capture the richness and complexity of the subjective points of views, and qualitative methods may not, 

on their own, use structures or statistical procedures (Queirós, Faria, & Almeida, 2017). Therefore, a 

mixed method approach was chosen. 

3.2.2 Further decisions  

Having to consider methodologies that would enable me to carry out this research inductively, that is, 

inferring a conceptual category from a range of cases and moving from the specific to the more general 

(Jaccard & Jacoby, 2010), led me to draw on the principles and reasoning in Grounded Theory (GT) as 

a framework to organise my overall approach to the research and enrich this by using Q Methodology. 

Both fall within a constructivist approach, as discussed in Chapter 2, and are abductive in nature, that 

is, the researcher begins by looking at the data, considers possible hypotheses and chooses the one that 

best explains the relevant data (Brown, 1993; McKeown & Thomas, 1988; Timmermans & Tavory, 

2012). The principles of Grounded Theory have influenced my approach to data collection and analysis 

and, through these processes, enabled me to see emerging concepts and patterns (Jaccard & Jacoby, 

2010). In addition, even though qualitative methodologies and analyses enable researchers to determine 

the perspectives and voices of participants (Dewaele, 2019, Taylor & Medina, 2013), to answer two of 

the research questions in this study (that is, to identify participants’ Viewpoints about languages 

education and their possible impact on languages programs), I wanted the methodology to be able to 

bring to light the participants’ personal and shared points of view in a precise and systematic way. 

Creating this bridge between qualitative and quantitative research can be achieved through Q 

methodology as it “offers an alternative falling somewhere between the two extremes” (Sell & Brown, 

1984, p. 86) and leads the subjective into the objective.  
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Because “Q's purpose is to reveal subjective structures, attitudes, and perspectives from the standpoint 

of the person or persons being observed” (Brown, 1996, p. 565) and thus uncover Viewpoints held about 

a topic, Q was the methodology chosen for this research.  

The two sections that follow provide further information about these methodologies – Grounded Theory 

and Q Methodology. 

3.2.3 Grounded theory 

Developed by sociologists Glaser and Strauss (1967) in the late 1960s, Grounded Theory (GT) is a 

theory or explanation that is built inductively from a body of data (Corbin & Strauss, 2008). While at 

times the term is used by researchers to refer to both the method and the outcome of research, grounded 

theory is the result of using Grounded Theory Method (GTM), a specific methodology which comprises 

a systematic and comparative approach (Bryant & Charmaz, 2007). The GTM is used to generate theory 

rather than to verify it in that the process allows theory to emerge from data rather than use the data to 

test and validate or refute a theory made a priori, something that is typical of traditional confirmatory 

approaches to social science research (Jaccard & Jacoby, 2010). The procedures and techniques used in 

GT enable researchers to: 

develop a substantive theory that meets the criteria for doing “good” science: significance, theory-
observation compatibility, generalizability, reproducibility, precision, rigor, and verification. 
(Strauss & Corbin, 1990, p. 31) 

The seminal work on Grounded Theory was developed to provide an alternative to the prevalent 

theoretical paradigms of the time by merging the authors’ divergent theories of knowledge from a 

pragmatist (Strauss) and a positivistic (Glaser) perspective. The approach, with its systematic set of 

procedures, aimed at enhancing interpretative research and was based on principles of flexibility, 

creativity and further development (Waring, 2012). Divergent backgrounds and thinking, coupled with 

a process of teaching, apprenticeship and mentoring, have meant that approaches to Grounded Theory 

have developed further, and several major milestones have been identified (Morse, 2009). 

Fundamentally, the GT approach comprises a set of guidelines and strategies that enable researchers to 

systematically collect, analyse and interpret the data they have gathered to inform and develop middle 

range theories (Charmaz, 2008; Glaser, 1992; Glaser & Strauss, 1967), which, as theories do differ in 

features and level of detail, are more specific and concrete, include fewer concepts and have a narrower 

focus than grand theories. Grounded Theory research is systematic and each step in the process – data 

collection, analysis and the eventual generation of theory – is closely related and “in this way, the 

explanation is ‘grounded’ in the data from participants” (Creswell, 2008, p. 61). 
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3.2.3.1 Steps in a GT study  

Starting with identifying the problem that will be addressed and delimiting the scope of the study by 

specifying the relevant groups or sub-groups to be researched (Glaser & Strauss, 1967; Jaccard & 

Jacoby, 2010), a Grounded Theory study will go through a series of six steps or phases some of which 

can be simultaneous and overlapping 1) data collecting, 2) note-taking, 3) coding, 4) memoing, 5) 

sorting, and 6) writing (Choi, Choi, & O’Donnell, 2018; Dick, 2000). The eventual theory that is 

generated through this systematic design is best suited to its supposed use and each step is briefly 

described below. 

Data collecting – Both qualitative and quantitative data can be used to verify or generate theory 

and either type or a combination of both can be used to collect data for a grounded theory study (Glaser 

& Strauss, 1967; Waring, 2012). Interviews are often the primary source from which researchers gain 

information to develop a theory but focus groups, observations, archival records, memoirs, biographies, 

videos, feedback, conversations, illustrations, diaries, newspapers and many other alternative sources 

can be used on their own or in combination to help researchers take full advantage of GTM (Dick, 2000; 

Jaccard & Jacoby, 2010). The data collected needs to be substantial, rich and relevant so that researchers 

can fully engage in the analysis (Flick, 2009; Waring, 2012) and combining different sources of data, 

including Q sorts, also helps to triangulate or verify results depending on the problem to be investigated 

(Corbin & Strauss, 2008). 

Note taking – To enable researchers to gain a more in-depth and effective rapport during an 

interview, the taking of extensive word-by-word notes is discouraged. However, key words, issues and 

themes can be written down at the time of the interview and checked against the audio-recording and, 

particularly if they are written on the same page, the notes will assist with the coding (Dick, 2000). 

Notes can also be theoretical or operational. The former ones provide a record of the researcher’s 

thinking about possible categories, their properties and relationships while the latter are notes about 

sampling, comparisons and possible leads for the researcher to follow (Strauss & Corbin, 1990). 

Coding – The central process in grounded theory research is the coding of the data, but even 

though researchers do bring their background and experiences to the research process (Corbin & Strauss, 

2008), unlike other forms of research there are no preconceived categories in GTM (Flick, 2009). Coding 

begins as data is collected and, concurrently, examined for common categories or themes. As more data 

is collected and studied, the properties and characteristics are further considered, and the categories are 

refined and reduced to a small number of themes that seem to describe what is being investigated 

(Charmaz, 2008). This first process of identification and labelling of categories and themes is often 

referred to as open coding, while the more focused process that, after open coding brings the data back 

together by making connections between categories and grouping together discrete codes to create 
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several main categories, is referred to as axial coding (Strauss & Corbin, 1990). The method of constant 

comparative analysis is a major strategy used in the analysis to support the discovery of grounded theory 

and: 

Multiple comparison groups make the credibility of the theory considerably greater. By precisely 
detailing the many similarities and differences of the various comparison groups, the analyst 
knows, better than if he had studied only one or a few social systems, under what sets of structural 
conditions his hypotheses are minimized and maximized, and hence to what kinds of social 
structures his theory is applicable. (Glaser & Strauss, 1967, p. 231)  

Thus, researchers code the first interview and then code subsequent interviews with the preceding data 

in mind, they compare each data set and later compare the data to theory being aware of and recording 

any theoretical ideas (Dick, 2000). 

Memoing – Memos are a researcher’s field notes and help record the researcher’s ideas in a 

coherent, structured and integrated way. They are analytical, can be informal and provide the link 

between the data and the theory (Jaccard & Jacoby, 2010). Memos can be considered a useful pre-

writing exercise and, while not a standardised procedure, they should 1) provide a definition for the 

category, 2) explain its properties, 3) identify and explain the conditions under which the category 

occurs, 4) describe its consequences, and 5) identify the relationship with other categories (Charmaz, 

2014). Memoing captures the various aspect of the emergent theory (Dick, 2000), helps to make the 

analysis more explicit and enhances the research process (Flick, 2009). 

Sorting – The four steps above – collecting data, note-taking, coding and memoing – happen 

concurrently from the beginning of the research. Sorting occurs after all the categories are saturated, 

which is the term used when data coding for a specific category is stopped because more data would 

only bulk the data and add nothing to the theory (Glaser & Strauss, 1967; Jaccard & Jacoby, 2010). 

Sorting memos helps with the structure of the write up because “when the sorting of all the memos is 

done, it is just obvious when to write and what to write about and how to present the integrated picture” 

(Glaser, 1992, p. 111).  

Writing – After the memos are sorted into a coherent whole which provides a clear and analytic 

story, the structure or outline becomes the structure of the report or presentation and helps the transition 

into writing (Corbin & Strauss, 2008; Dick, 2000).  

In this research, GTM has influenced the coding of data and coding of interviews. Some of its central 

processes such as, for example, restricting note taking during the interviews and the coding of 

statements, interviews and participants’ responses to set questions, were used but, the focus on 

identifying participants’ Viewpoints makes this a Q methodological study. 
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3.2.4 Q methodology 

Q methodology was introduced as a technique that by inverting factor analysis could have “interesting 

practical applications” (Stephenson, 1935, para. 3) and, if people and not tests were correlated, the 

application of this methodology could support studies with single or few participants (Stephenson, 

1953). Moreover, because Q provides both the theory and technique, its creator, “repeatedly stressed 

that Q was not just a ‘method’ but a methodology” (Stenner, 2009a, p. 1) which through a flexible 

sorting technique and inverted factor analysis identifies groups of people sharing a similar Viewpoint 

(Watts & Stenner, 2012).  

Authors illustrating the method and technique of Q methodology (Brown, 1980; McKeown & Thomas, 

1988; Ramlo & Newman, 2011; Stone, Maguire, Kang, & Cha, 2017; Watts & Stenner, 2012) and 

researchers reporting on Q-studies (Dziopa & Ahern, 2011; Paige, 2014; Ramlo & Newman, 2010; 

Wolf, 2010) steadfastly mention that the science of subjectivity, which “may be defined as judgment 

based on individual personal impressions, feelings, and opinions rather than external facts” (Akhtar-

Danesh, Baumann, & Cordingley, 2008, p. 759), is at the core of Q methodology. Subjectivity, however, 

can be defined in several ways. Murfin and Ray (1997) propose that the term ‘subjectivity’ denotes the 

presence of feelings and opinions and is the opposite of ‘objectivity’. Mansfield (2000) identifies the 

term ‘subjectivity’ as having four broad uses and, similarly, Robbins (2005) indicates that if one were 

to look at the word ‘subjectivity’ in the Oxford English Dictionary, one could find several definitions.  

This multiplicity of meanings was also identified by Stephenson (1981) who rejected the definition 

describing subjectivity as having an awareness or consciousness of our own experiences but accepted 

the definition that saw it as “the condition of viewing things exclusively through the medium of one’s 

own mind” (p. 37). Brown (1997) later affirmed that this definition was accepted “so long as mind was 

taken to mean nothing more than ‘from one’s own standpoint’, or the situation ‘as I see it’” (p. 2, 

emphasis in original). Stephenson (1953) claimed subjectivity was behaviour and “what one can 

converse about, to others, or to oneself” (Stephenson, 1968, p. 501). He also asserted that “the social 

sciences and the humanities and much of psychology are rooted in human behavior, and this includes 

all man’s so-called ‘inner’ life” (Stephenson, 1953, p. 219) adding that behaviourism and the 

“psychology from the so called ‘external frame of reference’” (Stephenson, 1953, p. 87) had taken pride 

in eliminating subjectivity from their theoretical stance. In his view:  

The crux of the matter, of course, is that R methodology deals with facts, objectively determined 
and discriminated. There is always a right answer to questions set in R: there are none for operants. 
(Stephenson, 1977, p. 10, emphasis in original)  

Stephenson (1953, 1961) declared that inverting factor analysis by correlating people instead of tests 

would make it possible to base factor studies and the explanation of human behaviour on a few 

individuals or single cases. He further indicated that this standpoint, correlating people rather than tests, 
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or, as he was proposing, using a comparative methodology “with operations to define the classes, not 

classes to define the operations” (Stephenson, 1961, p. 22), had often been misunderstood. Moreover, 

Stephenson (1977) maintained that, whilst scientific reasoning could move from general to specific, 

namely starting from the theory and then seeking confirmation in a top-down or deductive approach, the 

converse was also possible. He believed the lack of understanding might have been due to the 

psychometricians failing to recognise this very point – that Q methodology was inductive, rather than 

deductive (Stephenson, 1980, p. 887). 

While for many it is still the objective fact that equals truth, holds authority and is relevant, others argue 

that such beliefs can be limiting, quash the communication of beliefs and opinions as well as the 

emergence of new methodologies. They further emphasise that while facts may guarantee the validity 

of what is real, because our actions, our thoughts and our decisions are determined and experienced 

subjectively, “the subjective must be let into or tied to the objective world in order for reality to be truly 

valid” (Silcox, 1999, p. 11). 

Based on the premise that subjectivity, or “a person’s communication of his or her point of view” 

(McKeown & Thomas, 1988, p. 12, emphasis in original) can be communicated and studied rigorously 

and systematically, Q has been described as “an innovative approach to the analysis of subjectivity 

through objective techniques” (Sell & Brown, 1984, p. 80). Although Q is often considered to be part 

of the quantitative approach to research, it appears to have a dual nature and “…while this is in part true 

insofar as analysis is concerned, it is also true that Q methodology sides with the qualitative tradition in 

the selection of subject matter” (Sell & Brown, 1984, p. 80, emphasis in original). 

Thus, Q methodology provides a unifying element between the subjective and the objective (Silcox, 

1999) and some researchers claim the methodology provides a bridge between two approaches to 

research – quantitative and qualitative – and combines the strengths of the two (Kamal, Kocór, & 

Grodzińska-Jurczak, 2014). As Q shares many features of qualitative research while making use of 

statistical analyses, researchers posit this feature places Q at the centre of a continuum of research that 

incorporates at one extreme Qualitative (Post-positivist) research and at the other Qualitative 

(Constructivist) research (Ramlo & Newman, 2011). However, it should be noted that Stephenson’s 

“scattered remarks on the philosophical underpinnings of Q resist clear systematisation” (Stenner, 

2009a, p. 2) and he “situated Q methodology, and subjectivity, in far more than one theoretical 

framework over the course of his career” (Watts & Stenner, 2012, p. 27). 

Stephenson (2014) claimed that there was a place for meaning within a theory of communication. 

Depending on our understanding, “it is not necessarily what you do …but rather what you would be 

ready to do if given (relevant) circumstances arose” (MacKay, 1969, p. 22, emphasis in original) and 

thus “meaning becomes a switching and scratching mechanism of the brain, which triggers the person 
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into action” (MacKay, cited in Stephenson, 2014, p. 46). Elaborating this point further, Wolf (2008) 

affirms that through Q methodology researchers can understand and gain insights into patterns of social 

communication and if the studies are based on “Stephenson's theory of subjectivity, the patterns are 

indicative manifestations of a person's predispositions to act based on lived experiences” (p. 8). It is 

when subjectivity is negotiated through communication in self-referent language, that it can be analysed 

systematically (Stephenson, 1952, 1953, 1968). Communication unifies people’s subjective 

experiences, and it is the foundation of society (Silcox, 1999). According to Stephenson (2014), 

communication, as opposed to information, is always self-referent and he captured the underlying nature 

of self-referential language in the following description:  

An objective fact remains singular, a stick in the mud. Self-reference is like blossom on a cherry 
tree, spreading on every branch, every brachiate, in boundless profusion. (Stephenson, 1993, p. 4)  

Because of the communicative theoretical basis of Q, some researchers see it as a methodology within 

a postmodern or poststructuralist perspective linked to discursive practices and discourse theory 

(Stenner, 2009a). As constructivism is a theoretical perspective whereby people generate new 

knowledge through active involvement with content (Mogashoa, 2014) and because participants use the 

statement in a Q sort to construct a representation of their views, some researchers consider “Q 

methodology is an archetypical constructivist methodology” (Stenner, 2009b, p. 47). Conversely, some 

researchers have moved away from constructivism because it tends to be associated with the 

construction of reality at a personal level and have moved to a social constructionism paradigm that sees 

the construction of reality at the social level (Stenner, 2009a). These different perspectives have meant 

that, over time, different types of Q studies have been conducted and three different types have been 

identified – the first aims to identify different opinions people may have about a topic, the second aims 

to identify discourses about a topic and the third aims to find how people’s attitudes align with discourses 

(Wolf, 2008). Ultimately, what is important, and: 

the key to the methodology, is to allow the individual to describe what he feels, within the context 
he himself provides, in his own language, with not a single researcher imposed theoretical matter 
in his sight. (Stephenson, 2014, p. 48)  

Q is anchored in Stephenson’s (1953) belief that people’s attitudes, thinking and interactions can be 

scientifically measured and “the fact that behaviour is subjective does not automatically preclude its 

measurability” (Bennett, 1964, p. 20). At the centre of Q methodology is the Q sort, a procedure which 

Stricklin and Almeida (2010) describe as “communication in action [because] when sorting, a person is 

literally ‘in conversation’ with her/himself regarding the statements in the Q sample” (p. 28). Completing 

a Q sorting activity means that an individual’s perspective or experience is measured and, using factor 

analysis, Viewpoints are revealed so that, while each Q sort reflects the opinion of the individual, the 

factors that derive from the analysis are points of view or “attitudes of mind” (Stephenson, 1965, p. 281) 

that are far fewer in number and are held in common by many people. In this methodology, participants 
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sharing a common understanding or Viewpoint are grouped together and the analysis of data produces 

patterns that are not only common to the people who load highly on a factor but can be expected to reflect 

the patterns and structures that exist in a larger population (Dryzek & Berejikian, 1993).  

Having previously used Q methodology to identify the experiences, feelings and attitudes of Australian 

secondary students towards the learning of Italian and Japanese (Lo Bianco & Aliani, 2013), and also to 

determine principals’ views about implementing languages programs in regional and rural Victoria 

(Slaughter, Lo Bianco, Aliani, Cross, & Hajek, 2019), this methodology was familiar to me. 

Furthermore, Q methodology was chosen for the current study because the sorting activity would enable 

participants to express their view about languages education in Australia and, through analysis and 

subsequent identification of the range of Viewpoints present, answer the second research question in this 

study. Moreover, data collected after the Q sort that is at the core of this methodology, would go towards 

providing answers about the impact of these Viewpoints. 

3.2.4.1 Steps in a Q sorting activity 

Broadly speaking, a study employing Q methodology involves three main stages. Firstly, it involves 

collecting data through Q sorts, then, correlating and factor analysing the data, and finally it involves 

interpreting the factors that emerge (Watts, 2018). Furthermore, such a study requires the completion of 

six fundamental steps (Barry & Proops, 1999; Brown, 1980; Kenward, 2019; Lee, 2017; McKeown & 

Thomas, 1988; Paige & Morin, 2014) which are briefly outlined below and are elaborated later in the 

chapter, with specific reference to this thesis: 

1) Identification or generation of a concourse 
2) Selection of the Q sample 
3) P-set selection 
4) Q sort 
5) Correlations and factor analysis  
6) Interpretation of factors 

Identification or generation of a concourse – The term concourse is used in Q methodology to refer 

to the totality of the discussion that surrounds any topic or issue of interest and “there is a concourse for 

every concept, every declarative statement, every wish, every object in nature when viewed subjectively, 

in physics, philosophy, history, sociology, psychology, law, art” (Stephenson, 1986, p. 44). The sources 

of a concourse can be diverse and wide-ranging, from everyday conversations, interviews or media to 

visual or musical selections.  

Selection of the Q sample – Choosing a subset of statements that are both manageable in size and 

representative of the concourse is the next step in the implementation of a Q study. This set of statements 

is called the Q sample or Q set and it is this subset of statements that is presented to participants. The Q 
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sample needs to be comprehensive and reflect the breadth and depth of the larger concourse or discursive 

diversity surrounding the topic being researched. As there are no specific guidelines (Stone et al., 2017), 

the number of statements will vary but four criteria should be kept in mind when reducing the number 

of statements 1) balance, 2) appropriateness, 3) intelligibility and simplicity, and 4) comprehensiveness 

(Stainton Rogers, 1995, p. 185). There can be anything between 10 and 100 items, typically ranging from 

40 to 60, and with a Q sample between 40 and 80 statements thought to provide adequate coverage 

(Brown, 1986; Stainton Rogers, 1995).  

P-set selection – In Q methodology, the participants, or p-set, are not randomly selected but are 

chosen in light of their relevance to the study from amongst “a multiplex of person-locations or subject-

positions, ones where the researchers expect, out of their own cultural knowledge, to hear varied stories, 

accounts or discourses” (Stainton Rogers, 1995, p. 182). Even though the breadth of diversity of 

Viewpoints can be best achieved when the number of people taking part ranges from 40 to 60, because 

Q aims to identify existing Viewpoints rather than the number of people that identify or share them, it is 

not necessary to include large numbers of participants (Brown, 1980; Dziopa & Ahern, 2011; McKeown 

& Thomas, 1988) as “relatively few participants, and Q sorts, are needed to give statistical meaningful 

results” (Barry & Proops, 1999, p. 344).  

Q sort – The sorting activity, or Q sort, which is the next step in the implementation of a Q study, 

provides an opportunity for participants to subjectively express their view about the topic being 

considered. The methodology is self-referential and as the Q sorting activity relates to the participant’s 

personal experience:  

the fact that the Q sorter is ranking the statements from his or her own point of view is what brings 
subjectivity into the picture. There is obviously no right or wrong way to provide ‘my point of 
view’ about anything (Brown, 1993, pp. 93-94).  

In a Q sort, the statements from the Q sample are placed randomly on numbered cards and participants 

are asked to rank-order them and place them on a continuum from agree to disagree or from what is most 

characteristic to what is most uncharacteristic of them (Bracken & Fischel, 2006; Brown, 1993). To help 

them in this task, participants use a grid and decide the placement of the statements depending on the 

degree of importance afforded to each statement in relation to every other statement in the Q set. The Q 

sorters are also guided in this task by a condition of instruction which “can be simple requests for 

agreement and disagreement or operationalizations of theoretical constructs” (McKeown & Thomas, 

1988, p. 30; emphasis in original), furthermore, participants are free to modify the placement of the cards 

until they are happy that the configuration on the grid best reflects their subjective Viewpoint (Watts & 

Stenner, 2012).  

Correlations and factor analysis – With regards to analysis, Paige (2014) synthesises the conceptual 

differences between Q methodology and conventional factor analysis and, in addition, she identifies the 
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five types of data produced by Q methodology as 1) correlation matrix, 2) factor loadings, 3) Z scores, 

4) factor array scores, and 5) distinguishing statements (Paige, 2015). In summary, the analysis of each 

Q sort produces a set of scores that represent the participant’s subjective response and the degree of 

preference afforded to each statement, these scores are correlated to the other scores in the Q study, 

similarities or distinguishing aspects are identified and the emergent factors represent shared ways of 

thinking about a topic. A range of statistical packages can be used to carry out the analysis but specialised 

programs such as PQMethod, PCQ and increasingly KENQ Analysis (KADE) are generally the programs 

or web applications used by Q researchers (International Society for the Scientific Study of Subjectivity 

[ISSSS], 2019).  

Interpretation of factors – Brown (1980) asserts that there is no set strategy used by researchers to 

interpret factors and the approach utilised will be based largely on what questions the study is trying to 

answer. However, while acknowledging the importance of the aims of the research, it is also argued that 

the meaning of factors should be “attributed a posteriori through interpretation rather than through an a 

priori postulation” (Coogan & Herrington, 2011, p. 24; emphasis in original) and that: 

If you want to interpret effectively …it is almost certainly better to lay your own concerns aside, 
at least temporarily, and to let the factor array govern proceedings. It is the viewpoints themselves, 
and a genuine desire to understand, that must be foremost throughout the interpretation process 
(Watts & Stenner, 2012, p. 148).  

Each of the shared factors extracted in the analysis is represented by a “typical” (Barry & Proops, 1999, 

p. 339), “idealised or prototype” sort (Schmolck, 2014, p. 12) that captures the essence of the Viewpoint 

shared by several individuals. The final step, that is the interpreting of the factors, requires the researcher 

to carefully examine the construct of each factor and write descriptions that represent these typical sorts.  

In my research, Q methodology fits well within the theoretical constructivist position that I have adopted 

for this study and discussed in the previous chapters, as rather than categorising people’s views into pre-

defined opinions, the interpretations of Viewpoints gain meaning only when the analysis is complete 

(Kamal et al., 2014). The social aspect can be explained by social constructivism which emphasises the 

social and cultural aspects (van Merriënboer & de Bruin, 2014) and its abductive nature (McKeown & 

Thomas, 1988) also suits my interest in finding a potential explanation and new insights through the 

emergence and interpretation of factors which can measure common and shared patterns, agreement and 

divergence between the Viewpoints of participants (Eden, Donaldson, & Walker. 2005). Moreover, if 

the participants’ propensity to act (Wolf, 2008) can be gained through the patterns of social 

communication, this can provide the opportunity to gain an indication of where change in the type of 

languages programs implemented may be possible. 

In a Q study, opportunities to collect complementary data can occur before or after participants complete 

their Q sort and the next section focuses on this aspect. 
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3.2.5 Complementary data 

Combining methods or using one approach to facilitate the other and achieve complementary strengths 

is a central principle of mixed methods research (Blaxter, Hughes, & Tight, 2006; Punch, 2009). Q 

methodology combines both quantitative and qualitative aspects (Newman & Ramlo, 2010) and to add 

richness to a Q study, further information can be gathered either pre- or post- the Q sorting activity 

(Brown, 1980, 1993). This complementary data can be used as a way of “assessing the relevance and 

appropriateness of a range of feasible factor solutions, and in the interpretation and description of factors” 

(Baker, van Exel, Mason, & Stricklin, 2010, p. 39). 

The elicitation or collection of supporting data can occur, as was the case for this research, in direct ways 

such as focus groups, interviews and surveys as well as in indirect or semi-direct ways such as analysis 

of secondary documents and observations (Blaxter et al., 2006; Johnson & Christensen, 2008; Rugg & 

Petre, 2007). In a Q study, researchers will often use interviews to collect supporting data to elaborate a 

point of view (Brown, 1993), and the information gathered pre- or post- the Q sorting activity can include 

demographics, reasons for giving an item a very high or low ranking, statements the participants would 

like to comment on, and any other observation participants might wish to make. This complementary 

information can be very useful and employed to support the interpretation of factors (Watts & Stenner, 

2012). In this research, the complementary data was obtained via a post-Q sort survey (refer: Appendix 

3) in which participants recorded the details of their sort and answered questions about why they had 

placed particular statements in the extreme positions on the grid, identified the positive and challenging 

features of the languages program at their school and an aspect they wanted to change as well as 

described their ideal language program. 

The complementary data, being primarily qualitative in nature, lent itself to the coding and looking for 

common aspects that reflect themes which are part of GT analysis. Rather than being rigid, the process 

is creative and flexible but at the same time, remains true to the data (Corbin & Strauss, 2008). This way 

of systematically looking at data, questioning it and making comparisons to determine similarities and 

differences in order to explain it, reflected the way I personally approach research and applied to make 

sense of this rich complementary data.  

Having presented the methodological underpinnings of the current study, the following section focuses 

on the next step in the research, the selection of sites and participants.  

 Selecting a sample 
A subsequent step in the research process is to identify potential settings and participants and determine 

the ways in which they are going to be selected. The process of deciding the participants who will be 

part of a study by narrowing down the number of participants from a larger group is referred to as 
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sampling (Leavy, 2017). The sampling process involves making decisions about what or whom we are 

going draw conclusions about (the population) and, if it is not possible to include all members of the 

group, a smaller subset (the sample) must be selected in order to collect information so that it is 

representative of the overall group (Babbie, 2004; Cohen et al., 2011). Because the ability to generalise 

results is an important aspect of research, precision and avoidance of bias are important when selecting 

a sample (Kumar, 2011) and:  

the role of a sample is to represent a much larger, but typically inaccessible, population of 
individuals. The extent to which researchers can demonstrate that the sample is representative of 
the population enhances the generalizability of the findings from a study. (Martella, Nelson, 
Morgan, & Marchand-Martella, 2013, p. 125) 

Selecting a sample for a research study can be achieved in several ways. The selection can be based on 

chance, for example, by flipping a coin, by drawing items out of a box, by using a table of randomly 

generated numbers, or alternatively, it can be based on a choice by the researcher or the availability of 

participants. The first sampling technique is referred to as probability sampling while the second is 

referred to as non-probability sampling (Setia, 2016). A third, or “mixed sampling” (Kumar, 2011, p. 

25) technique, has been identified when there are shared probability and non-probability features. (for 

descriptions of the main types of sampling strategies see: Cohen et al., 2011; Gray, 2009; Kumar, 2011; 

Leavy, 2017). To avoid selection bias, it is important to draw a sample that has the same characteristic 

as the population from which it is drawn and note that, while random sampling as a method of selection 

is widely used, it can have limitations because results may be skewed and not be representative (Setia, 

2016).  

In this study, because it was not possible to involve all schools delivering a languages program, but it 

was still important to include a range of settings that had particular characteristics whilst still maintaining 

a degree of randomness, a strategy used was stratified sampling, that is, randomly choosing schools from 

a sub-group of schools (Blaxter et al., 2006; Gray, 2009). In this type of sampling, the target population 

is divided according to shared features into homogeneous groups, or strata, and then a simple random 

sampling procedure can take place within each stratum to select the required number of elements (Kumar, 

2011; Leavy, 2017; Thompson, 2012). 

3.3.1 Identifying Victorian schools 

Several decisions needed to be made to reduce a potentially large number of schools to a manageable 

sample size. The considerations and steps taken are listed below and the ways in which the selection was 

implemented follow. 

1. Select the sector from which schools would be chosen. 
2. Distinguish schools that were teaching or had taught Italian from other schools. 
3. Group these schools according to departmental regions to assist with sample selection. 
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4. Identify criteria for the selection of schools. 
5. Divide schools into strata according to the criteria and make decisions about the number or 

percentage of schools in each group. 
6. Randomly select schools from each the strata and invite them to take part in the research until 

the required number of schools is reached. 

3.3.1.1 Selecting an educational sector 

Whilst a cross-sector study would have been interesting and perhaps something to consider in future 

research, the current study centres predominantly on the teaching of Italian in Victorian primary schools 

and this initial decision was taken because of personal and professional interest. Since Italian is taught 

in Government, Independent and Catholic schools, a first choice had to be made whether to focus on 

schools from each of these sectors or restrict the study to one provider. Because of my familiarity with 

the government context and the fact that, for a number of years, government schools have accounted for 

just over 70% of all schools in Victoria (DEECD, 2010b; DE&T, 2019c; ABS, 2018b), focusing on 

government primary schools was deemed the best option. In addition, one of the aims of the research 

was to compare the Viewpoints about languages education present in schools that offer second languages 

programs with those that offer bilingual programs but, whilst a small number of primary government 

schools in Victoria offer bilingual programs in a range of languages, at the time that the research began 

there were no Italian bilingual programs in Victoria (DEECD, 2015) so the search for these or other 

specialised languages programs moved, from Victoria, to other Australian states and territories.  

3.3.1.2 Identifying schools teaching Italian 

Regarding languages provision, Victoria has very comprehensive data. Since 1991, the Department of 

Education has used the Language Survey as a way of collecting information about languages education. 

These data are published yearly in the Languages Provision in Victorian Government School 

publications, also referred to as the LOTE Reports. In the course of this research, all these publications 

were consulted – from the earliest 1991 LOTE Report to the 2019 one – and the information from these 

documents has provided a historical overview of the teaching of languages and in particular the teaching 

of Italian in Victoria. 

The first step in identifying the Victorian sites for selection was to check the available information 

(current at the beginning of the study) and ascertain which primary schools taught Italian. The 2012 

LOTE Report indicated that, of the 727 state primary schools teaching Languages, 166 (22.8%) of these 

taught Italian, making it the then most widely taught language in the state of Victoria (Department of 

Education and Early Childhood Development [DEECD], 2013). The report also drew attention to the 

fact that changes had occurred over time. Tabulating data on the number of schools that had offered 

Italian from 1991 to 2011 provided a comprehensive overview of Italian provision in Victorian 
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government schools over those two decades. During that period, 584 primary schools had, at some point, 

taught Italian. As the LOTE Reports named which schools taught which language, it was easy to identify 

schools that had offered Italian continually since the 1990s, schools which no longer did so, schools 

which had begun to offer the language at a later stage, and schools which had intermittent offerings over 

the same period. Overall, during these two decades, 231 schools had offered Italian for one to five years, 

96 had taught it for six to ten years, 101 schools had a program for 11 to 15 years and Italian had been 

part of the curriculum in 156 schools for 16 to 20 years. This would seem to indicate that, while many 

schools had tried to establish an Italian program but had discontinued this practice in the early stages of 

implementation, a considerable number of schools had continued, for a very long time, to make Italian 

part of their curriculum offerings. The table below provides a breakdown of the number of schools that 

taught Italian during the period spanning from 1991 to 2011. 

Table 3-1 Victorian primary government schools teaching Italian 1991-2011* 

1 to 5 Years 6 to 10 Years 11 to 15 Years 16 to 20 Years 
112 42 33 24 20 16 27 18 20 15 12 18 24 22 25 25 31 29 43 28 

231 Schools 96 Schools 101 Schools 156 Schools 

* N = 584 (Sources: Adapted from LOTE Reports 1991-2011) 

While this information presented a historical perspective and an overview of the implementation of 

Italian in Victorian primary schools spanning two decades, to help select the schools for the research 

more information and details were needed. In 2013, a list of schools was prepared – it included the 170 

primary schools teaching Italian at the time (DEECD, 2014b) and the other 414 schools that historically 

had taught Italian. Excluding 116 schools that had closed or merged over time, contact was made with 

the remaining 468 schools to determine the type of languages program(s) offered at each school. 

3.3.1.3 Grouping schools teaching Italian according to regions 

Identifying the schools within each region afforded further information and a useful way of grouping 

schools. By looking at the regions in which the schools were located – North-Eastern (N-E), North-

Western (N-W), South-Eastern (S-E), and South-Western (S-W) – and at the type of languages 

program(s) they provided, further analysis revealed that, since 1991, a total of 468 primary schools had 

taught Italian at some point during this time. Of these schools, 170 were still teaching Italian, 139 had 

changed the language they offered, 159 no longer taught a language and 116 schools had either closed 

or merged. The changes and continuity of programs within each region are summarised in the table 

below. 
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Table 3-2 Primary schools teaching Italian from 1991 to 2013* 

Victorian 
regions 

Schools in 
the region 

in 2013 

No of 
schools** 

Teaching 
Italian 

Changed 
language 

Not 
teaching a 
language 

N-E 397 117  45 (38%) 45 (38%) 27 (24%) 

N-W 343 132  54 (41%) 30 (23%) 48 (36%) 

S-E 399 88  19 (22%) 31 (35%) 38 (43%) 

S-W 398 131  52 (40%) 33 (25%) 46 (35%) 

Total 468 170 (36%) 139 (30%) 159 (34%) 

*(N = 468) 
** Not including 116 schools that have either merged or closed 
Sources: Adapted from LOTE Reports 1991-2013 

As the table above shows, with 54 of the 170 schools teaching Italian, the North-Western Region had 

the highest number of Italian programs and, while a relatively high number of schools no longer offered 

a languages program, over time this region also had the least amount of variation with only 30 schools 

changing their language offerings from Italian to another language. Given this information, it was 

decided that these 132 schools in the North-Western Region were going to be the group from which 

participating schools would be selected. Moreover, whilst no longer operational, the Italian bilingual 

program set-up in the 1980s and the one that was in operation during the 1990s, had both been located 

in the North-Western Region and this was a further reason for selecting schools in this region. 

3.3.1.4 Defining criteria and selecting Victorian schools 

To be able to select a representative sample of schools it was important to gather more information about 

the language programs schools were offering. Initial Web searches provided contact details and the 

overall profile of the 132 schools in the N-W region. Once this information was included in a database, 

each school was contacted by telephone to collect further details. The information gathered directly from 

schools or their websites included details such as – enrolment numbers, the number of years the school 

had taught Italian, if they offered other languages as well as Italian, the time allocation and the type of 

languages program(s), for example, integrated through other curriculum areas or delivered as an elective 

or to specific year levels. Based on the available information, selection criteria were developed, and 

schools were grouped according to these criteria. Whilst the classification of schools was arbitrary, it 

was a way to distinguish between schools that had made a greater commitment and schools that had 

made a lesser commitment to languages education and ‘greater’ and ‘lesser’ consisted, for example, of 

time on task, level of curriculum integration and maintenance. The table below identifies the number of 

schools invited from each of the sub-groups.  
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Table 3-3 Criteria for school selection 

Schools that - … Invite … schools 
1) Offer the most time 3 

2) Have started recently 3 

3) Offer a ‘substantial’ program 3 

4) Offer a ‘less intensive’ program 3 

5) Teach Italian and other languages 2 

6) Teach other languages 2 

7) No longer teach a languages program 2 

Total 18 

A total of 18 Victorian schools from the North-Western Region would be invited to take part in the 

research with fewer schools from the last three groups because a) the pool from which these schools 

were drawn was smaller, and b) the research focused primarily on schools teaching Italian. This number 

of schools and hence possible participants was considered sufficient because Q methodology requires 

only “several respondents, …far fewer than is the case, say, in survey research” (Brown, 1993, p. 104). 

The next step was to group the 132 schools in the North-Western Region according to the seven criteria 

listed above and, from each sub-group, randomly select the required number of schools. The selected 

schools in each of the categories were contacted, firstly by mail and then with a follow up phone call. 

Five schools declined the first round of invitations (one each for Category 1, 2, 3, 4, and 7) and therefore 

four further rounds of invitations were needed before 18 schools agreed to participate in the research. 

Because two of the four schools that had been identified as offering the most time allocation had declined, 

a school encompassing a number of criteria – long established, robust Italian program plus another 

language – was invited and agreed to participate in the research. In addition, the two schools that had no 

languages program when the principals initially agreed to take part in the study had begun a program in 

a language other than Italian – Chinese at one school and Japanese at the other – by the time the data 

collection started. Furthermore, at the beginning of the study there were no Italian bilingual programs in 

Victorian government primary schools but by 2015 a school located in the North-Western Region had 

become the first to implement a bilingual program in the last two decades (Waters, 2015b). Because this 

was an Italian bilingual program and therefore deemed to be an essential component of the research, the 

school was invited and agreed to participate in the study. This brought the number of Victorian sites 

from the original 18 to 19 with: 

• 1 school offering an Italian bilingual program 
• 11 schools offering second languages programs in Italian 
• 3 schools offering Italian and another language or languages 
• 4 schools offering another language (two of these having just begun the language program). 
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3.3.2 Non-Victorian schools 

As commented on earlier, when this study commenced, there were no Italian bilingual programs 

operating in Victorian primary schools. This meant broadening the search for this type of program to 

include other Australian states and territories. Two schools that offer Italian bilingual programs were 

identified – the first in the ACT and the second in NSW – and Web searches indicated there were no 

other Italian bilingual programs in the remaining states and territories. Even though the school in NSW 

is an Independent school that is registered and accredited by the New South Wales Board of Studies, 

given the very small number of schools offering Italian bilingual programs, both schools were 

approached and invited to take part in the research. When contacted, the school in the ACT agreed to 

take part in the research while the school in NSW declined participation.  

Searches of Education Department websites in each state and territory had also identified that some 

schools in South Australia delivered First Language and Maintenance Development (FLMD) programs 

for students of that background or for students using the target language in their home. In 2014, of the 

65 schools offering FLMD programs in South Australia (DECD, 2014a, 2014b, 2015), 12 schools 

delivered FLMD programs in Italian. While these schools offered programs that were not bilingual in 

nature, it was decided to contact them because it was thought that participants from these schools would 

enrich the research and perhaps offer different points of view about languages education given that they 

catered for students with a background in the language, and hence may hold a different philosophical 

stance. 

Similar to the process undertaken with Victorian schools, information gleaned from these schools’ 

websites and a follow-up phone conversation to confirm the details, indicated that some of the 12 South 

Australian schools offered FLMD programs only in Italian, some had FLMD programs in Italian as well 

as one or more other languages and some schools offered Italian both as a first and as a second language 

program. The table below identifies the number of schools in each group. 

Table 3-4 South Australian schools offering FLMD Italian programs  

Type of program Italian FLMD Italian FLMD 
+ 

Italian as L2 

Italian FLMD 
+ 

1 other 
language 

Italian FLMD 
+ 

2 other 
languages 

Total number of schools 3 1 5 3 

Participating in the study - - 1 1 

Sources: Adapted from DECD 2014a, 2014b; Schools’ website and follow-up telephone confirmation 

Hoping to have at least four of the twelve South Australian schools, one from each of the categories, take 

part in the study, the schools were randomly selected and contacted by post and then by telephone. 

Because nine schools declined and one school no longer offered a FLMD program in Italian, repeated 
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invitations were required and ultimately only two of the schools offering FLMD programs took part in 

the research. The first school offered Italian and one other European language, and the second offered 

Italian as well as one other European and one Indigenous language. Features and other aspects of First 

Language and Maintenance Development programs and the analysis of data collected from these two 

South Australian schools are presented in more detail in Chapter 5. 

3.3.3 Overall school participation 

The selection of the 22 schools aimed to provide settings where participants were of relevance to the 

goals of the research and had the potential to hold varying points of view (McKeown & Thomas, 1988; 

Paige, 2014). Whilst the major focus of the research was on Victorian government primary schools, as 

points of comparison a school offering an Italian bilingual program in the ACT and two schools offering 

FLMD programs in South Australia were included in the research. The table below lists the number of 

schools that are part of the study and the type of programs offered. 

Table 3-5 Participating schools and type of program 

States Participating schools - Programs 
Language Bilingual First Language 

Victoria 18 1 - 

ACT - 1 - 

South Australia - - 2 

Total 18 2 2 

3.3.4 Identifying and recruiting participants 

Including people who are likely or expected to hold a different Viewpoint about a topic can be motive 

enough for their inclusion in a study (Cuppen, Bosch-Rekveldt, Pikaar, & Mehos, 2016). Moreover, 

McKeown and Thomas (1988) argue that the selection of participants, or p-set, “can be governed by 

theoretical (persons are chosen because of their special relevance to the goals of the study) or by 

pragmatic (anyone will suffice) considerations” (p. 36, emphasis in original) and both aspects were 

applicable in the considerations underpinning the selection of participants for this study. 

As identified earlier in the review of the literature on factors that influence change within education 

systems (Chapter 2, Section 2.3) the quality of the school program “depends on the school’s leadership 

providing clear direction, active promotion, strong support and sound management” (Browett, 2006, p. 

5). For this reason, Principals were considered a relevant group of participants. However, although 

principals are key members, to be successful, languages programs also need other committed staff 

(Fielding, 2015; Orton et al., 2013). Teaching staff were another relevant group as communication and 

a close and supportive working relationship between language teachers and classroom teachers is 

desirable and necessary when they work collaboratively through a transdisciplinary approach (Browett, 
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2006; Fernandez, 1996). Looking at a whole school perspective, parents also have a significant role in 

the implementation of languages programs and thus were another relevant cohort.  

Inviting only the principals, teachers or parents would have been sufficient if seeking the views of one 

group of participants. However, when considering the research questions for this study, the three cohorts 

were equally important because they are stakeholders and, as suggested in the literature (Australian 

Government, 2014), their views can affect languages programs. Also, ensuring the participants were 

selected from the three cohorts offered “a degree of comprehensiveness not found in samples chosen 

solely on the basis of availability” (McKeown & Thomas, 1988, p. 38). Hence, in the 22 schools 

mentioned above, the sample of the population, or p-set, targeted for this study comprised i) principals, 

ii) classroom teachers, iii) teachers of Italian, iv) teachers of other languages, and v) parents.  

Students are an essential and central part of any school community. Through the analysis of forty years 

of documentation supporting student participation, the Australian Council of Educational Research 

[ACER] (2019) has observed that in the last decade there has been further growth in this area and student 

voice, agency and participation in school policy and practice are recognised. In their role as members of 

Junior School Council (JSC) or Student Representative Council (SRC), elected students discuss issues 

of importance which may include possible changes to procedures and processes at their school. In this 

role, students are encouraged to express their opinions and seek those of others (ACER, 2018), with 

research showing positive outcomes deriving from their participation in decision making (ACER, 2012). 

Often, student voice contrasts with that of adults but its importance should not be dismissed because 

“students bring important and unique knowledge to their partnerships with adults – in ways that change 

and improve education for all students ...not just for those actively involved, on the SRC or JSC” (ACER, 

2018, p. 2, emphasis in original). Moreover, Australian research indicates students have strong 

Viewpoints about languages education (Bonar, 2018; Curnow & Kohler, 2007; Lo Bianco & Aliani, 

2013). This notwithstanding, students from the participating schools were not included in this study 

because the instrument that would be used in the Q sorting activity was considered unsuitable. In this 

study, all participants – principals, teachers and parents – used the same set of cards to complete their 

sorting activity. As the statement on the 48 cards were taken from policy document, the content and level 

of language used were considered too complex for primary school students. Moreover, recent studies 

using Q methodology with primary schools students generally use a smaller number of cards in their Q 

set (Lundberg, de Leeuw, & Aliani, 2020). 

While principals, teachers and parents were invited to take part because of their role within the school, 

pragmatic considerations such as availability and interest in taking part in the research study played a 

big part in participation. Convenience sampling (Fraenkel et al., 2012; Knechel, 2019; Martella et al., 

2013) was utilised and the opportunity to take part in this study was offered to all staff and parents at the 

selected schools. Those who were available and wished to participate in the research were included so 
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that, whilst there was representation from each of these groups, because availability was a criterion that 

played a big part in recruiting participants, the proportion of the p-set is not balanced (Ernest, 2011). A 

total of 104 participants took part in this research and the table below provides an overview of the 

participants in this study. 

Table 3-6 Participants in the research study (p-set) 

Participant in the research study (p-set) 
Participants VIC ACT SA Total 

Principals 14 1 1 16 

Teachers of Italian 11 2 2 15 

Teachers of other languages * 6 - 2 8 

Classroom teachers 19 2 - 21 

Parents 19 1 3 23 

Others ** 15 4 2 21 

Total 84 10 10 104 

* Chinese (=2); French (=1); Greek (=2); Hindi (=1); Japanese (=2) 
** Participants holding either a role different from those listed above or multiple roles – Assistant 
principal (=5); Dual roles, e.g. Principal and Teacher of Italian, Co-ordinator and Classroom teacher, 
Teacher of Italian and Classroom teacher (=14). In South Australia, these participants were 
Intensive English Language (IEL) specialists (=2). 

Participant recruitment commenced in July 2014 when the first round of invitations was posted to the 

selected schools. This was followed by four further rounds of invites in Victoria, and three in South 

Australia, and the data collection phase was completed in November 2015. After contacting the 

participating schools, the next step was to organise an interview with the principal and then a time or 

times for the interested participants to undertake a Q sort activity that required sorters to complete a post-

Q sort recording sheet, as well as a Q sort.  

Opportunities to contact staff and parents for the Q sorting activity were discussed with the principals 

either during the initial telephone conversation or at the time of the interview. To cause the least amount 

of disruption and follow schools’ protocols, it was important to be guided by the principals in setting up 

the next step in data collection. In some schools, the principal wanted to be the one to talk to staff and 

parents about the study, in other schools I presented my research during specially organised meetings, 

while in other settings I prepared information and contact details for the school’s newsletter. Sometimes 

I collected the Q sorting activity data in one sitting with multiple participants taking part at the one time, 

while other times schools required several visits to enable interested people to participate. The locations 

for data collection also varied, generally, participants completed the Q sorts in their school but there 

were instances when they asked to meet in other settings such as at their home or office. Responses to 

my requests were extremely generous and a total 104 participants completed a Q sorting activity. 

Attention is now given to the next step in the research process, that of data collection. 
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 Collecting data 
The data collection for this study involved one central component (the Q sorts) and two complementary 

aspects (interviews and Post-Q sort records). Each of these data collection techniques are explicated 

below. 

3.4.1 Q sorting activity 

With specific reference to their implementation in the current research study, a more detailed account of 

the six steps in Q methodology 1) Concourse, 2) Q sample, 3) P-set, 4) Q sorts, 5) Analysis, and 6) 

Interpretation, outlined earlier in this chapter, is given in the sections that follow. 

3.4.1.1 Generating the concourse 

Starting a Q study requires gathering a comprehensive collection of texts, in the broadest sense, about 

the topic of the research. The discourse, that is “the flow of communicability surrounding any topic is 

referred to as a ‘concourse’ (from the Latin ‘concursus,’ meaning ‘a running together,’ as when ideas 

run together in thought” (Brown, 1993, p. 94), and the statements that participants will sort are drawn 

from this collection. Because the texts that surround a topic do not have to be limited to words and they 

can be gathered from a range of sources (Brown, 1993; Paige, 2014), careful consideration was given to 

this initial step.  

Thinking back to my own teaching, something that had a great impact at the beginning of my teaching 

career were two policy documents published in the State of Victoria. The first, Ministerial Paper Number 

6 (1984), was one of a series of ministerial papers originally published in 1982, and it focused on the 

place of languages in the curriculum and on students acquiring proficiency in another language used in 

the Australian community. The second policy document that influenced my early teaching career was 

originally a discussion paper by the State Board of Education & MACMME, which then became the 

Report to the Minister for Education: The place of languages other than English in Victorian schools 

(1985). The discussion paper and subsequent report aimed at supporting schools implement Ministerial 

Paper Number 6 identifying issues and including recommendations. As newly appointed languages 

teachers, my colleagues and I often referred to these documents as we established and implemented 

languages programs in our schools. Later, when I moved from teaching in the classroom to teaching 

languages via live-to-air interactive broadcasts, I was aware that two other policy documents, the 1993 

LOTE Strategy Plan and the 1994 MACLOTE Report, were further influencing the number of programs 

introduced in primary schools as well as the way languages were delivered. Both documents were 

committed to the extension of languages within the curriculum, identified issues and constraints in the 

implementation of languages programs and, as per earlier policy documents, contained several 

recommendations. These reflections made me realise that policy documents and official departmental 
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publications about languages programs can be very much part of the discussion that, in schools, 

surrounds principals, teachers, the student cohort and their parents.  

In the current study, the topic of interest revolves around languages education and it seemed appropriate 

to draw the concourse directly from policy documents because they form part of schools’ discursive 

reality, reflect both historical and current principles and guidelines common to all schools and offer 

opportunities from which to draw a “ready-made” sample (McKeown & Thomas, 1988, p. 25). Policy 

instruments comprise a range of documents – from directives, to standards, to guidelines and supporting 

documents (Department of Education Training and Employment Queensland [DoEQld], 2010), and in 

this study, a collection of twenty-one national and twenty-three Victorian policy documents spanning 

over thirty years was assembled. Because the primary focus of the research is on Victorian primary 

schools, the inclusion of Victorian policy documents and departmental publications was particularly 

important in the generation of the concourse. Rather than adding policy documents from other Australian 

states, national publications were included because they would provide adequate coverage of the 

discursive diversity present in all states. The late inclusion in the research of South Australian primary 

schools with FLMD programs, however, has meant that unfortunately statements related specifically to 

these types of programs are absent from the concourse. The list of policy documents used to generate the 

concourse is included in Appendix 1. 

A large set of statements which can range from 100 to 300 (Webler, Danielson, & Tuler, 2009) needed 

to be drawn for the documents to move from the concourse to the Q sample. Selecting 265 statements 

from the forty-four policy documents, these statements were opinions rather than facts and covered a 

variety of topic areas such as, for example, the benefits of languages education, the status of languages 

in the curriculum, teacher provision and qualifications, language choice and continuity. The reason for 

choosing these themes was two-fold – they recur at state and national levels (Lo Bianco, 1987b; State of 

Victoria [SoV], 2009, 2010) and are present in the international literature (Baldauf, Kaplan, 

Kamwangamalu, & Bryant, 2013; Driscoll, 2014; Hunt et al., 2005; Mitchell, 2014). There was no 

filtering employed in this initial step and statements were chosen simply because of their link to the 

relevant themes and the research. The table below lists the themes and the number of statements found 

in the policy documents.  
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Table 3-7 Q concourse themes and No of statements for each theme 

Theme # Theme # Theme # 
Administration 3 Extension 2 Outcomes 3 

Asian language 16 Implementation 6 Proficiency 23 

Background 4 Intercultural understanding 10 Quality 6 

Benefits 42 Italian 8 Resources 5 

Bilingual programs 6 Language choice 6 School and community 6 

Commitment 3 Languages education 21 Status 11 

Continuity 15 Literacy 14 Target language 3 

Curriculum 12 Multilingualism 8 Teachers 12 

Engagement 4 Nature of language 3 Time 13 

Total statements = 265 

3.4.1.2 Selecting the Q sample 

A goal of the Q sample is for researchers to identify “a reasonably comprehensive and representative 

selection of a particular population of stimulus elements” (Brown, 1993, 1997; McKeown & Thomas, 

1988, p. 36; Ramlo, 2012). Hence, selecting statements for the Q sample is a task that a researcher must 

undertake “skilfully, patiently and with an appropriate application of rigour” (Watts & Stenner, 2005, p. 

75). Furthermore, the statements in the Q sample need to be meaningful, clearly understood and 

interpreted and be something that participants would have an opinion about (Webler et al., 2009). 

Affording the selection and structuring of the Q sample careful consideration ensures there is a 

comprehensive and representative coverage of the opinions expressed as well as clarity and no repetition 

or redundancy among the selected items. To achieve this in the current research, an Affinity diagram 

(Kent, 2016) was used to logically organise the 265 statements drawn from the policy documents and 

then statements were selected or eliminated according to the criteria above. Whilst the selection of 

statements is to a degree subjective, labelling the statements according to themes gave structure to the 

selection process and assured the Q sample was representative of the larger concourse. The representative 

subset of statements in this study totalled 48 statements and once selected, the Q sample statements were 

randomly numbered and placed on cards ready for participants to sort. The statements of the final Q 

sample are listed in Appendix 2. In the appendix, the references are included with each statement, but 

they were excluded in the cards that participants used in the Q sorting activity.  

3.4.1.3 Choosing the participants (p-set) 

Because the goal of Q is to identify the ‘key Viewpoints’ of a particular group of participants, it is not 

necessary to have large numbers and “studies can be based on relatively few participants (N = 20/40 is 

normal, although effective Q studies can be conducted with even less)” (Watts, 2018, para. 5).  
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In the present study, the principals, classroom teachers, teachers of Italian, language teachers and parents 

were the relevant participants, and 104 respondents took part in the research. Whilst the group of 

teachers who taught languages other than Italian was quite small with only eight participants, the other 

groups ranged from 15 to 23 participants. 

3.4.1.4 Completing a Q sort 

To complete the Q sort in the current research, the participants were given cards that contained the 48 

randomly numbered statements in the Q sample and, as a first step they were asked to sort these cards 

into three piles – what was important to them, what was not and what they were unsure or neutral about. 

They were then asked to rank the cards according to the degree that each statement was most important 

or most unimportant to them and place the statements in a fixed- or forced-distribution pattern.  

Prior to a Q sorting activity, the statements in the Q sample do not have a value linked to them. Each 

statement has the potential to become positive or negative depending to the value assigned to it by the 

participants. By placing statements on the outer most sections of the grid (in this case, columns +5 and -

5), sorters indicate which statements have greatest importance to them. It is through this process of 

sorting, and where participants decide to place each statement on the grid, that “what was before 

indeterminant now becomes determinant, and what was a zero state becomes the state representing the 

sorter’s interpretation of them” (Stricklin & Almeida, 2010, para. 3). The grid on which participants 

placed the cards followed the pattern depicted below:  

Table 3-8 Q sort grid 
What is most unimportant to me    What is most important to me 
-5 -4 -3 -2 -1 0 1 2 2 4 5 
           
           

[2]          [2] 
 [3]        [3]  
  [4]      [4]   
   [5]    [5]    
    [6]  [6]     
           
     [8]      

Participants were reminded that the sorting activity aimed at capturing their personal Viewpoint about 

languages education and, as such, there was no ‘right’ or ‘wrong’ answer. However, while the rank 

ordering of the statements would generate a Q sort that would be uniquely theirs and represent their own 

Viewpoint about languages education, through the analysis of the Q sorts the research would also aim to 

identify key Viewpoints about this topic.  
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3.4.1.5 Analysing Q sorts 

In this study, after participants organised the statements to reflect their Viewpoint about languages 

education, the completed Q sorts were entered in PQMethod (Schmolck, 2014). PQMethod is a free 

statistical package specifically created to analyse Q methodology data and is, being purposefully built, 

an appropriate software program to analyse Q sorts (Brown, 1980). The package enables researchers to 

enter the Q sorts, it calculates correlations between the sorts which can then be analysed using either 

Centroid or Principal Component analysis and then rotated either manually or using Varimax. Factors 

are then defined or ‘flagged’ either automatically or by the researcher, and the analysis produces a 

comprehensive report with a range of tables that show factor loadings and scores (Schmolck, 2014).  

Rather than analysing the 104 Q sorts together, a decision was made to divide them into two groups 

Cohort 1) the 94 sorts from participants in two schools that offered Italian bilingual programs and 18 

Victorian schools offering second language programs, and Cohort 2) the ten sorts from the two South 

Australian schools offering FLMD programs. 

For both cohorts, after each of the Q sorts was entered separately and assigned a code, an analysis was 

undertaken in line with procedures detailed in Brown (1980), McKeown and Thomas (1988) and Watts 

and Stenner (2012). It is aspects of the outputs and the decisions made through these procedures that are 

discussed below. 

As mentioned earlier in this chapter, an initial routine in the PQMethod procedures is to generate a 

correlation matrix using Principal Component Analysis (PCA) which is one of the two alternative 

options available for extracting unrotated factors (Schmolck, 2014). The matrix table shows the 

coefficients from all the Q sorts and is used to identify the degree of agreement and disagreement 

between each sort (An abridged version of the correlation matrix for the first cohort appears in Table 

4.2). A perfect correlation “is an extremely rare event” (Brown, 1993, p. 107) but, with a coefficient 

closer to zero indicating less of a relationship between variables, a coefficient of 1.00 representing a 

perfect match and a negative sign signifying the variables are inversely related, it is possible to identify 

similarities and differences between respondents (Rummel, 2002; Watts & Stenner, 2012). These 

similarities and differences in the ranking emerge because Q sorts will: 

fall into natural groupings by virtue of being similar or dissimilar to one another. If two people are 
like-minded on a topic, their Q sorts will be similar, and they will both end up on the same factor. 
(Brown, 1980, p. 208)  

Formulas are available to calculate if the correlation is substantial or not, for example, using the 

expression “1/(SQRT(N)), where N is the number of statements” (Brown, 1993, p. 109) will identify the 

standard error and a correlation that is approximately twice or 2.5 times the standard error is considered 

statistically significant. In this study, applying the formula generated a standard error of 6.94 and so a 
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correlation between 28 and 35, regardless of the sign, was regarded as statistically significant. However, 

while the correlation matrix shows the basic mathematical relationship between the Q sorts (Stricklin & 

Almeida, 2010), the rankings correlated in the matrix need to be factor analysed so that factors 

representing a group or cluster of people who have ranked the statements in a similar way and hence 

share a similar perspective about the issue under consideration can emerge (Brown, 1993; Stephenson, 

1953; Watts & Stenner, 2012). For this reason, the table is often of little interest because “the correlation 

matrix is simply a necessary way station and a condition through which the data must pass on the way 

to revealing their factor structure” (Brown, 1993, p. 110).  

The next routine in the PQMethod program reduces the data from all the correlated Q sorts “by means 

of a by-person principal component analysis” (Stenner, Watts, & Worrell, 2008, p. 225). The default 

number of factors that PQMethod can extract is seven and “it’s certainly a sensible ballpark figure from 

which to start” (Watts & Stenner, 2012, p. 106, emphasis in original). Making decisions about the 

number of factors for extraction is not easy and the basis for the decision can vary depending on the 

theoretical basis and purpose of the research (Stricklin & Almeida, 2010) or on the experience of the 

researcher (Brown, 1980).  

Notionally, there could be as many perspectives as there are Q sorts, but “we are rescued from the virtual 

infinity of idiosyncratic interpretation … by virtue of the fact that readers tend to coalesce around a more 

limited number of interpretations” (Brown, 1980, p. 146) and the PQMethod program extracts a 

restrained number of unrotated factors whose eigenvalues are of some significance when deciding how 

many factors should be kept for rotation (refer: Table 4.3 and Figure 4.1). Even though eigenvalues can 

be considered of little usefulness in Q studies because they can lead to the extractions of large number 

of factors which can be meaningless while other more salient factors are not included because they have 

an eigenvalue of less than 1.00 (Brown, 1980), eigenvalues are still widely accepted as a way to identify 

which factors to focus on in a study. They provide similar information about communality but, rather 

than communality about Q sorts, it is communality about factors (Watts & Stenner, 2012). Generally, 

the first factor represents the strongest view with subsequent factors becoming less significant and so, 

eigenvalues are often used to make decisions about factor selection when reducing the number of factors 

and, using the Guttman-Kaiser criterion as a predictor (Watts & Stenner, 2012), values that are greater 

than 1.00 are considered significant when identifying well defined factors (Barry & Proops, 1999; 

McKeown & Thomas, 1988). Unrotated factors express the most general patterns or relationships in the 

data (Rummel, 2002). 

Another aspect that can guide decisions about how many factors should be kept, is Variance. To account 

for total variability, there are three types of variance 1) Common variance, 2) Specific variance, and 3) 

Error variance (Kline, 1994; Watts & Stenner, 2012). In relation to a Q study, the first form of variance 

is the percentage or proportion of aspects in a Q sort that are common to the group. The second type is 
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the variance that is linked to a particular Q sort or individual and the third type of variance measures the 

degree of internal error which is a portion of the variance that is caused by extraneous variables (Colman, 

2015). In factor analysis, the first factor will generally have the highest percentage of variability which 

will decrease in subsequent factors (refer: Table 4.3 and Table 4.4). Because the factors extracted should 

explain a high proportion of the variance in the study, one approach is to include a solution where the 

factors have relatively high variance because “when, as is usual, only some of the factors are extracted 

the more variance which the factors explain the better” (Kline, 1994, p. 37) and “anything in the region 

of 35-40% or above would ordinarily be considered a sound solution on the basis of common factors” 

(Watts & Stenner, 2012, p. 105). 

Choosing the number of factors to be extracted and, in this research, using Principal Component 

Analysis (CPA) followed by Varimax rotation, generates factor loadings, expressed as correlation 

coefficients that denote the degree in which each Q sort correlates with each of the factors. Higher 

loadings indicate who loads on which factor and a positive loading will point to respondents who share 

this Viewpoint whilst a negative loading will be indicative of participants rejecting this perspective 

(Newman & Ramlo, 2010; Ramlo & Berit, 2013). Sorters who load on the same factor will have a 

common, shared perspective. Associating participants’ Q sorts with a factor requires entries to be 

flagged to define the factors and this can be done automatically by letting the program calculate the level 

of significance and pre-flag the factors, or it can be done manually by checking each entry to see if it 

has a statistically significant loading. In this study, while “factor loadings in excess of ±0.50 can be 

considered significant” (Brown, 1993, p. 112), for manual flagging, with 48 items representing the Q 

set and by using the equation “2.58 x (1/√No. of items in the Q set)” (Watts & Stenner, 2012, p. 198) to 

calculate the significant factor loading for the current research, generates a significant loading of ±0.38 

(refer: Appendix 5 and Table 5.3). 

Preparing an estimate of each factor needs to be done to identify and interpret the Viewpoints. Factor 

arrays calculate what is typical of each factor to show how people hold similar or divergent Viewpoints 

and create an arrangement that exemplifies the view shared by the respondents (Paige, 2015). At an 

individual level, the subjective Viewpoint of each participant is represented by the way they arrange the 

statements on the grid when performing a Q sort. At a collective level, to enable factors to be interpreted, 

an estimate or composite of each factor needs to be created. This is achieved by merging Q sorts that 

statistically define and represent each factor and producing composite Q sorts for each factor. The factor 

arrays that are produced can then be used for interpretation (Lee, 2017; Stenner et al., 2008). Rather than 

factor loadings “the factor arrays are composed of the scores associated with each statement within each 

of the factors, and these scores provide the basis for factor interpretation” (Brown, 2008, pp. 5-6) (refer: 

Table 4.6 and Table 5.4). Based on the scores, the statements are arranged in the same form as the 

original Q sort distribution to develop a single factor array for each factor, in the case of the current 

study with rankings ranging from +5 to -5, and it is these factor arrays or best-estimate Q sorts that are 
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traditionally used to interpret the factors (Lee, 2017; Stenner et al., 2008) although “in truth, however, 

it isn’t necessary to create these factor arrays at all” (Watts & Stenner, 2005, p. 140) because statistically 

the creations of the factor arrays involves the loss of some information and the interpretation of factors 

can be carried out by referring to the z scores.  

3.4.1.6 Interpreting factors 

The factors that emerge from the analysis are the result of the participants themselves taking part in the 

sorting activity rather than built-in definitions and this is: 

a complete contrast to traditional R psychometrics where the meanings of items and their 
interrelationships are normatively pre-set, for example once ‘refined’ it is held that a scale 
measures, say, extroversion and it is predefined that extroverts will agree with certain items and 
disagree with others. (Stainton Rogers, 1995, p. 191)  

In Q methodology, the interpretation of factors can be complex because “statements can, and frequently 

do, take on different meanings to different people, and to the same people in different settings, as 

opposed to scale items carrying meanings that have been established a priori” (Brown & Good, 2010, p. 

1154). At the interpretation stage, rather than factor loadings identifying which Q sort loads on which 

factor, Q methodology focuses on factor scores that associate each statement to a factor, revealing 

subjective Viewpoints about the topic under discussion and providing the basis for the interpretation of 

each factor (Brown, 2008), which in the case of the participants in this research, is the interpretation of 

Viewpoints about languages education found among educators and parents in primary schools offering 

languages programs. 

Interpreting the factors that have emerged from a study involves the crafting of a summarising 

description for each of the factors considering the context of the sort as a whole so that the subjective 

Viewpoint contained in each emergent factor can be expressed holistically (Stenner et al., 2008). In the 

process of interpretation: 

Usually, the statements ranked at both extreme ends of the composite sort of a factor, called the 
characterising statements, are used to produce a first description of the composite point of view 
represented by that factor. The distinguishing and the consensus statements can be used to highlight 
the differences and similarities between factors. Finally, the explanations Q sorters gave during the 
follow-up interview can be helpful in interpretation of the factors, in ex-post verification of the 
interpretation, and as illustration material (sometimes a single quotation says it all). (van Exel & 
de Graaf, 2005, p. 10) 

The final step in the current study adapted a “Crib Sheet System” (Watts & Stenner, 2012, p. 150) as a 

tool to gain a better overview of the factors leading to a more holistic interpretation (refer Appendix 12 

and Appendix 24). The analysis and interpretation of the factors that indicate the shared perspectives for 

the two cohorts of participants are detailed in Chapters 4 and Chapter 5. 



Chapter 3: Researching Viewpoints 

Renata Aliani (2020) Sì, tanti ma non bilingui 98 

3.4.2 Post-Q sort questions 

Because including qualitative comments made by participants can considerably enhance the 

interpretation of factors, “it is important to note that a completed Q sort should be followed where 

possible with an interview so that the Q sorter can elaborate his or her point of view” (Brown, 1993, p. 

106). Since in some of the research settings multiple participants completed a sort at the same time, it 

was not possible to include a one-to-one post-Q sort interview. For this reason, rather than an interview, 

participants were asked to complete a recording sheet once they had finished their sort. This enabled 

each participant to provide qualitative comments at their own pace and in their own time. A copy of the 

post-Q sort recording sheet is included in Appendix 3. 

The post-Q sort recording sheet incorporated a grid where participants recorded the placement of the 48 

statements by writing the corresponding number in the appropriate place on the grid with the researcher 

confirming the accuracy of the notation. As well as some demographics, the recording sheet also asked 

several questions. Firstly, asking participants to give the reasons why some statements were placed at 

the outmost poles of the grid. Then the questions revolved around the languages program(s) in place at 

the school and participants were asked to identify positive aspects, possible challenges and one aspect 

they would have liked to change. Finally, the last question required participants to describe their ‘ideal’ 

languages program. Although it was not included in the original recording sheet, because this was often 

part of the discussion, parents were asked to record the gender and age of their children as well as the 

year levels they were enrolled in. The details written in the post-Q sort recording sheet were entered in 

Excel so that these rich details could be easily accessible and could be used to complement the analysis 

of the Q sorts.  

The rich data that formed the responses to each of the post-Q sort question were examined for common 

aspects reflective of categories or themes and then labelled. Refining and narrowing this initial coding 

to a smaller number of core categories supported the analysis and facilitated the exploration of multiple 

theoretical ideas. 

3.4.3 Interviews 

Semi-structured interviews allow for some flexibility and offer the researcher the opportunity to ask 

follow-up questions, seek clarification and prompt participants towards more open-ended responses 

(Fraenkel et al., 2012; Johnson & Christensen, 2008). Because it was important for certain topics to be 

covered whilst still maintaining the freedom and flexibility to pursue areas emerging during the course 

of the interviews, semi-structured interviews were conducted with the principals (or their delegate) in all 

but one of the participating schools where there had been a change of principals during the period of data 

collection. In keeping with the focus of the research, the design of these interviews aimed to gain an 

account of current offerings, provide a profile of the school, give the background and details of the 
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current languages program(s), identify features that affect either positively or negatively on languages 

programs, discuss what makes a ‘quality’ languages program and outline plans for the future. Ten 

questions created the common framework of the interview brief. The first question sought to collect more 

statistical details to provide a brief overview of each school. While perhaps much of this information 

could have been accessed from each school website, the initial question was included to break the ice 

but also to provide details that could allow a quick comparison between sites (Refer to Appendices 

Chapter 6 – A41-A48 for the summary of this information). Because languages have been part of the 

Victorian primary school curriculum for many years, the second question aimed at identifying when the 

program began, the changes that might have occurred over time and why Italian or another language had 

been selected. The next two questions asked the interviewees to describe the current implementation and 

aims of the program. The participants were able to respond in their own words to the pre-determined 

questions and the semi-structured design allowed additional responses and follow-up questions 

(Merriam, 2009; Patton, 2002). Because many features impact how languages programs are delivered 

(APAPDC, 2002; Erebus Consulting Partners, 2002a, 2002b; Fielding, 2015; Vardon & Mackerras, 

1998), to ensure these aspects were adequately covered in the interviews, principals were also asked to 

rank-order two lists. The first list included features or issues that may affect languages programs and the 

second included aspects that may assist in sustaining these programs. Detailed below are the two lists 

and the interview guide is included in Appendix 4. 

Table 3-9 Features affecting or sustaining languages programs 

Features 
Impacting on languages programs Sustaining languages programs 
- Choice of language 
- Continuity between primary and 

secondary 
- Perceived benefits and significance of 

the language 
- Presence of background speakers 

- Resourcing 
- Teacher availability 

- School commitment 
- Community support 

- Opportunities to extend the learning of 
languages and for students to develop 
proficiency 

- A supportive and informed school 
community/context 

- An integrated and incorporated language 
program 

- The presence of rationale and outcomes 
- Access to adequate resources 

- Continuity 
- Quality teaching 

- Evidence of progress and proficiency 

Sources: Adapted from APAPDC, 2002; Erebus Consulting, 2002; Fielding 2015; NALSAS, 
1998 



Chapter 3: Researching Viewpoints 

Renata Aliani (2020) Sì, tanti ma non bilingui 100 

Each interview took between 45 and 60 minutes and was conducted at a time and place that was 

convenient to the participants. Some hand-written notes were made during the interview process, but this 

was kept to a minimum consistent with GT guidelines. With the participants’ permission, each interview 

was recorded using a digital recording device.  

One of the twenty-two principals declined to be interviewed and no replacement was suggested. For the 

others, even though the initial request mentioned an interview with the principal, in two cases this was 

not possible and representatives, suggested by the principal, were interviewed in their place. Moreover, 

in five schools the principal invited others to be part of the interview, usually because they wished to 

give a more comprehensive picture or a historical perspective so that participants in the group could 

“make additional comments beyond their own original responses” (Patton, 2002, p. 386).  

Because it had become increasingly difficult to organise a suitable time for a person-to-person interview, 

one principal responded in writing to the 11 questions listed in the Interview guide for principals emailed 

to them. Whilst Follow-up, probing and interpreting are three types of questions that can be used in 

interviews (Kvale, 1996; 2007), one of the underlying drawbacks with written responses is that it is not 

possible to question the participant further (O'Toole & Beckett, 2012). In addition, differences have been 

noted in the response quality between face-to-face and written questions and this has been attributed to 

the fact that participants may be engaged in multiple tasks beside responding to the interviewer’s 

questions (Heerwegh, 2009). This notwithstanding, emailing the questions meant this principal was able 

to answer them even if the researcher was not able to elicit more detailed and descriptive data using 

prompts. The table below indicates the participants who took part in the interviews.  

Table 3-10 Interview participants 
Schools Interview participants 

Principal Others 
School 1 Principal Assistant Principal;  

Coordinator 
School 2 Principal – Via email 

 

School 3 Principal Assistant Principal;  
Italian Teacher  

School 4 Principal 
 

School 5 Principal Italian Teacher 
School 6 Principal 

 

School 7 Principal 
 

School 8  Coordinator;  
Italian Teacher 

School 9 
 

Assistant Principal 
School 10 Declined 

 

School 11 Principal 
 

School 12 Principal 
 

School 13 Principal 
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School 14 Principal 
 

School 15 Principal 
 

School 16 Principal 
 

School 17 Principal 
 

School 18 Principal 
 

School 19 Principal 
 

School 20 Principal 
 

School 21 Principal Italian Teacher;  
LOTE teacher 

School 22 Principal Assistant Principal;  
Italian Teacher;  
Parent 

Following the steps outlined as the stages of interview research which comprise 1) Thematising, 2) 

Designing, 3) Interviewing, 4) Transcribing, 5) Analysing, 6) Verifying, and 7) Responding (Kvale, 

2007, pp. 35-36; Kvale & Brinkmann, 2009), each interview was fully transcribed and then coded to 

identify major themes emerging from the data. The transcribed interviews were analysed using 

NVivo12™, a computer software package that enable the researcher to easily organise and analyse the 

text and thus to allow for systematic and effective identification of categories and sub-categories. 

Although the transcripts are not included as attachments, the responses were utilised together with the 

other complementary data collected through the post-Q sort recording sheet, to support, verify or 

illustrate the interpretation of the factors identified by the analysis of the Q sorts.  

 Ethics approval 
Researchers have the responsibility to consider issues of ‘right’ and ‘wrong’ and ensure that all aspects 

of the research are carried out ethically (Flick, 2007; Frankel et al., 2006). Approval to carry out this 

study was sought and gained from the institutions and departments listed below, in line with university 

policy and the principles of sound ethical research process: 

University of Melbourne (on 14 April 2014, ID No 1341027) 

Department of Education and Early Childhood Development (on 30 April 2014, Edutrack No 
1288725) 

ACT Government Education and Training (on 30 May 2014, Reference No 2013/0082-1) 

Government of South Australia Department for Education and Child Development (on 15 January 
2015, DEC CS/14/313-17) 

A research proposal form was competed on 20 February 2014 for approval by the NSW Government 

Education & Communities (SERAP Number 2013237) but was not required as the targeted school in 

this state was an independent school and not a government school as initially believed. As no NSW 
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government public school was involved in the project, an ethics application was not required for this 

state and it was possible to contact the school in NSW directly. 

After receiving approval from each jurisdiction, permission to carry out the research in schools was 

sought from the participating principals. Information about the purpose of the research was made 

available to participants through a Plain Language Statement and the consent forms included details 

about requirements, confidentiality, security measures and how participants could withdraw from the 

project.  

 Chapter summary  
The third chapter in this mixed method study has presented an overview of the research method. The 

steps that are part of Grounded Theory were outlined as principles of GT were helpful in relation to the 

data collection process and the analysis of semi-structured interviews and qualitative data collected after 

the Q sorting activity. Furthermore, this chapter has shown how Q methodology was used to identify the 

Viewpoints about languages education that are present in school communities. The essential steps that 

are part of Q methodology were identified and their application to this research articulated. Details of 

the ethics approvals gained to conduct this research were also outlined. This third chapter has provided 

an overview of the research design and techniques used to collect the data prior to analysis, which is the 

topic of the chapters that follow. 
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Overview 
 

Summary Outline 
 
This chapter focuses on the analysis and interpretation of 
data and its purpose is to provide a detailed account of the 
analysis process and findings.  
Focusing on participants in bilingual and second language 
programs, the chapter presents the routines and decisions 
that are part of the analysis process and the results from the 
analysis of the Q sorts. Combining the Q sort data with 
qualitative data from the post-Q sort survey further enriches 
the emerging detailed descriptions of the Viewpoints about 
languages education. 
 

 
 Introduction 
 Analysis – Routines, outputs and decisions 

o Correlations 
o Eigenvalues 
o Variance 
o Flags 
o Arrays 

 Interpretation – Characterising, distinguishing and the 
gestalt 

o Characterising statements 
o Consensus statements 
o Distinguishing statements 
o A gestalt interpretation 

 Viewpoints - Languages education 
o Viewpoint 1 – Advocacy 
o Viewpoint 2 – Steady state 
o Viewpoint 3 – Go Asian 
o Viewpoint 4 – English first 
o Viewpoint 5 – Back them 

 Chapter summary 
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 Introduction 
People do not develop opinions about issues in isolation. Rather, viewpoints are the 
result of how our thoughts on a range of issues come together to form an opinion about 
a specific issue. Whereas a survey may reveal groupings of respondents who generally 
agree on an issue, Q methodology helps researchers understand how respondents arrive 
at their viewpoints — differences in the range of factors that inform their thinking about 
the issue. Understanding individual viewpoints can highlight common ground between 
groups we may otherwise mistake as being in total disagreement with one another. (Lien, 
Ruyle, & López-Hoffman, 2018, para 7) 

The previous chapter justified the choice of Q as the methodological approach utilised in this research 

and described the research design and data collection processes. It also provided information about the 

steps that are part of Q methodology in general and more specific details that are relevant to this research 

as well as particulars from the complementary research techniques used for data collection. From the 

very beginning: 

The process of Q-sorting is a wholly subjective one, in the sense that it represents the sorters' point 
of view. As such, issues of validity fade. The factors that emerge are manifest categories of the 
subjectivity at issue. Interpretation of the factors is in the hands of the investigator, but he or she is 
constrained by the data, that is, the interpretation is driven by discovery, and not by ascribing an a 
priori meaning to the stimulus items as in conventional scaling theory. (Rhoads, 2014, p. 9) 

The current chapter is one of three that presents the data and its analysis. The first two – Chapter 4 and 

Chapter 5 – present the routines and decisions that are part of the analysis process and the results from 

the analysis of the Q sorts. Q sort data is combined with qualitative data from the post-Q sort survey 

which complements and enriches the detailed descriptions of the emerging Viewpoints. These two 

chapters answer the second research question, that of identifying Viewpoints in schools that offer 

different types of languages programs. Chapter 6, the third data chapter of the thesis, brings together 

data from interviews and comments about languages education and programs that participants have 

made in their post-Q sort survey to ascertain possible links between Viewpoints and types of programs. 

The third data chapter also uses visual representations to highlight what participants identify as positive 

aspects or challenges.  

The current chapter focuses specifically on a cohort of eighteen schools delivering second languages 

programs and two schools offering bilingual programs in Italian. The chapter provides a detailed picture 

of the Viewpoints about languages education held by principals, teachers and parents in these schools. 

It includes three sections to present a comprehensive picture of this component of the analysis and 

findings. The first section illustrates the analysis stage and provides information about the steps that are 

part of Q methodology and the considerations given to each aspect of the analysis. The second section 

includes the data records that have provided the basis for the interpretation and each one is discussed in 

general terms and then explicitly linked to this research. The third section reveals the Viewpoints about 
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languages education derived from the analysis of the Q sorts and found amongst this cohort of 

participants. The descriptions of these Viewpoints are augmented by the inclusion of quotes from the 

participants’ comments collected during the Q sort activity. Direct quotes have been attributed to the 

participants using a code that identifies 1) School No, 2) Q Participant No, 3) Role and 4) Gender. 

 Analysis: Routines, outputs and decisions 
To provide answers to the second research question in this study, that is, to identify the Viewpoints held 

by educators and parents about languages in primary schools that offer different models of languages 

programs, participants ranked 48 statements that had been selected to exemplify the breadth of the 

conversation around languages education in Australia (refer: Appendix 2). Of the 20 schools in this 

cohort, 18 offered second language programs and two delivered Italian bilingual programs. The 94 

participants comprised 15 principals, 13 teachers of Italian, 6 teachers of other languages, 21 classroom 

teachers, 20 parents and a group of 19 participants that have been labelled as ‘Other’. The participants 

in this last group included Assistant Principals, Teaching Assistants and staff holding dual roles such as, 

for example, teacher of Italian and classroom teacher or coordinator and classroom teacher. These details 

are outlined in the table below.  

Table 4-1 Type of programs and role of participants 

 Type of programs and role of participants 
 Principals Teachers Other** Parents 

Italian Languages* Classroom 

L2 Programs (N=18) 13 8 6 18 15 16 

BL Programs (N=2) 2 5 - 3 4 4 

Total 15 13 6 21 19 20 

* Chinese (2); French (1); Greek (1); Japanese (2) 
** Participants holding either a role different from those listed above or multiple roles – Assistant 
principal (5); Dual roles, e.g. Principal and Teacher of Italian, Co-ordinator and Classroom 
teacher, Teacher of Italian and Classroom teacher (14) 

The Q sorts completed by the 94 participants were the raw data entered in the PQMethod program for 

analysis. As outlined in in the previous chapter, the analysis of Q sorts creates a variety of data and it is 

aspects of the outputs and the decisions made through these procedures for this specific cohort of 

participants that are discussed below.  

4.2.1 Correlations 

Through the Q sorting activity, respondents provide their own subjective ranking to each of the 

statements or items and in this study no two Q sorts were the same. The coefficients show the 
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relationship between any two sorts, can range from +100 to -100 and the table below shows an abridged 

version of the correlation matrix from the ninety-four participants in this cohort. 

Table 4-2 Correlation matrix between sorts (abridged) 

Abridged correlation matrix - Second language and Bilingual programs cohort 

Participant 1 2 3 … 45 46 47 … 71 72 73 … 92 93 94 

1 100 43 51 … 44 25 12 … 41 34 15 … 25 9 49 
2 43 100 38 … 59 24 33 … 47 31 23 … 25 14 57 
3 51 38 100 … 54 18 -2 … 32 39 -4 … 49 3 32 
… … … … … ... … … … …   … … … … 
45 44 59 54 … 100 30 44 … 59 45 17 … 29 4 53 
46 25 24 18 … 30 100 16 … 52 28 39 … 17 28 20 
47 12 33 -2 … 44 16 100 … 43 18 4 … 14 28 21 
… … … … … ... … … … … … … … … … … 
71 34 53 38 … 37 22 32 … 100 71 45 … 32 24 48 
72 49 60 60 … 58 43 27 … 71 100 53 … 35 12 47 
73 56 47 31 … 41 33 27 … 45 53 100 … 21 14 58 
… … … … … … … … … … … … … … … … 
92 25 25 49 … 19 17 14 … 27 29 12 … 100 19 12 
93 9 14 3 … 4 28 28 … 5 12 1 … 19 100 15 
94 49 57 32 … 53 20 21 … 41 43 29 … 12 15 100 

In the report generated by PQMethod, the correlation matrix includes data from all the completed Q 

sorts and given the number of participants in this component of the research, measures 94x94. 

4.2.2 Eigenvalues 

Eigenvalues are used to calculate the variance of each factor. When making decisions about the number 

of factors to keep, in R methodology eigenvalues that are greater than 1.00 are deemed to be significant 

even if, in Q methodology, a lower eigenvalue does not mean the factor will be discarded (Coogan & 

Herrington, 2011). The table below lists the eigenvalues for the first ten unrotated factors in the analysis 

of the Q sorts for this cohort of 94 participants and shows they are all greater than 1.00.  

Table 4-3 Eigenvalues and percentage variance 

Factors 1 2 3 4 5 6 7 8 9 10 

Eigenvalues 35.00 6.48 4.41 4.01 3.02 2.88 2.45 2.38 2.31 2.07 

% Variance 37 7 5 4 3 3 2 2 2 2 
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As the table above shows, the first unrotated factor has an eigenvalue of 35.00, the second has an Eigen 

of 6.48, the third a value of 4.41, the fourth a value of 4.01, the eigenvalues for the fifth and sixth factors 

are 3.02 and 2.88 while the values for the last four factors are 2.45, 2.38, 2.31 and 2.07 respectively. 

A scree test involves plotting eigenvalues on a line graph so that they can be used to create scree plots 

used to visually identify the degree of variability linked to each factor (Watts & Stenner, 2012). 

 
Figure 4:1 Scree plot of eigenvalues 

The scree plot above was created with the eigenvalues (on the y-axis) from each of the ten unrotated 

factors (on the x-axis) and it shows the curve starting to level off after Factor 6 suggesting the possibility 

that three-, four-, five- or six-factor solutions could be considered when deciding how many factors to 

extract for this cohort of participants.  

4.2.3 Variance 

On the premise that a variance of around 35-40% can be considered a sound result in the selection of 

factors, a range of possible solutions were explored as outlined in the table below. 

Table 4-4 Three- to six-factor solutions 
Three-factor solution    

Factors Factor 1 Factor 2 Factor 3    
% Explained variance 19 12 17    
A three-factor solution explains 48% of variance    

Four-factor solution   
Factors Factor 1 Factor 2 Factor 3 Factor 4   
% Explained variance 22 12 12 7   
A four-factor solution explains 53% of variance   
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Five-factor solution  
Factors Factor 1 Factor 2 Factor 3 Factor 4 Factor 5  
% Explained variance 18 10 12 6 10  
A five-factor solution explains 56% of variance  

Six-factor solution 
Factors Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 Factor 6 
% Explained variance 23 10 11 6 4 5 

A six-factor solution explains 59% of variance 

By considering the variance explained by the rotated three-, four-, five- and six-factor solutions, it 

appeared that the six-factor solution had the strongest first factor and the highest percentage of explained 

variance overall, so it was this solution that was considered first in the flagging of factors as one that 

could provide sound results.  

4.2.4 Flags 

To define a factor, the entries can be flagged automatically or manually. It was decided to test both 

alternatives. Looking more closely at the 6-factor solution after the program carried out a pre-flagging 

routine it was possible to see that only one participant loaded on Factor 5. As Q specialists generally 

advise to ensure a factor interpretation is not derived from only one defining sort and because a factor 

estimate should include at least two if not three sorts (Watts & Stenner, 2012), the six-factor solution 

was re-examined. To learn more about the data, manual flagging was carried out and because the one 

participant pre-flagged by the program on Factor 5 (+0.60) also had a high loading on Factor 2 (+0.50) 

this made the sort confounded. A Q sort that has high loadings on two or more factors is said to be 

confounded and “typically, confounded Q sorts are not used in the construction of any of the factor 

estimates” (Watts & Stenner, 2012, p. 129). Having no sorts loading on Factor 5 consequently generated 

an empty factor and so the six-factor solution was abandoned and the next alternative, with five factors 

explaining 56% of variance, was considered initially by using the automatic pre-flagging and then, as 

an alternative, by flagging items that had a loading of or in excess of ±38 which, as mentioned in the 

previous factor was the significant factor loading for the current research. The table below lists the 

results for both flagging of factors. 
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Table 4-5 Comparison of two five-factor solutions 

Factors 
No. of sorts 

automatically  
pre-flagged 

No of sorts at 
±38  

significant 
loading 

Factor 1 28 20 

Factor 2 11 15 

Factor 3 10 10 

Factor 4  5  3 

Factor 5  7  7 

Confounded   8 40 

Non-significant 25  1 

Both solutions had multiple sorts loading on all the five factors. The first alternative accounted for sixty-

one sorts while the second accounted for fifty-five. The first option included more non-significant sorts, 

that is, sorts that do not load significantly on any of the factors, while the second alternative included 

more confounded sorts with some loading significantly on two or three factors. Checking the four- and 

three-factor solutions showed similar patterns, so the focus remained on the 5-factor solution with the 

decision made to opt for a significant loading of ±38. The reason for this being that while factors identify 

pure and separate strands of behaviour which through the factor estimates will reveal a coherent and 

separate Viewpoint, a confounded factor loading shows participants who, perhaps because of their 

experiences, share multiple perspectives (Mauldin, 2017). So, although confounded sorts, just like non-

significant sorts, are not used to produce a factor estimate which is automatically generated by the 

program (Stricklin & Almeida, 2010; Watts & Stenner, 2005), the groups of participants who had a 

confounded Q sort and loaded on multiple factors might have had their own ‘shared multiple 

perspectives’. Rather than being ignored, these sorts seem to warrant separate investigation. With this 

in mind (even though the second alternative accounted for slightly fewer Q sorts overall), the factors 

were flagged manually with the significant loading of or in excess of ±38 and the table containing the 

coefficient factor loading matrix with an X indicating a defining sort is included in Appendix 5.  

However, to be able to most effectively interpret the factors, knowing the coefficients of these defining 

sorts is of little value and that it is far more relevant for the shared perspectives of the people whose Q 

sorts are highly correlated on the same factor to be revealed. This is achieved by creating an idealised 

sort that brings together and represents the shared Viewpoint associated with the factor (Schmolck, 

2014). The creation of a factor score array for each of the factors is the final step in the statistical 

procedures used in Q and this stage can only be reached and the final report for the Q study created after 

the previous routines have been completed. 
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4.2.5 Arrays 

Before each factor can be interpreted, it is usual to create a factor array to show the Viewpoint expressed 

by that factor. The table below illustrates the position of each item, or statement, for each factor array. 

The rankings listed under the headings for Factors 1 to 5 indicate where an item appears in the factor 

array for each factor and the Z-scores for each statement are also listed. The table shows that 1) there 

are no consensus statements, that is, items that do not distinguish between any pair of factors and have 

been given the same ranking by all the five factors; 2) the distinguishing statements, which are the items 

that distinguish each factor from the others, have been marked with a cross (†); and 3) for brevity, the 

statements included in the table below have been truncated but Appendix 2 contains the list of items in 

full. 

Table 4-6 Placement of each statement in the factor arrays and Z-scores 

# Statements Factor rankings and Z-scores 

Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 

1 Schools should draw on the widest 
possible range of resources … 

-2 -1.07 +2 1.25 +3 0.96 -1 -0.59 +3 0.83 

2 Languages are cumulative subjects 
requiring long study … 

0 -0.25 +1 0.67 -3† -1.38 +4† 1.59 0 0.28 

3 It is important that schools have 
autonomy over things … 

-2† -0.56 +3† 1.11 -1 0.14 -5† -2.25 0 0.48 

4 Languages education offers significant 
benefits for students, their families … 

0 -0.39 +1 -0.63 +2 1.07 -1 0.32 +1 0.87 

5 To operate effectively, a program 
requires at least three hours … 

+2 0.35 0† -0.18 -2† -1.09 +2 0.89 +2 0.40 

6 The study of Italian provides students 
with a direct means of access to … 

0 0.16 -1 -0.08 0 0.24 -4 -1.57 -2† -0.49 

7 The bilingual program does not take 
time away from … 

-1 -0.07 -2† -0.89 -1 0.03 0 0.18 +1 0.69 

8 Knowing the languages of our key 
regional partners is vital … 

-3 -1.84 -2 -0.57 +2 1.31 +1 1.53 -3 -1.06 

9 The availability of qualified languages 
teaching staff … 

+3† 0.43 +5 1.70 0† -1.22 +5 1.86 +4 0.86 

10 Learning more than one language has 
never before been more relevant … 

+1 -0.01 +1 0.36 +4† 1.93 -1 0.32 -1 -1.20 

11 Schools should plan a languages 
program that is strongly supported … 

0 -0.47 +4 1.50 +3† 0.68 0 -0.29 +5 1.15 

12 Literacy can be developed in more 
than one language … 

+2 0.76 0 -0.31 +1 0.38 0 -0.85 +2 1.24 

13 Education authorities should establish 
more bilingual … 

-1 -0.10 -4† -1.77 -1 0.20 0 -0.46 +1 1.13 
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14 Students of Italian have many 
opportunities to use … 

-2† 0.21 -3 -0.68 -3 -0.91 -3 -0.75 -2 -0.67 

15 The learning of languages at primary 
school level should be … 

+3 1.19 -3† -1.49 +2 0.51 +1 0.58 0 -0.04 

16 It is important to understand the level 
of proficiency … 

-2 -0.35 +2† 1.33 0 0.32 -1 0.03 -1 -1.02 

17 For English as a Second Language 
students, learning a third language … 

-1 0.25 -2 -0.83 +1† 0.54 -4† -1.56 -2 -0.06 

18 Chinese, Japanese, Indonesian and 
Korean are the four … 

-3 -2.00 -1† -0.67 +1† 1.10 +5† 2.20 -4 -1.25 

19 Learning a language inspires interest 
in and respect … 

+1 0.66 +3 1.08 +5 1.63 -2† -0.94 +3 -0.25 

20 Adding languages programs may 
detract from time needed … 

-4 -1.42 -1 0.31 -4 -1.29 -2 -0.68 -3† -0.79 

21 Australian governments should 
promote the study of … 

-3 -1.17 -3 -0.86 +2 1.69 +1 1.62 -3 -2.11 

22 Languages are only for academically 
able students so … 

-4 -1.08 -4 -0.88 -5 -1.75 -4 -0.84 -5 -0.91 

23 A capability in English only is 
insufficient despite … 

-3 -0.45 -4 -1.22 -1 0.05 -5 -1.23 0 0.73 

24 Senior members of a school 
community are far better equipped … 

-4† -1.76 +1 0.18 0 0.29 0 -1.18 -1 1.46 

25 Continuity of language learning will 
contribute significantly … 

+3 0.53 +4 1.34 -1† -0.73 +4 1.26 +4 0.80 

26 Providing a comprehensive curriculum 
in the twenty-first century … 

+4 1.36 +3 1.04 +2 0.34 +1 -0.03 0 -0.63 

27 Achieving literacy is difficult so it is 
better to focus on … 

-5 -1.73 -2 -0.14 -4 -1.55 -2 -0.42 -4 -0.46 

28 Effective languages programs require 
whole school … 

+1 0.02 +2 1.24 +1 0.41 +2 0.64 +4 1.07 

29 The important economic, social and 
community benefits … 

0 0.07 0 -0.03 +3† 0.73 0 -0.81 -1 -0.51 

30 Students should acquire proficiency in 
another language … 

-1 -0.27 +1† 0.34 -2 -0.16 -2 -0.09 -1 -0.71 

31 Education authorities should ensure 
that only qualified specialists … 

+2 0.73 +3 0.99 -3† -1.94 +3 1.14 0† 0.16 

32 The number of bilingual programs 
generally in primary schools … 

-1 0.13 -5† -2.10 -2 -0.53 0† 0.10 -2† -0.29 

33 Choices about which languages to 
offer should be strongly … 

-2 -0.46 -1 0.26 -3 -0.71 -1 -0.03 0 -0.23 

34 What is the point in studying another 
language when English … 

-5 -1.37 -5 -0.97 -5 -1.70 -3 -1.08 -5 -0.59 

35 Strong parental and community 
engagement is one of the … 

-1† -1.14 +5 1.91 +5 1.59 +1† -0.46 +5 1.01 

36 High levels of bilingualism lead to 
better cognitive skills … 

+2 0.69 -2† -1.76 +4 1.02 +3 0.79 +2 1.77 



Chapter 4: Analysing bilingual & second language programs 

Renata Aliani (2020) Sì, tanti ma non bilingui 113 

37 Languages should have equal status 
with other … 

+3 1.39 -3† -1.11 0 0.01 +3 0.37 +1 0.06 

38 Knowledge of the Italian language 
also provides access to … 

+1 0.45 0 0.06 0 0.11 -4† -1.33 +1 -0.05 

39 Languages are central to … +4 1.83 0 -0.47 +1 -0.07 +3 0.22 -1 -0.50 

40 Italian is a relatively easy language to 
learn because … 

0 0.77 0 0.50 -4 -1.43 -2 -0.35 -2 -1.38 

41 Languages should be valued as an 
integral part of … 

+5† 1.78 +2 0.32 +3 0.84 -3† -0.70 +2 -0.37 

42 Learning languages develops 
children’s overall literacy … 

+4 1.23 +1† -0.64 +4 0.87 +4 0.88 +3 1.22 

43 Students will learn most effectively 
through lessons conducted … 

+1 -0.05 -1 -1.32 -1 -1.19 +2 0.79 +3 2.45 

44 Schools should plan a languages 
program that is resourced … 

+2 0.37 0 0.43 +1 0.23 0 0.50 +2 0.55 

45 It would be valuable if mainstream 
schools aimed to offer … 

0 0.06 -1† -0.45 0 0.24 +2† 0.54 -4† -1.45 

46 All schools should provide languages 
from Prep … 

+5† 2.45 +2 0.55 0† -0.14 +2 -0.28 -3† -2.25 

47 A shortage of qualified languages 
teachers is a major obstacle … 

0 -0.33 +4† 1.16 -2† -0.81 +1 1.27 +1 0.32 

48 Studying Italian also provides the 
background for further studies … 

+1† 0.47 0 0.40 -2 -0.85 -1 -0.83 0 -0.27 

The statistical information, calculations, scores, tables and factor arrays generated by the PQMethod 

program routines are recorded in the final analysis report which, together with the complementary data 

collected through the post-Q sort activity, are the elements that support the interpretation of factors. It 

is the interpretative phase that is discussed in the next section of the chapter. 

 Interpretation: Characterising, distinguishing and the 
gestalt 

A range of techniques were used to interpret each of the five factors. From the theoretical or composite 

sorts exemplifying the Viewpoint represented by each factor, it was possible to gain an initial sense of 

the five Viewpoints about languages education with particular attention given to characterising, 

consensus and distinguishing statements  

4.3.1 Characterising statements 

Looking at specific rankings, the statements which represent the most extreme, outside positions, are 

most useful in the interpretation of factors (Newman & Ramlo, 2010; Watts & Stenner, 2012; Yang, 

2018) and the statements found in these outside positions, the +5 and -5 placements in the five factor 

arrays, have been included in Appendix 6. When statements were collected to create the Q sample in the 
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initial stages of the study, each item was categorised according to relevant themes in the literature. In 

Appendix 6, listed next to each statement and colour-coded for easy reference, is the theme relevant to 

the statement. This simple heuristic device affords a quick visual identification of the themes that are 

particularly important, either positively or negatively, to each Viewpoint. Below are brief descriptions 

which focus on the statements that typify each Viewpoint and indicate the key characteristics of each 

factor. 

By looking at the four characterising statements for the first factor, it is possible to recognise a generally 

positive Viewpoint towards learning languages. Because according to this Viewpoint languages are seen 

as an integral and meaningful part of the general curriculum, the idea that ‘English is not enough’ has 

salience and this Viewpoint posits all schools should ensure that languages are valued and part of 

primary and secondary schooling. 

Similarly, the second factor acknowledges there is an overriding purpose to language study, but its focus 

appears to be pragmatic or utilitarian and stresses two essential components are needed 1) the availability 

of qualified and linguistically competent teachers, and 2) strong parental and community engagement 

to ensure students’ educational success. This second Viewpoint does appear to consider the teaching of 

languages favourably if these two components are met but is not in favour of languages programs that 

are bilingual in nature. 

Like the previous factors, one of the characterising statements for Factor 3 indicates there is a concrete 

need for studying languages even when English functions as an international language, and like Factor 

2, a characterising statement identifies strong parental and community engagement as an element needed 

to ensure students’ educational success. However, a point made strongly by Factor 3 is about culture 

and that the teaching of languages should therefore be for all students and not be an elective limited to 

the more academically able ones because there are universal intercultural benefits to be gained. 

As was the case for the second factor, qualified and fluent languages teachers are also important for 

respondents loading on Factor 4, but the other statements placed at the most extreme points of the array 

for this factor, while specifically favouring Asian languages, suggest that a capability in English is 

enough. 

Two of the statements that typify the last factor revolve around school and community support, which 

are deemed essential for planning languages programs and for students’ success. The remaining two 

characterising statements for this factor indicate languages’ learning is for all students and, like other 

factors, suggest there is an overriding purpose to implementing languages in schools. 

By looking at the characterising statements for the five factors overall, it appears that while there may 

be aspects that are rejected and other aspects that need to be carefully considered, in general languages 
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education is viewed positively by educators and parents. In the five Viewpoints identified in this 

component of the research, whilst the essence of each perspective expressed by a particular Viewpoint 

is quite distinct, there are also common features and “just as there are statements that can serve to 

distinguish a factor from all others, so are there often statements on which all factors converge as a 

matter of consensus, and these provide the basis for locating common understandings” (Brown, Selden, 

& Durning, 2007). 

4.3.2 Consensus statements 

Unlike surveys or Likert-type scales, Q methodology can determine consensus statements. These are 

those statements that, when comparing factors, are placed in a statistically significant similar position 

and can lead to a better understanding of the shared perspectives amongst participants holding otherwise 

disparate Viewpoints (Ramlo, 2008; 2012). This moves towards the next step that is part of the 

interpretation stage: 

Q methodology considers the statements that have consensus. It is just as enlightening to discover 
the statements that people have agreement on, as this tells you that there are areas of your topic 
that people do agree on. They may agree positively, negatively or be neutral about the issue. 
Sometimes there will be no consensus statements. (Coogan & Herrington, 2011, p. 27) 

While there are commonalities amongst the five factors, as shown by the brief descriptions of the 

characterising statements discussed above, there are no statistically significant consensus statements. 

Those items which denote areas of broad agreement, allow researchers to identify and focus on aspects 

which participants holding differing Viewpoints do agree. This knowledge can be useful to start a 

conversation based on points participants have in common and can represent a starting point for 

collaboration. The fact that the analysis has identified no consensus statements amongst this cohort of 

participants suggests that the five factors are discrete. 

The next section of the chapter will therefore focus on the distinguishing statements that statistically 

help define each factor and “may help in the overall definition by demonstrating a subtle difference 

between two or more factors” (Coogan & Herrington, 2011, p. 27). 

4.3.3 Distinguishing statements 

As noted in the section above, the analysis of this data identified no consensus statements but a number 

of distinguishing or distinctive items were recorded and “though a statement may be distinctive between 

two factors, usually a statement will be printed out as distinguishing only if it distinguishes one factor 

from all the other factors” (van Exel & de Graaf, 2005, p. 19). Having identified five factors that 

represent different and particular ways of thinking about languages education, “quick access into what 

is distinctive about the …perspectives can be gotten by examining statements which distinguish them” 

(Brown, 1993, p. 120). Taken from the report generated by PQMethod, the distinguishing statements 
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for each of the five factors are listed in Appendices 7 to 11 and a brief account, capturing the essence of 

the different factors and salient themes, is included below. Just like in the case of the categorising 

statements, in the appendices the theme relevant to each distinguishing statement has been colour-coded 

to provide a visual representation of the areas underlying each factor. 

Taking into consideration the eight statements that distinguish the first factor from the others, suggests 

that participants loading on this factor value languages as integral to the entire general primary and 

secondary curriculum. It sees qualified and fluent teachers as essential in the implementation of 

languages programs, but parental and community support is not deemed to be a factor in students’ 

educational success. Moreover, school autonomy about curriculum decisions is not important as the 

knowledge base about ‘knowing what is best’ may not be held by senior members at the school. With 

regards to languages, while students may not have many opportunities to use Italian, studying this 

language offers them an orienting knowledge to Romance languages which are linguistic cognates of 

Italian. 

There is a firm focus on bilingual programs amongst the fourteen statements that distinguish the second 

factor which is strongly against the implementation of bilingual programs yet unsure about the amount 

of time needed for a languages program to operate effectively. Further, participants loading on this factor 

put forward the notion that the learning of languages in primary schools should not increase, schools 

should have autonomy over decisions about curriculum, and that a shortage of qualified teachers 

represents an obstacle to providing languages for all students. This factor also holds languages do not 

have equal status and that it is important to have realistic expectations of the program and the benefits 

gained. In addition, the acquisition of an Australian community language is seen more positively than 

giving priority to Asian languages in line with contemporary policy directions, or that schools should 

make an effort to offer both European and Asian programs. This factor appears to be less favourable 

towards languages education or at least towards some of its aspects.  

Conversely, the thirteen statements that distinguish the next factor indicate that this third perspective is 

more favourable than the previous one as participants loading on this factor appreciate the importance 

of strong community and administration support at the planning stages and see the relevance of learning 

languages. This third factor also considers the learning of a third language is a benefit for English as an 

Additional Language (EAL) students and long and continuous study will ensure proficiency. 

Acknowledging that the benefits gained from learning languages are not widely understood, this factor 

remains neutral about all schools providing languages, does not believe bilingual programs should 

increase nor that programs require at least three hours to be effective. Rather than European languages, 

this factor favours giving priority to four Asian languages and the availability, qualifications and fluency 

of languages teachers is not considered an issue. 
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According to the fourth factor, schools do not need autonomy over the curriculum and languages are not 

seen as an integral part of it. In the ten statements that distinguish this factor there is an emphasis on 

culture, learning languages does not inspire respect for other cultures and learning Italian does not 

necessarily provide access to its culture. This factor strongly favours Asian languages too and yet also 

values mainstream schools teaching European languages. Acknowledging that languages learning is 

cumulative, this factor holds that learning a third language is not deemed beneficial for EAL students. 

Strong parental engagement is considered important for students’ educational success. 

Only five statements define the fifth and last factor which, although it does not consider time devoted 

to teaching languages detracts from children’s literacy learning, does appear to have a less favourable 

(or perhaps more pragmatic) view about their implementation because it indicates not all schools need 

to implement languages, bilingual programs do not need to be doubled, and holds that it is not valuable 

for schools to offer both European and Asian languages. Further, respondents loading on this factor 

appear unclear about whether only qualified teachers should be appointed to teach languages. 

In the process of interpretation, looking at the statements that distinguish one factor from the others, 

brings to light what is unique to each factor, but the richer descriptions that represent more complete 

perspectives shared within particular groups of participants can only be revealed when a more holistic 

interpretative process is used.  

4.3.4 A Gestalt interpretation 

Going from factor to Viewpoint, a holistic interpretation explains each factor array and an organisational 

system can be applied to ensure that statements are not overlooked. To assist with the process, a ‘crib 

sheet’ can be used so that the process of interpretation can “(a) be applied consistently in the context of 

each and every factor; and (b) help the researcher to deliver genuinely holistic factor interpretations” 

(Watts & Stenner, 2012, p. 150). In this research, the crib sheet technique was adapted to provide a 

visual overview across the rankings for the five factors and as a tool to support the process of 

interpretation (a copy is included in Appendix 12). Because complementing salient statements with 

comments from the participants does lead to richer interpretations, after the Q sorting activity each 

participant was asked to provide some demographic information about themselves and to answer a series 

of questions i) the reasons for the placement of the cards at ±5, ii) the positive aspects of their current 

languages program, iii) the challenging aspects, iv) something they wanted to change ,and v) their ideal 

language program (refer: Appendix 3). A gestalt interpretation also comprises these elements. Moreover, 

these holistic interpretative accounts are generally given a title, as a point of reference the text may 

contain demographic information as well as the rankings for the placement of the items (Watts & 

Stenner, 2005), and:  
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It is these descriptive results, in conjunction with post-sort interviews and the factor matrix, that 
allow researchers to determine whether their factor-analytic solution has provided a coherent, 
inclusive picture of the views represented within the group under study (Ramlo, 2015, p. 79, 
emphasis in original). 

The five descriptive accounts generated as part of the holistic interpretation process for this study depict 

the positions taken by participants on languages education. They are presented in the sections that follow 

and have been named: 

Viewpoint 1: Advocacy 

Viewpoint 2: Steady state 

Viewpoint 3: Go Asian 

Viewpoint 4: English first 

Viewpoint 5: Back them 

 Viewpoints: Languages education 
The interpretations of the five Viewpoints described in this section of the chapter provide a 

comprehensive picture of the perspectives held by principals, teachers and parents about languages 

education in primary schools offering second language or bilingual programs. The table below presents 

a breakdown of the roles of the participants sharing each perspective. 

Table 4-7 Participants sharing Viewpoints about languages education 

Viewpoint Principals 
Teachers 

Other** Parents Total 
Italian Lang* Class 

Viewpoint 1  
Advocacy 

1 6 1 - 6 6 20 

Viewpoint 2  
Steady state 

2 - - 7 4 2 15 

Viewpoint 3  
Go Asian 

2 - - 3 3 2 10 

Viewpoint 4  
English first 

- - 1 2 - - 3 

Viewpoint 5  
Back them 

2 1 - - 3 1 7 

Total 7 7 2 12 16 11 55 

* Greek (1); Chinese (1) 
** Assistant principal (4); Dual role (12) 

To better understand the five Viewpoints, qualitative information collected from the post-Q sort surveys 

of the participants who share each perspective, was incorporated in the interpretations to clarify points 
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made and to add depth and richness to each description. As commented on earlier, the introductory 

paragraph comprises statistical and demographic information and each perspective includes a summary 

table of key points as well as a grid representing the theoretical or composite sort exemplifying each 

Viewpoint. The numbers in the grid match the 48 statements in the Q sample and a full representation 

containing the actual statements has been included in Appendices 9a-9e. The interpretations that follow 

provide a gestalt account of each Viewpoint and whilst the Viewpoints are interpreted by the researcher: 

The central issue for Q methodology is the subjective dimension – peoples’ own meanings, 
understandings, points-of-view and so on – and their expression in a context that makes no a priori 
assumptions about the value or significance of a particular account. If it is psychologically 
significant to the participant, that significance is enough for the Q methodologist. (Stenner, Watts 
& Worrell, 2008, p. 231) 

4.4.1 Viewpoint 1: Advocacy 

Viewpoint 1 has an eigenvalue of 16.92 and explains 18% of the study variance. Twenty participants 

share this perspective with significant loadings ranging from 0.4079 to 0.8343. Regarding their role, one 

of the participants is a principal, one teaches Greek, six participants are parents and another six are 

teachers of Italian. Of the remaining six participants that have been labelled as ‘Other’, three are teachers 

of Italian and also classroom teachers, one is a teacher of Italian and program coordinator, one is an 

Italian Language Assistant and the last is a classroom teacher who also coordinates the International 

Baccalaureate Primary Years Program (PYP) for part of the week. The grid below shows the factor array 

for Factor 1 and the table summarises the key points for this perspective. 

Table 4-8 Factor array for Factor 1 
Factor 1 

←What is most unimportant to me  What is most important to me → 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
27 24 23 14 7 11 19 44 9 42 41 
34 20 21 1 13 47 28 36 25 39 46 

 22 8 16 35 40 38 12 37 26  
  18 3 30 6 48 31 15   
   33 32 45 10 5    
    17 2 43     
     29      
     4      
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Summary of key points 
• Pro languages for all students because languages are a valued and central 
• Provide quality programs P-10 and increase offerings at the primary level 
• Do not need to focus on English only because learning languages helps literacy  
• There is a point to learning languages even if knowing English is enough 
• Effective programs need the whole school to support them and time on task 
• Qualified and fluent teachers need to be available  
• Equitable resources are important when planning languages program  
• Senior school members do not always know what is best for their schools 
• Not pro Asian languages 
• Limited possibilities to use Italian but it gives access to culture and further studies 
• Continuity will increase proficiency which then leads to better skills 

 
Figure 4:2 Summary of key points for Viewpoint 1   

This is an overwhelmingly positive Viewpoint towards languages education. It regards languages as 

central to learning (39: +4), considers they should have equal status (37: +3) and be valued as an integral 

part of mainstream curriculum (41: +5) as expressed by the following comments: 

I regard languages as a fundamental part of the school curriculum and strongly believe all schools 
should offer languages and they should be compulsory Prep-Year 10. (Sch 8-4-Par-F) 

I think that learning about and through another language is a valuable process that sets up students 
for future learning (Sch 10-4-Oth-F) 

This perspective argues that in the 21st Century, students really should all have access to quality 

programs (26: +4) and since languages are for all students and not just the academically able ones (22: 

-4), offerings at the primary level should be increased (15: +3) and all schools should provide languages 

from Prep to Year 10 (46: +5). Several comments support this interpretation: 

A school curriculum does require access for ALL students and needs to be fully 
supported/integrated and resourced to be successful. These are the two most important factors in 
policy. (Sch 10-13-Par-F, emphasis in original) 

It is important that all students are given the opportunity to study a second language. (Sch 8-2-ItT-
F, emphasis in original)  

The learning of languages needs to be made available to all children from Prep, so they have the 
opportunity to do so. More time needs to be given to younger children as the younger they are the 
more receptive they are to learn a language (2nd language as well). (Sch 6-2-Oth-F) 

In this Viewpoint there is also a particular focus on literacy built on the idea that languages programs 

do not detract from the time needed for general (English) literacy and numeracy (20: -4) as is elaborated 

in the comments that follow: 

I do not believe that language programs detract time from literacy and numeracy learning. This is 
a great misconception and needs to be addressed and challenged. (Sch 8-1-Oth-F) 
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That learning a second language detracts from other curriculum areas, especially literacy/numeracy 
is untrue and unproven. Research supports that more than one language promotes overall learning; 
it also supports the learning of English for English as a Second Language learners. If delivered in 
a rich learning setting it promotes self-esteem and achievable for all learners. (Sch 7-2-ItT-F) 

Furthermore, this Viewpoint shows strong support for the teaching of languages because such teaching 

enhances not only literacy but also general cognitive skills. Participants sharing this Viewpoint believe 

there is general curriculum purpose to learning languages (34: -5), and hence no need for an exclusive 

focus on English only (27: -5) and they consider that languages support literacy and transferable skills 

(42: +4; 12: +2) as the comments below suggest: 

Learning languages is vital to firing up the brain and enabling children to learn - the younger the 
better. I have lived in Europe and seen the benefits of children learning multiple languages from 
the Early Years in school. (Sch 2-8-Par-F) 

Literacy encompasses all languages. Learning subsequent languages helps learn first languages. 
Adding languages does just that. Languages ADD to the curriculum, not detract. Content based 
learning develops concepts in children not just language. (Sch 13-2-Oth-F, emphasis in original) 

I feel learning a second language is very important and many benefits are gained from this. 
Languages are central to learning. It opens many doors culturally and linguistically. Language 
should be part of all schools' curriculum. (Sch 9-3-Oth-F) 

The study of a second language is integral to the whole school curriculum and must be included 
and valued for students' lifelong learning and progress. (Sch 8-1-Oth-F) 

People sharing this Viewpoint consider academic engagement and support are needed and that whilst 

students do not need parental and community engagement for success (35: -1), effective languages 

programs do rely on whole school support (28: +1) and also:  

Effective programs require philosophical and financial support from Directorate level, from parents 
as educators and committed staff. (Sch 1-1-Pri-F) 

The importance of time on task and frequency of lessons is recognised with people sharing this 

Viewpoint favouring at least three hours spread over the course of the school week (5: +2) as articulated 

in the two comments below:  

More time is needed to extend and develop language learning and provide curriculum which is 
content based and not ‘empty’ language i.e. making it meaningful. (Sch 13-2-Oth-F) 

My children have only one hour per week in Italian at their primary school. My observation is that 
this is insufficient for good program  3 hours per week would significantly improve progress. 
(Sch 8-4-Par-F) 

Staffing is an aspect taken into consideration in this perspective which wants authorities to appoint only 

qualified specialists (31: +2) because the availability of qualified and fluent teachers is essential (9: +3) 

and the importance of languages teachers is highlighted in the comments that follow: 
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Teachers need to be qualified, fluent, passionate, and love teaching students. The way they relate 
to students is just as important and their knowledge of the language needs to be excellent so that 
the students have the best chance of excelling. (Sch 14-4-Par-F) 

I believe teachers are critical to the success of any language program. Teachers that are competent 
make all the difference and are a critical factor. (Sch 8-1-Oth-F)  

While there may be little need to draw on a wide range of resources to support students (1: -2), 

appropriate resources are nevertheless needed when planning languages programs and people who share 

this first Viewpoint claim schools should ensure resourcing is equitable (44: +2) as suggested by the 

following comment:  

Proper resourcing of programs needs to be considered for effective programs to be delivered. (Sch 
8-1-Oth-F) 

This Viewpoint also puts forward the notion that, when implementing languages programs, decisions 

need to be consultative rather than schools having autonomy over curriculum issues (3: -2). This appears 

premised on the claim that senior members of the community do not always know what is best for their 

school (24: -4) as elaborated in the following comments: 

The decision for policy lies with ‘all’ the community. The process must be consultative. (Sch 10-
13-Par-F) 

All members of a school community should have the knowledge. (Sch 8-2-ItT-F) 

Languages are currently under focused in schools, which cognitive theory suggests leaves children 
with a lifelong deficiency in language acquisition. Australia generally has low levels of 'other' 
language learning. (Sch 5-5-Par-M) 

When selecting languages, the people sharing this Viewpoint, spotlight problems with giving Asian 

languages the priority which is often done in current policy. These respondents do not consider learning 

Asian languages to be vital (8: -3) and feel their study should not be promoted or prioritised above other 

languages (21: -3; 18: -3) as: 

A character based Asian language would need to be taught by a very contextual and capable 
teacher, as they are extremely difficult. (Sch 5-5-Par-M) 

On the other hand, when considering Italian, people sharing this perspective recognise that while 

students do not have many opportunities to use it (14: -2) and they are not sure if it is easy to learn (40: 

0). They do believe that knowing Italian gives access to a rich culture (38: +1) and provides training for 

studies of other Romance languages (48: +1). Perhaps this indicates a preference for European languages 

more generally as the comment below suggests: 

Just because achieving literacy is difficult does not mean languages should be avoided. In the case 
of European languages, their study will assist the study of English. (Sch 8-4-Par-F) 
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Moreover, emerging from some of the statements that focus on the teaching of Italian is the link between 

language and culture and its importance is taken up by the following comments: 

Learning another language is the only way to arrive at authentic understanding of the culture 
associated with that language. It addresses racism, bigotry more effectively through intercultural 
understanding. Only speaking English is ignorance. (Sch 1-1-Pri-F) 

All students should have access to a languages program from P to 10 and it should be a 
comprehensive, enjoyable and positive experience where all students can succeed at their own 
level. It should also provide them with a positive cultural experience where students can make links 
with their first language and own culture. (Sch 16-2-ItT-F) 

For the people who share this perspective, while it is not important to understand the levels of 

proficiency that students are likely to gain (16: -2), they believe that high levels of bilingualism foster 

better cognitive, thinking and learning skills (36: +2) and having continuity of learning will contribute 

to students gaining proficiency (25: +3) as suggested by the following comment: 

Continuity is important to gain a competency and command of use of the target language. It also 
assists students to better understand and link information. It is learning in the target language with 
the ‘normal school curriculum’. (Sch 2-4-ItT-M) 

4.4.2 Viewpoint 2: Steady state 

Viewpoint 2 has an eigenvalue of 9.40 and explains 10% of the study variance. Fifteen participants share 

this perspective with significant loadings ranging from 0.4039 to 0.7214. With regard to their role, two 

of the participants are principals, seven are classroom teachers, two are parents and there are no teachers 

whose only role is to teach Italian or other languages sharing this Viewpoint. Of the four participants 

that have been labelled as ‘Other’, two are Assistant Principals (AP), another is an AP as well as a 

teacher of Italian and the last teaches Greek and EAL. The grid below shows the factor array for Factor 

2 and the table summarises the key points for this second Viewpoint. 

Table 4-9 Factor array for Factor 2 
Factor 2 

←What is most unimportant to me  What is most important to me → 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
34 23 21 17 20 12 10 28 19 11 9 
32 22 15 8 33 5 24 1 26 25 35 
 13 37 27 18 44 30 16 31 47  
  14 36 6 38 4 46 3   
   7 45 48 42 41    
    43 39 2     
     40      
     29      
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Summary of key points 
• Qualified teachers should be the only ones appointed 
• Shortage of qualified languages teachers is a major obstacle 
• Schools know best 
• Provide languages for all but no need to increase the provision at primary level 
• Not in favour of bilingual programs 
• Bilingual programs take time away from other subjects 
• For effectiveness and success, languages programs need whole school support 
• Achieving literacy can be challenging for students learning a third language  
• Continuity contributes to proficiency 
• Important to have realistic expectations 
• There are benefits when learning a language used in the Australian community 
• Italian is not easy and there are few opportunities to speak it 
• Learning Asian languages is not vital and so they do not need promotion 
• Languages do not always have equal status but should be valued and draw on wide resources 
• English is enough but languages promote cultural understandings 
 
Figure 4:3 Summary of key points for Viewpoint 2 

Favouring languages education particularly if the status quo is maintained, this second Viewpoint 

prefers some types of programs over others and identifies several concerns. The people who share this 

perspective appreciate the importance of teachers and, while acknowledging that a shortage of qualified 

teachers is a major obstacle to providing languages learning for all students (47: +4), they would like to 

see that only qualified specialists are appointed to teach languages (31: +3) because having qualified 

and fluent teachers is essential (9: +5). The following comments highlight this aspect: 

My oldest son is now learning his 4th language through his schooling. The quality of the staff has 
GREATLY INFLUENCED HIS LEARNING. (Sch 17-5-Par-F, emphasis in original) 

Need high quality teachers, like we have. Our language teachers are amazing! (Sch 17-4-Tea-F) 

People sharing this Viewpoint place importance on schools having autonomy (3: +3) and believe senior 

members of the community do know what is best for their school (24: +1). They agree that a 

comprehensive curriculum means schools should ensure all students can access quality programs in 

languages (26: +3; 22: -4), but, while programs should be provided from Prep to Year 10 (46: +2), these 

participants believe there is no need to increase the offering of languages in primary schools (15: -3). 

The comments below elaborate some of these points: 

I believe language programs can be beneficial for all students. (Sch 14-3-Tea-M) 

Schools should stick to one language and make a real go rather than chop and change. Schools 
should have the power to decide what matters most to that schools – language included. (Sch 10-
11-Tea-M) 

I believe learning languages is very important to create global citizens, but I feel schools should be 
given the authority to make decisions regarding which languages are taught. (Sch 17-4-Tea-F) 

I believe schools should be able to have control over what their students are learning and how best 
to teach them. (Sch 16-3-Tea-M) 
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The schools need to be able to decide what is most useful for their community. (Sch 17-5-Par-F) 

However, these participants are not in favour of bilingual programs. They strongly believe there is no 

need to establish more bilingual programs (13: -4) or double their numbers (32: -5) because, even if 

adding languages does not detract from literacy and numeracy (20: -1), a bilingual program does take 

time away from other curriculum areas (7: -2) and they do not see lessons in the target language as an 

effective way of learning (43: -1). The comments that follow elaborate participants’ views about 

bilingual programs: 

From experience, immersion might work for some students but for the majority it creates barriers 
and builds frustration among students. This can lead to disengagement. (Sch 1-8-Tea-F) 

Bilingual programs rely on extensive funding and resourcing that is not a comparative priority 
when schools are struggling with poor resourcing and facilities. (Sch 10-2-Oth-F) 

I do not agree with bilingual programs and would not want my own children to be part of one. (Sch 
10-3-Oth-F) 

I think that schools can independently decide what language and how many languages are 
appropriate for them to teach. If needed, I believe more bilingual programs could be established 
but we also need to ensure that there is enough literacy support for students having difficulty with 
English. (Sch 6-3-Par-F) 

This Viewpoint maintains that regardless of the type, for a languages program to be effective schools 

need whole school support (11: +4; 28: +2) as strong parental and community engagement is one of the 

most important factors in students’ educational success (35: +5). Participants’ comments below 

highlight this aspect: 

Community support and student voice are important for the success and sustainability of the 
program. (Sch 9-2-Oth-F) 

Language programs should be a priority and be just as important as other curriculum areas, 
supported by the whole school community, instilling a love for learning another language and 
valuing/celebrating students' achievements. (Sch 9-4-Oth-F) 

Consistency and resources are essential to the long-term success of language learning. I feel 
everyone needs to be on the same page to ensure it happens. (Sch 1-8-Tea-F) 

While participants sharing this perspective maintain children can achieve literacy and there is no need 

to focus only on English (27: -2), they are of the opinion that for students already speaking another 

language learning a third one can be challenging (17: -2) so, even if learning languages develops literacy 

skills and capabilities (42: +1), they are not sure if students can develop literacy in more than one 

language at the same time (12: 0). This is elaborated in the two comments below: 

I believe to become proficient in a language you need to start learning when you are young and 
that you need to continue learning for a length of time. I think that you need to be a certain literacy 
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level in order to be able to cope and/or have the capacity to learn a second language. (Sch 6-3-Par-
F) 

Whilst learning English is hard for some students it does not automatically mean they cannot learn 
about a different culture and have their mind stimulated. The two are not mutually exclusive. (Sch 
16-3-Tea-M) 

For this perspective, high levels of bilingualism do not necessarily lead to better cognitive skills (36: -

2) or perhaps participants consider this aspect is not widely understood. These participants think 

continuity of languages learning contributes significantly to students gaining proficiency (25: +4) and 

they feel that it is important to understand and have realistic expectations of students and programs (16: 

+2). The comments below emphasise these points: 

Everyone is capable of learning another language and we need to value diversity other than 
focusing on one area of the curriculum. Generally speaking, we still don't understand the benefits 
of learning another language. (Sch 9-4-Oth-F) 

All students should be given the opportunity to learn a 2nd language – not just the most academically 
able. English may be the international language but there are many benefits to learning a language. 
(Sch 17-4-Tea-F) 

Some students struggle with languages when they have learning difficulties, so expectations should 
be relevant and realistic to maximise engagement. (Sch 10-2-Oth-F) 

Even with the role of English as a widely used international language, the people who share this 

Viewpoint strongly consider there is purpose in studying another language (34: -5) but that students 

should learn a language used in the Australian community (30: +1).  

Whilst they consider there are few opportunities to speak Italian (14: -3), and they are not sure if Italian 

is an easy language to learn (40: 0), they do believe some that languages are easier than others as can be 

gleaned from the comment below: 

European languages are easier to learn (Sch 10-9-Tea-F)  

Furthermore, for the people sharing this perspective, the study of Asian languages and studies should 

not be promoted (21: -3).  

Whether schools resource languages programs at a comparable level or not (44: 0), the participants 

sharing this Viewpoint think schools should draw on the widest resources and partnerships (1: +2). They 

do not consider languages have equal status (37: -3), but these participants feel that languages should be 

valued as integral in mainstream curriculum (41: +2) because ultimately, whilst a capability in English 

only is sufficient (23: -4), learning languages inspires interest in and respect for other cultures (19: +3). 

The comments below elaborate further: 

If a language is to be undertaken it should be consistent and well supported. (Sch 14-3-Tea-M) 
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I feel that studying a language is important and feel it is a bit narrow minded thinking English is 
the international language. All programs are valued in primary schools. (Sch 10-11-Tea-M) 

I understand that English is now more commonly used and that makes everything easier when 
travelling. From personal experience however, I understand from research that there is far more to 
gain than ease of travel - Brain research and higher order thinking to name a few. (Sch 1-8-Tea-F) 

I believe in this modern world students need to have access to a quality languages program that 
opens their eyes to a bigger world around them and encourages them to keep learning different 
languages and about different cultures. (Sch 16-3-Tea-M) 

4.4.3 Viewpoint 3: Go Asian 

Viewpoint 3 has an eigenvalue of 11.28 and explains 12% of the study variance. Ten participants share 

this perspective with significant loadings ranging from 0.4021 to 0.7869. Regarding their role, two of 

the participants are principals and two are parents. Of the remaining six participants, three are classroom 

teachers and of the three that have been labelled as ‘Other’, two are assistant principals and one teaches 

Italian and is also a classroom teacher. The grid below shows the factor array for Factor 3 and the table 

summarises the key points for this Viewpoint. 

Table 4-10 Factor array for Factor 3 
Factor 3 

←What is most unimportant to me  What is most important to me → 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
34 40 33 48 25 38 28 26 1 42 35 
22 27 2 30 3 37 44 8 29 10 19 
 20 31 32 7 46 12 15 41 36  
  14 5 13 6 18 21 11   
   47 43 45 39 4    
    23 16 17     
     24      
     9      

 

Summary of key points 
• Strong support is needed for effective languages program that benefit all 
• Benefits are not always widely understood but languages are central to learning  
• Bilingualism leads to better cognitive and learning skills 
• Languages are for all students who should have access to quality programs 
• Primary offerings should be increased but do not need a minimum of three hours 
• Lessons do not need to be in the target language to be effective  
• Bilingual programs do not need to be doubled 
• Because of globalisation learning languages is relevant 
• For students who already speak a language this is positive experience 
• Learning languages strengthens literacy and other skills  
• Don’t need long periods of study for proficiency 
• Do not favour learning a language used in the Australian community  
• The wishes of parents should not influence curriculum choices 
• Much in favour of Asian languages and not supportive of Italian  
• Languages promote intercultural understandings 
• Schools need to access a wide range of resources 
• No shortage of qualified teachers so it is not an issue for staffing programs 
Figure 4:4 Summary of key points for Viewpoint 3 
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This Viewpoint favours languages education because of the benefits and centrality of languages and is 

particularly supportive of Asian languages. People sharing this Viewpoint are of the opinion that for 

students’ success and for effective languages programs it is important to have strong support (35: +5; 

28: +1). When planning, schools need strong support from the school community, including school 

administration, staff, parents and students (11: +3) because languages education offers significant 

benefits for students, their families and the community (4: +2). In fact, while the benefits gained from 

learning languages might not be widely understood (29: +3), these participants see languages as central 

to learning (39: +1) and believe high levels of bilingualism lead to better cognitive and learning skills 

(36: +4) as elaborated in the following comments: 

Experience in the school improvement agenda tells me that this support is essential for success. 
(Sch 5-1-Pri-F) 

All parties need to be on board to be successful. (Sch 5-2-Oth-F) 

In terms of language learning I think it helps to have parents and community involvement as 
reinforcement to teaching. (Sch 4-5-Par-F) 

I believe that for an effective language to be taught successfully in schools it needs the entire 
community ‘Whole School’ support, staff, parents and greater community. (Sch 4-4-Oth-F) 

Unless there is a wider community understanding of the positive value of teaching another 
language it will make it difficult to ameliorate language teaching in schools. (Sch 13-4-Par-F)  

This perspective, like others, considers that languages are for all students (22: -5; 26: +2), but also 

believes the programs at primary level should be increased (15: +2). While languages are seen as 

generally integral to schools (41: +3) and do not detract from the time needed for literacy and numeracy 

(20: -4), people sharing this Viewpoint believe programs do not need a minimum of three hours to 

operate effectively (5: -2). In addition, they feel that when lessons are in the target language students do 

not learn as effectively (43: -1) and therefore the number of bilingual programs should not be doubled 

(32: -2). The comments below elaborate some of these points: 

As with music and physical movement, learning another language actively enhances children's 
cognitive abilities across learning areas. This is clearly advantageous for ALL students. (Sch 13-
4-Par-F, emphasis in original) 

We are an inclusive education system and equal access to all aspects of our curriculum is a right. 
Adding languages adds to our knowledge of literacy and using them in numeracy provides across 
language scaffolding. (Sch 5-4-Tea-F) 

I believe that every child should have an equal chance in education, that no child should be 
excluded from any opportunity. (Sch 10-12-Tea-F) 

If a bilingual program is deemed appropriate with a school/family, then they should choose this 
pursuit and it would be deemed part of mainstream curriculum. (Sch 13-4-Par-F) 
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This Viewpoint deems globalisation has made learning languages much more relevant now (10: +4) and 

the people who share this perspective believe that even if we speak English there is a point to learning 

languages (34: -5) and for students who already speak another language, learning a third language is a 

positive experience (17: +1) as detailed in the comments below: 

Connections between people are essential for the well-being of our society! Believe we need all to 
know they are part of a global world and we have a responsibility to our world. By respecting 
diversity, it helps make connections. (Sch 5-4-Tea-F) 

English may be the international language, but you are missing out on many opportunities by not 
learning about other languages. All students/people are able to learn, and we should not stop people 
learning. (Sch 4-3-Tea-F) 

Less academically able students benefit just as much as other students from the experience 
available through the language – social, emotional and cultural. (Sch 13-4-Par-F) 

For people sharing this perspective, there is no need to focus only on teaching English to achieve literacy 

(27: -4) as they believe learning languages also develops literacy ability, related capabilities and 

transferable skills (42: +4). However, for the people holding this Viewpoint, students do not need long 

and continuous periods of study to gain proficiency (2: -3; 25: -1), they also do not need to gain 

proficiency in another language used in the Australian community (30: -2) and choices about languages 

should not be influenced by the wishes of parents and students (33: -3). The comments below elaborate 

some of these points: 

To be proficient in language the best way to achieve this is by in-country immersion. (Sch 19-4-
Par-F) 

Leadership and school staff know these students therefore have a say in what should be the 
language that should be taught in their schools. (Sch 4-4-Oth-F) 

This third Viewpoint expressly favours Asian languages. It considers that the language of Australia’s 

regional economic partners should have priority (8: +2), Chinese, Japanese, Indonesian and Korean 

should receive favourable treatment (18: +1) and therefore the study of Asian languages and Asian 

studies needs to be promoted (21: +2). The comments below expand on this: 

A connection with Asia is what this generation will need in order to become effective 
businesspeople and global citizens. (Sch 3-1-Oth-M) 

For economic and safety reasons, I feel Government should focus on Asian languages. There are 
major power shifts in the current dominant world powers, and this means Australians focus will 
naturally shift. The study of Mandarin language and culture in the emerging world power will be 
useful for our students. (Sch 19-4-Par-F) 

On the other hand, these respondents consider that, for students learning Italian, there are not many 

opportunities to use the language (14: -3), it is not easy to learn (40: -4) and they feel it does not provide 

advantages in learning other Romance languages (48: -2). However, while it is unclear if learning Italian 
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is considered a way to access the culture of the many communities around the world where this language 

is spoken (6: 0), these participants strongly consider that learning languages does inspire interest and 

respect for other cultures (19: +5) as indicated by the comment below: 

Our world (even locally) is increasingly multicultural. Knowledge of languages is therefore 
essential. (Sch 3-1-Oth-M) 

For the participants sharing this third Viewpoint, it is important that schools access a wide range of 

resources inside and outside school (1: +3) and with regards to staffing, while uncertain if availability 

of competent languages teachers may or may not be an issue (9: 0), the people who share this Viewpoint 

do not believe there is a shortage of qualified language teachers (47: -2) but for them it is not necessary 

that authorities appoint only qualified specialists (21: -3) and the two comments below elaborate this 

last aspect: 

Availability of teachers restricts our choices. (Sch 18-1-Pri-M) 

You can learn from people other than qualified teachers. (Sch 5-2-Oth-F) 

4.4.4 Viewpoint 4: English first 

Viewpoint 4 has an eigenvalue of 5.64 and explains 6% of the study variance. Three participants share 

this perspective with significant loadings ranging from 0.5894 to 0.7255. One of the participants teaches 

Chinese and the remaining two are classroom teachers. The grid below shows the factor array for Factor 

4 and the table summarises the key points for this Viewpoint. 

Table 4-11 Factor array for Factor 4 
Factor 4 

←What is most unimportant to me  What is most important to me → 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
23 17 41 20 1 7 8 5 31 42 18 
3 22 14 30 10 32 47 46 36 2 9 
 6 34 19 33 13 21 28 37 25  
  38 40 4 11 35 45 39   
   27 48 12 26 43    
    16 24 15     
     44      
     29      
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Summary of key points 
• English is enough, but there is a point to learning languages 
• Valuable if both Asian and European languages were taught in schools 
• Four Asian languages should be given priority  
• Not pro Italian 
• Learning a 3rd language can be difficult, but languages are for all 
• Learning languages does not take away from literacy and numeracy time 
• Learning languages develops literacy skills and capabilities 
• Learning languages does not foster cultural respect or benefits for the community 
• Languages should have equal status, but they are not valued even if they are central 
• Languages are cumulative, need continuity, time and lessons in the target language 
• Unsure about bilingual programs 
• Schools do not need autonomy  
• Should employ only qualified, competent and fluent teachers 
 
Figure 4:5 Summary of key points for Viewpoint 4 

While making English central to Australia education, this perspective still values the learning of 

languages in general and gives priority to Asian languages. For the people sharing this Viewpoint 

learning more than one language is not really relevant (10: -1) and because of its status in the world, 

knowing English is enough (23: -5). However, these people consider there is a point to learning 

languages even if English is an international language (34: -3) and believe it would be valuable if 

mainstream schools aimed to offer at least one European and one Asian language (45: +2). The 

comments below elaborate some of these points: 

I just don't think it [=Statement No 23] holds water. With resources such as translation program 
you can succeed with only English. (Sch 10-10-Tea-F) 

Language learning promotes cultural understanding therefore might reduce cases of racism and 
discrimination. No language should receive superiority simply because it's more common than the 
other. (Sch 17-2-LngT-M) 

In this perspective, for Asian languages priority should go to Chinese, Japanese, Indonesian and Korean 

(18: +5) and students do not need to gain proficiency in a language used in the Australian community 

(30: -2). When looking at Italian, the people sharing this Viewpoint do not believe there are many 

opportunities to use it in everyday life (14: -3), they think it does not give access to the rich culture of 

communities around the world (38: -4; 6: -4) and is not an easy language to learn (40: -2). The two 

comments below highlight the emphasis placed on Asian languages by people sharing this perspective: 

Language importance constantly shifts from one another predominantly due to economic, social 
status and future prospects. Australia has now repositioned itself as part of Asia and with the strong 
potential of Asia's economic power this offers even greater motivation for language learners. (Sch 
17-2-LngT-M) 

We are part of Asia and we should focus on learning an Asian language. (Sch 10-10-Tea-F)  



Chapter 4: Analysing bilingual & second language programs 

Renata Aliani (2020) Sì, tanti ma non bilingui 132 

This Viewpoint also considers that, while for English as a Second Language students learning a third 

language is not always a positive experience (17: -4), all schools should provide languages from Prep–

Year 10 (46: +2) and languages are for all students (22: -4) as the comment below indicates: 

It is important that all students are given an opportunity to study a language other than English. It 
is also beneficial to the student to continue to maintain learning that language in order to be able 
to acquire some fluency and ear for the language. (Sch 8-3-Tea-F)  

The participants sharing this Viewpoint do believe that adding languages does not detract from the time 

needed for general literacy and numeracy (20: -2) although, as the comment below suggests, some would 

like to see these connections further explored: 

More research needs to be done in making connections between language learning and classroom 
learning. (Sch 17-2-LngT-M) 

For these people, learning languages develops literacy skills and transferable capabilities (42: +4) and, 

as they believe high levels of bilingualism lead to better learning skills for students (36: +3) there is no 

need to focus on English only (27: -2). However, these participants are uncertain if developing literacy 

may or may not be possible in multiple languages (12: 0)  

This perspective considers languages education does not inspire interest and respect for other cultures 

(19: -2) or provide benefits for the whole school community (4: -1). While community support may or 

may not be needed (11: 0), these participants believe strong parental engagement is important for 

students’ success (35: +1) and that to be effective languages programs need support (28: +2). In their 

opinion, languages should have equal status (37: +3) but they are often not valued as an integral part of 

the curriculum (41: -3) even if they are central to learning (39: +3). The two comments below elaborate 

on some of these aspects: 

Language learning in schools seems to still be misunderstood by parents and community. Parents, 
classroom teachers and leaders need to be educated on the benefits of language learning. (Sch 17-
2-LngT-M) 

Learning another language could have so many benefits for our society. (Sch 17-2-LngT-M) 

The people sharing this Viewpoint regard languages as cumulative and needing long and continuous 

periods of study before students can gain a high level of proficiency (2: +4; 25: +4). They also believe 

that to be effective programs need at least three hours spread over the course of the school week (5: +2) 

and lessons conducted entirely in the target language (43: +2) but they remain neutral about the doubling 

of bilingual programs (32: 0). The two comments below elaborate on some of these aspects: 

Learning languages is an ongoing process. With the technology so advanced now language learning 
is no longer seen as the only way to connect to other parts of the world. (Sch 17-2-LngT-M) 
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The language should be taught without using English - or using English to a minimum. (Sch 8-3-
Tea-F) 

This Viewpoint further indicates that, while there may or may not be a need to resource their programs 

equitably (44: 0), for a range of reasons it is not necessary for schools to have autonomy (3: -3) as 

detailed in the comment below: 

There needs to be a balance of decision making in curriculum. Individual schools do not know it 
all and we need consistency across schools. (Sch 10-10-Tea-F) 

Moreover, authorities do need to employ only qualified, competent and fluent teachers (31: +3) as the 

availability of qualified languages teaching staff with the appropriate level of competence in the target 

language is essential (9: +5) and the importance of teachers is further elaborated in this comment: 

Skilled teachers are what they tell us influences student learning the most. (Sch 10-10-Tea-F) 

4.4.5 Viewpoint 5: Back them 

Viewpoint 5 has an eigenvalue of 9.40 and explains 10% of the study variance. Seven participants share 

this perspective with significant loadings ranging from 0.4111 to 0.6684. With regard to their role, two 

of the participants are principals, one is a parent, and one teaches Italian. Of the three participants that 

have been labelled as ‘Other’, one is a teacher of Italian and also a program co-ordinator, one is an 

Italian Language Assistant and the last is a principal who is also a classroom teacher. The grid below 

shows the factor array for Factor 5 and the table summarises the key points for this last Viewpoint. 

Table 4-12 Factor array for Factor 5 
Factor 5 

←What is most unimportant to me  What is most important to me → 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
34 45 8 17 29 3 47 41 43 9 35 
22 27 46 14 16 15 4 5 1 28 11 
 18 20 6 39 2 38 44 42 25  
  21 40 30 31 7 36 19   
   32 24 33 13 12    
    10 26 37     
     23      
     48      
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Summary of key points 
• Effective programs need whole school support, engagement and resources  
• Languages are for all students but not all schools need to provide them 
• Programs need continuity, time and lessons in the TL 
• BL programs do not detract, more should be established but numbers not doubled 
• Languages develop literacy in more than one language and transferable skills 
• The community understands the benefits of learning languages 
• There is no need for schools to offer both Asian and European languages 
• Not pro Asian languages 
• Not pro Italian but it does provide access to a rich culture 
• Learning languages inspires interest and respect for other cultures  
• Languages are not central to learning but should be valued 
• Need appropriate resourcing and qualified, fluent teachers are essential 
 
Figure 4:6 Summary of key points for Viewpoint 5 

Acknowledging the importance of contact time, use of the target language and the type of program, this 

is generally a positive perspective towards general languages education. Whether or not the wishes of 

parents and students should influence language choice (33: 0), for the people who share this Viewpoint, 

effective language programs need the support of the whole school community (11: +5; 28: +4), a wide 

range of resources to assist students (1: +3) and parental engagement for students to achieve educational 

success (35: +5). The two comments below provide further insights: 

Having strong parental and community engagement are crucial factors to the success of a bilingual 
program as they are strong advocates and can influence departmental authorities. (Sch 1-3-Oth-F) 

It is well-known that a student will thrive in a school when the parents are engaged and supportive 
of their child (e.g. reading, homework completed). Learning a language, like learning a musical 
instrument, assists a child's overall learning. (Sch 1-10-Par-F) 

Even though participants do not think it is necessary for all schools to provide languages from Prep to 

Year 10 (46: -3), this perspective promotes languages for all students not only the academically able 

ones (22: -5) as described in the comment that follows:  

Learning languages is important for everyone. Priority should not be given to the type of person or 
to a particular language. (Sch 12-1-Pri-M) 

As bilingual programs are not seen to take time away from other curriculum areas (7: +1) people sharing 

this Viewpoint would like to see education authorities establish more of them (13: +1) but not necessarily 

double their numbers (32: -2). For them, continuity of learning contributes significantly to students 

gaining proficiency (25: +4) and to operate effectively, a program needs at least three hours spread over 

the week (5: +2) as well as lessons conducted in the target language (43: +3) as the comment below 

elaborates: 

I believe that if we are to teach students effectively and to achieve the desired outcomes, immersing 
children in language will increase the rate of learning not just in the language being taught but any 
other known languages (literacy). (Sch 12-1-Pri-M) 
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The participants who share this Viewpoint believe that adding languages programs does not detract from 

the time needed for literacy and numeracy (20: -3) and learning languages develops overall literacy and 

capabilities that are transferable (42: +3). They feel that high levels of bilingualism lead to better 

thinking and learning skills (36: +2) and languages education offers significant benefits (4: +1) that 

schools and the wider community understand (29: -1). Moreover, because we can develop literacy in 

more than one language at the same time (12: +2) they do not believe there is a need to focus on English 

rather than on other languages (27: -4) even if, for students learning a third language, this is not always 

a positive experience (17: -2). The comments below further explain: 

I do not believe teaching languages should be restricted to academically able students; rather 
languages (Mother-Tongue and L2) education should be balanced – the study of languages should 
be available to all students. First language literacy should be additive to second language literacy. 
(Sch 1-3-Oth-F) 

The benefits ARE widely understood in the community and in schools. (Sch 1-10-Par-F, emphasis 
in original) 

I strongly believe that learning another language improves the literacy of the mother-tongue. It is 
also an advantage on many other aspects; above all it would save the world from monolingual 
arrogance. (Sch 2-2-ItT-F) 

Deciding which languages to implement, the people sharing this perspective are of the opinion that 

mainstream schools do not need to offer at least one European and one Asian language (45: -4). They 

feel that knowing the languages of our key regional partners is not vital (8: -3), the study of Chinese, 

Japanese, Indonesian and Korean does not need to be prioritised (18: -4) nor Asian languages and Asian 

studies promoted (21: -3) as commented below: 

I do not believe that Asian languages should be given priority in Australian schools as it does not 
matter which language is given priority rather the push for languages education should be given 
priority. (Sch 1-3-Oth-F) 

Focusing on the study of Italian on the other hand, does not give direct access the culture of the many 

communities around the world where this language is spoken (6: -2), students do not have many 

opportunities to use Italian in their everyday life (14: -2) and it is not an easy language to learn even if 

it is similar to English (40: -2). Nonetheless, for the people sharing this Viewpoint, whether studying 

Italian provides the background for further studies of other Romance languages or not (48: 0) they 

consider that knowing this language provides access to a rich culture (38: +1). The comment below 

provides further details: 

I think that one of the biggest issues for students learning a European language in Australia is 
motivation. Students need updated resources, some sort of link with real life, a ‘need’ to learn the 
other language. It should be up to the whole school and the whole community to find ways to 
connect Australian students with Italian students and Italian culture. It shouldn't be the language 
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teacher's responsibility. A partnership with another school (in the country where the language is 
spoken) should be compulsory! (Sch 2-2-ItT-F) 

In the opinion of the people who share this perspective, learning languages does inspire interest and 

respect for other cultures (19: +3) so learning languages is not important just because of globalisation 

(10: -1). Whether or not a capability in English only is sufficient (23: 0), there is purpose to learning 

languages even if English functions today as an international language (34: -5). Whilst languages may 

not be considered central to learning (39: -1), the people who share this perspective believe they should 

be valued as an integral part of the mainstream curriculum (41: +2). Moreover, this Viewpoint suggests 

schools should resource programs at a comparable level (44: +2) and considers the availability of 

qualified languages teaching staff with the appropriate level of competence in the target language is 

essential (9: +4). The three comments below elaborate these aspects: 

L’inglese nonostante sia la lingua più utilizzata al mondo non è sufficiente se c'è molto più del 
poter comunicare con altre persone nello studio di una lingua. Imparare a conoscere gli altri anche 
attraverso la lingua e diventare curiosi di conoscere e non avere paura dell’altro combattendo anche 
molti pregiudizi e false conoscenze. [Even if English is the most used language in the world it is 
not enough and there is much more to communicating with others when we learn another language. 
Learning to know others through a language and wanting to know more without being afraid of 
others and combatting prejudices and false knowledge.] (Sch 1-7-Oth-F) 

Qualifications are skills and knowledge for the teacher. (Sch 11-1-Pri-F) 

I know the importance of having qualified teachers who have high levels of competence in Italian 
and are trained to deliver quality bilingual education. It is also relevant for our staffing recruitment 
process. (Sch 1-3-Oth-F) 

 Chapter summary 
The analysis of the Q sorts completed by participants in the eighteen schools that offered languages 

programs and in the two schools that delivered Italian bilingual programs has revealed there are five key 

Viewpoints among this group.  

The first– Advocacy – is very positive and strongly in favour of the teaching of languages which have a 

central and equal place in the curriculum and, as such, should be offered to all students through quality 

programs. For the people holding the second Viewpoint – Steady state – there is no need for bilingual 

programs as they are happy to maintain what is already in place suggesting that schools know best what 

their needs are, and their individual decisions should be respected. The third Viewpoint – Go Asian – 

acknowledges the need for support if languages programs are to be successful and is pro Asian in the 

choice of languages. The fourth– English first – also prioritises Asian languages but questions relevance 

when English is the global language. The fifth Viewpoint – Back them – acknowledges that teachers and 

resources are needed as well as community and parental support.  
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When looking at the settings, no Viewpoint is prevalent in any one setting and multiple perspectives are 

present regardless of the type of programs offered in schools. In this study, the fourth Viewpoint is only 

found in a small number of schools that either have multiple languages or already offer an Asian 

language. When looking at the professional role of the participants, it is possible to see the teachers of 

Italian mainly share the first Viewpoint while classroom teachers load predominantly on the second. In 

this chapter, the quotes taken directly from the participants post-Q sort survey enrich the descriptions of 

the five Viewpoints about languages education held by educators and parents in schools that offer two 

program models – languages programs and Italian bilingual programs. The chapter that follows focuses 

on First Language Maintenance and Development programs. 
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We are one, but we are many 
And from all the lands on earth we come 
We share a dream, and sing with one voice: 
I am 
You are 
We are Australian. 

 

(Newton & Woodley, 2019) 

 Introduction 
In the interest of obtaining a measure of comparison, the thesis has included South Australian schools 

offering Italian to background students. As described in Chapter 1, the First Language Maintenance and 

Development programs were initially implemented in South Australia in the mid- 1980s so that students 

in that state could maintain their home languages and cultures. Focusing specifically on a cohort of ten 

participants at two South Australian schools offering FLMD programs, the current chapter provides a 

thorough account of the Viewpoints about languages education found in schools that offer this type of 

languages programs. 

The initial implementation of FLMD programs in 1986, made available twenty ‘above allocation’ 

teacher salaries with the understanding that these would progressively increase but the projected salaries 

were never funded (Liddicoat, Curnow, & Scarino, 2016). Moreover, the initial salaries allocation was 

not limited to staffing first languages programs but was used to support the teaching of languages 

generally and was made available based on an application process (Scarino, et al., 2013). In South 

Australia, schools that have students who are eligible for FLMD funding have been able to apply for a 

salary allocation, and in 2014, the equivalent of 15 teacher salaries was allocated “across 65 government 

primary schools to support 3822 students to study their background language in 96 first language 

maintenance and development (FLMD) programs” (Government of South Australia, 2015, p. 81). 

Because of the non-typical nature of the South Australian’s FLMD programs, the decision was made to 

analyse this cohort separately. The current chapter is one of three data chapters and the second of the 

two that focus on the analysis and interpretation of data collected through Q sorts and post-Q sort 

surveys. Like the previous chapter, the current one also comprises three sections – the first section 

presents outputs from steps in the analysis of the Q sorts; the second includes data that have supported 

the interpretations; the third describes the Viewpoints about languages education derived from the 

analysis of the Q sorts and found amongst this cohort of participants. Combining the statistical and 
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qualitative information, these descriptions are enriched by quotes from participants’ comments collected 

during the post-Q sort activity as well as some quotes from the semi-structured interviews. The 

descriptions illustrate the Viewpoints about languages education held by principals, teachers and parents 

in schools offering FLMD programs. The last section of the current chapter draws on the information 

gathered in the group interviews where participants reflected on the implementation and delivery of 

FLMD programs in their schools. 

 Analysis: Settings, sorts and arrays 
Since this cohort comprises two schools and ten participants, it was possible to include detailed 

demographic information within this chapter. In addition to details about settings and participants, this 

section in the current chapter includes a further two parts – one presents information about the Q sorts 

that define each of the three factors and the other provides details that support the creation of factor 

estimates that enable the interpretation stage to occur.  

5.2.1 Settings and participants 

Of the two schools that agreed to take part in the research, the first (School 21) offered FLMD programs 

in Italian, Greek and Pitjantjatjara, while the second school (School 22) offered FLMD programs in 

Italian and Hindi. Both schools could be considered small as they had less than 400 students, both had 

high enrolments of non-English speaking background students, with 70% at the first school (School 21) 

and 80% at the second (School 22) and both schools could be regarded as inner suburban as they were 

both within a 10-kilometre radius from the Adelaide GPO. 

The same data collection tools were utilised with this cohort and participants a) took part in a semi 

structured interview (refer: Appendix 4) where the principal and others who were invited by the 

leadership could discuss the FLMD programs at the school; b) used the Q sample (refer: Appendix 2) in 

a Q sorting activity were they rank-ordered forty-eight statements about languages education according 

to their Viewpoint; and c) completed a post-Q sort recording sheet (refer: Appendix 3) which comprised 

a series of questions that enabled participants to elaborate on why they felt most strongly about certain 

statements, what they liked about the current languages programs, what they wanted to see changed and 

what features described their ‘ideal’ program. 

Principals, teachers and parents were invited to take part in the research and a total of ten participants, 

equally divided between the two schools, took part in this component of the study. Although the 

interview was intended for the principal, at each school other participants were invited by the leadership 

so that an historical and comprehensive overview could be presented. Details of interview participants 

are included below: 
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Table 5-1 Interview participants (FLMD) 

Schools Principal Others 

School 21 Yes Teacher of Italian; Languages teacher 

School 22 Yes Assistant Principal; Teacher of Italian; Parent 

Moreover, while both principals were invited to participate in the Q sort activity, in one of the two 

schools the principal and another member of the executive declined to take part in this element of the 

research and participation details are outlined in the table below:  

Table 5-2 Role of participants who completed a Q sorting activity (FLMD) 

 
Principals 

Teachers 
Parents 

Italian Languages* Classroom IEL** 

School 21 1 1 1 - - 2 

School 22 - 1 1 - 2 1 

Total 1 2 2 - 2 3 

* Greek (1); Hindi (1) 
** Intensive English Language  

The table above lists the overall number of participants in the two schools who took part in the Q sort 

and completed a post-Q sort recording sheet. No classroom teacher took part and no participants held 

dual roles, but two participants were Intensive English Language (IEL) specialists, that is, specialist 

teachers who support students recently arrived in South Australia develop confidence and achieve 

success in the curriculum through the Intensive English Language Program (DECD, 2017). 

Demographically, all participants were female, aged between 30 and 60+ years (30-39=3; 40-49=2; 50-

59=3; 60+=2), all were bilingual or multilingual with seven speaking English and one other language 

and three speaking English and two other languages.  

5.2.2 Defining sorts 

The PQMethod (Schmolck, 2014) was again used to analyse the completed Q sorts so that underlying 

factors could be identified.  

Because the generalisations and patterns produced by the analysis can be expected to reflect patterns 

that exist in a larger population, and because the focus of this methodology is on aspects of subjectivity 

and the degree of similarity or dissimilarity, “the issue of large numbers, so fundamental to most social 

research, is rendered relatively unimportant. …The focus is all on quality rather than quantity” (Brown, 

1993, p. 94), therefore, the small number of participants in this cohort was not an issue and the statistical 

routines that are part of the analysis were completed.  
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When deciding on the number of factors in a Q study, although there is no ‘correct’ number, there are 

nevertheless some guidelines (Watts & Stenner, 2012) and four criteria usefully guide the decision 1) 

Simplicity, 2) Clarity, 3) Distinctness, and 4) Stability (Webler, et al., 2009). Together with Principal 

Component Analysis (PCA), a Varimax Rotation was performed, and a three-factor solution was 

selected for several reasons. First, when comparing the two- and three-factor solutions for clarity both 

solutions contained confounded and/or non-significant sorts, but the three-factor solution had slightly 

lower correlations between factors and participants tended to remain in a stable cluster. Despite 

increasing the loading to ±42 or automatically flagging the three factors would produce no confounded 

sorts, to be consistent with the analysis of the first group of participants the loading was kept at ±38. In 

addition, because “we wouldn’t disregard a unicorn if we happened upon one” (Brown, 2018, para. 1), 

the three-factor solution was selected even though only one participant loaded on the Factor 3. The 

reasons for this decision were that the number of participants in the FLMD cohort was small and the 

single participant loaded very highly on the third factor. Acknowledging that the description of this third 

Viewpoint would be based exclusively on the one sort, I believed that in schools there most likely would 

be a perspective that closely resembled this Viewpoint. In the table below, the ‘X’ next to a defining 

sort establishes which participants load significantly on a factor and share that Viewpoint. The same 

coding ID conventions identifying 1) School No, 2) Q Participant No, 3) Role and 4) Gender, have been 

used with this cohort of participants. 

Table 5-3 Three-factor matrix with an X indicating defining sorts (FLMD) 

# Q sorts 
Loadings 

1 2 3 

1 Sch 21-1-Pri-F 0.0565 0.7224X 0.0824 

2 Sch 21-2-ItT-F 0.7193X 0.2431 0.1373 

3 Sch 21-3-LngT-F 0.7538 0.1001 0.3952 

4 Sch 21-4-Par-F 0.7876X 0.0203 -0.1607 

5 Sch 21-5-Par-F 0.7345X 0.2019 -0.0769 

6 Sch 22-1-ItT-F 0.0897 0.6822X -0.2731 

7 Sch 22-2-LngT-F 0.2524 0.5030X 0.1410 

8 Sch 22-3-IELT-F 0.4173 0.6510 0.4033 

9 Sch 22-4-IELT-F 0.0824 0.7636X 0.0687 

10 Sch 22-5-Par-F -0.0070 0.0560 0.8731X 

% of explained variance 25% 24% 12% 

No. of defining variables 3 4 1 
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With one exception (and discounting the confounded sorts), all the participants in the first school 

(School 21) which teaches Italian, Greek and Pitjantjatjara, load on the first factor and share a similar 

Viewpoint. Like the first setting, all participants at the second school (School 22) which teaches Italian 

and Hindi load significantly on one factor, in this instance Factor 2, except for one who loads highly on 

Factor 3. This seems to suggest that, although there are differing Viewpoints, internally the two schools 

appear to be quite aligned, albeit differently, in their views about languages education. 

5.2.3 Factor arrays 

Developing an estimate of each factor, a factor array, can assist with the process of interpretation. The 

rankings listed under the headings for Factors 1 to 3 specify where an item appears in each factor array 

and the Z-scores for each statement are also listed. The consensus items, that is the statements that do 

not distinguish between any pair of factors and have been given the same ranking by the three factors 

have been marked with an asterisk (*) and the distinguishing statements, that is those items that 

distinguish each factor from the others, have been marked with a cross (†). The 48 items participants 

used in the Q sorts are listed but have been truncated and Appendix 2 contains the list of items in full. 

Table 5-4 Placement of each statement in the factor arrays and Z-scores (FLMD) 

# Statements Factor rankings and Z-scores (FLMD) 
Factor 1 Factor 2 Factor 3 

1 Schools should draw on the widest possible 
range of resources … -1* -0.16 -1* -0.19 +2* 0.80 

2 Languages are cumulative subjects requiring 
long study… +3† 1.25 0 -0.10 -2 -0.66 

3 It is important that schools have autonomy over 
things… -1* -0.05 -2* -0.58 +1* -0.08 

4 Languages education offers significant benefits 
for students, their families … 0* 0.10 +2* 0.44 +3* 1.46 

5 To operate effectively, a program requires at 
least three hours … +3 0.90 -3 -0.88 0 -0.67 

6 The study of Italian provides students with a 
direct means of access to … +5† 2.10 -2† -0.92 +2† 0.18 

7 The bilingual program does not take time away 
from … -1 -1.00 +3 0.63 0 -1.16 

8 Knowing the languages of our key regional 
partners is vital … 

-3† -1.79 +2 0.72 -1 -0.21 

9 The availability of qualified languages teaching 
staff … 0† 0.07 +3 0.90 +4 1.21 

10 Learning more than one language has never 
before been more relevant … +2* -0.24 +4* 1.09 +1* -0.36 
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11 Schools should plan a languages program that is 
strongly supported … +1* 0.15 0* 0.33 +2* 1.18 

12 Literacy can be developed in more than one 
language … -2 -0.67 +5† 2.49 0 0.08 

13 Education authorities should establish more 
bilingual … -2* -0.50 +1* 0.11 +1* 0.02 

14 Students of Italian have many opportunities to 
use … -1 0.10 -3 -0.88 +2 0.40 

15 The learning of languages at primary school level 
should be … 0 0.25 0 -0.55 +4† 1.80 

16 It is important to understand the level of 
proficiency … 0 0.41 -2 -0.51 +4† 1.70 

17 For English as a Second Language students, 
learning a third language … -3* -0.84 +1* 0.70 -2* -0.64 

18 Chinese, Japanese, Indonesian and Korean are 
the four… -4† -2.05 -1 0.01 -1 -0.52 

19 Learning a language inspires interest in and 
respect … +3* 0.55 +2* 0.35 -1† * -0.76 

20 Adding languages programs may detract from 
time needed … -3 -1.10 -4 -1.71 0† 0.64 

21 Australian governments should promote the 
study of … -4 -1.50 0† 0.25 -4 -1.08 

22 Languages are only for academically able 
students so … -4* -1.36 -4* -1.50 -3* -0.70 

23 A capability in English only is insufficient despite 
… 0 0.00 +2 0.44 -5† -2.14 

24 Senior members of a school community are far 
better equipped … +2† 0.53 -3 -1.26 -1 -0.92 

25 Continuity of language learning will contribute 
significantly … +4* 1.46 +3 0.72 +3 0.82 

26 Providing a comprehensive curriculum in the 
twenty-first century … +2† 1.47 -3* -0.76 -2* 0.04 

27 Achieving literacy is difficult so it is better to 
focus on … -5 -1.75 -5 -2.26 0† 0.30 

28 Effective languages programs require whole 
school … -1 -0.05 +1 0.45 +5† 2.74 

29 The important economic, social and community 
benefits … -2* -0.32 0* 0.05 0* 0.56 

30 Students should acquire proficiency in another 
language … +1 0.13 +1 0.44 -5† -1.70 

31 Education authorities should ensure that only 
qualified specialists … -2† -0.96 +2† 0.71 +5† 1.16 
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32 The number of bilingual programs generally in 
primary schools … -3 -1.14 0 0.20 -1 -0.21 

33 Choices about which languages to offer should 
be strongly … +2 0.60 -4† -1.56 0 -0.09 

34 What is the point in studying another language 
when English … -5 -1.67 -5 -1.69 0† -0.31 

35 Strong parental and community engagement is 
one of the … +2 0.25 +3 0.97 -1 -0.19 

36 High levels of bilingualism lead to better 
cognitive skills… 0 -0.13 +5† 2.53 -2 -0.36 

37 Languages should have equal status with other 
… +3* 1.39 +1* 0.19 +1* 0.78 

38 Knowledge of the Italian language also provides 
access to … +4† 1.58 0† -0.32 -3† -0.82 

39 Languages are central to … 
 +1 0.59 -2 -0.05 -3 0.05 

40 Italian is a relatively easy language to learn 
because … -1* -0.05 -1* -0.48 -2* -1.06 

41 Languages should be valued as an integral part 
of … +4* 0.21 +4* 1.79 +2* -0.05 

42 Learning languages develops children’s overall 
literacy… +1 0.23 +4† 1.57 +1 0.09 

43 Students will learn most effectively through 
lessons conducted … -2 -0.91 -1 -0.31 +3† 1.12 

44 Schools should plan a languages program that is 
resourced … +1* 1.05 -2* -0.44 +1* 1.19 

45 It would be valuable if mainstream schools aimed 
to offer … 0* 0.16 0* -0.03 -3† * -0.97 

46 All schools should provide languages from Prep 
… +5† 2.04 +1† -0.12 -4† -1.81 

47 A shortage of qualified languages teachers is a 
major obstacle … 0 0.12 -1 -0.42 +3 0.32 

48 Studying Italian also provides the background for 
further studies … +1 0.55 -1 -0.56 -4† -1.17 

The table above shows where items are placed in the theoretical sort that is representative of each of the 

factors and it also marks the distinguishing and the consensus statements. In the next section, these salient 

features are examined so that an initial account of the three perspectives can be presented prior to the 

final description of the Viewpoints. 
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 Interpretation: From factor scores to Viewpoints 
The factor scores generated in the analysis and included in the previous section make it possible to 

identify statements that are of importance for each factor – the characterising, distinguishing and 

consensus statements – and examining these statements as part of the interpretation can provide fast 

access to the distinctiveness of the three Viewpoints. Using these statements, initial accounts of the three 

Viewpoints are presented in the next section of the chapter. 

5.3.1 Characterising statements 

At the interpretative stage, the statements that have the highest or lowest score and that in this analysis 

have been placed in the +5 and -5 positions are the ones that define the outer limits or strongest positions 

of each shared Viewpoint and are most revealing of the participants’ positive and negative preferences. 

Three tables listing these statements and the themes that define them are contained in Appendix 19 and 

brief descriptions are included below. 

The four statements suggest the first Viewpoint indicates a positive opinion towards languages education 

for students across all years of schooling, rejecting a monolingual – English is enough – view of 

education and strongly favouring the teaching of Italian. 

With a strong literacy focus, the second Viewpoint also regards languages education positively, it rejects 

a monolingual view and acknowledges the increased cognitive and educational benefits that high levels 

of bilingualism promote. 

The two statements placed at the negative pole suggest the third Viewpoint does not support languages 

education and perhaps given the status of English in the world, students do not need to learn another 

language. This perspective also emphasises the importance of qualified teachers and the need for whole 

school support and is, possibly, indicative of the fragility of languages and a more negative or more 

concerned Viewpoint. 

5.3.2 Consensus statements 

Attention was afforded to the statements that identify agreement across factors and these consensus 

statements are listed in Appendix 20. These sixteen statements do not distinguish between any pair of 

factors, rather, they are given a similar ranking. Across the three Viewpoints, to varying degrees, there 

is agreement about the importance of languages in our globalised world, the status and value of 

languages education, the importance of resources as well as whole school support. There is also 

agreement that learning languages encourages intercultural understandings and offers benefits for 

students and their families and these benefits may or may not be understood by the wider community. 

Marginally supportive of bilingual programs, there is strong support for continuity of learning as it 
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contributes to proficiency. In addition, while there is intense disagreement about languages being only 

for academically able students, there is an acknowledgment that, for students learning a third language, 

this may not always be a positive experience. Moreover, in a disparate collection of opinions, Italian is 

not seen as an easy language, it is not important for schools to have autonomy and there is a degree of 

indecisiveness about the value of schools offering at least one European and one Asian language as part 

of their curriculum. 

5.3.3 Distinguishing statements 

Consideration was given to the distinguishing statements within each factor, that is, the statements that 

because of their placement on the grid are in a position which is different and statistically significant 

compared to the other factors. The statements that identify what is distinctive about each of the three 

Viewpoints are listed in Appendices 21-23, and brief descriptions summarising what sets apart each 

perspective are set out below. 

Ten statements distinguish the first Viewpoint which supports languages as part of a comprehensive 

curriculum for all students and acknowledges the cumulative nature of languages. There is a strong 

appreciation for the cultural benefits that learning Italian provides, and the learning of Asian languages 

is not considered a priority. Furthermore, the qualifications and availability of teaching staff are not seen 

as essential perhaps because senior administrators are deemed to know what is best for their school. 

The nine statements that distinguish the second Viewpoint highlight the cognitive benefits of languages 

learning and the very strong link between literacy and languages. As well as the focus on literacy, other 

aspects that distinguish this Viewpoint are the strong belief that language choice should not be influenced 

by the wishes of parents, studying Italian is not considered to provide access to culture and there is 

neutrality about the promotion of Asian languages. This Viewpoint wants schools to provide languages 

across all year levels but perhaps this is not as crucial as it is for the first Viewpoint and, unlike the first 

perspective, this Viewpoint wants only qualified specialists to be appointed to teach languages. 

The sixteen statements that distinguish the third Viewpoint from the other two seem to suggest that it is 

far less supportive of languages teaching and learning. What distinguishes this perspective is a trend, 

often present in English speaking countries, to be complacent about learning languages or not seeing the 

need for students to become proficient in another language. This third Viewpoint does not particularly 

value schools offering both European and Asian languages but indicates an awareness that studying 

Italian can offer access to culture even if it does not provide a background for further studies in Romance 

languages. In contrast with the other Viewpoints, this third one sees no need for schools to offer 

languages across all year levels but still wants the learning of languages in primary schools increased. 

This Viewpoint favours the exclusive use of target language and suggests that realistic expectations of 

student proficiency, together with whole school support, are important. 



Chapter 5: Analysing FLMD programs 

Renata Aliani (2020) Sì, tanti ma non bilingui 149 

The focus on the salient statements in each Viewpoint, as described above, highlights what is distinctive 

in each Viewpoint. The next section presents a more complete description of each Viewpoint and brings 

together a more holistic interpretation where each description is enriched by the comments provided by 

the participants who share it. The three Viewpoints have been labelled: 

Viewpoint 1 (FLMD): Promote cultural respect 

Viewpoint 2 (FLMD): Support literacy and skills 

Viewpoint 3 (FLMD): Need good teachers 

 Viewpoints: Maintaining first languages 
The three Viewpoints found amongst the participants from First Language Maintenance and 

Development programs are described in detail in this section of the current chapter. The qualitative 

information collected as part of the post-Q sort activity and some of the comments provided in the 

interviews and which shed more light on the actual programs, have been incorporated as part of the 

descriptions. For each Viewpoint, only the comments of participants who share that perspective are 

included. The table below lists the role of the participants that share each Viewpoint. 

Table 5-5 Participants sharing Viewpoints about languages education (FLMD) 

Viewpoint Principals 
Teachers 

Parents Total Italian Languages
* 

Classroom IEL** 

Viewpoint 1 - 1 - - - 2 3 

Viewpoint 2 1 1 1 - 1 - 4 

Viewpoint 3 - - - - - 1 1 

Total 1 2 1 - 1 3 8 

* Hindi (1) 
** Intensive English Language  

As with the previous cohort, to provide a holistic interpretation of the Viewpoints shared by the 

participants in FLMD programs, the notion of a ‘crib sheet’ (Watts & Stenner, 2012) was adapted and 

the overview across the three Viewpoints is included in Appendix 24. The grids that are representative 

of each of these Viewpoints are contained in Appendices 25-27, and a gestalt interpretation of each 

Viewpoint combining statements and corroborating quotes is included in the sections below. As well as 

the comments about the placement of the statements that participants provided as part of the post-Q sort 

survey, comments from the interviews have been included to further elaborate the descriptions. 
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5.4.1 Viewpoint 1 (FLMD): Promote cultural respect  

The first Viewpoint among the South Australian cohort has an eigenvalue of 2.50 and explains 25% of 

the study variance. Three participants, one teacher of Italian and two parents, load on this factor with a 

significant loading of or greater than ±38, their loadings ranging from 71 to 78. The grid below shows 

the factor array for Factor 1 and the table summarises the key points for this perspective.  

Table 5-6 Factor array for Factor 1 (FLMD) 
Factor 1 

←What is most unimportant to me  What is most important to me → 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
34 21 17 13 14 47 44 26 2 38 6 
27 22 32 12 3 9 42 33 37 25 46 
 18 20 29 40 45 48 24 19 41  
  8 43 28 15 30 10 5   
   31 1 4 39 35    
    7 16 11     
     36      
     23      

 
Summary of key points 

• Languages foster cultural respect and learning Italian has a range of benefits. 
• Develops literacy and transferable capabilities. 
• Can be challenging for EAL students learning multiple languages. 
• Languages are for all students and time and continuity contribute to proficiency. 
• Pro language teaching but not BL programs or use of TL. 
• Languages are central and relevant even if not always understood. 
• Choice about which language made by schools and parents. 
• Not pro- Asian languages. 
• Programs need to be resourced and staffed. 
• Accessing qualified teachers does not appear an issue. 
• Community links and resources are helpful but not essential for effective programs. 
 
Figure 5:1 Summary of key points for Viewpoint 1 (FLMD) 

This Viewpoint regards languages positively. It places emphasis on cultural contribution and benefits 

and believes that learning a language inspires interest in and respect for other cultures (19: +3) as 

elaborated in these comments: 

Learning a language to me is very important. For a child's heritage to be kept alive to appreciate 
culture in particular if the chosen language is not spoken at home. It gives the child the opportunity. 
(Sch 21-5-Par-F) 

I believe the Italian culture can expose students to an amazing culture in art, music and religion. 
(Sch 21-4-Par-F)  

Students are given opportunities to experience Italian and compare their own values and family 
culture. (Sch 21-2-ItT-F) 
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The cultural emphasis is further highlighted when the languages programs in this setting are described 

during the interview. In this school, the languages programs are:  

language per se and culture obviously. Things about the speakers of Greek and the speakers of 
Italian and the speakers of Pitjantjatjara. All of them have an approach of sharing other information 
around the culture. (Interview: Sch 21-2-ItT-F) 

When focusing on Italian, whilst this Viewpoint does not consider it to be an easy language to learn (40: 

-1), it recognises that learning Italian provides an orienting knowledge to Romance languages and access 

to the rich culture of communities around the world and is a culture known for its contribution to a wide 

range of fields (48: +1; 6: +5; 38: +4). The strong bond between language, culture and family is clearly 

expressed in the following comments by parents: 

Learning Italian has brought a great love of the language for my boys. Being able to connect – even 
minimally – in Italian with their grandparents has given them pride and appreciation and a love of 
being Italian. (Sch 21-4-Par-F) 

I really appreciate and love the fact that my son has the opportunity to learn his mother-tongue 
(Italian). It is very important to his father who is Italian. He is so excited and every week he comes 
home and tells me ‘Guess what this means mum’. He really is so happy learning Italian. He calls 
it his ‘background’. (Sch 21-5-Par-F) 

As well as intercultural benefits, this first Viewpoint believes learning a language develops overall 

literacy and capabilities that are transferable across learning areas (42: +1) so participants sharing this 

view believe there is a point to studying languages (34: -5), particularly European ones, and because 

achieving literacy is not difficult, there is no need to focus only on English even when it is the 

international language (27: -5). Some of these points are elaborated below: 

The language you ‘have’ or ‘learn’ allows you to have insight into other cultures and traditions that 
enhance who and what you are as an individual today. The effect of language allows you to respect, 
embrace and communicate. (Sch 21-2-ItT-F)  

I think it is very wrong to assume that only learning/knowledge of English is enough. It isn’t. We 
need to embrace European culture more. (Sch 21-5-Par-F) 

Participants sharing this perspective feel that adding languages to the curriculum does not detract from 

the time needed for literacy (20: -3) but, as it may not be possible to develop multi-literacy concurrently, 

for students learning a third language this is not necessarily a positive experience even if their skills in 

that language are comparable to the skills of their classmates (12: -2; 17: -3). Nonetheless, these 

participants still think that languages are not only for the academically able students (22: -4). 

In this Viewpoint languages a deemed to be cumulative and therefore need long periods of study, at least 

three hours spread over a week (2: +3; 5: +3) and continuity will contribute to students gaining 

proficiency in the language (25: +4). This is articulated in the comments that follow: 
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I would love mother-tongue offered twice weekly for students. [An ideal program would have] 
Italian offered via year levels and twice as mother-tongue. (Sch 21-4-Par-F)  

I think that learning a language should be able to be learned from reception for a whole year at a 
time rather than term by term until Year 3 when they are then able to learn it for the year. Currently 
my son will only have one term of Italian and mother-tongue once a week until he reaches Year 3 
when he can do Italian for the whole year. (Sch 21-5-Par-F)  

People sharing this Viewpoint believe students will not learn most effectively from lessons conducted 

entirely in the target language (43: -2) and, even though a bilingual program does not take time away 

from other curriculum areas (7: -1), education authorities should not establish more bilingual programs 

nor their numbers be doubled in the next decade (13: -2; 32: -3). However, because a comprehensive 

curriculum in the twenty-first century requires schools to ensure all students access a quality languages 

program (26: +2), while the learning of languages at primary school level may or may not need to be 

substantially increased (15: 0), participants strongly believe all schools should provide languages from 

Prep to Year 10 (46: +5) since: 

Offering languages other than English can only open more doors in a student's life. (Sch 21-4-Par-
F)  

In this Viewpoint languages are central to learning and should have equal status with other curriculum 

areas (39: +1; 37: +3). Whether a capability in English only is sufficient or not (23: 0), the learning of 

languages is deemed relevant as we become more globalised (10: +2) and, even if the benefits gained 

are not widely understood (29: -2), languages should be valued as an integral part of mainstream 

curriculum (41: +4) because: 

All languages are important and vital to our coherence and adaptability to learn. (Sch 21-2-ItT-F)  

Senior members of a school community know what is best for their school (24: +2) as the comment 

made by one of the parents indicates: 

I believe the school community should judge what subjects and programs should be offered – Not 
government officials. (Sch 21-4-Par-F)  

However, this Viewpoint also acknowledges that, as strong parental and community engagement is one 

of the most important factors in a student’s educational success, the wishes of parents and students 

should strongly influence the choices about which languages to offer (35: +2; 33: +2). Yes, students 

should become proficient in another language used in the Australian community (30: +1) but the value 

of schools offering at least one European and one Asian language is unclear (45: 0). In fact, this 

Viewpoint advocates that knowing the languages of our key regional partners is not vital and Asian 

languages such as Chinese, Japanese, Indonesian and Korean should not be prioritised or, together with 

Asian studies, promoted (8: -3; 18: -4; 21: -4). Some of these aspects are commented on further: 
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I don't think there should be more languages offered. Just focus on the ones that are already 
available. As what the parent/child choose. (Sch 21-5-Par-F)  

I don't believe the four main Asian languages should be a priority in schools – offer them in some 
but keep the European languages available especially in areas where ethnics dominate. (Sch 21-4-
Par-F)  

Should definitely include European languages. I want my son to be able to pick up on what people 
are saying and join in on a conversation. (Sch 21-5-Par-F)  

According to the participants sharing this Viewpoint, schools should plan a languages program that is 

appropriately resourced (44: +1) and because the availability of qualified and linguistically competent 

teachers may or may not be an obstacle (9: 0; 47: 0), education authorities do not need to ensure that 

only qualified specialists are appointed to teach languages (31: -2). These aspects are important, can 

impact on schools and when resources are not available: 

Makes it very stressful for everyone. (Interview: Sch 21-2-ItT-F) 

Luckily, as the principal explains, their school is well placed in this regard: 

We have adequate resources, yeah. Continuity, quality teaching is important, yup. I’ve been in 
schools where the teacher has struggled, and the program has not been valued because of it. The 
kids dismiss. (Interview: Sch 21-1-Pri-F)  

Whether languages education offers significant benefits for students, their families and the community 

or not (4: 0), schools should plan languages programs strongly supported by the school community, 

including by the school administration, staff, parents and students (11: +1) although, to be effective, 

languages programs do not require it (28: -1; 1: -1). The comment below illustrates the connection with 

the local families that is found at this school: 

I was telling [Teacher’s name] that a family came back at the beginning of the year and said that 
their children were doing very well in Italian in high school and wanted to thank her for doing such 
a good job in primary school. I think they’re getting A’s in their Italian at high school. (Interview: 
Sch 21-1-Pri-F)  

It’s nice of them to come back and acknowledge. That’s really lovely, very nice. They did mother 
tongue maintenance as well as the language, mainstream language. So, it’s good to hear that, that 
they valued it so much (Interview: Sch 21-2-ItT-F) 

5.4.2 Viewpoint 2 (FLMD): Support literacy and skills 

Viewpoint 2 has an eigenvalue of 2.40 and explains 24% of the study variance. Four participants share 

this perspective with their loadings ranging from 50 to 76. Of the four participants, one is a principal 

and three are teachers from the same school where – one teaches Italian, one teaches an Asian language 

and the third teaches Intensive English Language. The grid below shows the factor array for Factor 2 

and the table summarises the key points for this perspective. 
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Table 5-7 Factor array for Factor 2 (FLMD) 
Factor 2  

←What is most unimportant to me  What is most important to me → 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
34 33 24 39 1 29 30 31 25 42 36 
27 22 14 44 43 11 46 19 9 41 12 

 20 5 16 48 21 37 4 35 10  
  26 6 47 32 28 8 7   
   3 40 45 17 23    
    18 38 13     
     15      
     2      

 
Summary of key points 

• Learning languages and bilingualism foster literacy and transferable skills. 
• Languages are integral and should be valued. 
• Languages for all and a positive experience for students learning a third language. 
• Language choice not dictated by parents or administrators. 
• The study of Asian languages may be important but should not be prioritised. 
• There are limited benefits from learning Italian and few opportunities to use it. 
• Parental and community support are important for success. 
• Benefits are gained through learning languages. 
• Need time to operate effectively and a BL program does not take time away. 
• Teachers are available and only qualified and fluent ones should be employed. 
• Languages F-10 even if not comparably resourced. 
 
Figure 5:2 Summary of key points for Viewpoint 2 (FLMD)  

The second Viewpoint found amongst the South Australian participants is supportive of languages 

education but, rather than a focus on culture, the focus of this Viewpoint is literacy. These participants 

do not see the need to focus on English only just because others think achieving literacy may be difficult 

(27: -5), they consider developing literacy in more than one language is possible and learning languages 

strengthens transferable capabilities (12: +5; 42: +4). In fact, they consider that high levels of 

bilingualism lead to better cognitive skills, that is, thinking and learning skills, such as problem solving 

(36: +5) and for them, adding languages programs in schools does not therefore detract from the time 

needed for literacy and numeracy development (20: -4). The link between languages, literacy and the 

development of transferable skills is highlighted in the comments below: 

I believe that languages programs support literacy development. …I also believe that many of our 
students who are bilingual can use the skills they have in one language and can transfer them to 
another language. (Sch 22-1-ItT-F)  

Literacy can be developed in more than one language at the same time. (Sch 22-2-LngT-F)  

Research has shown that learning several languages promotes brain development (in particular the 
ability to make connections) similar to the effect that music has on brain development. (Sch 21-1-
Pri-F)  
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This perspective argues that even though a comprehensive curriculum in the twenty-first century does 

not require schools to ensure all students access a quality languages program (26: -3), learning languages 

is relevant as we lead more globalised lives (10: +4). These participants believe there is a point in 

studying languages (34: -5) as a capability in English only is insufficient despite its status in the world 

(23: +2). Hence, languages should be valued as an integral part of the mainstream curriculum and have 

equal status with other curriculum areas (41: +4; 37: +1). The comments below elaborate on some of 

these points: 

Staff members are included in whole school discussion about literacy. [Languages are] respected 
like any other key learning area. (Sch 22-1-ItT-F) 

Be a pity if English came to dominate. That will diminish the diversity and marginalise others. 
(Sch 21-1-Pri-F) 

English has ‘genocided’ other languages and is in the process of ‘genociding’ more. The naysayers 
are usually monolingual. (Sch 22-4-IELT-F) 

Australians are generally not very sophisticated with their view about languages. We tend to think 
the world needs to speak English. And that study is a factor. Although the parents here seem to be 
keen that their children are learning the language. But as a whole – I think it’s a British thing – the 
whole world needs to speak English because we’re British and the whole world needs to speak 
English. (Interview: Sch 21-1-Pri-F)  

This Viewpoint also supports the notion that learning languages is for all students and not just for the 

academically able (22: -4). Every student should acquire proficiency in a language used in the Australian 

community, and for EAL students learning a third language can be a positive experience because their 

skills in that language are comparable to the skills of their classmates (30: +1; 17: +1). The comment 

below further explains: 

All languages promote literacy improvement. Just because English is the language of instruction it 
doesn't mean that it is the most important. Students who have had sufficient education and/or 
knowledge in their first language can transfer this into English. (Sch 22-1-ItT-F) 

For people sharing this Viewpoint, it is not important that schools have autonomy when implementing 

languages programs (3: -2) as senior members of the school community do not always know what is 

best for their school (24: -3). Furthermore, the wishes of parents and students should not strongly 

influence the choices about which languages to offer (33: -4).  

Whilst Italian might be a ‘good choice’, this Viewpoint is also supportive of Asian languages teaching 

because knowing the languages of the region is vital (8 +2). However, Chinese, Japanese, Indonesian 

and Korean should not be prioritised (18: -1). Moreover, participants feel it is debatable whether the 

government should promote the study of Asian languages and Studies or if it would be valuable for 

schools to offer at least one European and one Asian language in their curriculum (21: 0; 45: 0). The 

comment below elaborates on the issue of language choice: 
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As English is the language of instruction in Australian schools, I believe the languages studied 
should relate closely to English. As a result, teaching Italian is a good choice to do so. (Sch 22-1-
ItT-F)  

Participants sharing this Viewpoint feel that Italian may not be an easy language to learn (40: -1), despite 

being linguistically connected through common Latin roots, studying it does not provide a background 

in Romance languages (48: -1) and students do not have many opportunities to use Italian in everyday 

life (14: -3). Although participants are undecided whether learning Italian provides access to a rich 

culture (38: 0) and doubt it offers access to communities around the world that use this language as a 

means of communication (6: -2), they believe that it does inspire interest in and respect for other cultures 

(19: +2).  

In the opinion of the people sharing this Viewpoint, effective languages programs do require whole 

school support and strong parental and community engagement is one of the most important factors in 

a student’s educational success (28: +1; 35: +3). While it isn’t clear if the important economic, social 

and community benefits gained from learning languages are widely understood or whether schools need 

to plan languages programs that are strongly supported by the community (29: 0; 11: 0), these 

participants believe languages education does offer significant benefits for students, their families and 

the community (4: +2). As one multilingual participant explained:  

Language learning stimulates intellect, curiosity, independence and compassion. Language 
learning should be honoured, it increases tolerance. (Sch 22-4-IELT-F) 

Though for this perspective it is not important to understand the level of proficiency or have realistic 

expectations of both students and programs (16: -2), these participants recognise that continuity of 

learning contributes significantly to students becoming proficient in the language (25: +3) but they do 

not believe that to operate effectively a languages program needs at least three hours week (5: -3). For 

one of the participants a positive aspect of the current languages program is that it provides: 

A sufficient amount of contact time with students – all classes. (Sch 22-1-ItT-F)  

People sharing this Viewpoint believe there is no shortage of qualified languages teachers (47: -1) and 

argue that it is essential to appoint only qualified and linguistically competent specialists (31: +2; 9: +3). 

Moreover, all schools should provide languages from Prep to Year 10 even if programs are not resourced 

to levels comparable to other learning areas (46: +1; 44: -2). The comments below focus on staffing 

aspects and the importance of the ‘right’ language teacher: 

It depends on staffing too. You have to have the right teachers, otherwise the language is not going 
to work …permanent teachers add a nice level of stability to the program. (Interview: Sch 21-1-
Pri-F)  

When it came down from the department’s saying that every school would offer a language of 
some description. Either with the community, whatever the community wanted or a language 
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where you could actually find the teacher, the right teacher, the appropriate teacher for the 
language, so that you can actually implement the program. (Interview: Sch 22-Pri-F)  

This perspective also acknowledges some of the benefits of bilingual education and, while the number 

of bilingual programs may or may not need doubling every three years (32: 0), because bilingual 

programs do not take time away from other curriculum areas (7: +3) these participants propose education 

authorities should perhaps establish more of them (13: +1). The following comments highlight issues of 

time, delivery and what these participants consider an ‘ideal’ program: 

It would be wonderful to have opportunities for the language teacher to plan more interdisciplinary 
units of work with staff members so stronger links could be made with Italian and other areas of 
the curriculum. (Sch 22-1-ItT-F)  

Students want an extra time to be able to be more involved. (Sch 22-2-LngT-F)  

I like the idea of children speaking Italian and the teacher speaking Italian as much as possible. 
(Sch 21-1-Pri-F)  

More contact with the language – A daily lesson as well as opportunities for explicit lessons. This 
would involve changing the current model of languages being Non-Instruction Time. In SA we 
have First Language Maintenance and Development programs but over the years these programs 
have lost their rigour due to the loss of language in the family. These programs need to continue 
but models could look different e.g. the language teacher going into whole class lessons and work 
alongside the classroom teacher. (Sch 22-1-ItT-F)  

An ideal language program is where students are not only learning the language but also getting 
involved in a range of cultural activities. (Sch 22-2-LngT-F)  

[My ideal program] Bilingual – Total immersion. (Sch 22-4-IELT-F)  

5.4.3 Viewpoint 3 (FLMD): Need good teachers 

Viewpoint 3 has an eigenvalue of 1.20 and explains 12% of the study variance. One participant, a parent, 

is representative of this perspective with a loading of 87. The grid below shows the factor array for 

Factor 3 and the table summarises the key points for this perspective. 

Table 5-8 Factor array for Factor 3 (FLMD)  
Factor 3  

←What is most unimportant to me  What is most important to me → 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
23 21 22 2 24 7 13 11 4 9 28 
30 46 38 36 32 27 37 14 25 15 31 
 48 39 40 35 12 10 6 43 16  
  45 17 18 29 42 1 47   
   26 8 33 44 41    
    19 34 3     
     5      
     20      
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Summary of key points 
• Languages offer benefits but need whole school support. 
• Qualified and linguistically competent teachers are essential. 
• Increase languages in PS but if no teachers not all schools need to implement F-10. 
• Languages for all but English is enough. 
• Languages are to be valued but they are not essential. 
• A comprehensive curriculum does not need languages. 
• Italian can be used in every-day life and Asian languages are not a priority. 
• The benefits for literacy are unclear and it is not always a positive experience for students 

learning a third language. 
• Languages develop transferable skills so they should have equal status and resources. 
• Unclear if languages or bilingual programs detract from time for other areas. 
• Teaching in the TL is effective, and more BL programs should be established. 
 
Figure 5:3 Summary of key points for Viewpoint 3 (FLMD) 

Whilst more than one participant is needed to constitute a shared view, the high loading and the fact that 

two participants whose responses are confounded also load highly on this third factor, seems to suggest 

the possibility that, with a larger cohort, more participants could share this third perspective, and that it 

is quite different from the first and second Viewpoints. 

This third perspective acknowledges that languages education offers significant benefits and, to support 

students, schools should draw on the widest possible range of resources (4: +3; 1: +2). Whilst strong 

parental and community engagement is not seen as one of the most important factors for success (35: -

1), effective languages programs do require whole school support (28: +5) and so schools should plan a 

languages program that is strongly supported by the whole school community and this includes the 

school administration, staff, parents and students (11: +2). 

A strong feature of this Viewpoint is its focus on teachers. The availability of qualified languages 

teaching staff with the appropriate level of competence in the target language is deemed to be a 

precondition of educational success and education authorities should appoint only qualified specialists 

(9: +4; 31: +5). Further, this perspective advocates that the teaching of languages in primary schools 

should be increased and that continuity of programs contributes to students gaining proficiency (15: +4; 

25: +3), but, as a shortage of qualified languages teachers can be a major obstacle, not all schools need 

provide Languages from Foundation to Year10 (47: +3; 46: -4). 

Just like the other two Viewpoints, this perspective argues that languages should not be reserved 

exclusively for academically able students, but instead that less academically able students should also 

have to learn languages. However, the point is made that it is important to understand the level of 

proficiency students are likely to acquire from a languages program and to have realistic expectations 

of both students and programs (22: -3; 16: +4). 

This third Viewpoint appears to be less favourable towards the learning of languages than the previous 

Viewpoints. For example, those who hold this third perspective indicate that while our lives are more 
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globalised and this fact makes learning more than one language relevant (10: +1), a capability in ‘English 

only’ is sufficient because of its status as a world language and hence there is no need for students to 

acquire proficiency in another language (23: -5; 30: -5). Furthermore, this perspective does not see the 

value in schools offering at least one European and one Asian language (45: -3) and considers languages 

should be valued as an integral part of the mainstream curriculum but does not deem them central to 

learning (41: +2; 39: -3). 

In this Viewpoint, a comprehensive curriculum does not require schools to ensure all students access a 

quality languages program (26: -2). Proficiency can be achieved without long periods of study, but high 

levels of bilingualism do not necessarily lead to better cognitive skills or inspire interest in and respect 

for other cultures (2: -2; 36: -2; 19: -1).  

Looking specifically at Italian, this perspective suggests that learning this language does not provide 

privileged access for further studies of Romance languages and is not an easy language to learn (48: -4; 

40: -2). Moreover, learning Italian does not provide access to a rich culture (38: -3) but gives students a 

direct means to access the rich culture of many communities around the world and many opportunities 

to use the language in everyday life (6: +2; 14: +2).  

This Viewpoint argues that, when implementing a languages program, it is important for schools to have 

autonomy over things that matter, and this includes the curriculum (3: +1). This perspective does not 

favour Asian languages and maintains Australian governments should not preferentially promote the 

study of Asian languages and Studies (21: -4; 8: -1; 18: -1). 

There are points about which this Viewpoint remains neutral or undecided. For example, whether the 

benefits gained from learning languages are widely understood (29: 0), the difficulty in achieving 

literacy and hence focusing on English only or whether literacy can be developed in more than one 

language at the same time (27: 0; 12: 0). What is clear is that for students learning a third language this 

is not necessarily a positive experience even if their skills in that language are comparable to the skills 

of their classmates (17: -2). This notwithstanding, this Viewpoint maintains that because learning 

languages develops children’s overall literacy, strengthening literacy-related capabilities that are 

transferable across learning areas, languages should have equal status with other curriculum areas and 

schools should resource languages programs at an appropriate and comparable level (42: +1; 37: +1; 44: 

+1). 

On the issue of time, this Viewpoint is neutral about whether adding languages detracts from time 

needed for literacy and numeracy or if bilingual programs take time away from other curriculum areas 

(20: 0; 7: 0) but asserts that because students learn most effectively through lessons conducted entirely 

in the target language (43: +3) education authorities should establish more bilingual programs (13: +1). 
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While this Viewpoint appears to be less favourable towards aspects of languages education, a comment 

made by the participant prior to the Q-sort activity does shed some light on the emphasis placed on 

teachers, the favourable view towards languages education in primary schools, and the use of the target 

language in a discourse that can appear less supportive that the other Viewpoints, but is clearly derived 

from personal experience: 

My eldest son is actually at a college in the city, but he came to [this primary school]. And now 
he’s got an Italian teacher that doesn’t speak a word of Italian in class. So, when he gets home, it’s 
really hard. He learnt more here with [this teacher] the whole time he was in primary school than 
he’s done in the last, nearly three and a half years at high school. Which is really hard because 
that’s his background and that’s – the foundation was so good, to then go down like this. I have to 
put my thinking cap back on and go back to the language I know and help him to get through it 
because his teacher does not speak a word of Italian in class. (Sch 22-5-Par-F)  

 FLMD: Programs, positions and considerations 
Data collected through semi-structured interviews sought to provide complementary information about 

each school and their languages programs. As mentioned earlier in this chapter, as well as the principals, 

other participants were invited by the leadership to take part in the interviews. At the first school (School 

21) the teacher of Italian and the other language teacher were invited while at the second school (School 

22) the Assistant Principal, the teacher of Italian and a parent took part. 

During the interviews both principals acknowledged the importance of FLMD programs for students 

who have a background in the language. However, these principals were also aware that while in the 

past there might have been a strong contingent of Italian background students in their schools, and 

therefore the curriculum met the needs of their community, the students’ demographics was changing 

because of migration trends. This notwithstanding, it was emphasised that languages are not only for 

students with a background in Italian and one of the Teachers of Italian asserted that: 

We need to actually change what we’re saying. If I continue to say Italian’s a language to choose 
because it’s a community language, then I’m actually – I’m not justifying anything. Because that’s 
not the case really. So, if the purpose of how we have these programs and what these programs are 
for, then I need to now be saying – as I should – as it is now changing, well for our community, 
Italian is a good language to choose because of its links to English and etc., etc. And not use the 
argument that it’s a community language. (Interview: Sch 22-1-ItT-F)  

Both principals highly valued languages in their personal and professional life as part of a 

comprehensive education and acknowledged its importance in a globalised world. In their eyes, 

monolingualism is not enough, as their comments below advised: 

I think learning a language is just opening up the world to people …I believe a well-educated 
person speaks two languages at least. (Interview: Sch 21-1-Pri-F) 
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It’s about the knowledge of the world; about interacting with other people and understanding that 
while you’re in a country like Australia, English might be the dominant language, but it’s not in 
other places. And it’s about the social cultural understanding of our world as well as the literacy. 
(Interview: Sch 22-Pri-F) 

The link to literacy that was part of the second Viewpoint is commented on by the principal at the second 

school (School 22). She believed languages teachers were: 

seen too much as specialist teachers and not enough as the teacher of literacy that they are first of 
all …and it is important to share and show the transferable skills of learning a language. (Interview: 
Sch 22-Pri-F)  

On the other hand, the cultural aspect identified in the first Viewpoint that was prevalent at the first 

school (School 21), was highlighted by the principal when describing the purpose and aims of the 

languages program at her school: 

Giving kids access to another way of viewing the world. So much of culture is carried through 
language. To see the way in which Anglo-Saxons view the world is just a social construction and 
largely done through language. But to know how somebody else celebrates birthdays, what they 
think is important, the emphasis that they put on formality or informality, all those sorts of things 
are just socially constructed. To see that somebody else does it in a different way, you think: ‘Oh, 
my goodness! The world doesn’t have to be like me. The world isn’t like me’. It can look in all 
these different ways and you come to value that and to know that you can function in that way as 
well. And other cultures have insights that Anglo-Saxon English doesn’t have. (Interview: Sch 21-
1-Pri-F)  

The quality, expertise and proficiency of language teachers and how these qualities can impact on 

students’ motivation was a critical aspect of the third Viewpoint present in these schools and both 

principals acknowledged that the success of the program was dependant on having the “right teachers” 

(Interview: Sch 21-1-Pri-F) and that: 

A language teacher has to be expert in the language. If you don’t know your subject, it’s like saying 
that anyone can teach art or something like that. But on the other hand, they have to be damn good 
teachers too, because what motivates a child and challenges a child is the same in a language as it 
is in any other subject. And they’ve got to have a passion for it. (Interview: Sch 22-Pri-F)  

With regard to challenges schools faced when implementing languages programs, the principal at the 

first school (School 21) commented that some aspects which could present a challenge were timetabling, 

teacher availability and space, as elaborated in the comments that follow: 

On Tuesdays and Wednesdays, we schedule Italian, Greek, Pitjantjatjara and ESL. So, it’s quite a 
juggle. …Resourcing isn’t really a problem, but teacher availability could be. I know, in some 
schools, teacher availability is a problem with certain languages. …What can be an issue in schools 
is space. It can be an issue because going from classroom to classroom to teach a language is a 
royal pain. (Interview: Sch 21-1-Pri-F)  
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The principal at the second school (School 22), on the other hand, commented that together with “the 

quality of the teaching”, she saw the support from the leadership as a crucial factor. For her:  

The factor that really impacts negatively is the lack of commitment from the leadership team to 
support that language teacher. And to treat them, as a teacher with expert knowledge, but also to 
understand that they are teachers also. So, they contribute to all other parts of the school as well. 
(Interview: Sch 22-Pri-F)  

It is clear from their remarks, that both principals do value and support languages teaching in their 

schools and, in line with some of the literature, the principal at the second school (School 22) believes 

that languages programs do need a ‘champion’ and concluded the interview with the following 

comment:  

I think it’s really important that leadership principals don’t ignore their language teacher and think 
just because they’re an expert in language – you have to build the capacity in every teacher. We’ve 
all got to improve including principals. We have to self-reflect and think – how could I improve 
myself to help improve [school’s name] and be critically reflective? I find that in some schools the 
leadership or the principal leaves the language teacher alone. Whether they’re fearful of losing 
them or doing something, but to me that teacher’s part of the staff team. They have a – well, they 
have a responsibility to reflect on their learning. How can I make Italian teaching be better? How 
can I connect with that child that I’m not connecting with? How can I do that? But we, the 
leadership, also have the brief to acknowledge, as I said, the importance of languages. Advocate 
for that in the school, the importance of the language. Advocate for, in this case, Mrs Expertise, 
her knowledge of literacy. So that other staff just don’t see her as the Italian teacher, but also 
challenge [Teacher’s name], as we would any other teacher, to build their capacity to be a better 
and better teacher every year. And I find that sometimes language teachers are left out on a bit of 
a limb and that’s why I like to talk about quality teaching is the basis of everything. (Interview: 
Sch 22-Pri-F)  

 Chapter summary 
This fifth chapter presented and discussed data collected from two South Australian schools that offered 

First Language Maintenance and Development programs. The data comprised Q sorts and post-Q sort 

surveys completed by a total of ten participants and a semi-structured interview held at the schools.  

The analysis of the Q sort revealed three Viewpoints about languages education and answered the second 

research question for schools offering this type of languages program. The first Viewpoint –Promote 

cultural respect– is in favour of continuous languages learning for all students and acknowledges the 

importance of Italian for cultural reasons. The focus of the second Viewpoint –Support literacy and 

skills– shifts attention away from culture to other broader benefits of languages learning and the strong 

links to literacy. Participants sharing this second Viewpoint are also more positive about bilingual 

programs compared to other participants. Albeit in different ways, both Viewpoints are positive towards 

the learning and teaching of languages. The third Viewpoint –Need good teachers– quantifies this with 
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a strong caveat that quality teachers and the support of the whole school are especially important if 

schools want students to be engaged, and that otherwise English is enough.  

The first Viewpoint was more prevalent in the first school (School 21) and the second Viewpoint was 

more prevalent in the other (School 22). The data from the Q sorts was enhanced by including 

participants’ quotes to elaborate various aspects of the findings. The last section of this chapter identified 

salient points conveyed during the interviews and included participants’ reflections and comments about 

the delivery of FLMD programs in their schools.  

The chapter that follows, Chapter 6, presents the analysis and interpretation of comments made by 

participants in the post-Q sort activities and the interviews carried out in the eighteen Victorian primary 

schools that delivered language programs and the two schools offering Italian bilingual education. 
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picture of participating schools offering 
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types of settings. 

The use of word clouds augmented by quotes 
identifies what participants in various types of 
schools want to change, see as positive or 
challenging aspects of the language program in 
their school, or consider their ideal languages 
program and hence reflects the sociology of 
Italian programs in primary schools. 
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 Introduction 
Changes in beliefs and understanding (first principles) are the foundation of achieving 
lasting reform. …Acquiring meaning, of course, is an individual act but its real value for 
student learning is when shared meaning is achieved across a group of people working 
in concert. (Fullan, 2001b, pp. 45-46) 

In the previous chapters, the word ‘Viewpoint’ has not been used according to its usual definition, that 

is, to describe a particular way of seeing things or a personal point of view, but rather it has been used 

to reflect factor groupings and shared meanings between groups of participants. This is why it has been 

capitalised. The Viewpoints that participants in this research hold about languages education were 

defined in the previous two chapters. In Chapter 4, five Viewpoints were identified amongst the ninety-

four participants in schools offering bilingual or second languages programs, and in Chapter 5, three 

Viewpoints were distinguished amongst the ten participants in the two schools offering FLMD 

programs. Analyses of the participants’ Q-sorts provided answers to the second research question in this 

study, that of identifying the prevailing or dominant Viewpoints about languages education held by 

educators and parents at schools offering different models of languages programs. Comments made by 

both sets of participants about the placement of their cards on the grid, were used in both chapters to 

expand the descriptions of each Viewpoint and include the voices of the participants who shared that 

perspective. Moreover, in Chapter 5, in an effort to keep the South Australian study as a contained 

separate entity and because this site had smaller number of participants, it was possible to include quotes 

from other sections of the post-Q sort survey and from the interviews. These additions further enriched 

the detailed narratives of the emerging Viewpoints about languages education held by the South 

Australian cohort. It was acknowledged that different Viewpoints were present within each school, and 

this would most likely impact on how languages were implemented within the classrooms and viewed 

within each school, but, because both schools offered essentially the same program, the FLMD, the third 

research question of how these Viewpoints impact on or influence the choice of language and program 

type was not deemed applicable to the two South Australian schools.  

The current chapter deals with data from the larger cohort – Victorian and ACT sites with 94 participants 

in schools that offer bilingual or second languages programs. The chapter takes the five Viewpoints 

introduced in Chapter 4 as a starting point and links them to the 20 settings and the 8 types of languages 

program these schools offer. Drawing from two sets of data, this sixth chapter uses comments made by 

participants during interviews and responses to the post-Q sort questions to create visual representations 

to identify similarities and differences between the schools and thus answer Research Question 3 and 

also further explore the sociology of languages in primary school programs. 
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Whilst it was easy to identify the schools offering bilingual programs because they meet stringent criteria 

such as time allocation and delivery of curriculum content through the medium of the target language, 

there was variety amongst the 18 schools that offered second languages programs. When schools were 

invited to take part in this research, they were initially grouped according to characteristics of the 

languages programs they were offering (refer: Table 3.3). These labels – Bilingual, Most time, 

Substantial, Multiple, Less intensive, Recent, Other and None – were used in the initial selection process 

and, in this chapter, as a way of grouping schools for analysis. As indicated in Chapter 3, two schools 

that had No language program at the time the initial contact was made, had just started a program in a 

language that was not Italian – Chinese in the first instance and Japanese in the second – by the time the 

data collection had begun, and they have now been labelled New programs. The table below lists details 

about the type of program and language, or languages, offered at each of these participating schools: 

Table 6-1 Program type and languages offered 

School ID No Type of program Language(s) taught 

School 1 Bilingual Italian 

School 2 Bilingual Italian 

School 3 Most time Italian 

School 4 Most time Italian 

School 5 Substantial Italian 

School 6 Substantial Italian 

School 7 Substantial Italian 

School 8 Multiple Italian; Greek  

School 9 Multiple Italian; Greek; Turkish 

School 10 Multiple Italian; Greek; Chinese 

School 11 Less intensive Italian 

School 12 Less intensive Italian 

School 13 Less intensive Italian 

School 14 Recent Italian 

School 15 Recent Italian 

School 16 Recent Italian 

School 17 Other Chinese; French 

School 18 Other Japanese 

School 19 New Chinese 

School 20 New Japanese 
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The sections that follow look at each group of schools and draw on qualitative data collected via 

interviews and post-Q sort survey (refer: Appendix 3 and Appendix 4) to explain the impact or influence 

that the Viewpoints held by participants may have on the choice of languages programs in their school. 

The codes used to reference participants’ direct quotes and that in the two previous chapters identified 

1) School No, 2) Q Participant No, 3) Role and 4) Gender, now include a reference to the Viewpoint held 

by participants (e.g. Viewpoint 1 = VP1) or identify if the sort was confounded (= C) or non-significant 

(= NS). Furthermore, each response to the questions in the post-Q sort survey was coded and, using a 

free software available from WordItOut https://worditout.com/, these labels were used to create word 

clouds to visually represent the data and key concepts shared at the schools offering a particular type of 

languages program. 

 Bilingual programs: Rigour, quality and commitment 
Bilingual programs are one type of languages program and, in Victoria, annual funding is provided to 

support 14 such programs, one of which is delivered in Italian. Bilingual programs use the target 

language to deliver content-based teaching for a minimum of 450 minutes (7.5 hours) per week to all 

their students (DE&T, 2019b). 

Two of the schools participating in this research delivered Italian bilingual programs. The first was a 

school in the ACT where bilingual classes had been offered for several years and the second was the 

Victorian primary school mentioned above that only quite recently implemented this type of program. 

The ACT and Victorian educational contexts are similar in that all schools are required to provide a 

languages program and similar also in that the number of schools that offer bilingual programs is very 

few – fourteen in Victoria and three in the ACT. 

From these two sites offering bilingual programs, eighteen people took part in the research – ten at the 

ACT school and eight at the Victorian school. Information about these two programs was collected from 

two sources 1) using interview, or as was the case for one of the principals, a written email response, 

and 2) through comments written by participants after their Q sort activity. The section that follows 

below draws on comments made during the interview and in the written email response to describe and 

compare some of the salient features of these two programs. Subsequently I bring together the comments 

made by the eighteen participants and highlight similarities and differences depending on the Viewpoint 

they hold. 

6.2.1 Descriptions of two bilingual schools 

The two bilingual programs have quite different beginnings. At School 1 the program started after the 

amalgamation of two local primary schools and a group of parents who believed in bilingual education 

proposed this delivery as “a way of attracting more people and building enrolments” (Interview: Sch 1-

https://worditout.com/
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1-Pri-F-VP1). With School 2 having had an immersion program for over 10 years prior, when the 

opportunity arose, moving to bilingual education “was a logical progression” (Email: Sch 2-1-Pri-F-C). 

The two schools were not dissimilar in size and demographics (refer: Appendix 29). At the time of the 

research, School 1 had 350 students enrolled and School 2 had 320. The demographics at the first school 

were described by the principal as “high socio-economic groupings with pockets of public housing” 

(Interview: Sch 1-1-Pri-F-VP1). With a high overall socio-economic profile, the second school received 

“low SFOE [=Student Family Occupation and Equity] funding, with 10 % EAL [=English as an 

Additional Language] students, six students of Italian and two of non-English background” (Email: Sch 

2-1-Pri-F-C). Both schools employ a range of specialist teachers and at the first school the Italian 

curriculum was offered for 2.5 days a week while at the second school Italian was delivered though 

Literacy, Numeracy, Science, Geography, Performing Arts and Visual Arts for the 7.5 hours weekly 

required in Victoria for a program to be considered bilingual (DE&T, 2019/2018). In describing their 

program, both principals focused on what it meant for the students as the comments below indicate: 

Our vision is to be a beacon school for bilingualism. The aim of the bilingual program is for the 
children to reach a benchmarked level for English by the time of Year 6 to be equipped to go to 
high school, and that their Italian – I’d like to say that they are bilingual by the time they finished 
Year 6, but that’s on the proviso that they started in kinder. (Interview: Sch 1-1-Pri-F-VP1) 

The bilingual program means a different thing to each student. We have a rich history of Italian 
migration in our area and that footprint is still visible and audible in our community. Italian has 
been taught within our school for over twenty years and we have merely taken a huge leap forward. 
This was done to provide our students with authentic language, in a framework that both enhances 
their learning and nurtures and stimulates their thinking skills. (Email: Sch 2-1-Pri-F-C) 

Parent and community support have been identified as key factors for predicting success and 

engagement in languages education and both principals acknowledged their importance. However, while 

at School 2 there were “no objections to the program and parents are highly engaged” (Email: Sch 2-1-

Pri-F-C), at least initially there had been, at School 1, “a ‘them and us’ mentality present …and some 

parents felt threatened by the arrival of the language and didn’t necessarily see the benefit of it and why 

should their kids be doing it” (Interview: Sch 1-1-Pri-F-VP1). Following a great deal of publicity and 

advocacy to gain parental support, this principal also indicated that a way to maintain parental support 

was to have a quality program because: 

It’s easier to convince them of the significance of the program and its relevance and its importance 
when you’ve got all that in place. But if you’re having constant troubles with staff and they’re not 
confident of the calibre of the teachers that you’re getting, all the resources or the homework and 
what the children are getting in Italian, then they – that’s when the doubts creep in and they start 
questioning. (Interview: Sch 1-1-Pri-F-VP1) 

Commenting that the school now had “a very strong parental group”, this principal also spoke at length 

about engaging with the community both here and overseas, actively recruiting volunteers and Italian 
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Language Assistants that the school regularly sponsored, and the fact that School 1 relied heavily on the 

support parents provided to these young people throughout the year by way of home stays.  

Links with the broader community both here and overseas were further acknowledged, and both schools 

commented on Consular and Embassy support in their respective settings. Furthermore, the principal at 

School 1 mentioned organising exchange trips to Italy which gave the Australian teachers opportunities 

to teach in Italian schools and, for a few years: 

In July, we have about eight teachers who come from all over Italy for a sabbatical for a month, so 
five weeks, they come. And they work with our Italian teachers in the classrooms and share their 
understandings. So, we have families who sponsor – who billet them for the five weeks. But the 
Italian government stopped that because it’s obviously getting too expensive. (Interview: Sch 1-1-
Pri-F-VP1) 

Teacher quality and availability is another factor acknowledged to have the potential to support or 

undermine languages programs. Both principals commented extensively on languages teachers and how 

their availability was crucial to the success of the bilingual programs in their schools, as the comments 

below indicate: 

Teacher availability. I think probably the biggest challenge I face as the leader of the school is the 
recruitment of staff particularly native speakers. Because in a normal school, you can get by with 
somebody who’s done Italian for a couple of years at school. …Just keeping, just recruiting 
teachers, that takes a lot of our time. …You need to make sure that the teacher is rigorous. …So, 
teacher availability but also teacher preparation and teacher training. (Interview: Sch 1-1-Pri-F-
VP1) 

Teacher availability has the biggest impact on learning, but we have learned how to select staff. 
We look for teachers who are native speakers. (Email: Sch 2-1-Pri-F-C) 

Both principals commented staff were ‘well supported’ and in both schools, teachers ‘plan and teach 

collaboratively in teams’ which was a strength and a feature that made the bilingual programs quality 

languages programs. Moreover, at School 1, teachers had adapted the Common European Framework 

for Languages in an effort to add rigour and integrity to the Italian program and had taken part in 

professional development to incorporate the elements of the bilingual program in the template used by 

the school to plan rigorous inquiry-based units of work so that, as the program’s coordinator explained, 

they were:  

really trying to be at the cutting edge of not only new bilingual pedagogy but how the curriculum’s 
integrated. (Interview: Sch 1-3-Oth-F-VP5)   

None the less, the principal at this school commented that she constantly needed to highlight to the 

Education Department and the wider community the excellent and rigorous work happening at the 

school because: 
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They don’t get the value of what we’re doing here and how cutting edge we are. …they 
[=the teachers] are not teaching Italian, but they’re teaching maths through Italian, it’s 
what we do. (Interview: Sch 1-1-Pri-F-VP1)   

Both principals saw the role of leadership as crucial. At School 2 the principal stated the leadership 

“must be fully committed for anything to happen” (Email: Sch 2-1-Pri-F-C) while in School 1 the 

principal described herself as being “passionate about languages” and that with a “background as a 

language teachers”, when: 

The opportunity to be in a context like this, to really drive a pedagogy to deliver languages in a 
much more engaging and productive way, was an opportunity that was too hard to resist. 
(Interview: Sch 1-1-Pri-F-VP1) 

From the way the two principals spoke about the bilingual programs in their schools, rigour, quality and 

commitment were core features of the programs and student outcomes formed a strong basis and an aim, 

as the comments below show: 

My aim is to hear the children speaking Italian more. That’s what I’ve really been pushing, hearing 
it spoken. Yeah. Which is why I introduced it from the beginning. (Interview: Sch 1-1-Pri-F-VP1) 

Continue to strengthen the program to enhance student learning and opportunities beyond school 
and improve learning outcomes. (Email: Sch 2-1-Pri-F-C) 

6.2.2 Viewpoints in schools with bilingual programs 

Identified and described in Chapter 4, were the five Viewpoints held by participants in schools offering 

bilingual and second language programs. The first Viewpoint – Advocacy – valued languages which 

were considered integral and central to mainstream curriculum. The second Viewpoint – Steady state – 

appreciated the importance of languages teachers but expressed some concerns about the 

implementation of programs. The third Viewpoint – Go Asian – was also positive to languages but 

prioritised Asian trade languages. It also acknowledged the necessity for strong support. The fourth 

Viewpoint – English first – placed importance on learning English while still valuing languages and 

particularly Asian languages. The fifth and last Viewpoint – Back them – saw languages and even some 

bilingual programs in a positive light and strong support as beneficial. 

Most participants in the two bilingual schools held either one of these two Viewpoints – Viewpoint 1 

and Viewpoint 5 –and only one participating teacher held Viewpoint 2. The key features and the 

descriptive accounts of these and other Viewpoints have been articulated in Chapter 4. The initial 

analysis of the Q data identified five factors, hence five Viewpoints overall, but it also identified several 

confounded sorts in which participants loaded on two or more factors and most of which were linked to 

Factors 1 and 5. The details included in Appendix 5 present a matrix listing the factor loadings for each 

participant and the table below lists the number of participants sharing a Viewpoint and the confounded 

sorts at the two schools offering bilingual programs. 
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Table 6-2 Q sorting in schools offering bilingual programs 

School ID 
Viewpoints Confounded sorts 

1 2 3 4 5 1&3 1&4 1&5 1 3&5 2&3 

School 1 2 1 - - 3 1 1 1 - 2 

School 2 2 - 1 - 1 - - 3 1 - 

Total 4 1 1 - 4 1 1 4 1 2 

Although the confounded sorts were not used in the interpretation and description of the five Viewpoints 

defined in Chapter 4, participants with these sorts did complete a post-Q sort survey and it was believed 

that analysing the comments about what all the sorters thought about the languages program at their 

school, what aspects they found positive or challenging, what they wanted to change and what they 

believed represented an ‘ideal’ languages program, would offer a rich description of the milieu of these 

settings and move towards explaining patterns of program provision or the choice of program type. 

Direct quotes were used to illustrate these aspects. 

6.2.2.1 Positive aspects of the current bilingual program 

For the people sharing Viewpoint 1 (VP1), a positive aspect was the fact that the bilingual program 

offered at their school, with the affordance of time, provided opportunities for students to achieve robust 

outcomes. Creating “bilingual, global, connected and lateral thinking students who are encouraged to 

learn a 3rd and 4th language” (Sch 1-1-Pri-F-VP1), the students can “extend their abilities in other areas 

of the curriculum” (Sch 2-4-ItT-M-VP1) and are “contenti d’imparare l’italiano e così è un programma 

che funziona [happy to learn Italian and so it is a program that works]” (Sch 1-6-Oth-F-VP1).  

Similarly, the person holding Viewpoint 2 (VP2) considered that the “level of language competency 

gained over primary school years is amazing” (Sch 1-8-Tea-F-VP2). While for the teacher of Italian 

holding Viewpoint 3 (VP3) it was the “great response and support from the school community” (Sch 2-

3-ItT-F-VP3) that was a positive aspect of the program in School 2. 

The participants that held Viewpoint 5 (VP5) commented on teachers and teaching. A positive aspect 

was that the bilingual program used “specialised teachers for whom Italian is the mother tongue” (Sch 

2-2-ItT-F-VP5) and these teachers could “fare da ponte tra la cultura italiana e la cultura australiana 

[be a bridge between the Italian and the Australian cultures]” (Sch 1-7-Oth-F-VP5). Moreover, because 

Italian was taught through content areas, it was a “more exciting and motivating approach” (Sch 1-3-

Oth-F-VP5). For the parent who held this Viewpoint, the bilingual program offered “the opportunity for 

[her children] to connect with their Italian heritage – something very important” (Sch 1-10-Par-F-VP5).  
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The two participants with confounded sorts loading on Factors 2 and 3 both mentioned “a whole school 

approach” (Sch 1-4-ItT-M-C) and the “whole school and community involvement and support” (Sch 1-

9-Tea-F-C) as being positive aspects together with both teachers feeling “supported by colleagues, 

executives and many of the parents” (Sch 1-4-ItT-M-C) and being able to “work collaboratively 

together” (Sch 1-9-Tea-F-C).  

Support was also a key aspect for some of the participants loading on more than one factor. The “whole 

school commitment” (Sch 2-7-Par-F-C), the “commitment to program by leadership, teaching and 

support staff and parent community” (Sch 1-2-Oth-F-C), the “leadership support and colleague support 

within the school” (Sch 1-5-ItT-F-C), were considered positive aspects of the two bilingual programs.  

Conversely, other participants who had also completed a confounded sort, focussed on students and how 

this type of program provided them with “Improved academic outcomes. Greater confidence in learning. 

Greater success” (Sch 2-1-Pri-F-C), fostered “development of literacy in both/all languages” (Sch 2-5-

Tea-F-C) and gave students “confidence in both English and Italian and the ability to pick up language 

skills almost effortlessly” (Sch 2-6-Par-M-C). 

6.2.2.2 Challenges for the current bilingual program 

The comments made by the eighteen participants from the bilingual schools do not appear to be specific 

to the Viewpoint these participants held but rather fell into four separate categories 1) Resources, 2) 

Students, 3) Parents, and 4) Timetable. Most comments revolved around resources, that is, staffing 

resources and teaching resources. The need for “resourcing, both material and staff” (Sch 1-3-Oth-F-

VP5) was reiterated by ten of these participants. These individuals felt that resourcing was a big 

challenge as there was “a lack of affordable and easily accessible resources” (Sch 2-5-Tea-F-C). Schools 

also needed to have access to “quality teachers not just teachers who speak the language” (Sch 1-8-Tea-

F-VP2), “Italian teachers committed to team teaching” (Sch 2-8-Par-F-VP1) and “English teachers with 

a better understanding of the CLIL approach” (Sch 1-9-Tea-F-C). Moreover, three of these respondents 

also mentioned that resourcing was challenging because of the “lack of Education Directorate 

understanding” (Sch 1-1-Pri-F-VP1). 

The five respondents who mentioned students, all saw different challenges. One teacher wanted to 

“provide more opportunities for children to use the language” (Sch 2-4-ItT-M-VP1), another wanted 

“che i nostri ragazzi potessero seguire ed avere i libri di testo come in Italia [that our students could 

follow and have textbooks like in Italy]” (Sch 1-6-Oth-F-VP1). Two participants were concerned about 

“international students with poor English proficiency” (Sch 2-3-ItT-F-VP3) because, as one parent 

mentioned, “children who struggle with English are also struggling with learning Italian” (Sch 1-10-
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Par-F-VP5). Lastly one parent was concerned about the lack of bilingual secondary schools because he 

wanted to “make sure that [his children] can continue throughout their school life” (Sch 2-6-Par-M-C).  

With regards to parents, one person felt it was challenging to “riuscire a coinvolgere i genitori in modo 

che possano aiutare i figli [manage to get the parents involved so that they can help their children]” (Sch 

1-7-Oth-F-VP5) while a second person commented that he found it “difficult when parents are not on 

the same page with us on the bilingual program” (Sch 1-4-ItT-M-C). 

Lastly, for one teacher a challenge was that, with several requirements needing to be met, “the timetable 

is hard to organise” (Sch 2-2-ItT-F-VP5).  

6.2.2.3 One aspect that needs changing in the bilingual program 

The comments made by participants about an aspect of the bilingual program that they would like to see 

changed also did not seem to be linked to the Viewpoint these participants held but could be grouped 

into four different categories 1) Timetable, 2) Teachers and Parents, 3) Setting, and 4) Level of 

satisfaction. Timetabling issues were raised by six participants and revolved around the way Italian 

lessons were distributed and the time allocation. These respondents wanted to “increase the time 

immersed in the language” (Sch 2-1-Pri-F-C), have “children learning in BOTH languages – Italian and 

English – every day” (Sch 1-1-Pri-F-VP1, emphasis in the original) and “both languages present and 

taught on the same day” (Sch 1-3-Oth-F-VP5) resonated with parents and teachers. But, as well as 

wanting “una parte di inglese e una parte di italiano ogni giorno in modo che ci sia una maggiore 

continuità e che gli studenti siano esposti continuamente alle due lingue ogni giorno [an English and an 

Italian component taught every day so that there can be more continuity and students are regularly 

exposed to the two languages every day]” (Sch 1-7-Oth-F-VP5), there was one teacher who wanted to 

review the time allocation and offer “access to reduced Italian or limited time for students with special 

needs” (Sch 1-8-Tea-F-VP2).  

The participants who focused on teachers commented on the “availability of qualified Italian teachers” 

(Sch 2-4-ItT-M-VP1) and on wanting “more contact with Italian primary and secondary teachers in Italy 

to discuss pedagogy and resources” (Sch 2-3-ItT-F-VP3). While a teacher wanted more “realistic 

expectations for the parents who expect to see greater progress in a short period of time” (Sch 2-2-ItT-

F-VP5). 

One of the principals was particularly keen to have “one area all dedicated to Italian” (Sch 2-1-Pri-F-

C), and at least five teachers were “happy with the program” (Sch 1-4-ItT-M-C), thought “the structure 

of the program really good” (Sch 1-8-Tea-F-VP2) and one of the classroom teachers new to the school 

was “excited by the program and wouldn't change anything at this stage” (Sch 1-9-Tea-F-C). 



Chapter 6: Analysing post-Q sort data 

Renata Aliani (2020) Sì, tanti ma non bilingui 175 

6.2.2.4 An ideal language program when in a bilingual setting 

The comments describing the participants’ ideal language program all mentioned it would need to 

include an approach that taught curriculum content meaningfully through another language, be fully 

supported and resourced within and outside the school and have ample and regular time allocation. 

While agreeing with all the aspects above, one parent’s ideal program also needed to be an elective 

“available to students who would like to participate with an option for those who do not” (Sch 1-10-Par-

F-VP5). The comments below express these views and are reflective of the participants’ notion of an 

ideal program: 

Be fully supported and resourced by the Education Department. Supported by committed teachers 
and adequately resourced. A rigorous, structured teaching/learning program, collaborative, shared 
leadership; positive culture; qualified teachers and access to ongoing training; connected to support 
networks such as bilingual associations and a mentoring body e.g. Universities or schools in Italy. 
(Sch 2-4-ItT-M-VP1) 

Have quality expert language teachers; a program that fosters cross-cultural awareness and 
understanding; helps children learn the rules of speaking another language; a language program 
that makes language meaningful for children. (Sch 1-9-Tea-F-C) 

My ideal language program has to be contemporary, active, interactive and content knowledge 
based. Kids could learn from different activities provided the culture/the mentality/the depth of 
different cultures and people. Thus, my aim would be to encourage students to interact with other 
students from different cultures/languages to learn from their perspective. An ideal language 
program should be celebrated, supported and consistently updated, based on research, personal 
experiences and effective strategies. (Sch 2-5-Tea-F-C)  

To visually represent patterns and the aspects that were important to the participants from these two 

bilingual schools, key themes were identified, and tag words used in a word cloud. This visual technique 

has been used as an alternative way to present finding that, in Q studies, are usually limited to tables and 

grids (Ramlo, 2011). Rather than using distinguishing, consensus or characterising statements, the word 

clouds included in this chapter reflect themes or areas of relevance in 1) positives and challenges of this 

type of program, 2) what participants wanted to change, and 3) what constituted the ideal languages 

program. With the importance of each tag shown with font size or colour, the figure below visually 

illustrates this data for the two schools delivering bilingual programs. 
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Figure 6:1 Word cloud for bilingual programs 

The features in the word cloud above are relevant to all schools implementing a languages program and 

ensuring its success and longevity. In the cases above, resourcing of both, teaching material and staff to 

ensure students can achieve robust outcomes, are especially important for these two schools that are 

committed to offering quality and rigorous bilingual programs. 

The focus of this chapter now shifts to schools that provided more than the “average of 54.7 minutes per 

week” (DE&T, 2019a, p. 23) contact time that primary students generally spend learning languages in 

Victorian primary schools. 

 Programs offering most time: Relevant, fluid and 
flexible 

When schools in the North-Western Region of Victoria – the region chosen for the research – were first 

contacted, a mix of information was collected to help with the selection of schools. Details about the 

language programs offered at the time were used to group schools that, at least on the surface, delivered 

similar kinds of programs. The two schools included in this section of the chapter offered a substantial 

amount of time compared to other schools and so were included in the ‘offering most time’ category 

and the sections that follow, firstly describe the two schools from the comments made in the interviews 

and subsequently use comments participants wrote as part of their post-Q sort survey to provide a richer 

account. 

6.3.1 Descriptions of two programs offering most time 

Interviews with a range of participants – principal, assistant principal and Italian teacher at School 3 and 

principal at School 4 – provided information about the two programs. Demographically there were 

similarities between the two schools; both had high socio-economic status (SES), both were described 

as “predominantly Anglo-Saxon” (Interview: Sch 3-2-ItT-F-VP1), but whilst School 4 was no longer 
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very multicultural, there were still a large number of second or third generation Italians and Greeks in 

that community. Both schools were also similar in size, each having enrolments just below 400 at the 

time of data collection. The schools had different forms of class organisation with 19 single level grades 

at School 3 and several multi-age learning communities at School 4. Italian had been taught at both 

schools for over twenty years, but School 3 also offered French and Chinese as extracurricular elective 

programs that were part of ‘Clubs’ for an additional charge of $12 per lesson. At School 3 a CLIL 

approach (Italian/Art) was used and classes ranged from one to one and a half hours per week with an 

increase in the time allocation to two hours planned. School 4 offered Italian for two hours a week to 

four groups of Years 4, 5 and 6 students, and for the first year, to a cohort of sixty-six Prep students 

(refer: Appendix 30). 

Talking about why Italian was taught at the schools, the teacher of Italian at School 3 and the principal 

at School 4 both commented on the benefits that learning a language, any language, had for the students. 

The comments below illustrate this: 

My philosophy is that I’ve realised that the schools that we fit into don’t do Italian. And I 
understand that it’s not something that the children will take on at a secondary level. However, I 
feel that it’s – I hope that I’m teaching them – well, not teaching them, but I’m hoping I’m giving 
them a taste of something other than English; that I’m giving them an enthusiasm to learn another 
language; that I’m giving them skills to learn a second language; that I’m making them aware that 
there’s something out there other than English and ways of being able to enter into a language. So, 
I think that’s my aim; that it’s to give them an interest. It’s to give them the skills and the desire of 
going on to learn another language, whether it be Hindi, and I say this to them. (Sch 3-2-ItT-F-
VP1) 

I don't know what the school’s aim is to be quite honest. I assume that there's a certain amount of 
compliance there. For me, I actually think that it’s important to learn another language and learn 
about another culture and in some respects, it doesn’t matter what language it is. I think it’s that 
idea that – I mean here we see people as individuals and therefore that diversity, we respect. (Sch 
4-1-Oth-F-VP5) 

Italian had been taught at both schools for over twenty years but there were differences when participants 

discussed relevance and language choice. At School 4 Italian was very much part of the community. 

Even though it was acknowledged that the community was changing, Italian and the availability of 

resources were highly regarded by the principal:  

You've got people here who are Italian; you've got resources in the community. …Well, I think 
this is an important part of the community. And it’s changing; the older people in the community 
are moving out. But in order to value their part in the community, the Italian community here has 
been very prominent. …We don't have a nana at home that can talk to us or even these kids’ great 
grandmother who may not be alive but there will still be bits in the family history that I think still 
relates it to them (Sch 4-1-Oth-F-VP5) 
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On the other hand, at School 3, while Italian was still valued, a desire to include an Asian language in 

the curriculum was expressed. The possibility of changes to the language offerings at the school were 

signalled by the Italian teacher: 

Perhaps it will be a phase-out down the track. I don’t know how long that will take, and that all 
depends on the support from the parent community and school council. …So next year, depending 
on – there’s been an expression of interest put out to the school community whether there’d be 
children coming into Grade Prep who’d want to do Mandarin as opposed to Italian. So how we 
plan for next year is sort of a bit up in the air. (Sch 3-2-ItT-F-VP1) 

But any concerns staff might have had were dispelled by the leadership with the following comment: 

I think the two languages will work. It’ll just be a bit of a nightmare challenge, but we’re fluid and 
flexible as our timetable evolves. So, I think we work out a way of managing that. (Sch 3-Pri-F) 

The principal at School 4 was also aware that there was “an argument that we’re going to be trading 

with Asia, therefore, we should learn an Asian language” (Sch 4-1-Oth-F-VP5) but there were 

limitations to what a school could do. She stressed that the languages needed to be relevant to both 

parents and students and explained that at the school there was a very low proportion of Asian students 

and that while: 

it’d be great to do an Asian language as well, but I can't do everything. In schools we cannot 
physically teach any more than what we’re doing. (Sch 4-1-Oth-F-VP5) 

The availability of teachers, which was a critical aspect for schools offering bilingual programs, was 

commented on during both interviews in the two schools that offered most time. At School 3 the 

principal remarked they were: 

very fortunate to have a fully qualified Italian teacher because having I’ve been in schools where 
that’s not been possible, the quality and the extent and the depth of learning are just not there. (Sch 
3-Pri-F) 

With the Italian teacher currently being a 0.4-time fraction, the principal at School 4 had identified two 

staff members who had taught Italian in the past so that: 

The aim for next year is to actually have it from Prep to Six and run it across the school. We just 
don't know how we’re going to do that yet but we’re very much looking at those staff being 
involved in a full program run here. (Sch 4-1-Oth-F-VP5) 

What some of the comments made by the principals in these two schools seem to indicate is that, 

regardless of the challenges posed, if the leadership is determined to implement something, they will 

find a way to accomplish it regardless of obstacles and this is summed up by a comment made by the 

Italian teacher at School 3 suggesting that: 
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if you’ve got the backing of leadership, there’s no real reason why you can’t have a language 
program. (Sch 3-2-ItT-F-VP1) 

Discussing which type of program they would like to see implemented in their school, the main concern 

for the principal at School 4 was to ensure a rigorous program would go across all the year levels and 

she was planning to: 

rely fairly heavily on the Italian teacher there because this is not my area of expertise. And as I 
said, I would like to see it as some sort of — what's the word where you actually speak it — 
immersion. But I have to make sure she's comfortable with that. (Sch 4-1-Oth-F-VP5) 

The principal at School 3 believed they had a strong program at the school and that “an enrichment from 

team teaching and having a CLIL-type program with Art and Italian that the Mandarin could just further 

enrich it” (Sch 3-Pri-F). What this principal was sure she did not want at her school was a bilingual 

program because, in her experience, this type of program had proved disruptive as is explained in the 

comment below: 

We haven’t gone to bilingual, and there’s been interest in the school – not from parents but from 
outside the school – becoming a bilingual school, and we haven’t pursued that particularly because 
my experience of bilingual programs seems that it divides the school, not necessarily enriches the 
school. So, the schools I’ve been in – the bilingual kids are over here in this building, and the 
mainstream kids are here, and never the two, twain shall meet really, and I’m not interested in – 
we’ve spent seven years bringing our school together and having a strong culture. (Sch 3-Pri-F) 

6.3.2 Viewpoints in school that offer most time to languages programs 

Only seven people completed a Q sort from these two schools – two participants were from School 3 

and five were from School 4. While the principal at School 3 took part in the interview together with 

the assistant principal and one of the Italian teachers, she did not take part in the Q sorting activity. Most 

participants in these two schools shared Viewpoint 3: Go Asian, with only one person each sharing 

Viewpoint 1: Advocacy and Viewpoint 5: Back them. Two contributors completed confounded sorts as 

listed in the table below.  

Table 6-3 Q sorting in schools offering most time 

School ID Viewpoints Confounded sorts 

1 2 3 4 5 1&2 1, 3&5 

School 3 1 - 1 - - - - 

School 4 - - 2 - 1 1 1 

Total 1 - 3 - 1 1 1 
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Analysis of the answers given by these seven participants to the four questions from the Q sort activity 

shows their responses appear to be linked more to the school context than to the Viewpoints held by the 

participants in these two schools.  

 
Figure 6:2 Word cloud for programs offering most time 

The word cloud above visually depicts information gathered in the post-Q sort survey for the two schools 

with programs offering most time. Comparing this to the earlier word cloud for bilingual programs, it is 

possible to see there are similar themes identified by the participants but, different features are given 

more emphasis, for example – time, and some are afforded less emphasis, for example – teachers. The 

four sections that follow report on the participants’ feedback about positive or challenging aspects, 

something that needs to be modified or what the participants in these two schools view as an ideal 

languages program.  

6.3.2.1 Positive aspects of the current program 

At School 3 the most positive aspects were that the Italian program was relevant and purposeful through 

its integration with another curriculum area and multiple languages, albeit as elective subjects, were 

offered at the school. The comments below illustrate these points: 

Language for a purpose; the children are learning how to use the language in a way which is 
relevant. Several languages offered – French after school and Mandarin for students who select it. 
(Sch 3-2-ItT-F-VP1)  

Three languages are available for our students – Italian (core), French and Mandarin (optional). 
The Italian program is made purposeful through the Art program. (Sch 3-1-Oth-M-VP3)  

At School 4 the aspects identified were more varied and included the presentation of learning that 

occurred in the everyday running of the school, involving the community, the availability of resources 

and enthusiastic teachers and students. 
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6.3.2.2 Challenges for the current languages program 

Different challenges were identified at these two schools. Comments made by the participants at School 

3 centred on relevance and choice as illustrated by the following quotes. The “relevance of the current 

language taught” (Sch 3-2-ItT-F-VP1) and “offering two core languages – Italian and Mandarin – from 

Prep enrolments” (Sch 3-1-Oth-M-VP3).  

On the other hand, the challenges identified at School 4 revolved around the fact that currently Italian 

was “only taught in Prep and Years 4, 5 and 6” (Sch 4-3-Tea-F-VP3), it needed to extend to whole 

school but the “time fraction is not enough to cater for the whole school” (Sch 4-2-ItT-F-C).  

6.3.2.3 One aspect that needs changing 

The comments made by these participants about desirable changes revolved around program time but 

what this meant was different in each school. At School 3 it meant having Italian taught for longer 

periods of time with both participants wanting to see “more time” allocated to languages but also 

acknowledging that while they wanted “a higher priority on time given to languages the school is 

restricted by budget” (Sch 3-1-Oth-M-VP3). At School 4, more time meant having all students access 

the language and participants unanimously wanted to “change to whole school so the entire school has 

access” (Sch 4-4-Oth-F-VP3).  

6.3.2.4 An ideal language program  

When describing their ideal language program, the comments made by the seven participants from the 

two schools that offered most time identified two aspects 1) Curriculum, and 2) Resources.  

For participants who commented on curriculum, the ideal language program was “integrated” (Sch 4-1-

Oth-F-VP5; Sch 4-5-Par-F-C), it had “three sessions per week, with a bilingual option offered” (Sch 3-

1-Oth-M-VP3), it did “not stand alone but [was] part of the children's everyday learning” (Sch 4-3-Tea-

F-VP3) with “students all being immersed in the language program and the ability to use the language 

during independent learning time” (Sch 4-4-Oth-F-VP3). The comments appear in line with VP3 which 

saw languages as integral to the curriculum, but the comments differ in that immersion in the target 

language or the increase of bilingual programs were not key aspects of VP3 but rather are more aligned 

with some of the notions expressed in VP5. Also, what does not emerge in the comments made by the 

participants sharing VP3 is the support for Asian languages that marked this Viewpoint suggesting that 

perhaps this specific school context, with fewer parents of Asian background, may have an impact. 

One in each school, the two participants who focussed on resources wanted something similar– a 

program that was “well resourced, with a language lab and a language assistant” (Sch 3-2-ItT-F-VP1), 



Chapter 6: Analysing post-Q sort data 

Renata Aliani (2020) Sì, tanti ma non bilingui 182 

and “having a language room, a program from Prep-6, whole school involvement [and] more than one 

teacher involved in teaching Italian” (Sch 4-2-ItT-F-C). Rather than being school specific, this does 

align with Viewpoint 1 (the second teacher with the confounded sort loaded on Factors 1 & 2) and the 

notion that students need to access quality programs with equitable resources. However, it also seems 

to suggest that, at least in settings that offer most times like in these two schools, the teachers of Italian 

want similar things when describing their ideal program. 

The next section in the chapter looks at programs that, while not meeting the recommended 150 minutes 

time allocation (DE&T, 2019b), were thought to be more substantial in nature. 

 Substantial programs: Networking locally and 
overseas 

The schools originally labelled as having ‘substantial’ languages programs were included in that group 

because, from the initial information about the way the programs were delivered or integrated, it seemed 

that these schools offered more complex and in-depth programs than the other participating schools 

offering second languages programs. The three schools that ultimately agreed to participate in the 

research were quite different in their settings and in the implementation of their Italian programs as 

illustrated in the sections that follow. 

6.4.1 Descriptions of three schools offering substantial programs 

At the time of data collection, the three schools included in this category had taught Italian for a 

considerable length of time – from 17 to 21 years – but they were quite different in other respects (refer: 

Appendix 31).  

From the interviews with the principals, it was apparent there were differences in the aims of the three 

programs. For School 6, the program focused on learning skills and aimed to: 

build confidence and self-esteem in both [Italian and Art] and a preparedness to take risks and 
challenges and problem solve, plus listen attentively and learn techniques and skills and strategies. 
My goal is to see kids engaged and connected with learning and being able to achieve that occurs 
because of a key which is integration, integration of teaching subjects. (Sch 6-1-Pri-M-VP2)  

Conversely, the Italian programs at School 5 and at School 7 focused on cultural aspects, as indicated 

by the comments below about the aims of the programs:  

Developing a cultural understanding and a comprehension of another language but not really giving 
them a sound philosophy in it. (Sch 5-1-Pri-F-VP3)  

Exposing the children to another language, and therefore, to help build understanding of other 
cultures, also, to provide the children with another avenue for success. (Sch 7-1-Pri-M-C)   
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The principals at the three schools commented on the networking that was part of the implementation 

and delivery of the Italian programs. At School 6 the principal mentioned internal networking and the 

fact that the teacher of Italian was “required to connect and engage with so many teachers and link with 

their planning …and her capacity to do that engenders the teachers being on board with her” (Sch 6-1-

Pri-M-VP2). At the other two schools the networking involved making links with local schools, with 

School 5 wanting to “employ a little lateral thinking ...and share a teacher with a neighbouring school” 

(Sch 5-1-Pri-F-VP3), and School 7 having “developed some great relationships with the secondary 

school next door that had started an immersion program” (Sch 7-1-Pri-M-C).  

The Italian programs had already been in operation when the three principals first started at the particular 

school, so little was known about how and why the schools made the original decision to teach Italian. 

One of the principals believed it was “a process of community surveys and many schools in this area 

did choose Italian” (Sch 5-1-Pri-F-VP3), while another thought it was “because the local secondary 

schools were offering Italian” (Sch 6-1-Pri-M-VP2). These are aspects that, have been and continue to 

be identified as supporting the implementation of languages programs (DE&T, 2017; Fernandez, 1996; 

Fielding, 2015) and the comments seem to suggest these principals would expect they had been taken 

into consideration at the time the programs had originally been considered. These and other key aspects 

such time, teachers and resources were very much part of the comments made by these principals. 

The principals thought that because Italian had been in the schools for many years there were many 

resources available and the internet provided access to a few interactive activities. One of the principals, 

in line with VP2 which saw the need to draw on a wide range of resources, further commented that they 

were looking at purchasing more books: 

A few more resources in terms of Italian books, Italian literature. We do have quite a bit, but I think 
we need to perhaps look at literature in that level of the school. (Sch 6-1-Pri-M-VP2)  

Time allocation to implement a languages program was something that the principals mentioned. At 

School 5 the principal was aware of the guidelines, but she stated the school had other priorities and, 

rather than VP3, this comment seems to reflect the ‘monolingual mindset’ that Clyne (2008) attributes 

to many decision makers: 

I know there is an expectation that we will teach 150 minutes a week, well that’s la-la land and I 
think you probably found as you’ve spoken to many principals who’ve said ‘When?’ There’s five 
hours of maths, ten hours of literacy, five hours of sport, 150 minutes of LOTE, what about science, 
art? that can be a bit meaningless, like 150 minutes of LOTE, well it’s not going to happen here 
because we’ve prioritised other things. (Sch 5-1-Pri-F-VP3)  

Elaborating on his comments about the time allocation, the principal at School 7 indicated that, even 

though the language teacher was passionate about teaching Italian:  
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Unfortunately, because of her part-time status here, she doesn’t have as much time with the children 
and that does impact on it, of course. (Sch 7-1-Pri-M-C) 

When discussing the implementation of their languages program, rigor and commitment were also 

commented on and deemed important. Schools needed to “ensure programs can be delivered effectively” 

(Sch 6-1-Pri-M-VP2) and the school’s “commitment is critical because it [=Italian] is not part of their 

daily language” (Sch 5-1-Pri-F-VP3). This same principal acknowledged that, whilst on the surface their 

program might appear rigorous, she was aware that a lot more could be done indicating that: 

I think you’re probably getting the impression that we’re quite thorough and quite rigorous [for 
Italian], but we don’t do things – I recognise it’s quite half-hearted what we do with Italian. (Sch 
5-1-Pri-F-VP3)  

The three principals did discuss teacher availability which, they felt, was ‘terribly important’. Moreover, 

they all mentioned that languages teachers needed to have certain attributes. One principal was 

convinced that “surely nothing’s going to beat the fluent Italian speaker teacher” (Sch 5-1-Pri-F-VP3), 

while another believed that “it’s the quality of the person. If I didn’t have that quality person, the 

program wouldn’t live” (Sch 6-1-Pri-M-VP2). The third principal also felt that “obviously, the 

commitment and passion of the teacher is vital” (Sch 7-1-Pri-M-C) but, in addition, he expressed 

concerns about the role of the language teacher as a ‘specialist’ and how this could impact on the 

integration of Italian within the fabric of not just his school but more broadly since: 

The way that Italian is offered and it’s not just a problem at this school, but it’s offered by a 
specialist teacher who takes the children away and then brings them back and the teacher really 
doesn’t have much interaction with what the children are doing and there’s no follow up in the 
classroom. (Sch 7-1-Pri-M-C)  

The importance of qualified teachers was identified strongly amongst participants sharing VP2 and the 

principal at School 6 further commented on this aspect. Reiterating the challenge staffing posed, he 

acknowledged the importance of the right teacher for the smooth implementation, quality and longevity 

of the languages program and commented that:  

Finding the effective Italian teacher is a huge need schools have. And I know the local schools 
have struggled to maintain and have a consistent program over time. So, the goal for me has been 
consistency and delivery of all my programs. But to be able to maintain a highly skilled practitioner 
over a long time is critical because the program lives and works because you’ve got that 
consistency. I would love to have a second person as a back-up, but I haven’t got them. (Sch 6-1-
Pri-M-VP2)   

Bilingual programs did not feature highly within the discourse of Viewpoint 2 or Viewpoint 3 so the 

comments here are unsurprising. Teachers, both class teachers and language teachers, were particularly 

important if a school decided to implement a bilingual program. One principal suggested that “every 
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teacher in the school actually has to have some contribution towards it for it to be more effective” (Sch 

5-1-Pri-F-VP3), while another would only consider a bilingual program with the proviso that: 

You’ve got to have teacher capacity and efficiency. Like, these teachers here are highly skilful 
practitioners. ...If we wanted to have Italian being taught, I would need my staff fully trained in 
how to be able to deliver and teach how do you teach the language of Italian. So, my answer is 
absolutely no. I would never consider it because there’s no way in the world this staff could acquire 
that unless I staged it over a five-year timeframe. If you gave me – if you said, ‘you’ve got five 
years to do it.’ I’ll give you a different answer because then I’d work at it. And I could build it 
because I built this approach, I have over the last four and a half years. (Sch 6-1-Pri-M-VP2)  

When talking about future plans, two principals were not anticipating changes. The principal at School 

6 did not intend to make changes because “immersing Italian within the Arts program was quite a unique 

strategy that was employed, and it’s worked” (Sch 6-1-Pri-M-VP2) and this is also in in line with VP2 

and the wish to maintain things as they presently are. The principal at School 5 was not planning on 

immediate either but stated that when the time came to “review it, we’ll be making sure it’s then done 

far more effectively” (Sch 5-1-Pri-F-VP3). The third principal commented on the school’s desire to 

introduce Italian to the Prep grades and about a possible way the program could be implemented as 

elaborated in the comment below: 

One of the things that we’re actually talking about in the leadership team at the moment and we 
haven’t put it out to staff yet. But in introducing Italian to the Prep area, we’re thinking about doing 
a sort of Italian library program because, at the moment, the Preppies have library lessons as a way 
of getting them really into that literature and we’re thinking this might be a great opportunity to 
introduce LOTE to Preps. (Sch 7-1-Pri-M-C)  

6.4.2 Viewpoints in schools with substantial programs 

Within this group of three schools, a total of thirteen participants completed the post-Q sort activity – 

six participants were from School 5, three from School 6 and four participants were from School 7. Most 

participants held one of these three Viewpoints – Viewpoint 1: Advocacy, Viewpoint 2: Steady state or 

Viewpoint 3: Go Asian – but five confounded sorts were also present as outlined in the table below. 

Table 6-4 Q sorting in schools offering substantial programs 

School ID Viewpoints Confounded sorts 

1 2 3 4 5 1&2 1&3 2&5 3&5 

School 5 1 - 3 - - - - 1 1 

School 6 1 2 - - - - - - - 

School 7 1 - - - - 1 1 1 - 

Total 3 2 3 - - 1 1 2 1 

The first Viewpoint was found across the three schools, Viewpoint 2 was prevalent at School 6 and 

Viewpoint 3 at School 5. In this analysis, no confounded sorts were found at the school 6 while School 
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7 had a relatively high proportion of confounded sorts. Below is the word cloud that visually depicts the 

information gathered in the post-Q sort survey for the three schools delivering substantial language 

programs. 

 
Figure 6:3 Word cloud for substantial languages programs 

The sections that follow bring together the answers to four questions from the Q sort activity provided 

by these thirteen participants to further explain the views present at the three schools. 

6.4.2.1 Positive aspects of the current program 

In these three schools offering substantial programs the respondents considered the most positive aspect 

of the languages program was in the way the students responded to it. Participants felt the Italian 

program was “more engaging and interesting to the students than in previous years” (Sch 5-1-Pri-F-

VP3), the “student engagement is positive, the children enjoy learning” (Sch 6-2-Oth-F-VP1) and in fact 

“kids love it, love learning a language and Italian in particular” (Sch 5-5-Par-M-VP1). A parent believed 

that learning a language was a positive because it “makes the children work harder to learn something 

new and possibly difficult” (Sch 7-4-Par-F-C) and others felt that learning a language provided 

“exposure to a different culture” (Sch 6-3-Par-F-VP2), it “broadens students' horizons. Creates cultural 

awareness and respect” (Sch 7-4-Par-F-C) and offered students “an opportunity to experience another 

language, culture, worldly perspective (Sch 6-1-Pri-M-VP2). For three participants it was a positive 

aspect that Italian was “taught across most of the school” (Sch 5-3-Tea-M-C) or included “all students” 

(Sch 7-2-ItT-F-VP1; Sch 7-3-Tea-F-C). 

6.4.2.2 Challenges for the current languages program 

Limited time allocation was something that six people saw as challenging. The sessions were “too 

infrequent” (Sch 5-5-Par-M-VP1) and the “insufficient learning time” (Sch 7-2-ItT-F-VP1) meant that 

there was not “enough time to establish a thorough grasp of the language” (Sch 6-3-Par-F-VP2). 
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Support, or lack thereof, was also mentioned at two schools. At school 7 one of the teachers felt Italian 

was “not supported by the whole school – staff, parents” (Sch 7-3-Tea-F-C) while the principal believed 

“community perceptions of the significance of learning a language” (Sch 7-1-Pri-M-C) could pose a 

challenge. At School 5 it was acknowledged that a languages program “is often first to go when 

something else comes along” (Sch 5-2-Oth-F-VP3) while one of the classroom teachers expressed 

serious concerns as articulated in the comment below:  

The current language program faces challenge of sustaining momentum and really needs a strong 
advocate to monitor and insist on accountability in the delivery of the program. Staff need more 
professional support to continue to develop their skills in the delivery of the language program. 
The greatest challenge is overcoming teachers’ fears of their lack of knowledge and getting them 
to have a 'go'. (Sch 5-4-Tea-F-VP3)   

Concerns about the program were also expressed by a parent who felt “nothing new seems to be taught 

after the first year and does not seem to be taught with enthusiasm” (Sch 5-5-Par-M-VP1).  

The challenges identified at School 5 were recognised by all participants at that school regardless of the 

Viewpoint they held. These challenges were different from the ones found in the other two schools with 

substantial programs and appear to be linked to the school having “no full-time language teacher” (Sch 

5-6-Par-F-C). At School 5, in their attempt to offer languages, every class teacher integrated Italian in 

their classroom program but as recognised by the principal, there was “inconsistent delivery [and] no 

clear rationale or teaching objectives documented and in place” (Sch 5-1-Pri-F-VP3). 

6.4.2.3 One aspect of the program that needs changing  

Apart from three people who wanted to change “the amount of time allocated” (Sch 6-3-Par-F-VP2), 

all the other participants wanted to see aspects of the implementation changed. They felt there needed 

to be “genuine effort to progressively teach the language” (Sch 5-5-Par-M-VP1), provide opportunities 

to “make the program more experientially based” (Sch 7-1-Pri-M-C) include “a scope and sequence” 

(Sch 5-1-Pri-F-VP3; Sch 5-3-Tea-M-C) and “embed the commitment to using Italian or LOTE language 

at every opportunity across the day or the week” (Sch 5-4-Tea-F-VP3) as well as being implemented 

across all year levels “Prep to Six” (Sch 7-3-Tea-F-C).  

6.4.2.4 An ideal language program 

When describing the ideal languages program two themes were noted 1) Time and curriculum content, 

and 2) Continuity Prep to Six. Nine participants wanted more time and suggested at least “two hours per 

week” (Sch 6-1-Pri-M-VP2; Sch 6-2-Oth-F-VP1), which needed to be “taught with colour, enthusiasm, 

and a mix of culture and language” (Sch 5-5-Par-M-VP1) and “integrated across the curriculum with 

adequate support and program planning” (Sch 5-1-Pri-F-VP3). Moreover, three people wanted an 
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“immersion program” (Sch 5-2-Oth-F-VP3; Sch 5-4-Tea-F-VP3, Sch 7-1-Pri-M-C) or “bilingual lessons 

taught to all students” (Sch 7-3-Tea-F-C) or “a minimum of 3 hours per week for each year level and 

the program to be taught through other curriculum areas” (Sch 7-2-ItT-F-VP1). However, while a couple 

of people wanted the language program “introduced from Prep” (Sch 6-3-Par-F-VP2) one parent 

expressed some concern and did not see the point of learning another language as the comment below 

illustrates:  

I would prefer my child to be spending more time on literacy and numeracy as I feel another 
language is unnecessary for our family or child. Having one child learning Italian she has found 
this boring and can't understand why she needs to do it. (Sch 7-4-Par-F-C)  

The comments, rather than being linked to specific Viewpoints seem to be in response or a reaction to 

what happens in the language classroom. The word cloud and comments suggest an awareness of the 

limited time allocation posing challenges for these programs which are trying to incorporate languages 

in the mainstream curriculum. There is also a first acknowledgement of the fragility of languages 

programs and a monolingual mindset towards the teaching of languages. Moreover, the last comment 

highlights the presence of a sense of dissatisfaction which, in older students, can lead to them choosing 

to drop languages and which, according to Alpin (1991), can be the result of a number of factors ranging 

from “1) a reaction to the style of learning activities, 2) the more immediate appeal of alternative 

subjects, 3) the quality and accuracy of career guidance, 4) low self-esteem because of low test marks, 

6) insufficient contact with the country of the target language” (Alpin, 1991, p. 2).  

The next section looks at schools that teach Italian and offer multiple language programs. 

 Multiple languages programs: Culturally meaningful 
Although some schools in this research offered multiple languages programs as extra-curricular 

electives either during lunch time of after school, the three schools described in this section offered a 

choice between Italian and another language or languages as part of their curriculum. Whilst each school 

offered more than one language, the time allocated to each of the programs fell well below the 

recommended 150 minutes per week (DE&T, 2019b). 

6.5.1 Descriptions of three schools offering multiple languages 

These schools offered Italian and other languages, the programs had been operational for over two 

decades and School 8 and School 10 had similar enrolment numbers and demographics. The three 

schools offered the languages programs from Foundation to Year 6 for one hour a week and School 8 

delivered Italian through a CLIL approach (refer: Appendix 32).  
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None of the principals took part in the interviews. In two schools, other participants were chosen by the 

leadership to be interviewed in their place – at School 8 it was the program coordinator and one of the 

teachers of Italian and at School 9 it was the Assistant Principal, who was also teaching Italian. In 

contrast, at School 10, a substitute was not selected so additional details about the programs offered at 

this school are not available. 

The aims of the language programs at School 8 and School 9 were similar and suggested these schools 

wanted to provide meaningful programs whereby students could use the language and gain an 

appreciation for the culture. The two comments below elaborate this further: 

One of the aims is to make language authentic, meaningful, and a positive experience for our 
children, and a communicative experience for our children. We’re not into grammar learning. 
We’re into making a culturally meaningful experience. ...We want to make language engaging, 
meaningful, prophetic, and purposeful for them. (Sch 8-1-Oth-F-VP1)   

It’s giving them a cultural snapshot, giving them an appreciation for the language. We’ve had some 
children who have started to talk to their neighbour because their neighbour might be Italian, and 
they’ve been able to use some of that language. In the grade we try and immerse them as much as 
possible. (Sch 9-2-Oth-F-VP2) 

The time devoted to the Italian program was discussed and it was acknowledged that the current time 

allocation was limited and limiting because “an hour is not near enough. You can’t do justice to the 

language” (Sch 9-2-Oth-F-VP2) but while “having one hour of Italian, once a week is not ideal, that’s 

the reality of local primary schools” (Sch 8-2-ItT-F-VP1). 

Regardless of the time allocation, however, rigor was part of the language programs at both schools with 

“constant evaluation” (Sch 8-1-Oth-F-VP1) occurring at School 8 and the languages being a “regular 

part of the reporting process” (Sch 9-2-Oth-F-VP2) at School 9.  

Changing to a bilingual programs was not seen as a possibility at either school because “unless you have 

the structures and the cultures that support a bilingual program, you are setting yourself up for failure” 

(Sch 8-1-Oth-F-VP1) and “with staffing, we couldn’t really sustain having someone specifically for that 

purpose” (Sch 9-2-Oth-F-VP2).   

But it was not only bilingual programs that required appropriate staffing. At both schools, teachers were 

deemed to be key to the success of the languages program as “the enthusiasm and the preparedness of 

the teacher” (Sch 9-2-Oth-F-VP2) were important, and “research shows that the biggest factor in 

learning is not the school and not the resources, not the building – it’s the teacher” (Sch 8-1-Oth-F-VP1).  

6.5.2 Viewpoints in schools with multiple language programs 

In the three schools that offered multiple language programs, twenty-one people completed a Q sort and 

post-Q sort activity. Whilst the principals at School 9 and School 10 did not take part in the interview, 
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they did compete a Q sort and answered the post-Q sort questions. In total, there were four participants 

at School 8, four at School 9 and thirteen participants at School 10. Almost equal numbers of participants 

shared Viewpoint 1: Advocacy and Viewpoint 2: Steady state, and a much smaller number shared 

Viewpoint 3: Go Asian and Viewpoint 4: English first. Furthermore, in this analysis no one shared the 

fifth point of view, while two teachers – one teaching Italian and one teaching another language – 

completed confounded sorts and one of the principals completed a non-significant sort, that is, the sort 

did not load significantly on any of the factors. School 10, with the largest number of participants also 

had the greater number of Viewpoints represented. The table below lists these details. 

Table 6-5 Q sorting in schools offering multiple languages 

School ID Viewpoints Confounded 
sorts 

Non-
Significant 

1 2 3 4 5 1&3 3&4 

School 8 3 - - 1 - - - - 

School 9 1 3 - - - - - - 

School 10 4 4 1 1 - 1 1 1 

Total 8 7 1 2 - 1 1 1 

Prevalent themes amongst this cohort of participants include 1) students, 2) teachers, 3) time allocation, 

4) cultural aspects and 5) the approach used in the implementation of these programs. 

 
Figure 6:4 Word cloud for multiple languages programs 

The word cloud above shows the key themes identified in the post-Q sort survey for the three schools 

delivering multiple languages programs. Aspects deemed important in other settings were also important 

to the participants in these three schools that offer multiple languages but were given a different degree 

of importance. The four sections that follow articulate what the participants in these settings consider 

positive or challenging aspects, what they would like changed and what makes an ideal program. 
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6.5.2.1 Positive aspects of the current program 

The fact that “students are challenged culturally and linguistically” (Sch 9-3-Oth-F-VP1) resonated with 

several participants who saw the strong emphasis on “culture” as a positive (Sch 8-4-Par-F-VP1; Sch 9-

2-Oth-F-VP2; Sch 10-1-Pri-M-NS; Sch 10-10-Tea-F-VP4; Sch 10-13-Par-F-VP1). Other positive 

aspects were that “students interact with each other” (Sch 10-12-Tea-F-VP3) and there were “high levels 

of engagement” (Sch 8-2-ItT-F-VP1; Sch 10-9-Tea-F-VP2) as well as “high levels of enthusiasm by the 

younger students” (Sch 9-4-Oth-F-VP2). Languages teachers were viewed positively by a similar 

number of participants because teachers were “working with a collegiate team sharing resources, 

expertise and guidance” (Sch 10-5-ItT-F-VP1), they were part of “a fantastic team who share ideas for 

best practise” (Sch 10-6-ItT-F-C) as well as “making strong connections to units, topics and themes 

being taught in the classroom” (Sch 8-3-Tea-F-VP4; Sch 10-5-ItT-F-VP1) and “ICT resources are used 

regularly”(Sch 8-2-ItT-F-VP1). Another aspect that was deemed positive and ‘unique’ at two of the 

schools was that they offered ‘three languages’ (Sch 9-1-Pri-F-VP2; Sch 10-6-ItT-F-C; Sch 10-7-LngT-

F-VP1; Sch 10-8-LngT-F-C).  

6.5.2.2 Challenges for the current languages program  

The time allocation was seen by nine participants across the three schools as a challenge because “TIME 

– sometimes lack of time (60 minutes per week) can challenge students” (Sch 8-1-Oth-F-VP1, emphasis 

in original). Concerns were also expressed at the lack of “continuity” in the transition from primary to 

secondary (Sch 9-4-Oth-F-VP2; Sch 10-9-Tea-F-VP2) and some teachers commented that, at their 

school, there was “insecurity about the future of the program” (Sch 10-7-LngT-F-VP1), they needed to 

“constantly validate having the unique position of three languages!” (Sch 10-5-ItT-F-VP1, emphasis in 

original) and believed the “overcrowded curriculum means languages are often first to suffer” (Sch 10-

2-Oth-F-VP2). 

6.5.2.3 One aspect that needs changing  

Again, the time allocation was the one program aspect most participants in this group of schools wanted 

to change. Ten people across the three schools wanted ‘more contact time’ and while generally it was 

simply recorded as “having more time” (Sch 8-1-Oth-F-VP1), two teachers of Italian were quite specific 

– one wanting to “increase the time allocation to 2 hours” (Sch 9-2-Oth-F-VP2) and the other wanting 

to “have at least 3 sessions with our students so we are able to achieve the outcomes” (Sch 10-5-ItT-F-

VP1). While some considered the delivery of multiple languages as positive, for four participants at the 

two schools offering three language, it was precisely this aspect of the program they wanted changed 

arguing that “going back to one would be easier to manage” (Sch 10-11-Tea-M-VP2). 
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6.5.2.4 An ideal language program 

Most of the description of an ideal languages program revolved around time allocation and the teaching 

approach regardless of which Viewpoint these participants held. Eight participants wanted “plenty of 

time and support” (Sch 10-8-LngT-F-C) with most of them asking for “three hours a week” (Sch 8-4-

Par-F-VP1; Sch 9-2-Oth-F-VP2; Sch 10-5-ItT-F-VP1; Sch 10-6-ItT-F-C; Sch 10-13-Par-F-VP1).  

In terms of the approach used, for these people an ideal language program would be “incorporated into 

the mainstream program” (Sch 10-7-LngT-F-VP1), an “immersion program” (Sch 9-1-Pri-F-VP2; Sch 

9-4-Oth-F-VP2) “using the target language” (Sch 8-1-Oth-F-VP1; Sch 8-3-Tea-F-VP4) or a program 

where “a significant portion of the curriculum is taught through a language other than English” (Sch 10-

4-Oth-F-VP1).  

Moreover, offering multiple languages was not ‘ideal’ according to two classroom teachers at one school 

who would have preferred to see “one language taught well” (Sch 10-11-T-M-VP2) or have a program 

that has “one language and a highly skilled teacher” (Sch 10-10-T-F-VP4). 

The next section of the chapter looks at schools that offer less intensive language programs. 

 Less intensive programs: Community and continuity 
One of the criteria for school selection was to identify and invite a small number of schools that, for a 

range of reasons, such as, for example, offering languages as lunchtime electives or providing below 

average time allocation, were thought to offer ‘less intensive’ Italian languages programs. Three such 

schools agreed to take part in the research  

6.6.1 Descriptions of three schools with less intensive programs 

The details listed in the table in Appendix 33 provide a single glance comparison between the three 

settings and the interviews with the principals were a rich source of information. 

It was only after the initial interview that it was realised how different the program at School 11 was 

when compared to the other programs in this research. The school has been kept under the ‘less 

intensive’ label but in this case, it is not the time allocation but rather the on-line delivery supported by 

a facilitator rather than a teacher that justifies its inclusion within this group of schools. 

There are similarities between the schools with the first two being average size with similar enrolments 

and demographics while the second and third school were similar in terms of making Italian available 

to all year levels for 40 to 45 minutes weekly and having had the Italian program for a considerable 
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length of time. In the interviews the principals provided more details about the program offered at their 

school. 

The three programs had very different beginnings. The languages program at School 11 began in the 

mid-nineties with “Indonesian via the PALS [=Primary Access to Languages via Satellite] Network” 

(Sch 11-1-Pri-F-VP5) but came to an end after a few years. The current program started “in response to 

parents saying we didn’t teach a language at the school” (Sch 11-1-Pri-F-VP5). The Italian program at 

School 12 was started in the 1980s by CoAsIt – a centre that provides community services for Italian 

migrants and also offers resources and a range of language classes – initially as an after-school program 

and the school then decided to continue with this language because there are “a number of Italian-

speaking teachers at the school, which helps resource the program ...and it’s a relatively simple language 

to learn in comparison to other languages” (Sch 12-1-Pri-M-VP5). The program at School 13 began as 

an immersion program as the principal recalls: 

In the late 1980s as a combined project between parents and teachers, where funding was applied 
for. ...The plan was to model ourselves on something like the German immersion program and we 
were successful in receiving that funding and when we started, we had three Italian teachers and at 
one stage, that grew to four. It was a – I think it’s called an immersion program where the teacher 
was only allowed to speak Italian, and the children were not ever allowed to hear that person speak 
in English. (Sch 13-1-Pri-F-C)   

Continuity of study in the transition from primary to secondary school was an important issue and the 

three principals had a slightly different way to address this as the comments below illustrate: 

Continuity between primary and secondary, that's one of the other reasons that I went for electronic 
program because we can’t guarantee what secondary schools are actually going to provide. My 
own children are victims of that. (Sch 11-1-Pri-F-VP5) 

I do see that is vitally important, otherwise it becomes a bit of a waste. The issue is that our children, 
once they leave [School 12], they’ll probably head to about ten to twelve different schools. So, in 
terms of aligning ourselves with a particular school, I don’t really see – oh, well, we can’t really 
do that. I know there are some schools that do teach Italian, others that don’t, of course, so – the 
only thing we can do it is say, ‘Look, this is what we do.’ (Sch 12-1-Pri-M-VP5)    

Most of our local schools do offer Italian, so it is a reason. ...And there are children who carry it 
all the way through. And one of the young teachers who’s just started here as a graduate this year 
was a [School 13] graduate. She went to [School 13] as a student and did Italian at high school and 
at university and she came back last year for six months and taught Italian here. (Sch 13-1-Pri-F-
C)    

While not a bilingual program, the principals at School 13 and School 12 were both interested in the 

CLIL approach to teaching languages. The principals at these two schools believed there were 

drawbacks with bilingual programs, the former had concerns about staffing and latter with what he felt 

was a risk of ‘segregating’ students. The quotes below illustrate these two views. 
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Well, I Imagine you’d need to have resources to – Or a different structure of employing staff so 
that you would designate that and work towards that, and I imagine Camberwell Primary with a 
French program, possibly has a large number of classroom teachers and specialist teachers who 
actually speak French. So, I can imagine when our art teacher retires, you could look for somebody 
who is bilingual, or who spoke Italian and when your music teacher retires – Over time, I can 
imagine how you could have your entire specialist program, but it wouldn’t be guaranteed because 
how would you not employ the best music teacher. (Sch 13-1-Pri-F-C)  

From my perspective, it’s always small steps first. I think a bilingual program is quite a significant 
step. And I would rather look – you look at the CLIL model and it’s such an immersive type model, 
and to have that in a particular area to begin with and be able to extend that over time, I think, it 
just works well in terms of spreading that. A bilingual program is – well, there’s a whole different 
mindset to a bilingual program, and the one thing that I wouldn’t want is to segregate. I’m just 
thinking of what other schools have done, Greek for the Greek students, Italian for the Italian 
students, and Arabic for the Arabic students. (Sch 12-1-Pri-M-VP5)  

Providing continuity to achieve proficiency, using the target language and the realisation the bilingual 

or content driven programs did not detract from other curriculum areas, were aspects that closely linked 

to VP5. These schools had, together with the two bilingual schools, a small number of participants 

adhering VP5 as opposed to other settings where there were none. 

6.6.2 Viewpoints in schools delivering less intensive programs 

Nine people, including the three principals, completed a Q sort and post-Q sort activity. Two people 

were from School 11, three from School 12 and four from School 13. One participant held Viewpoint 

1: Central, equal & valued, two shared Viewpoint 5: Back them, and one parent held Viewpoint 3: Go 

Asian. Overall, five participants had confounded sorts as listed in the table below. 

Table 6-6 Q sorting in schools offering less intensive programs 

School ID 
Viewpoints Confounded 

sorts 
1 2 3 4 5 1&3 1&5 

School 11 - - - - 1 1 - 

School 12 - - - - 1 - 2 

School 13 1 - 1 - - 2 - 

Total 1 - 1 - 2 3 2 

Like the other school groups, participants’ answers did not appear to be exclusively linked to the settings 

or the Viewpoints, and similar themes, visually represented in the figure below recurred across the board. 
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Figure 6:5 Word cloud for less intensive programs 

The word cloud above visually depicts the information gathered in the post-Q sort survey for the three 

schools delivering less intensive language programs and participants’ comments are explored in the four 

sections that follow 

6.6.2.1 Positive aspects of the current program 

For four people, it was what the students would gain from learning a language that was a positive aspect 

of the programs. As well as the language being “fun” (Sch 12-1-Pri-M-VP5), these people believed the 

students were able to “develop concepts as well as language” (Sch 13-2-Oth-F-VP1), students could 

“gain confidence and pride in speaking another language” (Sch 12-3-Par-F-C) and were “learning the 

culture and language” (Sch 13-3-Tea-F-C). Certain aspects of the program were also seen in a positive 

light. The fact that the program provided “access to more than one language” (Sch 11-2-Tea-F-C) and 

was “flexible” (Sch 11-1-Pri-F-VP5) was a positive for the two people at School 11. On the other hand, 

the “diverse and interesting activities” (Sch 13-4-Par-F-VP3) and “areas of study like Art” (Sch 12-2-

Oth-F-C) were positive aspects for other participants. Furthermore, one of the principals believed the 

Italian program at her school was “a well-established program and the language itself valued by many 

in the community” (Sch 13-1-Pri-F-C) and for her, these were positive points. 

6.6.2.2 Challenges for the current languages program  

Challenges for the programs tended to be more school specific. At School 11 the fact that the program 

“sometimes lacks the human touch” (Sch 11-2-Tea-F-C) meant that challenges for the current program 

were “resources, especially qualified tutors and time” (Sch 11-1-Pri-F-VP5). At School 12 the principal 

synthesised what was expressed by other participants at the school when he mentioned “the language 

program needs greater support around resourcing, pedagogical approach and time” (Sch 12-1-Pri-M-

VP5), and the pressure, according to a parent was caused by the “Federal Government driving a ‘back 

to basics’ education agenda which can only mean cuts to languages” (Sch 12-3-Par-F-C). At School 13 
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the biggest challenge was time. The school needed to “provide more hours, which means employment 

of another language teacher” (Sch 13-3-Tea-F-C). Having “only 45 minutes a week is a challenging time 

fraction to deliver a meaningful program” (Sch 13-2-Oth-F-VP1), and, as eloquently described by one 

of the parents, the “lack of hours spent – one 45-minute session per week is really only a 'taster' – not a 

full meal” (Sch 13-4-Par-F-VP3). The principal at this school further acknowledged that “the school has 

been teaching Italian for a long time so it is easy to be complacent; it would be easy to neglect” (Sch 

13-1-Pri-F-C) so the fact that languages programs are long-established does not mean they do not face 

challenges.  

6.6.2.3 One aspect that needs changing  

Participants identified one aspect of the program they wanted to change, making comments linked to 

the setting. At School 11 it was the link with the “community” (Sch 11-1-Pri-F-VP5) and identifying 

“community members who speak the language to make it more interesting and real-life connections” 

(Sch 11-2-Tea-F-C) and therefore making the program more relevant. At School 12 there were a range 

of aspects participants wanted to change, from “moving towards a content and language in learning 

model so that there is more genuine exposure and greater learning opportunities” (Sch 12-1-Pri-M-VP5), 

to “further resourcing of books, DVDs and take-home material that families can share” (Sch 12-3-Par-

F-C) to having a bigger time allocation so that “Gr 3-6 have another hour of Italian” (Sch 12-2-Oth-F-

C). The time allocation was also, unanimously, what participant at School 13 wanted to change as these 

participants wanted “more time” (Sch 13-1-Pri-F-C; Sch 13-2-Oth-F-VP1; Sch 13-4-Par-F-VP3) and 

“the program extended so children have several sessions a week” (Sch 13-3-Tea-F-C).  

6.6.2.4 An ideal language program 

For all these participants, an ideal languages program should have students “immersed in the target 

language” (Sch 12-1-Pri-M-VP5; Sch 12-3-Par-F-C; Sch 13-2-Oth-F-VP1), the language should be 

“integrated with another curriculum areas” (Sch 12-2-Oth-F-C; Sch 13-4-Par-F-VP3) so that there are 

“lots of real-life applications” (Sch 11-2-Tea-F-C). Increasing time allocation to two or three sessions 

would provide students with “lots of opportunities to speak and write Italian” (Sch 13-1-Pri-F-C; Sch 

13-3-Tea-F-C) as would “more resources” (Sch 13-1-Pri-F-C; Sch 13-3-Tea-F-C) such as beautiful 

books, ICT or native and trained teachers. Bringing all these aspects together, one of the principals 

described the ideal languages program as “immersion in a program well-resourced and delivered by an 

enthusiastic and well skilled practitioner” (Sch 11-1-Pri-F-VP5).  

As illustrated by the word cloud and by the comments above, the approach used was of particular 

importance for this group of participants and, far more that other groups, they were open to languages 
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programs that used the target language, integrated other curriculum areas and immersed the students in 

language rich activities.  

The next section looks at programs that had only recently started. 

 Recent programs: Added value, enrichment and 
enjoyment 

The next three schools had different degrees of ‘recent’ and for one, quite a different history. However, 

because their Italian program was less than two years old, they were included within this group. 

6.7.1 Descriptions of three schools with recently started programs 

Historically School 14 had taught Italian almost continuously for 15 years since 1995 but had ceased 

the program at the end of 2010 because “it was not functioning …for a long time” (Sch 14-1-Pri-F-C) 

and had resumed teaching it in 2014. The other two schools had never taught Italian, but School 15 had 

commenced teaching it one year previously and School 16 two years before. Some of the details are 

listed in Appendix 34. 

Apart from the teaching of Italian being the common point and two schools teaching it for one hour a 

week from Foundation to Year 6, these three schools differed in terms of location, enrolments, 

demographics and language teaching history. There were, nevertheless, shared aspects and perspectives. 

In the interviews, the three principals commented about the added value that learning another language 

brings to their students. For the principal at School 14 the Italian program enriched student’s linguistic 

knowledge because “you learn more about your own language from learning another language, and it is 

very valuable”. (Sch 14-1-Pri-F-C). The principal at School 16 saw herself as a very strong advocate for 

the inclusion of languages in the curriculum because “when children learn a second language, not only 

does it help in terms of the flexibility their minds, in their problem solving, and so on ...You hope what 

they develop here are lifelong skills” (Sch 16-1-Pri-F-C). While the principal at School 15, who also 

happened to be the teacher of Italian, wanted to:   

develop an actual program that will immerse and give good solid learning foundations for children, 
in order to set themselves up so that if they do develop an interest or a passion that they can follow 
through they have a good grounding. (Sch 15-1-Oth-M-C) 

The fact that the students do enjoy learning Italian is mentioned by all three principals. The principal at 

School 15 remarked the students liked the “hands-on kind of learning [so he wanted] to do more sort of 

embedding it properly into the school’s curriculum” (Sch 15-1-Oth-M-C). Both principals at the other 

two schools commented very positively about the professionalism and skills of their Italian teachers as 

indicated below: 
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Some of the parents’ expectations were very low – and I was a bit shocked – but [Teacher’s name], 
she expects them to be able to have a conversation in Italian, like it’s very oral, her program, she 
speaks to them in Italian most of the time, whereas you go into a lot of lessons and they don’t. (Sch 
14-1-Pri-F-C)   

The prep to grade six children love Italian and [Teacher’s name] has very excellent management 
skills, and I think the fact that she taught in classrooms — She wasn’t just a pure specialist teacher, 
she also taught in classrooms. She had that background on how to manage children. She knew all 
about, you know, the curriculum and she knew all about the values curriculum. She knew about 
the stages of learning in children. So that was a great foundation for her to build her Italian program 
and she was also experienced in teaching Italian in other schools. So [Teacher’s name] does 
develop like a scope and sequence, from prep to grade six. And so, she plans her lessons according 
to her scope and sequence, and in that, where it’s applicable, she will pick up any school things 
that we are doing, and she will include that. …You can see she’s very primary-school trained, she 
uses all the visual charts. She’s very visual in teaching Italian, which is what the children needed 
to pick up the language, understand the language and retain it because all of the others had no idea 
of that. (Sch 16-1-Pri-F-C)   

The importance of a supportive and committed school community was identified as a crucial factor 

during the interviews and the comments below elaborate this point and some reflective practices: 

I think the school commitment to it is very important. No point in having a fabulous teacher if 
they’re a lone ranger and people aren’t supporting them or working with them. (Sch 14-1-Pri-F-C)   

I think for a language program to have a strong presence in the school, you — with staff, children, 
and community — quality teaching is essential. That’s what history has taught me here — that you 
definitely need a supportive, informed school and community context. (Sch 16-1-Pri-F-C)    

An informed community context is important. It helps a lot if the families are supportive. ...And 
the school commitment to doing it and that it isn’t the thing that drops off if something else comes 
up which and I’m guilty of doing that. I do that. That’s one of the ones I need – we need to finish 
our English work. So, no we won’t do LOTE, we cut the lesson short. Yes, I think personally that’s 
something I have to train myself. No, we’re not dropping it. (Sch 15-1-Oth-M-C)   

And the importance of whole-school support and commitment was further highlighted by the comments 

the principal at School 14 made to her staff when the Italian program began: 

I had some quite strong views on it. I felt the teachers should be involved, I felt it shouldn’t be time 
release. If you wanna do a language, it has to be something that the school learns, not just the kids, 
but everyone has to take it on and support it. It’s not time release. The teachers have to be involved 
and they’re expected to do some follow-up as well. And I was quite blunt about it, I said ‘I don’t 
wanna walk in and see you in the corner on your laptop. That’s not what I wanna be seeing. You’ve 
gotta be involved, you’ve gotta model, you’re enthusiastic about it.’ (Sch 14-1-Pri-F-C)  

The aspects mentioned by these principals – staff valuing and advocating languages, skilled teachers 

delivering engaging curriculum, whole school support – are factors that drive and support the 

establishment and continued success of language programs (Fielding, 2015; Orton, Pavlidis, Ainalis, & 

McRae, 2013). 
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When discussing bilingual programs, two of the principals stated they had “never seen one in action” 

(Sch 14-1-Pri-F-C; Sch 15-1-Oth-M-C) but, if one was to consider it, argued the third principal, “you 

definitely would need the community on board [and] it’s something that has to be thought out quite 

carefully” (Sch 16-1-Pri-F-C). 

6.7.2 Viewpoints in schools with recent languages programs 

The three principals and seven other participants in the three schools offering recent Italian programs 

completed a Q sort and a post-Q sort activity. Four of these people were from School 14, two were from 

School 15 and another four were from School 16. Three participants shared Viewpoint 1: Advocacy and 

two shared Viewpoint 2: Steady state. The remaining five participants completed confounded sorts.  

Table 6-7 Q sorting in schools offering recent programs 
School ID Viewpoints Confounded sorts 

1 2 3 4 5 1&2 1&3 1&5 1 2&5 

School 14 1 1 - - - - - 1 1 

School 15 - - - - - - 1 1 - 

School 16 2 1 - - - 1 - - - 

Total 3 2 - - - 1 1 2 1 

Participants’ answers were not exclusively linked to the school settings or the Viewpoints shared but 

covered a range of themes the participants in these programs considered important and had taken into 

account in the lead up to the implementation. The word cloud below represents salient themes found in 

the three schools that had recently started teaching an Italian program. 

 
Figure 6:6 Word cloud for recent programs  

Like other cohorts, there were recurring themes, time and teachers uppermost in importance, and as 

elaborated in the four sections that follow. 
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6.7.2.1 Positive aspects of the current program  

Four participants commented that a positive aspect of the program was the teacher. For three of them it 

was the Italian teacher that was “enthusiastic and hardworking” (Sch 14-1-Pri-F-C; Sch 14-3-Tea-M-

VP2) and “highly effective” (Sch 16-1-Pri-F-C), while for one Italian teacher it was the fact that 

“classroom teachers participate in the Italian lessons and assist the Italian teacher” that was a positive 

(Sch 14-2-ItT-F-C). Three people saw a positive in the fact that students were learning about “another 

culture” (Sch 15-1-Oth-M-C; Sch 16-2-ItT-F-VP1; Sch 16-3-Tea-M-VP2). And for three parents the 

positive aspect was that their children “love the Italian program” (Sch 14-4-Par-F-VP1), the program 

“engages [child’s name] in learning and provides confidence and interest in learning” (Sch 15-2-Par-F-

C) and “the children enjoy from the minute they come in till the end of the class” (Sch 16-4-Par-F-VP1).   

6.7.2.2 Challenges for the current languages program  

The majority of people saw “time” (Sch 14-2-ItT-F-C; Sch 14-3-Tea-M-VP2; Sch 15-1-Oth-M-C; Sch 

16-3-Tea-M-VP2) as a constraint and a constant challenge. For a parent “the continuity of the program” 

(Sch 14-4-Par-F-VP1) was her main concern because Italian was not taught at the local high school. For 

another participant it was ensuring that the program was “diverse and not just straight language sessions” 

(Sch 14-1-Pri-F-C) while an Italian teacher considered some of the “resources from Italy not appropriate 

for second language learners and many are hand-made by teachers and this is very time consuming” 

(Sch 16-2-ItT-F-VP1). Lastly, for one principal, who had started her teaching career as a teacher of 

Italian, this was “not a challenge but an aspiration – To see the classroom teachers use the language in 

their classroom” (Sch 16-1-Pri-F-C).  

6.7.2.3 One aspect that needs changing  

As it was a challenge, “more time” (Sch 15-1-Oth-M-C; Sch 16-2-ItT-F-VP1) for “more Italian classes” 

(Sch 14-2-ItT-F-C; Sch 16-4-Par-F-VP1) was something four people wanted to change. One of the 

classroom teachers wanted to “be better at Italian so I could he more helpful in lessons” (Sch 14-3-Tea-

M-VP2) and one of the principals would have liked a “dedicated Italian room” (Sch 14-1-Pri-F-C). The 

remaining participants wanted no change to the Italian program or had not commented (Sch 14-4-Par-

F-VP1; Sch 15-2-Par-F-C; Sch 16-1-Pri-F-C; Sch 16-3-Tea-M-VP2). 

6.7.2.4 An ideal language program 

An approach promoting communication was favoured by the principals as one wanted a program that 

“instils in all children the love of learning languages as a life-long aspiration” (Sch 16-1-Pri-F-C), 

another wanted a program that was “noisy and interactive” (Sch 14-1-Pri-F-C) and the third wanted a 
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program that included “more interaction with native speakers whether it is guest speakers in the 

classroom, going and visiting areas with high Italian influence such as Lygon Street – Yeah – or talking 

with kids in other countries” (Sch 15-1-Oth-M-C). For others an ideal program was one that had 

“appropriate funding and resources” (Sch 14-3-Tea-M-VP2; Sch 16-2-ItT-F-VP1) as well as more time, 

“1-2 hours a week” (Sch 16-3-Tea-M-VP2) or, as described by one of the Italian teachers: 

Ideally, I would like the students to have exposure to about two and a half hours of Italian language 
a week. Students would have about one and a half hours of Italian plus another hour of Italian 
integrated into another subject. (Sch 14-2-ItT-F-C) 

For two parents an ideal program also needed to be “fun” (Sch 14-4-Par-F-VP1; Sch 16-4-Par-F-VP1) 

and while it is important for students to enjoy learning Italian, and it is an important factor which leads 

to a long-lasting program (Fielding, 2015), the principals’ high expectations about strong results at these 

two schools will ensure that Italian is not seen as just or an add-on to the curriculum, or something 

“doomed to remain superficial, and thus unable to impact positively and significantly on children’s 

learning” (McLachlan, 2009, p. 194).  

The section that follows looks at two schools that offer languages other than Italian.  

 Programs delivering other languages: Quality 
offerings 

The schools in the group from which these two sites were selected had, at some point, taught Italian but 

were no longer doing so, and instead, were offering other languages. 

6.8.1 Descriptions of two schools offering languages other than Italian 

In the past, both these schools had taught Italian for several years but ceased doing so in 2009. The two 

schools had different demographics and while both were medium sized, School 17 had almost twice as 

many students. The schools offered different Asian languages – Chinese at the first school and Japanese 

at the second – and the first school also offered French. The languages programs were delivered 

differently in terms of time allocation and approach (refer: Appendix 35). 

When commenting on why the two schools had ceased their earlier offering of Italian and other 

languages, both principals cited program quality as the key reason. The principal at School 17 indicated 

previous language programs “ranged from Greek to Indonesian to Italian and they were all very, very 

poor-quality programs. And they were poor quality mainly because of the quality of the people we could 

employ at that time based on our size and based on availability of quality people” (Sch 17-1-Pri-M-C). 

At School 18 they “did a review of the language program …and really looked at the quality and value 
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of what we were doing. And so, the decision was taken then that we would drop all of the languages 

we’ve been offering” (Sch 18-1-Pri-M-VP3).  

In both schools it was the calibre of the teachers that eventually determined the choice of languages. 

The Japanese teacher at School 18 was originally a popular member of staff and understood the 

philosophy, the mode and style of the school. Having learned Japanese and lived in Japan for six months 

he was awarded a scholarship to become a fully qualified language teacher and selected to implement 

the language program which the principal described as “immensely successful” (Sch 18-1-Pri-M-VP3). 

The principal at School 17 also agreed that teacher quality was overwhelmingly important and what he 

looked for “in teacher qualities is intelligence, interpersonal skills, personality, and of course, the fourth 

thing, work ethic. You can’t always tell it in interview, but if you got the first three, you’d be very 

surprised if they fall – or didn’t from a natural flow on from that” (Sch 17-1-Pri-M-C). He further 

explained that it was not just simply a matter of getting quality teachers but also “building capacity for 

those teachers and retaining those teachers because aspirational high-quality teachers are aspirational to 

go on to higher things. ...We head hunt. So, it’s a matter of trying to be astute around your selection 

processes, staying true to what you believe.” (Sch 17-1-Pri-M-C).  

The teachers at both schools had established strong overseas connections with sister schools, through 

Skype sessions and reciprocal visits. These connections provided linguistic opportunities that could be 

“quite challenging because most of the students that they’re mixing with do not speak English” (Sch 17-

1-Pri-M-C) but also provided a “big advantage by opening the children’s eyes to the cultural differences” 

(Sch 18-1-Pri-M-VP3). 

Discussing whether they would consider offering a bilingual program, both principals commented on 

how it could pose some resourcing and staffing concerns as expressed in the comments below:  

It would mean that you would have to have five teachers who all spoke a language. ...That would 
be the only way to do it. We probably have the capacity in terms of space to run a mini school - 
whatever language mini school, but there’d be all sorts of resourcing and staffing problems. And 
then, here we are careful not to create an elitist group. (Sch 18-1-Pri-M-VP3) 

If we were going down a bilingual path, the only way I can see it effectively working would be to 
introduce it slowly. …So, here’s my dilemma over bilingual. Do I like the notion of it? Absolutely. 
Absolutely. Let me set up a – Two prep classes, give me a school, give me staff selection and the 
budget and I could set up, I am sure, an outstanding bilingual school in a particular language. (Sch 
17-1-Pri-M-C) 

6.8.2 Viewpoints in schools offering other languages 

A total of seven people, including the two principals, completed a Q sort and post-Q sort activity. Five 

participants were from School 17 and two from School 18. In this analysis no participant shared the first 

and the last Viewpoint, two people shared Viewpoint 2: Steady state and two were divided between 
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Viewpoint 3: Go Asian and Viewpoint 4: English first. The remaining three participants completed 

confounded sorts as listed in the table below. 

Table 6-8 Q sorting in schools offering other languages  

School ID Viewpoints Confounded sorts 

1 2 3 4 5 1 3&4 1 3&5 3&5 

School 17 - 2 - 1 - 1 1 - 

School 18 - - 1 - - - - 1 

Total - 2 1 1 - 1 1 1 

The word cloud below depicts and visually represents themes that were relevant in the two schools 

offering other languages. 

 
Figure 6:7 Word cloud for other language programs 

The comments provided by the participants are not exclusively linked to the Viewpoints they hold nor 

to the specific school settings but, like other cohorts, recurring themes were present as illustrated in the 

sections that follow, and the participants in the two schools that offered languages other than Italian 

stressed aspects linked to time, teachers and the use of the target language. 

6.8.2.1 Positive aspects of the current program 

For two participants in one of the schools, it was the “TEACHERS” (Sch 17-5-Par-F-VP2, emphasis in 

original) because they were “Amazing language teachers!” (Sch 17-4-Tea-F-VP2) that was a positive 

aspect and, having quality teachers was something that strongly resonated with the participants who 

shared VP2 overall. For others it was the available program time and having “more sessions per week” 

(Sch 17-2-LngT-M-VP4) and “more time in classroom than most Australian primary schools” (Sch 17-
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3-LngT-F-C) that was a positive feature of the program. For the principal it was not only “Quality 

teachers, [but also] strong parental interest, support and demand, substantial resourcing, sister school 

and in situ language learning” (Sch 17-1-Pri-M-C) that he believed were the positive aspects of the 

language programs at his school. An additional positive aspect of the current language program at the 

second schools was that it offered a “relevant Asian language” (Sch 18-2-LngT-M-C) that “integrates 

science and children enjoy it” (Sch 18-1-Pri-M-VP3). 

6.8.2.2 Challenges for the current languages program 

Some participants felt that offering two languages could create “timetabling” challenges (Sch 17-1-Pri-

M-C; Sch 17-2-LngT-M-VP4; Sch 17-4-Tea-F-VP2) and for one of the parents timetabling “the 2nd 

LOTE after hours is a pain, but in the end it is better. Keeping LOTE is vital” (Sch 17-5-Par-F-VP2). 

For one of the language teachers it was that “rooms and spaces are constantly compromised” (Sch 17-

3-LngT-F-C) that posed a challenge while for the teacher of Japanese having “no high schools doing 

Japanese” (Sch 18-2-LngT-M-C) was cited as a concern. 

6.8.2.3 One aspect that needs changing  

One of the language teachers wanted “language classes taught in dedicated languages classrooms” (Sch 

17-3-LngT-F-C) but one of the parents believed “the coming in and out of classes leading onto high 

school is important” (Sch 17-5-Par-F-VP2). The remaining participants wanted to “have more sessions” 

(Sch 17-2-LngT-M-VP4), “increase the time component” (Sch 17-1-Pri-M-C) or “be able to afford more 

time for it” (Sch 18-1-Pri-M-VP3). 

6.8.2.4 An ideal language program 

In broad terms an ideal program would have “quality teachers in a well-resourced teaching environment, 

supported by whole teaching staff and embraced by the community” (Sch 17-1-Pri-M-C). It could be 

“an immersion bilingual programme” (Sch 18-1-Pri-M-VP3) or “CLIL, mainly conducted in the target 

language” (Sch 18-2-LngT-M-C). Because the AIM approach used in the teaching of French was “ideal 

[it could be] a model that all languages should follow” (Sch 17-5-Par-F-VP2) so that “lessons run 

entirely in a language” (Sch 17-3-LngT-F-C; Sch 17-4-Tea-F-VP2) was part of the ideal language 

program for most, if not all these participants. 

The last section of the chapter looks at schools that have new programs offering other languages. 
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 New programs: Engagement and enjoyment 
These last two schools were originally invited because at the time of selection they had offered an Italian 

program in the past, were no longer doing so and at the initial point of contact were not offering any 

language program at all. By the time the data was collected, both schools had started a program but 

neither of these ‘new’ programs was in Italian. Instead, the schools had chosen to teach an Asian 

language – Chinese and Japanese. Whilst the two schools could have been included with the two schools 

offering ‘other languages’, because of the newness of the programs it was decided that these last two 

schools would be kept separate. 

6.9.1 Descriptions of two schools offering new programs 

There are few similarities between these two schools and the table in Appendix 36 lists the details for 

comparison. Interviewing the principals, it appears that the aims of the two programs were different and 

at School 19 the aim of the Chinese program was to provide “cultural exposure and also a cultural 

appreciation” (Sch 19-Pri-F) while at School 20 the aim of the Japanese program is “to create a love of 

language so that there is an awareness of this dialogue happening all around us” (Sch 20-1-Pri-M-C).  

When discussing bilingual programs one of the principals indicated that this type of program was not 

feasible at their school because “the community culture is not strong enough to do it” (Sch 20-1-Pri-M-

C) and this view was shared by the principal at the other school who commented that: 

There isn’t the size of the community, I mean, the proportion of the community that would want a 
bilingual program. I think there needs to be – how can I put it – I know that there’s a specific term 
for it. Critical mass. There isn’t a critical mass that would want that. Yeah. Yeah. I could test the 
community and I could be wrong, but I don’t believe that there’s a significant critical mass in that 
community. (Sch 19-Pri-F)  

What both principals agreed on was the quality of their teachers as the comments below indicate: 

They all had strong, strong Chinese understanding and background, but they were also very strong 
in English as well. So, there was not going to be a difficulty in the children understanding the 
teacher. And also, they had a fair bit of experience in Australia. And so, they had an appreciation 
of the Australian culture as well. (Sch 19-Pri-F) 

The fact that there is someone who knows what they’re doing that’s really important. Someone 
who knows how to teach, how to reach and have a rich impact on the children being a quality 
teacher. Someone who is a proficient language speaker. ...She’s a really good teacher. (Sch 20-1-
Pri-M-C)    

6.9.2 Viewpoints in school with new programs 

Nine people, five at School 19 and four at School 20, completed a Q sort and post-Q sort activity. Except 

for two participants – one loading Viewpoint 2: Steady state and one loading on Viewpoint 3: Go Asian, 

the remaining seven participants completed confounded sorts as listed in the table below. 
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Table 6-9 Q sorting in schools offering new language programs  

School ID Viewpoints Confounded sorts 

1 2 3 4 5 1&3 2&5 3&4 1 3&5 2 3&4 

School 19 - 1 1 - - - 2 - 1 - 

School 20 - - - - - 2 - 1 - 1 

Total - 1 1 - - 2 2 1 1 1 

The word cloud below highlights the themes relevant in the two schools offering new language 

programs. 

 
Figure 6:8 Word cloud for new language programs 

Like with other cohorts, the comments made by these participants are grouped within recurrent themes 

but the people in these two schools gave given them a different emphasis, as visually represented in the 

word cloud above and recorded in the sections that follow. 

6.9.2.1 Positive aspects of the current program  

These new programs provided benefits for students. They were “very engaged by its ‘difference’ from 

both their previous LOTE and from English” (Sch 19-3-Tea-F-C). Because this is “a new program the 

students are very excited” (Sch 20-2-LngT-F-C), and “early exposure will help with literacy and 

learning” (Sch 20-4-Par-F-C). The study and exposure to a “new culture” (Sch 19-1-Tea-F-C; Sch 19-

4-Par-F-VP3; Sch 20-3-Tea-F-C) was also deemed a positive aspect of these programs. One teacher also 

saw the consultation with parents and careful consideration was given to choosing the new language and 

further commented that “most feeder schools offer Mandarin so it is important that the students can gain 

proficiency in a new language through continuous exposure” (Sch 19-2-Tea-F-VP2). 
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6.9.2.2 Challenges for the current languages program  

Because the programs were new in the schools, there was a need for “more resources” (Sch 19-2-Tea-

F-VP2; Sch 20-4-Par-F-C) and also more “funding” (Sch 20-1-Pri-M-C; Sch 20-2-LngT-F-C). Time 

was also a challenge because “1 x 50 minutes session per class per week is not enough time to emerge 

(sic) them fully” (Sch 19-1-Tea-F-C) as this reduced time allocation “will limit the possibility of gaining 

proficiency in the language” (Sch 19-5-Par-F-C). One of the parents, however, had identified the 

solution to this particular challenge as the comment below suggests: 

It is damn hard in Australia to practice ANY language!! That is my main reason for low 
expectations of language in school. However, 6-12 months spent in a country yields amazing 
results. (Sch 19-4-Par-F-VP3) 

6.9.2.3 One aspect that needs changing  

Participants at both schools identified having “more time” (Sch 19-5-Par-F-C; Sch 20-2-LngT-F-C) and 

finding the opportunities to extend the “cultural component” (Sch 19-4-Par-F-VP3; Sch 20-1-Pri-M-C) 

as features of the program they wanted to see changed. There were also some aspects that were school 

specific. At School 19, participants believed it was important for the language teacher to “have their 

own room” (Sch 19-1-Tea-F-C) because “it is very stressful moving from class to class” (Sch 19-2-Tea-

F-VP2). At School 20, participants wanted to make the Japanese program “available to more/all year 

levels” (Sch 20-3-Tea-F-C; Sch 20-4-Par-F-C). 

6.9.2.4 An ideal language program 

In relation to ‘students’, an ideal language program should have “students actively wanting to learn and 

speak another language” (Sch 19-1-Tea-F-C) and they should be “unafraid to speak in the language, 

have fun with the way the language feels and use it more confidently as they progress through the 

school” (Sch 19-2-Tea-F-VP2). With regards to ‘time’, an ideal language program would provide 

“minimum of 5 hours per week” (Sch 19-3-Tea-F-C; Sch 19-5-Par-F-C) or least “a few lessons per 

week” (Sch 20-2-LngT-F-C) and, for a forward-looking parent, “it would make a difference to have 

more language gap year opportunities or university-study abroad opportunities which would allow kids 

speedier progress” (Sch 19-4-Par-F-VP3). Ultimately, an ideal language program should “include all 

children” (Sch 20-3-Tea-F-C; Sch 20-4-Par-F-C).Chapter summary 
The above reporting and analysis of data linked to interviews and post-Q sort surveys from schools that 

deliver bilingual and second language programs, has shown which aspects of languages education 

programming participants consider to be important in their school. Grouping the second language 

schools according to the characteristics of the programs they deliver into – Bilingual, Most time, 

Substantial, Multiple, Less intensive, Recent, Other languages and New – has allowed further 
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distinctions to be made. The responses of principals and other senior school-based educators to questions 

about which approach of program design they consider important or that help or hinder their programs, 

has revealed broad similarities within school groups but also across settings. 

In answer to the second research question of this thesis, five Viewpoints were identified in Chapter 4 as 

those shared by educators and parents in these schools. The first Viewpoint, labelled Advocacy, was 

overwhelmingly positive towards languages education while the second Viewpoint, Steady state, 

identified some concerns, considered schools knew best when it came to teaching languages and 

preferred the status quo to be maintained. The third Viewpoint, Go Asian, saw the benefits of teaching 

languages and favoured Asian ones while the fourth Viewpoint, English first, acknowledged the 

centrality of English while still valuing language in general. The fifth Viewpoint, Back them, was 

generally positive towards languages teaching and acknowledged the importance of contact time, the 

use of the target language and the type of program being implemented. Not all five Viewpoints were 

present in all schools and, in some schools, several participants shared the same Viewpoint such as for 

example, at School 5 (offering a ‘substantial’ program) where three of the six participants held 

Viewpoint 3: Go Asian, or at School 9 (offering ‘multiple’ programs) where three of the four participants 

held Viewpoint 2: Steady state. Perhaps this is an indication that in some schools “groups of people [are] 

working in concert” (Fullan, 2001b, p. 46). 

The chart below presents a compilation of the Viewpoints held by participants in the twenty schools that 

offer different types of language programs. 
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Charts representing Viewpoints present in different types of languages programs (schools=20 | n=94) 
Bilingual  

(schools=2 | n=18) 
Most time  

(schools=2 | n=7) 
Substantial  

(schools=3 | n=13) 
Multiple  

(schools=3 | n=21) 

    

Less intensive  
(schools=3 | n=9) 

Recent  
(schools=3 | n=10) 

Other languages  
(schools=2 | n=7) 

New  
(schools=2 | n=9) 

    

Legend:  Viewpoint 1 
Advocacy  Viewpoint 2 

Steady state  Viewpoint 3 
Go Asian 

 Viewpoint 4 
English first  Viewpoint 5 

Back them   Confounded sorts  Non-significant sorts 

Figure 6:9 Viewpoints compilation 

What is noticeable from this compilation is that each group of schools also has participants that align 

with more than one point of view – which in Q methodology leads to confounded sorts – and these are 

most prevalent in the two schools where ‘new’ languages programs have been established. In fact, only 

two viewpoints are identified amongst this group of participants – Viewpoint 2 & 3 – where a parent 

welcomes the teaching of Asian languages while a teacher, at the same school, would prefers to maintain 

the status quo. The two schools with new programs and the three schools that have recently established 

a language program are the only settings where, only two Viewpoints are found while the majority of 

participants completed confounded sorts and perhaps this is due to the early stage of implementation 

these programs are at and where “the process of initiation can generate meaning or confusion, 

commitment or alienation, or simply ignorance on the part of participants and others affected by the 

change” (Fullan, 2001b, p. 67). Whilst Viewpoint 1 – a positive perspective towards languages and their 

place in the curriculum – is the one that is most frequently held by these participants, in this research it 

is not found in all settings. On the other hand, except for the three schools that had recently established 

or re-established an Italian program, there is support expressed for Asian languages in the other settings. 

To answer the third research question about whether these Viewpoints impact or influence the choice of 

language programs, the initial accounts and comparisons of school settings were extended to include the 

analysis of four sections of the post-Q sort surveys. This additional source of data included direct quotes 

about what participants believed to be the positive aspects and challenges of the current language 
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programs in their schools, which program aspects they wanted to see changed, and what they considered 

to be the ‘ideal’ language program. While at times, the comments could have been motivated by the 

Viewpoint participants held, at other times the comments were exclusive to the setting and it was 

difficult to ascertain overarching patterns or one-to-one links between Viewpoint and setting. 

Word clouds representing key concepts in schools offering different types of languages programs 
Bilingual Most time Substantial Multiple 

    

Less intensive Recent Other languages New 

    
Figure 6:10 Word clouds compilation 

To summarise, when comparing the word clouds side by side, it was possible to see that the most 

important factor for the participants in bilingual programs are the challenge faced to provide relevant 

‘resources’ to support students and program. These are quite different from the themes and key factors 

across the other settings. To varying degrees, ‘time’, is a factor that is constantly acknowledged in all 

the other settings although perhaps it is not as prominently in the schools that offer other languages. For 

these schools finding high quality ‘teachers’ that can deliver programs in the ‘target language’ are factors 

that also have a high impact. Similarly, an ‘approach’ that delivers the ‘curriculum’ in an integrated and 

immersive way is equally important as ‘time’ in schools with less intensive programs. 

The word clouds contained in this chapter and brought together and summarised in the compilation 

above, have provided a means to visually communicate information about the different types of 

languages programs. What they convey is information about what participants believe to be crucial 

aspects of the program in their school. While there were common themes, the degree of importance 

afforded to particular features varied between the various groups and the visual representation of the 

word clouds together with the comments made by participants clearly identified the differences and 

similarities found in bilingual schools and in a range of settings offering second language programs. 

The next and final chapter in this thesis outlines the conclusions, identifies limitations and suggests areas 

for future research. 
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 Introduction 
THE 21st CENTURY will require skills and dispositions of Australian students that allow 
them to participate in working towards global solutions for global challenges. Language 
skills and a positive disposition to engage with other cultures will be central to such 
participation. …Bilingual immersion programs which deliver curriculum content in two 
languages are amongst the most promising designs to achieve global competencies. 
(Smala & Sutherland, 2011, p. 11) 

This thesis is centred on the well-established premise that bilingual programs offer greater opportunities 

for the time intensive study of languages and thus enable students to achieve increased levels of a range 

of global competencies that will enable them to engage with people from different cultural backgrounds 

and interact appropriately and effectively.  

In Australia, the absence of a languages education policy at the federal level has meant that there is 

substantial diversity amongst the various Australian states and territories in matters of language policies 

and in the implementation of languages programs (Kohler, 2017). The implications are that 1) in the 

Northern Territory and Tasmania languages are not mandated, 2) in the ACT and NSW although 

languages might be encouraged they are not mandated at the primary level, 3) in South Australia and 

Western Australia there is an implied mandate, 4) in Queensland languages are mandated from Years 5 

to 8 and strongly encouraged from Prep to Year 12, and 5) in Victoria there is an expectation that 

languages will be taught as they are one of the eight Key Learning Areas (AFMLTA, 2018; Kohler, 

2017; Kohler & Curnow, 2014). Moreover, whilst across the states and territories there is a “renewed 

interest in bilingual and content-oriented language programs” (Kohler, 2017, p. 18), the number of 

bilingual programs is exceedingly small. Victoria has the largest number with “one special school and 

11 primary schools” (DE&T, 2019b, p, 51) offering this type of program, but it is only recently that one 

of these schools has implemented a bilingual program in Italian. 

As a consequence, and with a particular focus on the teaching of Italian, this research aimed to explore 

the provision of languages in Victorian government schools and, through the application of Q 

methodology, identify the Viewpoints of educators and parents in schools offering different models of 

languages programs. Q was selected because it enables the identification of Viewpoints and highlights 

commonalities and differences that groups of participants have on the specific issue being discussed. 

Identifying these Viewpoints also brings to light the aspects of importance to participants that underlie 

and inform each perspective and, creating a visual representation made it possible to identify the degree 

of influence they may have on the choice of language and program type. 

This final chapter restates current trends for languages in the 21st century both in Australia and globally 

and some of the misconceptions about languages education that are still present today. A summary of 
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the research findings and the contribution to knowledge made by this thesis to the field of languages 

education, provide opportunities to identify implications and to outline recommendations. The 

limitations and strengths of this study are acknowledged. Concluding remarks offer possible directions 

for future research. 

 Languages in the 21st century 
When discussing languages education in the 21st century, Browett (2006) asserted that learning 

languages provides students with opportunities to gain the skills they need to be able to connect with the 

increasingly wider contexts of local, regional and global communities. Preparing students to be globally 

competent has been identified as one of the challenges of the 21st century and Eaton (2010) warned the 

reality today is that knowing another language is only “one of a number of skills which may help an 

individual acquire meaningful employment, not a guarantee to a better job” (p.7, emphasis in original). 

Even so, as argued by Bradshaw et al. (2008), because societies are becoming more multicultural and 

homogenous, within this uniformity, people have a need to show one’s uniqueness and have their own 

voice which only serves to strengthens the position of languages.  

Policy positions, which, since the early 1980s have been supportive of languages in the Australian 

educational context, reflect international trends, and outcomes found in other countries are also echoed 

here in Australia (Browett, 2006) and currently when defining the skills and values that students need 

to be able to navigate through constantly changing environments and achieve broad educational goals 

for the future (OECD, 2020), educationalists must be able to “shift the focus of our students from ‘more 

hours for learning’ to ‘quality learning time’ …[and the] content must be of high quality if students are 

to engage in learning and acquire deeper understanding” (Howell, 2018, p. 6). 

7.2.1 Australian trends 

As indicated in the first chapter (refer: Table 1.4: Languages education in Australian states and 

territories) and then reiterated in the introduction of the current chapter, there is substantial variation in 

the type and nature of languages policies across Australia. However, as well as variation, there are also 

several points in common such as 1) some recent policy activity across states and territories, 2) a focus 

on greater accountability, 3) a wish to have a long-term view of languages education, 4) the influence 

of the Australian Curriculum and, 5) an increased systemic consistency of languages provision (Kohler, 

2017). 

Trends in Australia, in particular since the 1990s, have emphasised the importance of focusing especially 

on learning Asian languages and becoming ‘Asia literate’ as we have forged closer links with countries 

in this region (Eltis, 1991; Erebus Consulting Partners, 2002b; MCEECDYA, 2008). Since the Hobart 

Declaration on schooling in 1989, Australian Education Ministers have set out the national vision and 
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educational goals for young Australians in a series of Education Declarations. Their bearing on 

languages education was briefly identified in Chapter 1 and the paragraphs that follow elaborate on 

those initial points. The first document, the Melbourne Declaration (MCEECDYA, 2008), stated that 

whilst literacy and numeracy were key components and fundamental to the curriculum, students in the 

21st century need a range of knowledge, skills and values, and that languages (especially Asian 

languages) were one of the disciplines within the Australian curriculum and, Asia and Australia’s place 

in Asia is now a cross-curricular priority in the Australian curriculum (ACARA, 2016).  

More recently, while continuing to encourage students to value linguistic diversity especially within the 

neighbouring Indo-Pacific regions, Australian educational goals are also committed to ensuring that “all 

Aboriginal and Torres Strait Islander young peoples must be empowered to achieve their full learning 

potential, shape their own futures, and embrace their cultures, languages and identities as Australia’s 

First Nations peoples” (ESA, 2019, p. 16). In December 2019, with the launch of The Alice Springs 

(Mparntwe) Education Declaration, Australian Education Ministers identified the agreed goals for the 

next decade. Building on prior declarations –Hobart, Adelaide and Melbourne– and with extensive 

external consultation, this latest declaration focuses on what is important for Australian students as they 

develop deep knowledge in a number of learning areas, including Languages, gain skills to successfully 

participate in today’s society and are supported, “to be the very best they can be no matter where they 

live or what kind of learning challenges they may face”(Education Services Australia [ESA], 2019, p.3). 

Thus, while there are local trends and particularities, there are also broader patterns and commonalities 

about languages education across states and territories and across Australia. 

7.2.2 Global trends 

Along similar lines to the views expressed in Australia, politicians in the USA have identified the need 

for “linguistically competent, globally competitive students in the 21st century” (Rhodes, 2014, p. 116) 

because, as argued by Nieto (2010), regardless of the historical complexity of Viewpoints and 

approaches to language diversity there are many lessons to be learned and it has been shown that in a 

time of globalisation and increased migration, knowing more than one language is an asset.  

In Europe, views about languages education have also changed and earlier ideas of ‘one nation one 

language’ present in the 19th and early 20th century, have been outgrown (Mitchell, 2014). In the late 

1990s, with the United Nations Educational, Scientific and Cultural Organization (UNESCO) endorsing 

multilingualism and recommending in 2002 the long-term plan that all citizens in the European Union 

(EU) would become trilingual and proficient in two languages other than their mother tongue, there has 

been in Europe an expectation that, albeit not uniformly, people will have a range of linguistic skills and 

languages are seen as important and a ‘basic skill’ which is fundamental to the curriculum (DEECD, 

2008; Hajek, 2001; Kirsch, 2008) and global literacy, that is, a proficiency, even if only partial, in other 
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languages, continues to be advocated (Salzburg Global Seminar, 2017). Furthermore, lessons about the 

learning of languages that have been learned from the 2020 COVID-19 pandemic posit that digital 

technology skills supported students to acquire meaningful cultural knowledge and provided richer 

student learning experiences (Masterson, 2020). 

This notwithstanding, while the trends described above are positive, there also remain instances of 

preconceptions and less positive perspectives about languages education within the broader society. 

7.2.3 Mindsets and misconceptions 

Great obstacles to recognising, valuing and making use of linguistic potential in the Australian context 

are the prioritisation of English literacy in a ‘one literacy ideology’ that marginalises other languages 

(Lo Bianco, 2000b), and what has been originally labelled by Clyne (2008) as the ‘monolingual mindset’ 

(Hajek & Slaughter, 2015). This mindset has been described as a persistent view that sees 

monolingualism as the norm, places bilingualism in the too hard basket and positions it out of reach for 

people in Australia and in other English-speaking countries (Clyne, 2005, 2007; 2008). Rather than an 

innate inability to learn languages, this mindset can be blamed for the national underperformance often 

found in Anglophone countries, and the creation of a number of misconceptions, among others, the idea 

of the ‘crowded curriculum’ and the notion that ‘English is enough’ (Clyne, 2005, 2007; Fernandez & 

Gearon, 2011; Maynard, 2012). 

The underlying concepts captured by the ‘monolingual mindset’ as proposed by the authors cited above 

may be responsible for the perception that languages should not have a strong position in the curriculum 

and that there are more important subjects and no room in the curriculum for learning languages. The 

concept of a ‘crowded curriculum’ elaborates Clyne (2007), is a notion that suggests “there is really no 

room for a second language except perhaps as an afterthought” (p. 8).  

It has been highlighted that Australia, like other English-speaking countries, is at odds with countries in 

the Organisation for Economic Co-operation and Development (OECD) in that they do not make 

references to a ‘crowded curriculum’ (Clyne, 2007; Clyne et al., 2007; DEECD, 2008). Moreover, 

“while Europe debates which two languages learners will learn, we still question the need for any real 

commitment to a single language other than English” (Crawford, 2002, p. 12). Summarising such 

concerns expressed about languages education in Australia advance Mason has argued that: 

The general public (including many students and parents) do not see a use for languages, not 
realising that second language learning has huge potential in developing understanding in all key 
learning areas. (Mason, 2010, p. 18)  

There is a correlation between the parent views and support for the teaching of languages, the teachers 

and the curriculum they teach and the students’ motivation and beliefs about language learning (Khamis, 
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Dukmak, & Elhoweris, 2008). Hence, the view that the curriculum is overcrowded impacts negatively 

on students’ opportunities to learn languages as well as on their progress and is seen, particularly by 

principals, as an issue to be overcome (Hill, Hurworth, & Rowe, 1998). One way to address this concern 

is by integrating curriculum content when teaching languages (Corsetti, 1993; Cross, 2014; Lo Bianco 

& Slaughter, 2009b; State of Victoria [SoV], 2000) and thus, through content-based programs: 

provide a solution to the frequent complaint that, in order to make a place for elementary school 
foreign language instruction in the curriculum, something else must be taken out. (Curtain & 
Martínez, 1990, pp. 202-203) 

Moreover, the global position of English and the fact that it is promoted in many countries and 

introduced in their primary curriculum so that young children all across the world are learning English 

as a second or third language, appears to have prompted English speakers to think that they do not need 

additional language capabilities and that English is enough. Academics, scholars and advocates insist 

this attitude fosters complacency about learning languages (DEECD, 2008), sees persistent English 

monolingualism as the norm (Clyne, 2005; Fernandez & Gearon, 2011; Hajek & Slaughter, 2015), has 

devalued languages skills and their contribution, leading to an underachievement which some see as a 

crisis in languages learning and which places tension and negatively impacts on other languages 

(Svalberg, 2016). 

In their report on the attitudes towards languages education, Solved at McConchie (2007) indicated that: 

Whilst the majority of people surveyed, including parents, support languages education, they also 
said that they believed that the public as a whole was not convinced of its value. (p. 26)  

Despite positive policy framing, these mixed messages about the purpose and nature of languages 

education are present in varying degrees and permutations in some of the Viewpoints identified in this 

study. For example, Viewpoint 1 is a positive discourse where languages are central to the curriculum 

while this is not the case for Viewpoint 2 or Viewpoint 4 

 Realising the goals of the research  
Because the focus was on the teaching and learning of Italian, the thesis considered key historical 

developments and the current place Italian holds within the Australian community and how it became to 

be so widely taught in Victorian primary schools, and thus presented a context for the study. 

The previous three chapters presented the findings that have provided answers to the three questions 

explored in this thesis. These finding are summarised below, and each is discussed, drawing from 

insights gained through the research process. The findings gleaned from this study have implications not 

only for school communities – principals, teachers and parents – but also for academics, educational 

consultants, policy makers and languages associations. Linked to the findings, recommendations are 
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made so that schools can be supported in delivering languages programs that offer students increased 

opportunities for achieving strong proficiency outcomes. The overarching findings in the four sections 

that follow identify the contribution to knowledge that derives from this thesis and they have been 

labelled 1) Viewpoints on languages 2) Not all factors affecting languages education are equal, 3) 

Languages in the curriculum, and 4) Bilingual …or not. 

7.3.1 Viewpoints on languages  

People’s perspectives about linguistic diversity and the teaching of languages in Australian schools have 

changed over time. Historically one of assimilation, prevailing attitudes have changed and have become 

more accepting of multilingualism. None the less, and perhaps because English is a dominant global 

language, a monolingual mindset can still be found amongst many Australian decision makers (Clyne, 

2008). As the use of Q methodology has allowed participants in this study to complete a Q sort to express 

their own Viewpoint about languages education, and the subsequent analysis has identified which of 

these do or do not highly correlate with one another, this research posits that a range of different but 

commonly held Viewpoints are present within school communities. Rich descriptions derived from the 

analysis of the Q sorts have identified salient key features and the identification of these Viewpoints 

does not preclude the existence of others. The research has thus identified the specific range of 

Viewpoints that currently describe languages education in primary schools and the dominant Viewpoints 

that shape the Victorian primary languages provision are – 1) Advocacy, 2) Steady state, 3) Go Asian, 

4) English first, and 5) Back them. Viewpoints are influential and the presence of multiple Viewpoints 

can hinder consensus amongst stakeholders and be an obstacle to progress since whichever program is 

chosen is not just determined by funding or policy but also by people’s perspectives as expressed by the 

Viewpoints. 

Finding 1: It is not possible to predict the languages program a school will choose to 
implement based on policy or funding as the choice is also substantially influenced, 
bottom-up, by the Viewpoints that are present within the school and broader community. 

As negative perspectives can undermine languages programs, schools need to be aware of the 

Viewpoints prevalent within their school community. Understanding which Viewpoints are present in a 

school community, identifying commonalities, preferences and concerns amongst stakeholders is 

knowledge that helps support and improve programs and becomes essential particularly when issues or 

difficulties arise. 

Knowing which Viewpoints about the teaching of languages are present in a school community is 

important for two reasons. Firstly, although perhaps with less frequency, there is still a degree of 

negativity about the teaching of languages. Whether this is due to specific shortcomings such as the way 

the program is delivered and the quality of the teachers or it is a more general attitude towards languages, 

this negativity has the potential to be detrimental to a program if not addressed adequately. Secondly, 
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even in the most successful programs and amongst positive Viewpoints, the complexity and nuances 

that underline each Viewpoint may mean that, for example, while two groups may view languages 

positively, one group may favour Italian or other European languages and the other group may favour 

Asian languages.  

In today’s globalised world where accountability is considered critical, schools are required to meet 

achievement standards and data can be collected from a multitude of sources (Matters, 2005). To inform, 

support and improve the teaching and learning process, there is a wide range of techniques teachers can 

use to collect data. These methods of data collection can include diaries, interviews, journals, 

questionnaires, reflections, surveys and videos, and the choice of which techniques will be used will 

depend on the purpose and the questions the data needs to answer (Shaddock & Hattie, 2013). 

With an expectation that students learning languages in Victorian government schools will achieve a 

“defined proficiency” (SoV, 2013c, p. 5), an awareness of which Viewpoints are present in each setting 

and an understanding of the complexity of these Viewpoints can assist school communities to have 

discussions about underlying assumptions about languages education, explore and address issues, 

inform decisions and ultimately help create or support successful learning. For schools to be able to 

adopt Q methodology to apply reflective practices and systematically identify the Viewpoints held about 

specific topics under discussion, schools need to be aware of and become familiar with this 

methodology. While it is not expected that most schools take up the option of using Q methodology, for 

some the familiarisation with and the implementation of Q would be in relation to school improvement 

processes. Awareness and familiarity can occur in several ways. Firstly, the education department could 

include, on its website, a chapter to provide guidance and information for schools. As well as written 

information, professional development sessions could be provided either to introduce the methodology 

or support its implementation. Moreover, regional project officers could become familiar with Q and 

support schools and teachers wishing to use this methodology. Furthermore, academics could ensure 

that Q methodology is part of the repertoire of methods students and teacher candidates are presented 

with and have an opportunity to use in their studies and research.  

Recommendation 1: Schools learn about and adopt a range of reflective data gathering 
techniques including Q methodology. Q and the post-Q sort activity can be used for 
discussion and as means to identify Viewpoints about languages education or more 
specific issues related to languages teaching and learning. To facilitate the inclusion of 
Q within the School Review process, education authorities should provide guidelines 
and support to schools evaluating languages programs using Q methodology. 

7.3.2 Not all factors affecting languages education are equal 

There are considerations to guide the implementation of languages programs and common elements or 

factors that impact either positively or negatively are repeatedly identified (Browett; 2006, Erebus 

Consulting Partners, 2002b; Fielding, 2015). In line with previous research, all participating principals 
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in this study commented on the importance of quality teachers or teaching as one of the factors that can 

support or hinder languages programs. Other factors identified during interviews and post-Q sorts as 

those that school communities find positive or that pose a challenge for the languages program in their 

school, included elements such as, choice of language, curriculum content, methodology, resources, 

students, time, timetabling and transition. This study, and in particular the visual representation of these 

aspects, has revealed the degree of relevance these and other factors have for participants in different 

types of school settings. 

Finding 2: A range of factors either impact or sustain languages programs and rather 
than equal significance their relevance increases or decreases in different settings 
according to the characteristics of the languages program they offer.  

The number of factors, their dynamics and interaction within specific local settings can be “too 

overwhelming to compute in anything resembling a fully determined way” (Fullan, 2001b, p. 49), 

Nonetheless, post-Q sort surveys or interviews offer the opportunity to identify what participants deem 

important and these data can be recorded and represented in a range of ways. 

While supporting the notion that there are general steps to consider in the implementation of languages 

programs and factors that impinge on their success or longevity, the visual representation of these data 

using word clouds makes this information easily accessible. Moreover, the opportunity to identify the 

degree of importance and relevance that each factor is given within different settings extends the current 

literature and can assist schools identify issues of most importance in their setting.  

7.3.3 Languages in the curriculum 

In Australia, for several decades, policies have consistently advocated the teaching of languages for all 

students. In Victoria, large-scale language teaching has been a feature of primary schools since the 1980s 

and thus is well established. Past and present policy documents (DE&T, 2018b; SoV, 2013c) show there 

is institutional, political and community support for languages but, when putting policy into practice and 

regardless of the information about the steps schools can take to ensure they have a quality languages 

program (DE&T, 2019/2018), program implementation varies greatly between schools. As a result, not 

all students are offered equal opportunities to achieve proficiency in a language additional to English.  

Finding 3: The benefits of learning languages are acknowledged, and people do 
generally think that a language program should help students learn another language but 
the opportunities for students to gain proficiency vary considerably between schools. 
The issue of ‘time’ is often cited as most challenging when implementing language 
programs. Time, and therefore the prospect of language proficiency, is still a contested 
point. 

Current details indicate that in Victorian primary schools teaching languages “contact time ranged from 

10 minutes to 300 minutes per week, with an average of 53.2 minutes per week” (DE&T, 2020a, p. 26). 
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Data collected as part of this study have shown that, under the umbrella of ‘second language’ programs, 

schools deliver a variety of programs ranging from those that can be considered robust to ones that are 

less intensive in their delivery. Whilst the majority of Victorian schools offer at least one language 

program, some provide a choice of languages and this has been achieved either through the face-to-face 

modality or supported by technology and offered during class time or, in some cases, after school hours. 

Perusal of secondary data indicates that, whilst the guidelines relevant to bilingual programs are very 

clearly articulated, the same is not as evident in the case of second language programs. Even though 

guidance is offered to schools about what makes a quality program and important suggestions are made 

– including the minimum time allocation of 150 minutes per week – it is also acknowledged that schools 

may be unable to provide this and they need to be forward planning and develop “Strategic Plan strategies 

detailing how the school will incrementally increase time allocation for languages education” (DE&T, 

2020b, para. 5). As indicated in the earlier analysis chapter, many schools in this research stated their 

inability to provide sufficient time allocation and how this translated into schools either not being able 

to offer languages to all year levels or offering short – often 40 or 45 minutes – weekly sessions. In their 

reflections, participants acknowledged that such limited time was not adequate, and this was an aspect 

many wanted to see changed. Ways to increase language learning opportunities suggested by some 

participants included immersing students in the target language and using an approach, such as Content 

and Language Integrated Learning (CLIL), that enabled teachers to integrate languages with other 

curriculum areas. Having departmental authorities, academics or other principals provide greater details 

or access to expertise about quality languages education would be of great benefits to schools that want 

to change the way they implement languages at their school. 

While interest has been expressed about content-oriented programs (Kohler, 2017) and CLIL is promoted 

as one of a range of approaches to teaching languages (Cross, 2014; DE&T, 2019/2018), information 

about schools offering CLIL programs is not recorded in the yearly reports on languages provision in 

Victorian government schools. 

While the practice of using language to teach content is not new, the term CLIL was coined in Europe 

in 1994. To better enable students to gain the skills and knowledge needed in a globalised world, the 

framework used in CLIL shows language teachers how four learning components – Cognition, Culture, 

Content and Communication – can be integrated to support and motivate students learning. In this 

approach, the role of language is reconceptualised so that it is both the object of instruction and the means 

of constructing new knowledge. The fusion of language and subject areas is motivational as students 

learn and use the language to understand the content presented (Coyle, Hood, & Marsh, 2010). 

The popularity of CLIL as an approach and the availability of tertiary courses that offer this 

specialisation to Victorian primary and secondary teachers, have meant that an increasing number of 
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schools are able to deliver part of their language’s curriculum through a range of content areas. Being 

an umbrella term, CLIL covers a range of implementations and it is realised in schools in many ways 

and to varying levels and with varying success. However, because CLIL is both complex and context 

sensitive, “the hybridity of CLIL as a learning phenomenon has both advantages and challenges [as] 

there are no fixed models which pre-determine how CLIL will develop” (Coyle, 2013, p. 245). 

Teacher experimenting to deliver 21st century appropriate curriculum can implement CLIL in small-

scale projects such as a unit of work or assignments, and their successful delivery will foster confidence 

and provide strong foundations for future work. However, because of the different ways teachers plan, 

teach, monitor and evaluate CLIL based learning, and their differing expertise in a range of content 

areas/other disciplines “there is an urgent need for more rigorous longitudinal research into the 

effectiveness of CLIL which goes beyond simple evaluations of pilot studies” (Coyle, 2012, p. 31). As 

the principles underpinning this approach can support the teaching of languages, it is important that all 

schools are offered opportunities to know more about this and other approaches that can enhance and 

integrate languages in the curriculum and extend their teaching.  

Recommendation 2: Include details about which schools implement CLIL and the actual 
nature of the program in the data collected for the annual reports Languages Provision 
in Victorian Government Schools, compiled by the Department of Education and 
Training (DET). 

Recommendation 3: Continue identifying case studies about best practice, networks and 
courses to support a range of approaches to language teaching. Make these resources and 
support readily available to schools as part of regular professional development and if 
school communities have expressed an interest in changing or extending the delivery of 
their language program. 

7.3.4 Bilingual …or not 

The advice given in the 1980s that “education authorities should establish more bilingual programs” (Lo 

Bianco, 1987b, p. 230), and the number of bilingual programs in primary schools should be “doubled 

every 3 years for the next decade” (Lo Bianco 1989b, p. 75), has not taken place to this degree. Most 

Victorian schools offer second language programs and only a small number of schools are designated 

as bilingual. With one exception, that of the most recent Italian program established in 2015, the number 

of schools offering bilingual programs has remained static.  

Guidelines for the implementation of bilingual programs are very specific about time allocation, use of 

the target language and content delivery but this research has shown that not everyone is aware of what 

bilingual education entails or of the worthwhile learning experiences that it fosters. Marginalisation can 

be “intentional” or “unintentional” (Brown, 2006, p. 361), and because there is a lack of understanding 

of the implications inherent in bilingual education, this approach to the teaching of languages is being 

unintentionally marginalised. 
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Finding 4: Bilingual programs cater for a range of students, first and second language 
learners. School communities are sometimes unaware of the dynamic and additive nature 
of bilingual programs and therefore are less likely to consider them. 

Interview data in particular, but also comments made by participants during the post the Q sort activity, 

show there is a perception, particularly on the part of principals, that bilingual programs are primarily, 

if not exclusively, for mother-tongue students. Further comments made by participants indicate this is 

based on ‘memories’ of the 1980s when most of these programs did indeed cater for this type of learner 

and promoted an implementation these participants considered ‘divisive’. Also, this research has 

indicated that, at least for the people sharing Viewpoint 5, bilingual programs are seen in a positive light 

as they are not considered to detract from the curriculum. 

Principals in bilingual programs stipulated that, as part of the initial planning, they visited established 

bilingual programs both here in Australia and overseas. Making schools aware of the reality of current 

bilingual programs can be an incentive for them to consider this type of delivery. Gaining knowledge 

and being attuned to what is a bilingual program and what its implementation entails would be beneficial 

for all leadership teams so that they are able to make informed decisions about implementation and 

support. 

Recommendation 4: Education authorities should ensure that principals, leadership 
teams and teachers are able to gain valuable and necessary knowledge about bilingual 
education by making connections and collaborating with expert practitioners. 

 Limitations and strengths 
Any research will have its strengths and limitations and the ones thought to be pertinent to this study are 

discussed below.  

Despite the fact the data collected have been a rich source of information, one limitation of the study 

has been that while interviews were conducted with principals, only written feedback to predetermined 

questions was collected from the participants after the Q sort. The written feedback form was developed 

as an alternative to the more usual post-Q sort interview because in most school settings multiple 

participants completed their sort at the same time. This was something over which the researcher had 

no control. To carry out interviews with the participants after they completed their Q sort, would have 

enhanced this work. As well as providing an increased opportunity for clarification and also pursue 

issues relevant to each individual, interviews with participants would have further informed the 

interpretation of the specific Viewpoints and offered greater insights into why participants had sorted 

their cards the way they did and why languages are or are not supported. 

This notwithstanding, the wealth of information collected post-Q sort supported and enriched the 

differing Viewpoints and allowed the identification of what were considered challenges, positive aspects 
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or notions of ideal languages programs. The visual representation of these data provided a further 

dimension to the thesis in that the pictorial characterisations provided a way to organise and summarise 

data simply and effectively. 

Restricting the concourse to policy documents, albeit spanning over three decades, might be considered 

to be another limitation of this study. This decision, however, was not taken lightly and while perhaps 

some statements could benefit from further revision, the systematic selection of statements reflective of 

salient themes that continue over time to be present in the discourse around the topic of languages 

education should counteract the narrow focus of the documents. Expanding the concourse to include 

other non-policy documents such as, for example, newspaper articles, transcripts from focus group 

interviews or teacher reflective journals, could change the direction and focus of a study toward more 

teacher centred concerns, pedagogical type questions or a more school specific focus. 

Many policy documents at state and national levels have been perused in the gathering of the concourse 

and the review of the literature. These reports and other secondary data have been accessed through 

numerous websites and whilst the PDF documents were downloaded and access date and URL details 

duly recorded, later checks have highlighted the fact that many URLs now have restrictions or are no 

longer accessible on the original website. Reviewing the accessibility of these references and providing 

alternatives sources has been an intensive exercise. At the time of submission, all but a handful of 

referenced URLs were active but the fact that so many sites have changed or are no longer accessible to 

the public is of particular concern. When ensuring that references can be accessed by other researchers, 

the advantages created by the availability of electronic journals and publications, and the myriad of 

websites that are now repository of fundamental documents and information, are offset by the speed at 

which these sites change or are not open access.  

As a final point, Q does not deal with large numbers of cases as quantitative measures such as 

questionnaires do, and this may be considered a limitation. However, Brown (2002) indicates that Q 

was never suggested as a replacement for R methodology, but that Stephenson considered each 

methodology “was better suited for tasks that the other could not easily perform” (p.117). The fact that 

Q and R were seen as systems independent of each other is highlighted by the two summaries that 

identify the “postulates” for each technique (Stephenson, 1953, p. 58). Ultimately, Q can produce 

holistic data and “there are surprisingly few methods, quantitative or qualitative, that can justifiably 

make this claim” (Watts & Stenner, 2005, p. 176). It is the use of Q that has enabled the discovery of 

the multiple Viewpoints shared by principals, teachers and parents around the topic of languages 

education. The rich descriptions of these complex Viewpoints have allowed the voices and the 

perspectives held in common by groups of participants to come to the fore and so the study extends the 

rapidly increasing literature of Q studies in Educational research. This notwithstanding, the increased 

number of studies that use Q methodology in the education field does not mean that schools and teachers 
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are familiar with it and thus a concerted effort, as mentioned earlier in the chapter, should be made by 

education departments and tertiary institutions to provide support to schools wishing to use Q. 

 Future research and conclusion 
In the last decade, the studies that use Q methodology in educational research are increasing but the ones 

that include multiple cohorts are few in number (Lundberg, de Leeuw, & Aliani, 2020). As the depth 

and sustainability of educational change in school settings is dependent on collective action (Fullan, 

2001a), undertaking further research that includes multiple cohorts of participants in different roles 

within the school communities, becomes particularly important. 

The current thesis has examined two bilingual programs that offer Italian and identified the Viewpoints 

prevalent in these two schools, together with aspects participants consider relevant in these bilingual 

settings. Further research arising from this study may move the focus from Italian to the other Victorian 

bilingual programs which offer a range of languages. This research would seek to determine if there are 

different Viewpoints present in these bilingual schools and if the language taught is perhaps a 

contributing feature. 

The current research has also identified which aspects schools that offer different types of languages 

programs consider relevant and the degree of importance they afford to these aspects. Arising from this 

component of the thesis, further research could see the development of a framework for operationalising 

languages education. Such framework would bring together, under a small number of broad dimensions, 

the aspects that impact on languages programs and show if their interaction and relevance shapes the 

programs and hence the experiences of students learning languages. 

Having suggested that the findings from this study may also have implications outside the scope of this 

thesis, further research could involve individual schools that wish to have a better understanding of the 

Viewpoints held by educators and parents within their school community. Although students were not 

included in this research, many studies that have utilised Q methodology in education have targeted 

students and schools or individual teachers could develop Q resources that suit their students and 

purposes. Moreover, a cross-sector study or studies focusing on the Catholic or Independent sectors 

would provide opportunities for comparison and extension.  

At its most basic level Q sorting could be used by schools as a tool to promote discussion about the 

implementation of languages programs and this could easily be incorporated as part of the regular 

professional development and reflection teachers undertake. Q sorts could be completed by a whole 

school community or target specific cohorts in a school. Comprehensive analysis of the sorts would 

support schools gain a detailed idea of the Viewpoints surrounding the implementation of languages 

programs. This could be included and extend the way schools regularly evaluate programs and the 



Chapter 7: Conclusion 

Renata Aliani (2020) Sì, tanti ma non bilingui 226 

statements used in the Q sorts could include ‘vision’ or ‘ideal’ statements so that the sort is generative 

and not only responsive, and perhaps, where there is a propensity to act, to take an initial step towards 

change and the implementation of a different and robust type of program. 

This study explored the Viewpoints about languages education present in primary schools in Victoria, 

South Australia, the ACT, and the impact they have on the type of programs offered. The study has 

shown that some schools may be considering or have, over time, changed the language they offer or the 

way they deliver languages. It has also indicated that some schools are aware of the limited offerings 

they are providing their students and, while some would not change their program, others are willing to 

consider it. In these instances, changing the type of language programs offered would require a concerted 

effort from all those involved and, going beyond the school community, support should be provided to 

those schools contemplating changing the way they deliver and integrate languages in their curriculum.  

In 1984, Robert Fordham, the then Victorian Minister of Education, stated that:  

The Government's commitment to extending real access to education is best understood in 
conjunction with its objective that all children experience success at school. Such an objective is 
easily misunderstood or misrepresented. It should not be taken to mean that all students do 
everything equally well. Some students do some things better than other students do, and particular 
students are more successful at some things than they are at others. Nor should this commitment 
to success be trivialised by offering some students courses based on low expectations which deny 
them real challenges, or which prevent them from progressing to further stages of schooling. 
(Fordham, 1984, p.13) 

Our continuing aspiration for quality education is still evident because “in Victoria, we are committed 

to making our education system one of the best in the world” (State of Victoria, 2013c, p. 3). If we are 

to achieve this vision for languages education, what is important is that quality language programs are 

offered so that students can achieve proficiency in the language they study. Together with rigour, criteria 

to help identify such programs can include the time that has been allocated to the program, the specific 

qualifications and expertise teachers may hold, the resources available and opportunities for students to 

be engaged with the language as well as to continue its study. Lo Bianco and Slaughter (2009a) propose 

that some hard decisions must be made about the phasing out of programs that do not meet minimum 

requirements, the focus on which languages to teach and the ways in which the professional needs of 

language teachers are addressed. Future developments in the field of languages education should 

consider and bring together the needs of school communities, educators, academics and policy makers 

and: 

The different pathways implicated in the goal of universal bilingualism must be integrated into a 
continuum of language education opportunities and delivered by well-designed, enduring, and 
well-taught bilingual education initiatives. The foundational task is a comprehensive and effective 
policy, linked to credible implementation, and designed with both equitable language principles 
and language enrichment as dual aims. (Lo Bianco & Slaughter, 2016, p. 12) 
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 Policy documents forming the concourse 

Listed below, are the 44 Australian national & Victorian policy documents that form the concourse in this study. 
Covering a range of themes, 265 statements, were drawn and 48 items selected to become the Q sample 

Australian Children's Education & Care Quality Authority [ACECQA]. (2012). National Quality Framework. Sydney, 
NSW, Australia: Australian Children's Education & Care Quality Authority. Retrieved: 2013/02/25, from: 
http://acecqa.gov.au/national-quality-framework/. 

Australian Curriculum Assessment and Reporting Authority [ACARA]. (2013). Australian Curriculum: Languages: 
Foundation to Year 10: Consultation Report. Sydney, NSW, Australia: ACARA. Retrieved: 2019/12/24, from: 
http://www.acara.edu.au/verve/_resources/Draft_Australian_Curriculum_Languages__Consultation_Report_-
_v1_Nov_2013.pdf. 

Australian Federation of Modern Language Teachers Association [AFMLTA]. (2008). Languages Open the Door to a 
Bigger World: Parents advocacy statement. Canberra, ACT, Australia: Australian Government Department of 
Education Employment and Workplace Relations. Retrieved 2019/12/25, from: 
http://languagesopenthedoor.afmlta.asn.au/promotional.htm, 

Chamberlain, A. (1984). Report on a National Language Policy. Senate Standing Committee on Education and the Arts. 
Canberra, ACT, Australia: AGPS Press. 

Commonwealth of Australia. (1989). National Agenda for a Multicultural Australia: Sharing Our Future. Department of 
Immigration and Citizenship. Canberra, ACT, Australia: AGPS Press. 

Commonwealth of Australia. (2002). Linking Languages and Literacy. Canberra, ACT, Australia: National Asian 
Languages and Studies in Australian Schools [NALSAS]. Retrieved 2019/12/25, from: 
https://www1.curriculum.edu.au/nalsas/pdf/link_lang_lit.pdf. 

Commonwealth of Australia. (2006). National Statement for Engaging Young Australians with Asia in Australian 
Schools. Australian Government Department of Education, Employment and Workplace Relations. Carlton 
South, Vic, Australia: Commonwealth of Australia. Retrieved 2019/12/24, from: 
http://files.eric.ed.gov/fulltext/ED534687.pdf. 

Commonwealth of Australia. (2009). Teaching and Learning Languages: A Guide. Department of Education 
Employment and Workplace Relations. Carlton South, Vic, Australia: Curriculum Corporation. Retrieved 
2019/12/25, from: http://www.tllg.unisa.edu.au/lib_guide/gllt.pdf. 

Commonwealth of Australia. (2012). Australia in the Asian Century. [White Paper: 28/10/2012]. Department of the 
Prime Minister and Cabinet, Canberra, ACT. Retrieved: 2019/12/25, from: http://www.eaber.org/node/24056. 

Dawkins, J. (1991). Australia's Language: The Australian Language and Literacy Policy. Canberra, ACT, Australia: 
Australian Government Publishing Service. 

Department of Education [DoEAus]. (2013). Early Learning Languages Australia. Canberra, ACT, Australia: Australian 
Government, Retrieved: 2019/12/18, from: http://education.gov.au/early-learning-languages-australia. 

Department of Education and Early Childhood Development [DEECD]. (2008). Teaching and Learning Languages 
Other Than English (LOTE) in Victorian Schools: Paper no 14. Melbourne, Vic, Australia: DEECD. Retrieved 
2019/12/10, from: 
https://www.education.vic.gov.au/Documents/school/teachers/teachingresources/discipline/languages/langlearnr
eport.docx. 

Department of Education and Early Childhood Development [DEECD]. (2012). Towards Victoria as a Learning 
Community. Melbourne, Vic, Australia: Communication Division for Flagship Strategies Division. Retrieved 
2019/12/25, from: http://www.aph.gov.au/DocumentStore.ashx?id=100c5033-8496-4fc3-9384-42b26f600c37. 

Department of Education and Early Childhood Development [DEECD]. (2014a). Languages. Melbourne, Vic, Australia: 
DEECD. Retrieved: 2019/12/25, from: 
http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/languages/Pages/default.aspx. 
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http://www.education.vic.gov.au/school/teachers/teachingresources/discipline/languages/Pages/default.aspx
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Department of Education Victoria [DoE]. (2007). Why Learn Italian. [Brochure]. DoE, Melbourne, Vic, Australia. 
Retrieved: 2019/12/25, from: 
http://www.education.vic.gov.au/Documents/school/teachers/teachingresources/discipline/languages/whylearnit
alian.pdf. 

Directorate of School Education [DSE]. (1994b). Ministerial Advisory Council on Languages Other Than English 
(MACLOTE) Report to the Minister for Education. Melbourne, Vic, Australia: DSE. 

Directorate of School Education [DSE], & Ministerial Advisory Council on Languages Other Than English [MACLOTE]. 
(1993). Languages Other Than English Strategy Plan. Melbourne, Vic, Australia: DSE. 

Fordham, R. (1984). Ministerial Paper Number 6: Curriculum Development and Planning in Victoria. Department of 
Education. Melbourne, Vic, Australia: FD Atkinson Government Printer. 

Kohler, M., & Mahnken, P. (2010). The current state of Indonesian language education in Australian schools. Asia 
Education Foundation, Carlton South, Vic, Australia: Education Services Australia. Retrieved: 2019/12/25, from: 
http://www.murdoch.edu.au/ALTC-
Fellowship/_document/Resources/CurrentStateIndonesianLanguageEducation.pdf. 

Liberal Party of Australia. (2013). The Coalition's Policy for Schools: Students First. Barton, ACT, Australia: Brian 
Loughnane. Retrieved 2019/12/25, from: https://www.documentcloud.org/documents/855274-the-coalitions-
policy-for-schools-students-first.html. 

Lo Bianco, J. (1987b). National Policy on Languages. Canberra, ACT, Australia: Australian Government Publishing 
Service. doi: 10.1075/aral.10.2.03bia. 

Lo Bianco, J. (1989b). Languages Action Plan. Melbourne, Vic, Australia: Ministry of Education. 
Ministerial Council for Education, & Early Childhood Development and Youth Affairs [MCEECDYA]. (1989). The Hobart 

Declaration on Schooling. Canberra, ACT, Australia: MCEECDYA. Retrieved 2012/05/02, from: 
http://www.educationcouncil.edu.au/EC-Publications/EC-Publications-archive/EC-The-Hobart-Declaration-on-
Schooling-1989.aspx. 

Ministerial Council for Education, & Early Childhood Development and Youth Affairs [MCEECDYA]. (1999). The 
Adelaide Declaration on National Goals for Schooling in the Twenty-First Century. Canberra, ACT, Australia: 
MCEECDYA. Retrieved 2019/12/25, from: http://www.educationcouncil.edu.au/EC-Publications/EC-
Publications-archive/EC-The-Adelaide-Declaration.aspx. 

Ministerial Council for Education Early Childhood Development and Youth Affairs [MCEECDYA]. (2005). National 
Statement and Plan for Languages Education in Australian Schools 2005-2008. Hindmarsh, South Australia: 
Department of Education and Children’s Services, State of South Australia. Retrieved 2019/05/03, from: 
http://www.curriculum.edu.au/verve/_resources/languageeducation_file.pdf. 

Ministerial Council for Education Early Childhood Development and Youth Affairs [MCEECDYA]. (2008). Melbourne 
Declaration on Educational Goals for Young Australians. Canberra, ACT, Australia: MCEECDYA. Retrieved 
2019/12/25, from: 
http://www.curriculum.edu.au/verve/_resources/National_Declaration_on_the_Educational_Goals_for_Young_A
ustralians.pdf. 

Ministerial Council on Education Employment Training and Youth Affairs [MCEETYA]. (1999). Partnership for Change: 
The NALSAS Strategy. Carlton, Vic, Australia: MCEECTYA. 

Ministerial Council on Education Employment Training and Youth Affairs [MCEETYA]. (2000). NALSAS Strategy Phase 
2 Strategic Plan 1999-2000. NALSAS Taskforce. Carlton, Vic, Australia: MCEECTYA. Retrieved 2019/12/25, 
from: 
http://www.educationcouncil.edu.au/site/DefaultSite/filesystem/documents/Reports%20and%20publications/Arc
hive%20Publications/Languages%20Education/NALSAS_strategy_phase2_1999-2000.pdf. 

Ministerial Council on Education Employment Training and Youth Affairs [MCEETYA]. (2009). MCEETYA Four-Year 
Plan 2009-2012: A Companion Document for the Melbourne Declaration on Educational Goals for Young 
Australians. Canberra, ACT, Australia: MCEETYA. Retrieved 2019/12/25, from: 
https://archive.org/details/ERIC_ED534447. 

Ministry of Education. (1986). Education in, and for, a Multicultural Victoria. Ministry of Education, Schools Division. 
Carlton, Vic, Australia: Curriculum Branch. 
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State Board of Education, & Ministerial Advisory Committee on Multicultural and Migrant Education [MACMME]. (1984). 
Discussion Paper: The Place of Community Languages in Victorian Schools. Melbourne, Vic, Australia: State 
Board of Education Victoria. 

State Board of Education, & Ministerial Advisory Committee on Multicultural and Migrant Education MACMME. (1985). 
Report to the Minister for Education: The Place of Languages Other Than English in Victorian Schools. 
Melbourne, Vic, Australia: State Board of Education Victoria. 

State of Victoria [SoV]. (1997). Multicultural Policy for Victorian Schools. Melbourne, Vic, Australia: DEECD. Retrieved 
2019/12/25, from: https://digitised-collections.unimelb.edu.au/handle/scpp-01178-vic-1997. 

State of Victoria [SoV]. (2000). Linking LOTE to the Early Years Literacy Program. Melbourne, Vic, Australia: DEECD. 
Retrieved 2019/12/17, from: 
https://www.education.vic.gov.au/Documents/school/teachers/teachingresources/discipline/languages/linking.pdf. 

State of Victoria [SoV]. (2002). Languages for Victoria’s Future: An Analysis of Languages in Government Schools. 
Melbourne, Vic, Australia: DEECD. 

State of Victoria [SoV]. (2009a). Education for Global and Multicultural Citizenship: A Strategy for Victorian Government 
Schools 2009-2013. Melbourne, Vic, Australia: DEECD. Retrieved 2019/12/17, from: 
https://www.education.vic.gov.au/Documents/school/teachers/health/multicultedstrat.pdf. 

State of Victoria [SoV]. (2009b). Why learning another language is vital. Melbourne, Vic, Australia: DEECD. Retrieved 
2011/05/03 [URL no longer active], from: 
http://www.education.vic.gov.au/researchinnovation/resources/researcharticleinterview.htm. 

State of Victoria [SoV]. (2010). Languages Learning for the 21st Century: The Victorian Language Strategy Blueprint 
Implementation Paper. Melbourne, Vic, Australia: DEECD. 

State of Victoria [SoV]. (2011). The Victorian Government's Vision for Languages Education. Melbourne, Vic, Australia: 
DEECD. Retrieved 2019/12/17, from: http://www.aph.gov.au/DocumentStore.ashx?id=85c2c73d-ba28-4957-
9569-165cae0277bb. 

State of Victoria [SoV]. (2012). Languages 2025: Draft Plan for Implementing the Victorian Government's Vision for 
Languages Education. Melbourne, Vic, Australia: DEECD. Retrieved 2019/12/19, from: 
https://www.mltav.asn.au/index.php?option=com_content&view=article&id=334&Itemid=100119. 

State of Victoria [SoV]. (2013a). DEECD 2013-17 Strategic Plan. Melbourne, Vic, Australia: Communication Division for 
the Strategy and Review Group. Retrieved 2019/12/25, from: http://ncee.org/wp-content/uploads/2016/12/Vic-
non-AV-3-DEECD-2013-Strategic-Plan-2013-17.pdf. 

State of Victoria [SoV]. (2013b). Guide to Starting a Languages Program. Melbourne, Vic, Australia: Learning and 
Teaching Division DEECD. Retrieved 2019/12/17, from: 
http://www.education.vic.gov.au/Documents/school/teachers/teachingresources/discipline/languages/startlangpr
ogguide.pdf  

State of Victoria [SoV]. (2013c). Languages: Expanding Your World: Plan to Implement the Victorian Government's 
Vision for Languages Education 2013-2025. Melbourne, Vic, Australia: DEECD. 

Victorian Curriculum and Assessment Authority [VCAA]. (2004). Italian Victorian Certificate of Education Study Design. 
Melbourne, Vic, Australia: VCAA.  
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Q Sample 

A process of culling was utilised to reduce the statements in the concourse to a more manageable number. The 
48 statements listed below form the Q sample drawn from the concourse. In this appendix, each statement 
includes the reference to the source document, but the references were not included in the cards participants 
used in the Q sort.  

Statements 
1.  “Schools [should] draw on the widest 
possible range of resources and 
partnerships inside and outside the 
school to support students.” 
Department of Education and Early Childhood 

Development. (2012). Towards Victoria as a 
Learning Community. Melbourne: 
Communication Division for Flagship 
Strategies Division. p. 25. 

2.  “Languages are cumulative subjects 
requiring long study before they can 
produce a high level of proficiency.” 
Directorate of School Education. (1994b). 

Ministerial Advisory Council on Languages 
Other Than English (MACLOTE) Report to 
the Minister for Education. Melbourne: DSE. 
p. 21. 

4.  “It is important that schools have 
autonomy over things that matter most, 
including curriculum.” 
Department of Education and Early Childhood 

Development. (2012). Towards Victoria as a 
Learning Community. Melbourne: 
Communication Division for Flagship 
Strategies Division. p. 7. 

4.  “Languages education offers 
significant benefits for students, their 
families and the community as a whole.” 
State of Victoria. (2012). Languages 2025: Draft 

Plan for Implementing the Victorian 
Government's Vision for Languages 
Education. Melbourne: DEECD. p. 4. 

5.  “To operate effectively, a program 
requires at least three hours spread 
over the course of the school week.” 
State Board of Education & Ministerial Advisory 

Committee on Multicultural and Migrant 
Education MACMME. (1985). Report to the 
Minister for Education: The Place of 
Languages Other Than English in Victorian 
Schools. Melbourne: State Board of 
Education. p. 15. 

6.  “The study of Italian (…) provides 
students with a direct means of access 
to the rich and varied culture of the 
many communities around the world for 
whom Italian is a major means of 
communication.” 
VCAA. (2004). Italian Victorian Certificate of 

Education Study Design. (1 74010 355 6). 
Melbourne: VCAA. p. 7. 

7.  “The bilingual program does not take 
time away from other curriculum areas.” 
Lo Bianco, J. (1989b). Languages Action Plan. 

Victoria: Ministry of Education. p. 21. 

8.  “Knowing the languages of our key 
regional partners is vital to unlocking 
the potential of the Asian century for 
Australia.” 
Liberal Party of Australia. (2013). The Coalition's 

Policy for Schools: Students First. Barton, 
ACT: Brian Loughnane. p. 13. 

9.  “The availability of qualified 
languages teaching staff with (…) the 
appropriate level of competence in the 
target language is essential.” 
State of Victoria. (2013b). Guide to Starting a 

Languages Program. Melbourne: 
Communications Division for Languages, 
EAL and Multicultural Education Strategy 
Division. p. 10. 

10.  “Learning more than one language 
has never before been more relevant or 
important as our everyday lives become 
more globalised and interconnected.” 
State of Victoria. (2010). Languages learning for 

the 21st century: The Victorian Language 
Strategy Blueprint Implementation Paper. 
Melbourne: DEECD. p. 9. 

11.  “Schools [should] plan a languages 
program that is strongly supported by 
the school community, including by the 
school administration, staff, parents and 
students and appropriate partnerships.” 
Department of Education and Early Childhood 

Development. (2014a). Languages. 

12.  “Literacy can be developed in more 
than one language at the same time.” 
State of Victoria. (2000). Linking LOTE to the 

Early Years Literacy Program. Melbourne: 
DEECD. p. 26. 

13.  “Education authorities should 
establish more bilingual programs.” 
Lo Bianco, J. (1987b). National Policy on 

Languages. Canberra: Australian 
Government Publishing Service. p. 230. 

14.  “Students of Italian have many 
opportunities to use the language in 
everyday life.” 
State of Victoria. (2009b). Why learning another 

language is vital. Melbourne: DEECD. p. 2. 

15.  “The learning of languages at 
primary school level should be 
substantially increased.” 
Lo Bianco, J. (1987b). National Policy on 

Languages. Canberra: Australian 
Government Publishing Service. p. 230. 

16.  “It is important to understand the 
level of proficiency a child is likely to 
acquire from a languages program and 
to have realistic expectations of both 
the child and the program.” 
Department of Education and Early Childhood 

Development. (2014a). Languages. 

17.  “For English as a Second Language 
students, learning a third language can 
be a positive experience because their 
skills in that language are comparable 
to the skills of their classmates.” 
Commonwealth of Australia. (2002). Linking 

Languages and Literacy. Canberra: 

18.  “Chinese, Japanese, Indonesian 
and Korean [are] the four Asian 
languages of most benefit to Australia’s 
economic future. The study of these 
languages [should] be given priority in 
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 Post-Q sort recording sheet & follow-up questions 

After completing the Q sort activity each participant recorded the statement numbers in the grid, completed the 
details and answered the questions below. Entries on the grid were double checked for accuracy. 

 Name: 
 School: 
 Date: 
 Principal / Teacher / Languages Teacher/ Teacher of Italian / Parent 

 

What is most unimportant to me    What is most important to me 
-5 -4 -3 -2 -1 0 1 2 3 4 5 
           
           

[2]          [2] 
 [3]        [3]  
  [4]      [4]   
   [5]    [5]    
    [6]  [6]     
           
     [8]      

Could you please: 
Tell me what the two statements you have placed at +5 (the ones that are most important to you) mean to 
you? 
Tell me what the two statements you have placed at –5 (the ones that are most unimportant to you) mean 
to you? 
Identify positive aspects of the current language program? (If applicable) 
Identify possible challenges for the current language program? (If applicable) 
Name one (1) aspect of the current language program that you would like to change? (If applicable) 
Describe your ‘ideal’ language program? 

 
Tell me a little about yourself: 

Age: 20-29  /  30-39  /  40-49  /  50-59  /  60+ 
Background:  
Language(s) spoken:   
Occupation:   
If you are a parent, for each child please specify the gender, age and year level they are enrolled in:   
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 Interview guide for principals 
 

Date of Interview:  .....................................................................................................................................  
Time of Interview:  .....................................................................................................................................  
Place:  .........................................................................................................................................................  
Interviewer: Renata Aliani: ........................................................................................................................  
Interviewee:  ...............................................................................................................................................  
School: .......................................................................................................................................................  
 

Begin the interview with the following statement 
Thank you for taking the time to meet with me today and for signing the consent form. With your permission, I 
would like to audiotape our interview today. The purpose of this recording is so that I can focus on our 
conversation and not be distracted by trying to take notes. Is it ok if I begin to record? 

Record response:  ......................................................................................................................................  

ELABORATING PROBES 

Tell me more. Can you give me more details please? Can you provide me with some examples? 

INTERVIEW QUESTIONS 

1) Could you provide a brief profile of your school? 

2) Could you provide some historical background or phases of the language program? 

3) Could you describe your current language program? (If applicable) 

4) What are the main aims of the language program? (If applicable) 

5) What types of activities do you believe help extend and enrich a language program?  

6) What features/issues do you believe impact on language programs and why?  

- choice of language 
- continuity between primary 

and secondary 
- perceived benefits & 

significance of the language 

- presence of background 
speakers 

- resourcing 
- teacher availability 
- school commitment 

- community support 
- opportunities to extend the 

learning of languages and for 
students to develop proficiency 

7) What aspects do you feel most greatly assist in sustaining languages programs and why? 

- a supportive & informed 
school community/context 

- an integrated & incorporated 
language program 

- the presence of rationale & 
outcomes 

- access to adequate resources 

- continuity 
- quality teaching 
- evidence of progress & 

proficiency 

8) What are the future plans for the current language program at your school? 
9) In your view, what makes a quality language program? 
10) Would you consider implementing a bilingual program at your school? 
11) Are there any further comments you wish to make? 

Finish the interview with the following statement 
Thank you for taking part in this interview. As stated in the Plain Language Statement, of which you have a copy, I would like 
to remind you that, at any time during the research, you are free to withdraw your consent for me to use this interview data. 
The recording of today’s interview, and my notes, will be stored securely and all raw data will be destroyed five years after 
the last publication of this research. If you have any concerns, you can contact the Executive Office at MGSE.   
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 Factor matrix / X indicating a defining sort 

Together with PCA, a Varimax rotation was performed to examine and understand the data in more detail. 
With 48 statements in the Q set, the significant loading was calculated at ±38 and the outcome of these steps 
was to flag all significant Q sorts in the 5-factor solution. The X next to a defining sort establishes which 
participants load significantly on a factor and share that viewpoint. The codes listed in the second column 
indicate – School No, Participant No, Role and Gender. 

Five-factor matrix with an X indicating defining sorts 

# Q sorts 
Loadings 

1 2 3 4 5 
1 Sch 1-1-Pri-F 0.4155X 0.0900 0.3097 0.1951 0.3261 
2 Sch 1-2-Oth-F 0.5120 0.1085 0.2001 0.2824 0.4438 
3 Sch 1-3-Oth-F 0.2992 0.3682 0.3214 -0.1461 0.4277X 
4 Sch 1-4-ItT-M- 0.1533 0.4004 0.4682 0.2227 0.2482 
5 Sch 1-5-ItT-F 0.4294 0.2161 -0.0266 0.4181 0.2672 
6 Sch 1-6-Oth-F 0.5312X 0.2080 0.0117 -0.0809 0.0110 
7 Sch 1-7-Oth-F 0.2888 0.3170 0.3352 0.0351 0.6429X 
8 Sch 1-8-Tea-F 0.0244 0.5180X 0.3519 0.1607 0.2014 
9 Sch 1-9-Tea-F 0.2676 0.5528 0.4064 0.1424 0.2599 

10 Sch 1-10-Par-F 0.2557 0.3146 -0.0652 0.2082 0.4111X 
11 Sch 2-1-Pri-F 0.6564 0.0221 0.2157 0.1920 0.5455 
12 Sch 2-2-ItT-F 0.3110 0.3155 0.3114 0.2160 0.4118X 
13 Sch 2-3-ItT-F 0.3858 0.3746 0.3863 0.1669 0.2238 
14 Sch 2-4-ItT-M 0.5368X 0.1374 0.1042 0.3462 0.2646 
15 Sch 2-5-Tea-F 0.5646 0.0984 0.2763 0.0483 0.4657 
16 Sch 2-6-Par-M 0.4608 -0.0039 0.4242 0.3715 0.5120 
17 Sch 2-7-Par-F 0.5283 0.1330 0.3275 0.1469 0.6382 
18 Sch 2-8-Par-F 0.7264X 0.0438 0.1253 0.1936 0.3744 
19 Sch 3-1-Oth-M 0.2835 -0.0924 0.6342X 0.2849 -0.0179 
20 Sch 3-2-ItT-F 0.6779X 0.2472 0.3086 0.0195 0.2648 
21 Sch 4-1-Oth-F 0.3060 0.3453 0.3104 -0.0886 0.4975X 
22 Sch 4-2-ItT-F 0.4057 0.4506 0.1972 0.3011 0.0765 
23 Sch 4-3-Tea-F 0.2335 0.0879 0.7869X -0.0546 0.1571 
24 Sch 4-4-Oth-F 0.1891 0.2110 0.5693X -0.2867 0.2520 
25 Sch 4-5-Par-F 0.4351 0.2693 0.3772 0.1762 0.4312 
26 Sch 5-1-Pri-F 0.2120 0.1838 0.6547X 0.2143 0.1411 
27 Sch 5-2-Oth-F 0.0839 0.2641 0.5818X -0.2112 0.3207 
28 Sch 5-3-Tea-M -0.0261 0.5458 0.0458 0.0744 0.5770 
29 Sch 5-4-Tea-F 0.3609 -0.0810 0.6759X 0.2208 0.2219 
30 Sch 5-5-Par-M 0.5157X 0.2310 0.3744 0.0300 0.0400 
31 Sch 5-6-Par-F 0.0649 0.3708 0.4654 0.3121 0.4535 
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32 Sch 6-1-Pri-M 0.3134 0.4039X 0.0551 0.3154 0.0646 
33 Sch 6-2-Oth-F 0.4935X -0.0430 0.0476 0.0738 0.0091 
34 Sch 6-3-Par-F 0.2179 0.6519X -0.1489 0.1627 0.1510 
35 Sch 7-1-Pri-M 0.5467 0.0696 0.5419 -0.0854 0.2054 
36 Sch 7-2-ItT-F 0.7003X 0.0729 0.1485 0.1116 0.1612 
37 Sch 7-3-Tea-F 0.4791 0.4413 -0.0136 0.0686 0.2815 
38 Sch 7-4-Par-F -0.3695 0.4063 -0.1308 -0.1045 0.4035 
39 Sch 8-1-Oth-F 0.6169X 0.2343 0.2148 0.1620 0.1261 
40 Sch 8-2-ItT-F 0.5162X 0.0504 0.0834 0.1755 0.0030 
41 Sch 8-3-Tea-F 0.2624 0.2158 0.0218 0.5894X 0.0789 
42 Sch 8-4-Par-F 0.8343X 0.0560 -0.0832 0.1775 0.0894 
43 Sch 9-1-Pri-F -0.0357 0.4367X 0.0839 -0.0113 0.2552 
44 Sch 9-2-Oth-F 0.2515 0.5287X 0.2885 0.2912 0.0424 
45 Sch 9-3-Oth-F 0.6928X 0.3085 0.1188 0.1072 0.0725 
46 Sch 9-4-Oth-F 0.3358 0.4499X 0.3408 0.3496 0.2364 
47 Sch 10-1-Pri-M 0.2571 0.3584 -0.2172 0.1282 -0.0424 
48 Sch 10-2-Oth-F 0.1501 0.7029X -0.0470 -0.0236 0.1950 
49 Sch 10-3-Oth-F -0.0624 0.7214X 0.3005 0.0680 -0.1692 
50 Sch 10-4-Oth-F 0.5949X 0.1981 0.2231 0.3031 0.2225 
51 Sch 10-5-ItT-F 0.4094X 0.3557 0.3296 -0.1665 0.2967 
52 Sch 10-6-ItT-F 0.6054 0.1674 0.4755 -0.1645 0.1152 
53 Sch 10-7-LngT-F 0.6990X 0.1763 0.1931 0.0604 -0.1072 
54 Sch 10-8-LngT-F 0.1518 0.2308 0.4102 0.5087 0.0885 
55 Sch 10-9-Tea-F 0.1421 0.6075X 0.0460 0.0685 -0.0725 
56 Sch 10-10-Tea-F 0.0020 0.0867 0.0065 0.7255X 0.0761 
57 Sch 10-11-Tea-M 0.2446 0.4520X 0.1277 0.0375 0.3130 
58 Sch 10-12-Tea-F 0.0158 0.2593 0.4021X 0.2937 -0.0466 
59 Sch 10-13-Par-F 0.5836X 0.1711 0.1982 0.0011 -0.1366 
60 Sch 11-1-Pri-F -0.0780 0.2508 0.1152 0.1675 0.6037X 
61 Sch 11-2-Tea-F 0.5418 -0.0376 0.5537 0.1492 0.0911 
62 Sch 12-1-Pri-M 0.3708 0.2470 -0.0743 0.2516 0.6684X 
63 Sch 12-2-Oth-F 0.6364 0.2414 0.1579 0.0980 0.4261 
64 Sch 12-3-Par-F 0.5809 -0.0280 0.3435 -0.0865 0.5430 
65 Sch 13-1-Pri-F 0.5881 0.1712 0.5007 0.0631 0.3052 
66 Sch 13-2-Oth-F 0.6993X -0.2930 0.1827 0.2258 0.3750 
67 Sch 13-3-Tea-F 0.6199 -0.0002 0.3801 -0.0236 0.2490 
68 Sch 13-4-Par-F 0.3125 0.1719 0.6528X 0.1452 0.2085 
69 Sch 14-1-Pri-F 0.4122 0.4571 0.2764 0.1213 0.5316 
70 Sch 14-2-ItT-F 0.6558 0.2066 0.2002 0.1828 0.4611 
71 Sch 14-3-Tea-M 0.0647 0.5184X 0.1488 0.0587 0.1437 
72 Sch 14-4-Par-F 0.5082X 0.2048 0.1704 0.3753 -0.0236 
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73 Sch 15-1-Oth-M 0.4313 0.2813 0.3431 -0.1135 0.6173 
74 Sch 15-2-Par-F 0.5017 0.1659 0.4185 -0.1016 0.3368 
75 Sch 16-1-Pri-F 0.5198 0.4059 0.3541 0.1128 0.2347 
76 Sch 16-2-ItT-F 0.7805X 0.3189 0.0979 0.2411 0.1342 
77 Sch 16-3-Tea-M 0.3276 0.5469X 0.2602 -0.0473 0.2040 
78 Sch 16-4-Par-F 0.4079X -0.0753 0.2461 0.3068 -0.1366 
79 Sch 17-1-Pri-M 0.5207 0.0028 0.4326 0.4496 0.2061 
80 Sch 17-2-LngT-M 0.2029 -0.1017 0.1180 0.7211X 0.2237 
81 Sch 17-3-LngT-F 0.5113 -0.0569 0.4469 0.0224 0.4529 
82 Sch 17-4-Tea-F 0.1766 0.4441X 0.3650 -0.1563 0.1866 
83 Sch 17-5-Par-F -0.1718 0.6823X -0.1848 -0.0537 0.2057 
84 Sch 18-1-Pri-M 0.0937 -0.0326 0.5748X 0.1116 0.0231 
85 Sch 18-2-LngT-M 0.3276 0.1795 0.4993 0.1478 0.4666 
86 Sch 19-1-Tea-F 0.0892 0.4801 0.3245 0.2032 0.4204 
87 Sch 19-2-Tea-F 0.1311 0.4826X 0.2686 0.2978 0.1190 
88 Sch 19-3-Tea-F 0.4568 0.0634 0.4476 0.0093 0.4150 
89 Sch 19-4-Par-F -0.0774 0.1535 0.6016X 0.2211 0.0711 
90 Sch 19-5-Par-F 0.2076 0.5052 0.3194 0.0070 0.3818 
91 Sch 20-1-Pri-M 0.1909 0.3840 0.4163 0.5429 -0.1755 
92 Sch 20-2-LngT-F 0.5640 0.1821 0.4059 0.0533 0.3065 
93 Sch 20-3-Tea-F 0.5305 0.2690 0.4930 -0.1555 -0.0363 
94 Sch 20-4-Par-F 0.2813 0.2223 0.4504 0.3793 0.2195 

% of explained variance 18% 10% 12% 6% 10% 

No. of defining variables 20 15 10 3 7 
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 Characterising statements 

Characterising statements represent the most extreme positions and can be useful in an initial interpretation of 
the factors. The tables below list the statement placed at +5 and -5 in each factor array together with their Z-
scores. When gathering the concourse and developing the Q sample each statement was linked to a theme 
relevant to the research and these labels have been colour-coded and included in the tables as a heuristic device 
to aid the analysis. Statements that are also distinguishing, that is, they are ranked in a statistically significant 
way, are identified by a cross (†).  

Characterising statements for Factor 1 
# Statements Factor 1 Themes 

41 Languages [should be] valued as an integral part of the mainstream 
curriculum. +5† 1.78 Status 

46 All schools [should] provide languages from Prep–Year 10. +5† 2.45 Implementation 

27 Achieving literacy is difficult so it is better to focus on English rather 
than on other languages. -5 -1.73 Literacy 

34 What is the point in studying another language when English is now 
the international language? -5 -1.37 Multilingualism 

Statements that are also distinguishing are identified by a cross † and statements have been listed numerically. 
 
 

Characterising statements for Factor 2 
# Statements Factor 2 Themes 

9 The availability of qualified languages teaching staff with … the 
appropriate level of competence in the target language is essential. +5 1.70 Teachers 

35 Strong parental and community engagement is one of the most 
important factors in a student’s educational success. +5 1.91 School & community 

support 

32 The number of … bilingual programs generally in primary schools 
[should] be doubled every 3 years for the next decade. +5† -2.10 Bilingual programs 

34 What is the point in studying another language when English is now 
the international language? -5 -0.97 Multilingualism 

Statements that are also distinguishing are identified by a cross † and statements have been listed numerically. 
 
 

\Characterising statements for Factor 3 
# Statements Factor 3 Themes 

19 Learning a language inspires interest in and respect for other 
cultures. +5 1.63 Intercultural 

understanding 

35 Strong parental and community engagement is one of the most 
important factors in a student’s educational success. +5 1.59 School & community 

support 

22 Languages are only for academically able students so less able 
students shouldn’t have to do them. -5 -1.75 Implementation 

34 What is the point in studying another language when English is now 
the international language? -5 -1.70 Multilingualism 
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Characterising statements for Factor 4 

# Statements Factor 4 Themes 

9 The availability of qualified languages teaching staff with … the 
appropriate level of competence in the target language is essential. +5 1.86 Teachers 

18 
Chinese, Japanese, Indonesian and Korean [are] the four Asian 
languages of most benefit to Australia’s economic future. The study of 
these languages [should] be given priority in Australian schools. 

+5† 2.20 Asian languages 

3 It is important that schools have autonomy over things that matter 
most, including curriculum. +5† -2.25 Implementation 

23 A capability in English only is insufficient despite its status in the world. -5 -1.23 Multilingualism 
Statements that are also distinguishing are identified by a cross † and statements have been listed numerically. 

 
 

Characterising statements for Factor 5 
# Statements Factor 5 Themes 

11 
Schools [should] plan a languages program that is strongly supported 
by the school community, including by the school administration, staff, 
parents and students and appropriate partnerships. 

+5 1.15 School & community 
support 

35 Strong parental and community engagement is one of the most 
important factors in a student’s educational success. +5 1.01 School & community 

support 

22 Languages are only for academically able students so less able 
students shouldn’t have to do them. -5 -0.91 Implementation 

34 What is the point in studying another language when English is now 
the international language? -5 -0.59 Multilingualism 
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 Factor 1 distinguishing statements 

Distinguishing statements are the items that are ranked in a unique and statistically significant way and 
differentiate each of the factors from the others. The tables below list the statements that have been identified as 
significant for each of the five factors together with the Z-scores. The theme linked to each statement has been 
included and been colour-coded to aid the analysis. Statements that are also characterising are identified by a 
cross (†) and statements have been listed numerically. 

Distinguishing statements for Factor 1 
# Statements Factor 1 Themes 

3 It is important that schools have autonomy over things that matter 
most, including curriculum. -2 -0.56 Implementation 

9 The availability of qualified languages teaching staff with … the 
appropriate level of competence in the target language is essential. +3 0.43 Teachers 

14 Students of Italian have many opportunities to use the language in 
everyday life. -2 0.21 Italian 

24 Senior members of a school community are far better equipped to 
know what is best for their school than government bureaucrats. -4 -1.76 Implementation 

35 Strong parental and community engagement is one of the most 
important factors in a student’s educational success. -1 -1.14 School & community 

support 

41 Languages [should be] valued as an integral part of the mainstream 
curriculum. +5† 1.78 Status 

46 All schools [should] provide languages from Prep–Year 10. +5† 2.45 Implementation 

48 Studying Italian also provides the background for further studies of 
other Romance languages, such as French [and] Spanish. +1 0.47 Italian 

Statements that are also characterising are identified by a cross † and statements have been listed numerically. 
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 Factor 2 distinguishing statements 

Distinguishing statements for Factor 2 

# Statements Factor 2 Themes 

3 It is important that schools have autonomy over things that matter most, 
including curriculum. +3 1.11 Implementation 

5 To operate effectively, a program requires at least three hours spread over 
the course of the school week. 0 -0.18 Time 

7 The bilingual program does not take time away from other curriculum areas. -2 -0.89 Bilingual programs 

13 Education authorities should establish more bilingual programs. -4 -1.77 Bilingual programs 

15 The learning of languages at primary school level should be substantially 
increased. -3 -1.49 Implementation 

16 
It is important to understand the level of proficiency a child is likely to 
acquire from a languages program and to have realistic expectations of both 
the child and the program. 

+2 1.33 Proficiency 

18 
Chinese, Japanese, Indonesian and Korean [are] the four Asian languages 
of most benefit to Australia’s economic future. The study of these languages 
[should] be given priority in Australian schools. 

-1 -0.67 Asian languages 

30 Students should acquire proficiency in another language used in the 
Australian community. +1 0.34 Proficiency 

32 The number of … bilingual programs generally in primary schools [should] 
be doubled every 3 years for the next decade. -5† -2.10 Bilingual programs 

36 High levels of bilingualism lead to better cognitive skills, that is, thinking and 
learning skills, such as problem solving. -2 -1.76 Benefits 

37 Languages should have equal status with other Key Learning Areas (KLA). -3 -1.11 Status 

42 Learning languages develops children’s overall literacy, strengthening 
literacy-related capabilities that are transferable across learning areas. +1 -0.64 Literacy 

45 It would be valuable if mainstream schools aimed to offer at least one 
European and one Asian language in their curriculum. -1 -0.45 Language choice 

47 A shortage of qualified languages teachers is a major obstacle to providing 
languages learning to all students. +4 1.16 Teachers 

Statements that are also characterising are identified by a cross † and statements have been listed numerically. 

 

 



Appendices Chapter 4 

Renata Aliani (2020) Sì, tanti ma non bilingui A-17 

 Factor 3 distinguishing statements 

Distinguishing statements for Factor 3 
# Statements Factor 3 Themes 

2 Languages are cumulative subjects requiring long study before they can 
produce a high level of proficiency. -3 -1.38 Proficiency 

5 To operate effectively, a program requires at least three hours spread 
over the course of the school week. -2 -1.09 Time 

9 The availability of qualified languages teaching staff with … the 
appropriate level of competence in the target language is essential. 0 -1.22 Teachers 

10 
Learning more than one language has never before been more relevant 
or important as our everyday lives become more globalised and 
interconnected. 

+4 1.93 Multilingualism 

11 
Schools [should] plan a languages program that is strongly supported 
by the school community, including by the school administration, staff, 
parents and students and appropriate partnerships. 

+3 0.68 School & community 
support 

17 
For English as a Second Language students, learning a third language 
can be a positive experience because their skills in that language are 
comparable to the skills of their classmates. 

+1 0.54 Multilingualism 

18 
Chinese, Japanese, Indonesian and Korean [are] the four Asian 
languages of most benefit to Australia’s economic future. The study of 
these languages [should] be given priority in Australian schools. 

+1 1.10 Asian languages 

25 Continuity of language learning … will contribute significantly to a 
student gaining proficiency in the language. -1 -0.73 Proficiency 

29 
The important economic, social and community benefits gained from 
learning languages are not widely understood both in schools and the 
wider community. 

+3 0.73 Benefits 

31 Education authorities should ensure that only qualified specialists are 
appointed to teach languages. -3 -1.94 Teachers 

32 The number of … bilingual programs generally in primary schools 
[should] be doubled every 3 years for the next decade. -2 -0.61 Bilingual programs 

46 All schools [should] provide languages from Prep–Year 10. 0 -0.14 Implementation 

47 A shortage of qualified languages teachers is a major obstacle to 
providing languages learning to all students. -2 -0.81 Teachers 
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 Factor 4 distinguishing statements 

Distinguishing statements for Factor 4 
# Statements Factor 4 Themes 

2 Languages are cumulative subjects requiring long study 
before they can produce a high level of proficiency. +4 1.59 Proficiency 

3 It is important that schools have autonomy over things that 
matter most, including curriculum. -5† -2.25 Implementation 

6 
The study of Italian … provides students with a direct means 
of access to the rich and varied culture of the many 
communities around the world for whom Italian is a major 
means of communication. 

-4 -1.57 Intercultural understanding 

17 
For English as a Second Language students, learning a third 
language can be a positive experience because their skills in 
that language are comparable to the skills of their 
classmates. 

-4 -1.56 Multilingualism 

18 
Chinese, Japanese, Indonesian and Korean [are] the four 
Asian languages of most benefit to Australia’s economic 
future. The study of these languages [should] be given 
priority in Australian schools. 

+5† 2.20 Asian languages 

19 Learning a language inspires interest in and respect for 
other cultures. -2 -0.94 Intercultural understanding 

35 Strong parental and community engagement is one of the 
most important factors in a student’s educational success. +1 -0.46 School & community support 

38 
Knowledge of the Italian language … also provides access 
to a rich culture known throughout the world for its 
contribution to art, architecture, music, ballet, literature, film, 
fashion and of course, food! 

-4 -1.33 Intercultural understanding 

41 Languages [should be] valued as an integral part of the 
mainstream curriculum. -3 -0.70 Status 

45 
It would be valuable if mainstream schools aimed to offer at 
least one European and one Asian language in their 
curriculum. 

+2 0.54 Language choice 

Statements that are also characterising are identified by a cross † and statements have been listed numerically. 
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 Factor 5 distinguishing statements 

Distinguishing statements for Factor 5 

# Statements Factor 5 Themes 

20 Adding languages programs may detract from time needed for 
literacy and numeracy learning and teaching in schools. 

-3 -0.79 Time  

31 Education authorities should ensure that only qualified specialists are 
appointed to teach languages. 

0 0.16 Teachers 

32 The number of … bilingual programs generally in primary schools 
[should] be doubled every 3 years for the next decade. 

-2 -0.29 Bilingual programs 

45 It would be valuable if mainstream schools aimed to offer at least one 
European and one Asian language in their curriculum. 

-4 -1.45 Language choice 

46 All schools [should] provide languages from Prep–Year 10. -3 -2.25 Implementation 
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 Combined ‘Crib Sheet’ for Factors 1 to 5  

A crib sheet is used to record the items ranked at +5 and -5. For each factor, it helps record the items ranked 
higher and the ones that are ranked lower in the factor array. It also helps identify items that are tied or equally 
ranked, and it is used as a tool to ensure a holistic factor interpretation. The notion of a crib sheet has been 
adapted to provide an overview across the factors where highlighting denotes the ±5 statements and the items 
that are ranked higher or lower for each factor. 

Ranked at ±5 

Ranked higher by this factor 

Ranked lower by this factor 
 

# Statements 
Factor Rankings 

F1 F2 F3 F4 F5 

1 Schools [should] draw on the widest possible range of resources and 
partnerships inside and outside the school to support students. -2 +2 +3 -1 +3 

2 Languages are cumulative subjects requiring long study before they can 
produce a high level of proficiency. 0 +1 -3 +4 0 

3 It is important that schools have autonomy over things that matter most, 
including curriculum. -2 +3 -1 -5 0 

4 Languages education offers significant benefits for students, their families 
and the community as a whole. 0 +1 +2 -1 +1 

5 To operate effectively, a program requires at least three hours spread 
over the course of the school week. +2 0 -2 +2 +2 

6 
The study of Italian … provides students with a direct means of access to 
the rich and varied culture of the many communities around the world for 
whom Italian is a major means of communication. 

0 -1 0 -4 -2 

7 The bilingual program does not take time away from other curriculum 
areas. -1 -2 -1 0 +1 

8 Knowing the languages of our key regional partners is vital to unlocking 
the potential of the Asian century for Australia. -3 -2 +2 +1 -3 

9 The availability of qualified languages teaching staff with … the 
appropriate level of competence in the target language is essential. +3 +5 0 +5 +4 

10 
Learning more than one language has never before been more relevant or 
important as our everyday lives become more globalised and 
interconnected. 

+1 +1 +4 -1 -1 

11 
Schools [should] plan a languages program that is strongly supported by 
the school community, including by the school administration, staff, 
parents and students and appropriate partnerships. 

0 +4 +3 0 +5 

12 Literacy can be developed in more than one language at the same time. 
 +2 0 +1 0 +2 

13 Education authorities should establish more bilingual programs. 
 -1 -4 -1 0 +1 

14 Students of Italian have many opportunities to use the language in 
everyday life. -2 -3 -3 -3 -2 

15 The learning of languages at primary school level should be substantially 
increased. +3 -3 +2 +1 0 

16 It is important to understand the level of proficiency a child is likely to -2 +2 0 -1 -1 
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acquire from a languages program and to have realistic expectations of 
both the child and the program. 

17 
For English as a Second Language students, learning a third language 
can be a positive experience because their skills in that language are 
comparable to the skills of their classmates. 

-1 -2 +1 -4 -2 

18 
Chinese, Japanese, Indonesian and Korean [are] the four Asian 
languages of most benefit to Australia’s economic future. The study of 
these languages [should] be given priority in Australian schools. 

-3 -1 +1 +5 -4 

19 Learning a language inspires interest in and respect for other cultures. 
 +1 +3 +5 -2 +3 

20 Adding languages programs may detract from time needed for literacy and 
numeracy learning and teaching in schools. -4 -1 -4 -2 -3 

21 Australian governments [should] promote the study of … Asian languages 
and Asian studies. -3 -3 +2 +1 -3 

22 Languages are only for academically able students so less able students 
shouldn’t have to do them. -4 -4 -5 -4 -5 

23 A capability in English only is insufficient despite its status in the world. 
 -3 -4 -1 -5 0 

24 Senior members of a school community are far better equipped to know 
what is best for their school than government bureaucrats. -4 +1 0 0 -1 

25 Continuity of language learning … will contribute significantly to a student 
gaining proficiency in the language. +3 +4 -1 +4 +4 

26 Providing a comprehensive curriculum in the twenty-first century requires 
schools to ensure that all students access a quality languages program. +4 +3 +2 +1 0 

27 Achieving literacy is difficult so it is better to focus on English rather than 
on other languages. -5 -2 -4 -2 -4 

28 Effective languages programs require whole school support. 
 +1 +2 +1 +2 +4 

29 
The important economic, social and community benefits gained from 
learning languages are not widely understood both in schools and the 
wider community. 

0 0 +3 0 -1 

30 Students should acquire proficiency in another language used in the 
Australian community. -1 +1 -2 -2 -1 

31 Education authorities should ensure that only qualified specialists are 
appointed to teach languages. +2 +3 -3 +3 0 

32 The number of … bilingual programs generally in primary schools [should] 
be doubled every 3 years for the next decade. -1 -5 -2 0 -2 

33 Choices about which languages to offer should be strongly influenced by 
the wishes of parents and students. -2 -1 -3 -1 0 

34 What is the point in studying another language when English is now the 
international language? -5 -5 -5 -3 -5 

35 Strong parental and community engagement is one of the most important 
factors in a student’s educational success. -1 +5 +5 +1 +5 

36 High levels of bilingualism lead to better cognitive skills, that is, thinking 
and learning skills, such as problem solving. +2 -2 +4 +3 +2 

37 Languages should have equal status with other Key Learning Areas 
(KLA). +3 -3 0 +3 +1 

38 Knowledge of the Italian language … also provides access to a rich +1 0 0 -4 +1 
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culture known throughout the world for its contribution to art, architecture, 
music, ballet, literature, film, fashion and of course, food! 

39 Languages are central to learning. 
 +4 0 +1 +3 -1 

40 Italian is a relatively easy language to learn because of its similarity to 
English. 0 0 -4 -2 -2 

41 Languages [should be] valued as an integral part of the mainstream 
curriculum. +5 +2 +3 -3 +2 

42 Learning languages develops children’s overall literacy, strengthening 
literacy-related capabilities that are transferable across learning areas. +4 +1 +4 +4 +3 

43 Students will learn most effectively through … lessons conducted entirely 
in the target language. +1 -1 -1 +2 +3 

44 Schools [should] plan a languages program that is resourced to an 
appropriate level, comparable with other learning areas in the school. +2 0 +1 0 +2 

45 It would be valuable if mainstream schools aimed to offer at least one 
European and one Asian language in their curriculum. 0 -1 0 +2 -4 

46 All schools [should] provide languages from Prep–Year 10. 
 +5 +2 0 +2 -3 

47 A shortage of qualified languages teachers is a major obstacle to 
providing languages learning to all students. 0 +4 -2 +1 +1 

48 Studying Italian also provides the background for further studies of other 
Romance languages, such as French [and] Spanish.  +1 0 -2 -1 0 
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 Factor 1 array 
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 Factor 2 array 
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 Factor 3 array 
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 Factor 4 array 
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 Factor 5 array 
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 Factor arrays by themes  
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 Characterising statements (FLMD) 

Statements placed in the most extreme positions can be useful in an initial interpretation of the factors. The 
tables below list the characterising statements in each factor array together with their Z-scores. The themes 
relevant to the research have been colour-coded and are included in the tables as a heuristic device to aid the 
analysis. Items that are also distinguishing, that is, they are ranked in a statistically significant way, are identified 
by a cross (†). 

Characterising statements for Factor 1 
# Statements Factor 1 Themes 

6 
The study of Italian provides students with a direct means of access to the rich 
and varied culture of the many communities around the world for whom Italian is 
a major means of communication. 

+5† 2.13 Intercultural 
understanding 

46 All schools [should] provide languages from Prep–Year 10. +5† 1.80 Implementation 

27 Achieving literacy is difficult so it is better to focus on English rather than on other 
languages. -5 -1.99 Literacy 

34 What is the point in studying another language when English is now the 
international language? -5 -1.89 Multilingualism 

Statements that are also distinguishing are identified by a cross † and statements have been listed numerically. 
 

Characterising statements for Factor 2 
# Statements Factor 2 Themes 

36 High levels of bilingualism lead to better cognitive skills, that is, thinking and 
learning skills, such as problem solving. +5† 2.47 Benefits 

12 Literacy can be developed in more than one language at the same time. +5† 2.14 Literacy 

27 Achieving literacy is difficult so it is better to focus on English rather than on other 
languages. -5 -2.67 Literacy 

34 What is the point in studying another language when English is now the 
international language? -5 -2.02 Multilingualism 

Statements that are also distinguishing are identified by a cross † and statements have been listed numerically. 
 

Characterising statements for Factor 3 

# Statements Factor 3 Themes 

28 Effective languages programs require whole school support. +5† 1.92 School & 
comm. support 

31 Education authorities should ensure that only qualified specialists are appointed to 
teach languages. +5† 1.92 Teachers 

30 Students should acquire proficiency in another language used in the Australian 
community. -5† -1.92 Proficiency 

23 A capability in English only is insufficient despite its status in the world. -5† -1.92 Multilingualism 

Statements that are also distinguishing are identified by a cross † and statements have been listed numerically. 
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 Consensus statements (FLMD) 

These are the items placed in a statistically significant similar position on the grid. The consensus statements for each of the three factors are listed together with the Z-
scores. The theme linked to each statement has been included and colour-coded to aid the analysis. Statements have been listed numerically. They are all non-significant 
at p > .01 and those indicated by an asterisk (*) are also non-significant at p > .05. 

Consensus statements for Factors 1-3 
# Statements Factor 1 Factor 2 Factor 3 Themes 

1* Schools [should] draw on the widest possible range of resources and partnerships inside and outside the school 
to support students. -1 -0.19 -1 -0.21 +2 0.77 Resources 

3 It is important that schools have autonomy over things that matter most, including curriculum. -1 -0.09 -2 -0.69 +1 0.38 Implementation 
4 Languages education offers significant benefits for students, their families and the community as a whole. 0 0.04 +2 0.66 +3 1.15 Benefits 

10* Learning more than one language has never before been more relevant or important as our everyday lives 
become more globalised and interconnected. +2 0.61 +4 1.09 +1 0.38 Multilingualism 

11* Schools [should] plan a languages program that is strongly supported by the school community, including by the 
school administration, staff, parents and students and appropriate partnerships. +1 0.22 0 0.06 +2 0.77 School & community 

support 
13* Education authorities should establish more bilingual programs. -2 -0.36 +1 0.14 +1 0.38 Bilingual programs 

17 For English as a Second Language students, learning a third language can be a positive experience because 
their skills in that language are comparable to the skills of their classmates. -3 -0.73 +1 0.18 -2 -0.77 Multilingualism 

19 Learning a language inspires interest in and respect for other cultures. +3 0.95 +2 0.68 -1 -0.38 Intercultural 
understanding 

22* Languages are only for academically able students so less able students shouldn’t have to do them. -4 -1.80 -4 -1.73 -3 -1.15 Implementation 
25* Continuity of language learning … will contribute significantly to a student gaining proficiency in the language. +4 1.42 +3 1.06 +3 1.15 Proficiency 

29* The important economic, social and community benefits gained from learning languages are not widely 
understood both in schools and the wider community. -2 -0.56 0 0.12 0 -0.00 Benefits 

37* Languages should have equal status with other Key Learning Areas (KLA). +3 1.00 +1 0.30 +1 0.38 Status 
40* Italian is a relatively easy language to learn because of its similarity to English. -1 -0.09 -1 -0.26 -2 -0.77 Italian 
41* Languages [should be] valued as an integral part of the mainstream curriculum. +4 1.20 +4 1.44 +2 0.77 Status 

44 Schools [should] plan a languages program that is resourced to an appropriate level, comparable with other 
learning areas in the school. +1 0.44 -2 -0.41 +1 0.38 Resources 

45 It would be valuable if mainstream schools aimed to offer at least one European and one Asian language in their 
curriculum. 0 0.14 0 -0.09 -3 -1.15 Language choice 
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 Factor 1 distinguishing statements (FLMD) 

Ranked in a unique and statistically significant way, distinguishing statements differentiate each of the factors 
from the others. The tables below list the distinguishing statements for each of the three factors together with 
the Z-scores. The theme linked to each statement has been included and colour-coded to aid the analysis. 
Statements have been listed numerically. Significance at p < .01 is indicated by an asterisk (*). 

Distinguishing statements for Factor 1 
# Statements Factor 1 Themes 

2 Languages are cumulative subjects requiring long study before 
they can produce a high level of proficiency. +3 1.13* Proficiency 

6 
The study of Italian … provides students with a direct means of 
access to the rich and varied culture of the many communities 
around the world for whom Italian is a major means of 
communication. 

+5 2.13* Intercultural understanding 

8 Knowing the languages of our key regional partners is vital to 
unlocking the potential of the Asian century for Australia. -3 -1.73 Asian languages 

9 
The availability of qualified languages teaching staff with … the 
appropriate level of competence in the target language is 
essential. 

0 0.15 Teachers 

18 
Chinese, Japanese, Indonesian and Korean [are] the four Asian 
languages of most benefit to Australia’s economic future. The 
study of these languages [should] be given priority in Australian 
schools. 

-4 -1.84* Asian languages 

24 Senior members of a school community are far better equipped to 
know what is best for their school than government bureaucrats. +2 0.67 Implementation 

26 
Providing a comprehensive curriculum in the twenty-first century 
requires schools to ensure that all students access a quality 
languages program. 

+2 0.87* Implementation 

31 Education authorities should ensure that only qualified specialists 
are appointed to teach languages. -2 -0.71* Teachers 

38 
Knowledge of the Italian language … also provides access to a 
rich culture known throughout the world for its contribution to art, 
architecture, music, ballet, literature, film, fashion and of course, 
food! 

+4 1.49* Intercultural understanding 

46 All schools [should] provide languages from Prep–Year 10. +5 1.80* Implementation 
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 Factor 2 distinguishing statements (FLMD) 

Distinguishing statements for Factor 2 

# Statements Factor 2 Themes 

6 
The study of Italian … provides students with a direct means of access to 
the rich and varied culture of the many communities around the world for 
whom Italian is a major means of communication. 

-2 -0.63* Intercultural 
understanding 

12 Literacy can be developed in more than one language at the same time. +5 2.14* Literacy 

21 Australian governments [should] promote the study of … Asian 
languages and Asian studies. 0 0.02* Asian languages 

31 Education authorities should ensure that only qualified specialists are 
appointed to teach languages. +2 0.74 Teachers 

33 Choices about which languages to offer should be strongly influenced by 
the wishes of parents and students. -4 -1.58* Language choice 

36 High levels of bilingualism lead to better cognitive skills, that is, thinking 
and learning skills, such as problem solving. +5 2.47* Benefits 

38 
Knowledge of the Italian language … also provides access to a rich 
culture known throughout the world for its contribution to art, architecture, 
music, ballet, literature, film, fashion and of course, food! 

0 -0.13 Intercultural 
understanding 

42 Learning languages develops children’s overall literacy, strengthening 
literacy-related capabilities that are transferable across learning areas. +4 1.62 Literacy 

46 All schools [should] provide languages from Prep–Year 10. +1 0.30* Implementation 

Significance at p < .01 is indicated by an asterisk* 
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 Factor 3 distinguishing statements (FLMD) 

Distinguishing statements for Factor 3 
# Statements Factor 3 Themes 

6 
The study of Italian … provides students with a direct means of access to 
the rich and varied culture of the many communities around the world for 
whom Italian is a major means of communication. 

+2 0.77* Intercultural 
understanding 

15 The learning of languages at primary school level should be substantially 
increased. +4 1.53* Implementation 

16 
It is important to understand the level of proficiency a child is likely to 
acquire from a languages program and to have realistic expectations of both 
the child and the program. 

+4 1.53* Proficiency 

19 Learning a language inspires interest in and respect for other cultures. -1 -0.38 Intercultural 
understanding 

20 Adding languages programs may detract from time needed for literacy and 
numeracy learning and teaching in schools. 0 -0.00* Time  

23 A capability in English only is insufficient despite its status in the world. -5 -1.92* Multilingualism 

27 Achieving literacy is difficult so it is better to focus on English rather than on 
other languages. 0 -0.00* Literacy 

28 Effective languages programs require whole school support. +5 1.92* School & 
community support 

30 Students should acquire proficiency in another language used in the 
Australian community. -5 -1.92* Proficiency 

31 Education authorities should ensure that only qualified specialists are 
appointed to teach languages. +5 1.92 Teachers 

34 What is the point in studying another language when English is now the 
international language? 0 -0.00* Multilingualism 

38 
Knowledge of the Italian language … also provides access to a rich culture 
known throughout the world for its contribution to art, architecture, music, 
ballet, literature, film, fashion and of course, food! 

-3 -1.15 Intercultural 
understanding 

43 Students will learn most effectively through … lessons conducted entirely in 
the target language. +3 1.15* Target language 

45 It would be valuable if mainstream schools aimed to offer at least one 
European and one Asian language in their curriculum. -3 -1.15 Language choice 

46 All schools [should] provide languages from Prep–Year 10. -4 -1.53* Implementation 

48 Studying Italian also provides the background for further studies of other 
Romance languages, such as French [and] Spanish. -4 -1.53 Italian 

Significance at p < .01 is indicated by an asterisk* 
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 Combined ‘Crib Sheet’ for Factors 1 to 3 (FLMD) 

A crib sheet is used to record the items ranked at +5 and -5. For each factor, it helps record the items ranked 
higher and the ones that are ranked lower in the factor array. It also helps identify items that are tied or equally 
ranked, and it is used as a tool to ensure a holistic factor interpretation. The notion of a crib sheet has been 
adapted to provide an overview across the factors where highlighting denotes the ±5 statements and the items 
that are ranked higher or lower for each factor. 

Ranked at ±5 

Ranked higher by this factor 

Ranked lower by this factor 
 

# 
Statements 

Factor Rankings 
F1 F2 F3 

1 Schools [should] draw on the widest possible range of resources and partnerships 
inside and outside the school to support students. -1 -1 2 

2 Languages are cumulative subjects requiring long study before they can produce 
a high level of proficiency. 3 0 -2 

3 It is important that schools have autonomy over things that matter most, including 
curriculum. -1 -2 1 

4 Languages education offers significant benefits for students, their families and the 
community as a whole. 0 2 3 

5 To operate effectively, a program requires at least three hours spread over the 
course of the school week. 3 -3 0 

6 
The study of Italian … provides students with a direct means of access to the rich 
and varied culture of the many communities around the world for whom Italian is a 
major means of communication. 

5 -2 2 

7 The bilingual program does not take time away from other curriculum areas. 
 -1 3 0 

8 Knowing the languages of our key regional partners is vital to unlocking the 
potential of the Asian century for Australia. -3 2 -1 

9 The availability of qualified languages teaching staff with … the appropriate level 
of competence in the target language is essential. 0 3 4 

10 Learning more than one language has never before been more relevant or 
important as our everyday lives become more globalised and interconnected. 2 4 1 

11 
Schools [should] plan a languages program that is strongly supported by the 
school community, including by the school administration, staff, parents and 
students and appropriate partnerships. 

1 0 2 

12 Literacy can be developed in more than one language at the same time. 
 -2 5 0 

13 Education authorities should establish more bilingual programs. 
 -2 1 1 

14 Students of Italian have many opportunities to use the language in everyday life. 
 -1 -3 2 

15 The learning of languages at primary school level should be substantially 
increased. 0 0 4 
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16 
It is important to understand the level of proficiency a child is likely to acquire from 
a languages program and to have realistic expectations of both the child and the 
program. 

0 -2 4 

17 
For English as a Second Language students, learning a third language can be a 
positive experience because their skills in that language are comparable to the 
skills of their classmates. 

-3 1 -2 

18 
Chinese, Japanese, Indonesian and Korean [are] the four Asian languages of 
most benefit to Australia’s economic future. The study of these languages [should] 
be given priority in Australian schools. 

-4 -1 -1 

19 Learning a language inspires interest in and respect for other cultures. 
 3 2 -1 

20 Adding languages programs may detract from time needed for literacy and 
numeracy learning and teaching in schools. -3 -4 0 

21 Australian governments [should] promote the study of … Asian languages and 
Asian studies. -4 0 -4 

22 Languages are only for academically able students so less able students 
shouldn’t have to do them. -4 -4 -3 

23 A capability in English only is insufficient despite its status in the world. 
 0 2 -5 

24 Senior members of a school community are far better equipped to know what is 
best for their school than government bureaucrats. 2 -3 -1 

25 Continuity of language learning … will contribute significantly to a student gaining 
proficiency in the language. 4 3 3 

26 Providing a comprehensive curriculum in the twenty-first century requires schools 
to ensure that all students access a quality languages program. 2 -3 -2 

27 Achieving literacy is difficult so it is better to focus on English rather than on other 
languages. -5 -5 0 

28 Effective languages programs require whole school support. 
 -1 1 5 

29 The important economic, social and community benefits gained from learning 
languages are not widely understood both in schools and the wider community. -2 0 0 

30 Students should acquire proficiency in another language used in the Australian 
community. 1 1 -5 

31 Education authorities should ensure that only qualified specialists are appointed 
to teach languages. -2 2 5 

32 The number of … bilingual programs generally in primary schools [should] be 
doubled every 3 years for the next decade. -3 0 -1 

33 Choices about which languages to offer should be strongly influenced by the 
wishes of parents and students. 2 -4 0 

34 What is the point in studying another language when English is now the 
international language? -5 -5 0 

35 Strong parental and community engagement is one of the most important factors 
in a student’s educational success. 2 3 -1 

36 High levels of bilingualism lead to better cognitive skills, that is, thinking and 
learning skills, such as problem solving. 0 5 -2 

37 Languages should have equal status with other Key Learning Areas (KLA). 3 1 1 
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38 
Knowledge of the Italian language … also provides access to a rich culture known 
throughout the world for its contribution to art, architecture, music, ballet, 
literature, film, fashion and of course, food! 

4 0 -3 

39 Languages are central to learning. 
 1 -2 -3 

40 Italian is a relatively easy language to learn because of its similarity to English. 
 -1 -1 -2 

41 Languages [should be] valued as an integral part of the mainstream curriculum. 
 4 4 2 

42 Learning languages develops children’s overall literacy, strengthening literacy-
related capabilities that are transferable across learning areas. 1 4 1 

43 Students will learn most effectively through … lessons conducted entirely in the 
target language. -2 -1 3 

44 Schools [should] plan a languages program that is resourced to an appropriate 
level, comparable with other learning areas in the school. 1 -2 1 

45 It would be valuable if mainstream schools aimed to offer at least one European 
and one Asian language in their curriculum. 0 0 -3 

46 All schools [should] provide languages from Prep–Year 10. 
 5 1 -4 

47 A shortage of qualified languages teachers is a major obstacle to providing 
languages learning to all students. 0 -1 3 

48 Studying Italian also provides the background for further studies of other 
Romance languages, such as French [and] Spanish.  1 -1 -4 
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 Factor 1 array (FLMD) 
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 Factor 2 array (FLMD)  
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 Factor 3 array (FLMD) 
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 Factor arrays by themes (FLMD) 

Grid defining sort for Factor 1 (FLMD) - By Themes 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
34 21 17 13 14 47 44 26 2 38 6 
27 22 32 12 3 9 42 33 37 25 46 
 18 20 29 40 45 48 24 19 41  
  8 43 28 15 30 10 5   
   31 1 4 39 35    
    7 16 11     
     36      
     23      

 

Grid defining sort for Factor 2 (FLMD) - By Themes 
-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
34 33 24 39 1 29 30 31 25 42 36 
27 22 14 44 43 11 46 19 9 41 12 
 20 5 16 48 21 37 4 35 10  
  26 6 47 32 28 8 7   
   3 40 45 17 23    
    18 38 13     
     15      
     2      

 

Grid defining sort for Factor 3 (FLMD) - By Themes 

-5 -4 -3 -2 -1 0 +1 +2 +3 +4 +5 
23 21 22 2 24 7 13 11 4 9 28 
30 46 38 36 32 27 37 14 25 15 31 
 48 39 40 35 12 10 6 43 16  
  45 17 18 29 42 1 47   
   26 8 33 44 41    
    19 34 3     
     5      
     20      

 

Themes 

Asian languages Intercultural 
understanding Multilingualism Status 

Benefits Italian Proficiency Target language 

Bilingual programs Language choice Resources Teachers 

Implementation Literacy School & community 
support Time 

 

 



Appendices Chapter 6 

Renata Aliani (2020) Sì, tanti ma non bilingui A-41 

 Schools with Italian bilingual programs 

The following tables outline some details that afford a quick comparison between schools offering different types 
of programs. They have been labelled a) Bilingual, b) Most time, c) Substantial, d) Multiple languages, e) Less 
intensive, f) Recent, g) Other languages, and h) New programs. 

Bilingual Programs 
Area Details 
School School 1 
Enrolments 350 
Socio-economic profile High 
EAL proportion Low  
Distance GPO & Network Interstate 
Years of Italian 11 
Taught at Year Levels K-6 
Time allocation 50% of the curriculum  
Notes Italian curriculum offered for 2.5 days a week. 
School School 2 
Enrolments 320 
Socio-economic profile High 
EAL proportion Low 
Distance GPO & Network 6 Km; Moreland, Inner Northern 
Years of Italian 22 
Taught at Year Levels F-6 
Time allocation 7-8 hours per week 
Notes Italian delivered though literacy, numeracy, science, geography, 

performing arts and art. 
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 Schools offering most time 

Offering most time 
Area Details 
School School 3 
Enrolments 388 
Socio-economic profile High 
EAL proportion Mid 
Distance GPO & Network 10 Km; Yarra, Inner Northern 
Years of Italian 22 
Taught at Year Levels F-6 
Time allocation 1-1.5 hours with the view to increase 
Notes CLIL - Italian/Art. French and Chinese as extracurricular elective programs 
School School 4 
Enrolments 398 
Socio-economic profile High 
EAL proportion Mid 
Distance GPO & Network 7 Km; Moreland, Inner Northern 
Years of Italian 21 
Taught at Year Levels F; 4-6 
Time allocation 2 hours 
Notes First year Italian has been taught at Foundation level. 
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 Schools delivering substantial languages programs 

Substantial languages programs 
Area Details 
School School 5 
Enrolments 343 
Socio-economic profile High 
EAL proportion Medium 
Distance GPO & Network 9 Km; Darebin, Inner Northern 
Years of Italian 17 
Taught at Year Levels F-6 
Time allocation 1 hour 
Notes Every class teacher takes Italian for 1 formal session weekly and integrate 

where possible. Extracurricular - Chinese & French lunch time clubs. 
School School 6 
Enrolments 527 
Socio-economic profile High 
EAL proportion Low-Medium 
Distance GPO & Network 26 Km; Banyule, Nillumbik 
Years of Italian 21 
Taught at Year Levels 3-6 
Time allocation 1 hour + 
Notes CLIL program – Italian/Art 
School School 7 
Enrolments 406 
Socio-economic profile Low-Medium  
EAL proportion High 
Distance GPO & Network 20 km; Hume, Whittlesea 
Years of Italian 19 
Taught at Year Levels 5-6 
Time allocation Not stated 
Notes 0.4 Italian teacher. Five Year 5-6 groups. Planning to extend provision. 
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 Schools delivering multiple languages 

Multiple languages programs 
Area Details 
School School 8 
Enrolments 504 
Socio-economic profile High 
EAL proportion Medium-High 
Distance GPO & Network 10 Km; Moreland, Inner Northern 
Years of Italian 21 
Taught at Year Levels F-6 
Time allocation 1 hour  
Notes Uses a CLIL approach. Languages taught – Italian & Greek 
School School 9 
Enrolments 216 
Socio-economic profile Medium 
EAL proportion High 
Distance GPO & Network 9 Km; Moreland, Inner Northern 
Years of Italian 21 
Taught at Year Levels F-6 
Time allocation 1 hour 
Notes Languages taught – Italian, Greek & Turkish 
School School 10 
Enrolments 553 
Socio-economic profile High 
EAL proportion Medium-High 
Distance GPO & Network 9 km; Darebin, Inner Northern 
Years of Italian 22 
Taught at Year Levels F-6 
Time allocation 1 hour 
Notes Languages taught – Italian, Greek & Chinese 
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 Schools delivering less intensive language programs 

Less intensive language programs 
Area Details 
School School 11 
Enrolments 214 
Socio-economic profile Low-Medium 
EAL proportion High 
Distance GPO & Network 15 Km; Darebin, Inner Northern 
Years of Italian 4 
Taught at Year Levels 2-6 
Time allocation Elective – Lunchtime; Two weekly sessions 60 min. + 30 min. 

On-line – Italian, Chinese, French, German & Japanese 
School School 12 
Enrolments 245 
Socio-economic profile Low-Medium 
EAL proportion High 
Distance GPO & Network 15 Km; Moreland, Inner Northern 
Years of Italian 21 
Taught at Year Levels F-6 
Time allocation 40 minutes  
School School 13 
Enrolments 351 
Socio-economic profile High 
EAL proportion Low 
Distance GPO & Network 6 km; Yarra, Inner Northern 
Years of Italian 19 
Taught at Year Levels F-6 
Time allocation 45 minutes  
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 Schools with recent language programs 

Recent programs 
Area Details 
School School 14 
Enrolments 255 
Socio-economic profile Medium-High 
EAL proportion High 
Distance GPO & Network 12 Km; Moreland, Inner Northern 
Years of Italian 15 (1995-2007; 2008-2010) 
Taught at Year Levels F-6 
Time allocation 1 hour 
Notes Restarted Italian program in 2014 
School School 15 
Enrolments 6 
Socio-economic profile Medium 
EAL proportion Low 
Distance GPO & Network 100 Km; Mount Alexander, Goldfields 
Years of Italian 1 
Taught at Year Levels F-5 
Time allocation 45-60 minutes 
Notes Italian since 2013. A range of languages have been offered over the years. 
School School 16 
Enrolments 306 
Socio-economic profile Low-Medium 
EAL proportion Medium-High 
Distance GPO & Network 18 km; Hume, Whittlesea 
Years of Italian 2 
Taught at Year Levels F-6 
Time allocation 1 hour 
Notes The school has had a language program since 1996. Japanese from 1996 to 

1999; none in 2000; Japanese in 2001; Indonesian from 2002 to 2006; 
Japanese from 2007 to 2010; Italian since 2012. 
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 Schools offering other languages 

Other languages 
Area Details 
School School 17 
Enrolments 568 
Socio-economic profile High 
EAL proportion Medium 
Distance GPO & Network 4 Km; Yarra, Inner Northern 
Years of Italian 11 (Ceased in 2009) 
Other languages taught Chinese & French 
Taught at Year Levels F-6 
Time allocation 3 hours+ 
Notes Choice of languages at Prep level 

For Mandarin, core language plus children can choose as an elective before 
and after school for high achievers 
French uses the AIM (Accelerative Integrated Methodology) approach 

School School 18 
Enrolments 280 
Socio-economic profile Low-Medium 
EAL proportion High 
Distance GPO & Network 9 Km; Moreland, Inner Northern 
Years of Italian 18 (Ceased in 2009) 
Other languages taught Japanese 
Taught at Year Levels F-3 with the view to build on year levels progressively 
Time allocation 3 hours a fortnight; 2 hours one week and 1 hour the next 
Notes In 2013 started an intensive CLIL program – Science/Japanese 
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 Schools offering new programs 

New programs 

Area Details 
School School 19 
Enrolments 550 
Socio-economic profile High 
EAL proportion Low 
Distance GPO & Network 12 Km; Banyule, Nillumbik 
Years of Italian 18 (Ceased in 2012) 

Other languages taught Chinese 
Taught at Year Levels F-6
Time allocation 50 minutes 
Notes French is offered after school 
School School 20 
Enrolments 163 
Socio-economic profile High 
EAL proportion Low 
Distance GPO & Network 22 Km; Banyule, Nillumbik 
Years of Italian 6 (Ceased in 2010) 
Other languages taught Japanese 
Taught at Year Levels F-1 with the view to build on year levels progressively
Time allocation 40 minutes 

Notes The language teacher is only employed one day a week 



Minerva Access is the Institutional Repository of The University of Melbourne

Author/s:
Aliani, Renata

Title:
Sì, tanti ma non bilingui: Using Q methodology to examine Italian language teaching in
primary schools

Date:
2020

Persistent Link:
http://hdl.handle.net/11343/258782

Terms and Conditions:
Terms and Conditions: Copyright in works deposited in Minerva Access is retained by the
copyright owner. The work may not be altered without permission from the copyright owner.
Readers may only download, print and save electronic copies of whole works for their own
personal non-commercial use. Any use that exceeds these limits requires permission from
the copyright owner. Attribution is essential when quoting or paraphrasing from these works.

http://hdl.handle.net/11343/258782

	Chapter 1:  Contextualising the research
	1.1 Introduction
	1.2 Background to this research: Positioning the researcher
	1.3 Languages in Australian society
	1.4 Languages in Australian education: Policy
	1.5 Languages in Australian education: Program provision
	1.5.1 Provision across Australia
	1.5.2 Provision in Victoria
	1.5.2.1 Which programs
	1.5.2.2 Which languages


	1.6 Statement of the problem
	1.7 Research aims and questions
	1.8 Outline of the thesis

	Chapter 2:   Reviewing the literature
	2.1 Introduction
	2.2 Theoretical stance
	2.3 Theory of change, leadership and learning languages
	2.4 The place of languages in Australia
	2.4.1 Foreign and secondary
	2.4.2 Secondary but with community links
	2.4.3 Primary and multicultural
	2.4.4 Asian priority for non-background speakers
	2.4.5 Commercially competitive and literate
	2.4.6 From one decade to the next

	2.5 Italian …from peripheral to mainstream
	2.5.1 Italian’s cultural value
	2.5.2 Immigration and the presence of background students
	2.5.3 Valuing language maintenance and learning
	2.5.4 Advocacy by parental and community groups
	2.5.5 Rise of multiculturalism and broader representation
	2.5.6 Community mobilisation
	2.5.7 Italian and its many labels

	2.6 Implementing languages in the curriculum
	2.6.1 Parental and community support
	2.6.2 Student voice, proficiency, gains and needs
	2.6.3 School environments, programs and teachers

	2.7 Chapter summary

	Chapter 3:   Researching Viewpoints
	3.1 Introduction
	3.2 Framing the research
	3.2.1 Mixing methods
	3.2.2 Further decisions
	3.2.3 Grounded theory
	3.2.3.1 Steps in a GT study

	3.2.4 Q methodology
	3.2.4.1 Steps in a Q sorting activity

	3.2.5 Complementary data

	3.3 Selecting a sample
	3.3.1 Identifying Victorian schools
	3.3.1.1 Selecting an educational sector
	3.3.1.2 Identifying schools teaching Italian
	3.3.1.3 Grouping schools teaching Italian according to regions
	3.3.1.4 Defining criteria and selecting Victorian schools

	3.3.2 Non-Victorian schools
	3.3.3 Overall school participation
	3.3.4 Identifying and recruiting participants

	3.4 Collecting data
	3.4.1 Q sorting activity
	3.4.1.1 Generating the concourse
	3.4.1.2 Selecting the Q sample
	3.4.1.3 Choosing the participants (p-set)
	3.4.1.4 Completing a Q sort
	3.4.1.5 Analysing Q sorts
	3.4.1.6 Interpreting factors

	3.4.2 Post-Q sort questions
	3.4.3 Interviews

	3.5 Ethics approval
	3.6 Chapter summary

	Chapter 4:   Analysing the data: Viewpoints in bilingual and second language programs
	4.1 Introduction
	4.2 Analysis: Routines, outputs and decisions
	4.2.1 Correlations
	4.2.2 Eigenvalues
	4.2.3 Variance
	4.2.4 Flags
	4.2.5 Arrays

	4.3 Interpretation: Characterising, distinguishing and the gestalt
	4.3.1 Characterising statements
	4.3.2 Consensus statements
	4.3.3 Distinguishing statements
	4.3.4 A Gestalt interpretation

	4.4 Viewpoints: Languages education
	4.4.1 Viewpoint 1: Advocacy
	4.4.2 Viewpoint 2: Steady state
	4.4.3 Viewpoint 3: Go Asian
	4.4.4 Viewpoint 4: English first
	4.4.5 Viewpoint 5: Back them

	4.5 Chapter summary

	Chapter 5:   Analysing the data: Viewpoints from first language maintenance and development programs
	5.1 Introduction
	5.2 Analysis: Settings, sorts and arrays
	5.2.1 Settings and participants
	5.2.2 Defining sorts
	5.2.3 Factor arrays

	5.3 Interpretation: From factor scores to Viewpoints
	5.3.1 Characterising statements
	5.3.2 Consensus statements
	5.3.3 Distinguishing statements

	5.4 Viewpoints: Maintaining first languages
	5.4.1 Viewpoint 1 (FLMD): Promote cultural respect
	5.4.2 Viewpoint 2 (FLMD): Support literacy and skills
	5.4.3 Viewpoint 3 (FLMD): Need good teachers

	5.5 FLMD: Programs, positions and considerations
	5.6 Chapter summary

	Chapter 6:  Analysing the data: Using post-Q sort data to explain program types
	6.1 Introduction
	6.2 Bilingual programs: Rigour, quality and commitment
	6.2.1 Descriptions of two bilingual schools
	6.2.2 Viewpoints in schools with bilingual programs
	6.2.2.1 Positive aspects of the current bilingual program
	6.2.2.2 Challenges for the current bilingual program
	6.2.2.3 One aspect that needs changing in the bilingual program
	6.2.2.4 An ideal language program when in a bilingual setting


	6.3 Programs offering most time: Relevant, fluid and flexible
	6.3.1 Descriptions of two programs offering most time
	6.3.2 Viewpoints in school that offer most time to languages programs
	6.3.2.1 Positive aspects of the current program
	6.3.2.2 Challenges for the current languages program
	6.3.2.3 One aspect that needs changing
	6.3.2.4 An ideal language program


	6.4 Substantial programs: Networking locally and overseas
	6.4.1 Descriptions of three schools offering substantial programs
	6.4.2 Viewpoints in schools with substantial programs
	6.4.2.1 Positive aspects of the current program
	6.4.2.2 Challenges for the current languages program
	6.4.2.3 One aspect of the program that needs changing
	6.4.2.4 An ideal language program


	6.5 Multiple languages programs: Culturally meaningful
	6.5.1 Descriptions of three schools offering multiple languages
	6.5.2 Viewpoints in schools with multiple language programs
	6.5.2.1 Positive aspects of the current program
	6.5.2.2 Challenges for the current languages program
	6.5.2.3 One aspect that needs changing
	6.5.2.4 An ideal language program


	6.6 Less intensive programs: Community and continuity
	6.6.1 Descriptions of three schools with less intensive programs
	6.6.2 Viewpoints in schools delivering less intensive programs
	6.6.2.1 Positive aspects of the current program
	6.6.2.2 Challenges for the current languages program
	6.6.2.3 One aspect that needs changing
	6.6.2.4 An ideal language program


	6.7 Recent programs: Added value, enrichment and enjoyment
	6.7.1 Descriptions of three schools with recently started programs
	6.7.2 Viewpoints in schools with recent languages programs
	6.7.2.1 Positive aspects of the current program
	6.7.2.2 Challenges for the current languages program
	6.7.2.3 One aspect that needs changing
	6.7.2.4 An ideal language program


	6.8 Programs delivering other languages: Quality offerings
	6.8.1 Descriptions of two schools offering languages other than Italian
	6.8.2 Viewpoints in schools offering other languages
	6.8.2.1 Positive aspects of the current program
	6.8.2.2 Challenges for the current languages program
	6.8.2.3 One aspect that needs changing
	6.8.2.4 An ideal language program


	6.9 New programs: Engagement and enjoyment
	6.9.1 Descriptions of two schools offering new programs
	6.9.2 Viewpoints in school with new programs
	6.9.2.1 Positive aspects of the current program
	6.9.2.2 Challenges for the current languages program
	6.9.2.3 One aspect that needs changing
	6.9.2.4 An ideal language program


	6.10 Chapter summary

	Chapter 7:   Recommendations, limitations and concluding comments
	7.1 Introduction
	7.2 Languages in the 21st century
	7.2.1 Australian trends
	7.2.2 Global trends
	7.2.3 Mindsets and misconceptions

	7.3 Realising the goals of the research
	7.3.1 Viewpoints on languages
	7.3.2 Not all factors affecting languages education are equal
	7.3.3 Languages in the curriculum
	7.3.4 Bilingual …or not

	7.4 Limitations and strengths
	7.5 Future research and conclusion




