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FROM THE EDITOR’S DESK

We're into our 49" year and the journal is still going strong. In this
issue we highlight adult learning in the higher education and the
community education settings in particular. The articles are diverse,
the refereed papers focusing on the history of university continuing
education, the thinking styles of university learners in northern and
southern Italy, learning culture in the environmental movement and
what makes for good youth mentoring practice. These are supported
by other papers examining the potential of e-learning in adult and
community education, the impact of environmental education

on fishing communities along the Indian coast and the latest
developments in intellectual property law relating to indigenous/
traditional knowledge.

Darryl Dymock traces the provision of continuing education at

the University of Sydney over more than 140 years. He summarises
these years as ‘sometimes tumultuous’, especially the early period.
What makes this provision significant is that it was, from the very first
extension lectures in 1886, an important commitment on the part

of the university to reach into the community early in its life and to
establish
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a pattern of adult education provision that persisted for more
than a hundred years: well-qualified lecturers, an emphasis on
liberal studies/humanities subjects, student fees for each course,
oversight by a committee of the Senate, a set number of lectures,
and a certificate of attendance or completion rather than an
accredited award of the University.

The reasons for the introduction of these extension lectures, as in
England, was to provide education courses that met the needs of the
public, and to enhance the image of the university in the community.
These are perhaps noble tasks that modern day universities are now
only just re-discovering.

Francesco Sofo, Michelle Berzins, Cinzia Colapinto and
Salvatore Ammirato analysed the thinking styles of learners at the
University of Milan (n=263) in northern Italy and the University of
Calabria (n=170) in southern Italy. The purpose was to gauge what
part geography and socio-cultural conditions played in the ways these
students learned, as measured by the Thinking Style Inventory. The
study found more similarities than differences, which puzzled the
authors. They reason that the convenience sampling was probably
the key factor. In their unmatched samples, the southern group

was comprised of far more postgraduates who would be expected

to have been more mature and therefore to show less preference

for a ‘conditional’ style of thinking; and that the northern group

was heavily located in social science disciplines that could have

been expected to have asked more questions and to have shown
more preference for an ‘inquiring’ style of thinking. The authors
conclude that, if economic and socio-cultural differences do impact
on preferred ways of thinking of university learners, such impacts
may well be mediated through various pedagogical or informational
methods and communication technology.

Rick Flowers and Andrew Chodkiewicz highlight the different
ways in which environmental groups employ educational and change
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practices in endeavouring to educate and change people. Their
article is motivated by the fact that there has been little discussion
and debate about the various theories and practices they use. The
authors believe that adult educators have a helpful role to play in
fostering more critical and participant-directed interrogation among
environmental groups about aspects of their practices that focus on
change and education. So in their paper, they report on focus groups,
case studies and a literature review they undertook for a coalition

of three environmental non-government organisations and a state
government agency. They highlight a number of themes that emerged
related to new ways of engaging people to become more involved in
pro-environmental actions.The authors conclude that their article:

points to an approach to theorising about adult learning that goes
beyond training and information campaigns. We suggest that
theorising about adult learning in the Australian environment
movement would benefit from a more explicit, inter-disciplinary
approach that draws on research findings and takes into account
various sites of learning.

Following on from that theme, Robyn Broadbent and Theo
Papadopoulos analyse good practice in youth mentoring initiatives.
They focus on the integrated, coordinated and evidenced-based
approach to improving the quality of community-based youth
mentoring programs in Victoria under the Mentoring and Capacity
Building Initiative Regional Coordination Projects. Their evaluative
approach consisted of five stages: a literature review; interviews

and focus groups with project coordinators, mentoring program
coordinators and mentors; observational analysis of quarterly
coordinator meetings and/or teleconferences of project coordinators
and project reference group; case study analysis; and an online
survey of mentoring program coordinators. The aim of the evaluation
was to determine the effectiveness of the Projects in achieving their
objectives, including the monitoring of program outcomes and
strategic partnerships supporting these projects. They conclude
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that these Projects have been successful in guiding, advising and
supporting both existing and new mentoring projects.

Jane Anderson examines latest developments in intellectual
property law to protect indigenous/traditional knowledge, with
particular reference to Australia and Indonesia. She writes that a
more contextualised and localised approach to intellectual property
and traditional knowledge issues has the potential to deliver
outcomes and planning strategies that are meaningful and useful for
local people and local communities seeking to secure their knowledge
and knowledge practices. Her paper concludes with two exhortations:
first, that there needs to be much more sustained and active
engagement with Indigenous people and communities about what the
problems are, and second, that we need to become imaginative and
creative with how intellectual property as well as other strategies can
be utilised.

Continuing the theme of community education, Delia Bradshaw
claims that e-learning has provided new possibilities of
connectedness, community, democracy, global citizenship, lifelong
learning, transformational learning, learning to learn and critical
literacy. She outlines what she labels ‘an unfolding story’ of the
gradual development of e-learning in ACE, and provides ‘a few
snapshots of this vivacious and audacious story’ through highlighting
some key moments or milestones. She concludes from her research
with those who have been involved in extending e-learning in ACE
that three key themes emerge: leadership, action research projects,
and professional development.

Moving the focus to the south-eastern coast of India, Jamila
Patterson and her colleagues analyse the impact of
environmental education programs on fishing villages — a follow-on
article from their previous article in this journal one year ago.
Ongoing adult education enlightened the villagers about the
importance of marine environment, in particular corals, seagrasses
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and fisheries, and of the need for protection and conservation for
sustainable utilisation. The women developed their confidence to
propagate awareness initiatives on environmental conservation
within their villages and are the key players to train their children in
this direction. The afforestation efforts will also be more effective with
support from the villagers, since the interest is developed within the
families. What the project experience showed was that the success

of any conservation initiative depends on how levels of literacy and
awareness can be genuinely enhanced in the community.

This issue concludes with five reviews of books from a series of
philosophical treatises on The art of living, edited by Mark Vernon
and published by Acumen Publishing. Vernon himself is the author of
one of the books reviewed here — the one on Wellbeing. Interestingly,
they all have single word titles: Work, Deception, Illness, Wellbeing
and Hunger. Some others in the series, not reviewed here, cover:
Clothes, Fame, Sport, Death, Sex, and Middle Age.

On that note, it is time to go to publication!

Roger Harris
Editor
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‘A reservoir of learning’: the beginnings of
continuing education at the University of Sydney

Darryl Dymock
Griffith University

Adult education has often been on the margin of university offerings
in Australia and elsewhere, sometimes regarded as ‘non-core’
business or at least as a financial drain on the institution. At the
University of Sydney, however, adult education has managed to
survive in one form or other for over 140 years, currently through
the Centre for Continuing Education. Partly this has been due to the
support of influential academics who have believed in the principle
of ‘extra-mural’ studies’, if not always agreeing with the way it has
been delivered or funded. Research in the university’s archives and
through contemporary accounts shows that the pattern of provision
was established in the 1890s and first 20 years of the twentieth
century, particularly through the development of tutorial classes in
a relationship with the Workers’ Educational Association, following
a model established in Britain at the universities of Oxford and
Cambridge. However, the research also reveals that the relationship
between the first Director of Tutorial Classes and senior members of
Sydney University was not always harmonious, especially against
the background of the conscription debates of World War I.
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Introduction

University continuing education exists in various forms in most
developed countries, but in recent years has generally been in decline
in Australia, as well as in Britain, although there are active units in a
number of universities in both countries. It is sometimes known in
universities as ‘adult education’, ‘extra-mural education’ or ‘university
extension’, and typically operates outside the formal undergraduate
and postgraduate offerings, although often involves academic staff as
lecturers or study tour leaders. Mostly it is non-accredited learning,
although more recently some university continuing education in
Australia has included courses accredited through the vocational
education training system or providing access to formal university
studies, particularly through continuing professional education
(CPE). Management of continuing education may be vested in a
central agency in the university, or dispersed among the faculties, or
may be a combination of both.

Arguably the longest-running and most successful university
continuing education program in Australia is offered by the
University of Sydney, currently through the Centre for Continuing
Education. Sydney University has been providing some form of
structured adult education, alongside its formal undergraduate and
graduate programs, for more than 140 years. This paper charts the
early, sometimes tumultuous, years of that development, to the end of
the first world war, and discusses some of the features established in
that period which enabled an adult education program to be sustained
at the university through sometimes turbulent times into the present
century.

In their discussion of historical research in education, Cohen, Manion
and Morrison cited Borg’s 1963 definition: ‘the systematic and
objective location, evaluation, and synthesis of evidence in order to
establish facts and draw conclusions about past events’.* The selection
and interpretation of such events is influenced of course by the
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researcher’s intents, experience, values and biases, but the intention
in this paper is to provide what Cohen et al. described as ‘an act of
reconstruction undertaken in a spirit of critical inquiry’.2 Merriam
and Simpson suggested that historical inquiry is of a greater service
to a field, such as adult education, when it addresses assumptions,
failures and feats, the impact on people’s lives, and/or the total
context of an event.? This paper particularly examines early ‘failures
and feats’, within the university and political contexts of the time, and
the intention of the initiatives to ‘impact on people’s lives’. It draws
on primary sources from the Sydney University Archives (SUA),
especially minutes of Senate meetings and annual reports of the
Extension Board, as well as on other written sources.

University extension

At its meeting in July 1892, the University of Sydney Senate accepted
a recommendation of the University Extension Lectures Committee
that Miss Louisa Macdonald, MA, deliver a course of six lectures on
‘Greek life and art’.# The Senate also approved the payment to Miss
MacDonald of an honorarium of £30 ($60) for teaching the course,
and agreed that the course participants should pay five shillings (50
cents) per ticket.

Extension lectures at the University of Sydney had been inaugurated
in 1886 — 36 years after the University’s founding.5 At that 1892
meeting it was decreed that each course should comprise ten weekly
lectures, delivered ‘at some fixed hour, usually in the evening’, but
with provision for consecutive courses on connected branches of one
subject and for short courses of six lectures ‘by special arrangement’.
The courses would be on literary, historical and other subjects,
‘open to all comers’, and the students would pay fees.® There were
high expectations of the lecturer, as well as provision for responses
afterwards:
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At each lecture a printed paper shall be distributed, containing

a syllabus of the lecture, and questions on the subjects treated.
Those who attend the lecture shall be invited to write answers to
these questions, and to send their written answers to the Lecturer,
who shall look over and correct them.”

There was also a condition which some of today’s undergraduates
might find challenging: each person also had to satisfy the lecturer
‘by means of written answers to questions set during the course,
or otherwise, that he has followed the lectures with attention...’.?
Students could also undertake an optional final examination and
receive a certificate if successful.

This model of University ‘extension’ developed in English universities
late in the nineteenth century, following some 20 years of university
reform.® University Extension was a response to a demand for
university education for working men and for improved provision of
higher education for women.* In general terms, University Extension
was interpreted in England as ‘a system of lectures and classes for
adults in towns away from the universities’."* Building on individual
enthusiasm and the experience of colleges and associations, and
pressured by influential members of their own faculties, the two
ancient universities of Oxford and Cambridge led the way.*? Their
concern was not only to extend their educational provision — one of
the strongest proponents of the Extension ‘movement’ in England,
James Stuart, was concerned about the potential for external criticism
of the universities as they went through the reform process, and
believed that ‘their position would be greatly strengthened if they
ministered to the needs of a wider area than they did’.*

The University of Sydney followed its English counterparts

by establishing an Extension Board in 1892 (the same year as
Cambridge), although the immediate focus was its own city rather
than ‘towns away from the universities’. The Senate approved a
by-law for the annual election of between eight and twelve members,
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to include at least four Senate members and at least four members
of the teaching staff.'4 One of the Board’s roles was to recommend to
the Senate the names of persons to be authorised to be employed as
extension lecturers. The Extension Board continued to function until
abolished by the Senate in 1977.

Although funding was to come from fees, government grants and
donations, there was also provision for university support, through
‘such sums as may from time to time be assigned for the purpose by
the Senate’.’s The issue of university financial support for ‘extension’
or whether it should pay its own way continued to rear its head
regularly over the next century or so.

At five shillings a head, in 1904—5 the Extension Board reported
average attendances of 55 for a course of six lectures on ‘Agriculture’
by various Sydney University staff, to over 500 for a course of six
lectures on ‘Typical historical characters’ by Professor Wood, in
conjunction with the Public School Teachers’ Association, the latter
seemingly an early example of professional development. Provision
was also made for country extension, with four lectures at Goulburn,
on ‘Hamlet’, by Professor M W MacCallum, with an average
attendance of 80, and at Newcastle two lectures on ‘The Parthenon’
and one lecture on ‘The Moon’, by Professor W J Woodhouse, with
an average attendance of 90.' The Board reported average annual
attendances expanded from around 700 in 1901 to more than 1,600
five years later?, still very modest numbers at a time when Sydney
itself had a population of around half a million.*®

In 1905 there were several innovations: the use of lecturers from
outside New South Wales, and the provision of illustrated ‘popular
scientific lectures’ and of ‘more practical, technical or professional
instruction’.® The results according to the Extension Board were that:

In each of these directions the success has been satisfactory
to judge by the attendances; and the reports and comments of

‘A reservoir of learning” 251

the press would seem to show that these efforts meet with a
general approval that cannot fail to strengthen the position of the
University in the community at large.2°

As the provision of extension education became more systematic,
those responsible for its organisation over the ensuing decades found
that they were treading a fine line in trying to convince the public and
the university at large that they could address the needs of both at
the same time. For example, the Extension Board’s annual report of
1906—7 noted how difficult it was to conduct negotiations for lectures
outside the university with businesspeople who did not understand
that the ‘Board’s small charges are schemed so as only to keep it
from losing more money than it has for the purpose’.?* The Board’s
chairman said: ‘It is unpleasant to hear the University blamed for
neglect of a “duty” which is simply beyond its means’.

Sometimes the students criticised the course content or the lecturer’s
presentation, and in the 1910—11 Annual Report the Board struck
back, explaining the purpose of extension lectures and their intended
audience:

...the ‘public’, in the sense of people who do their day’s work and
then only amuse themselves rather idly and without extension
of mind, is not the public that the Board can serve. The Board’s
efforts are directed towards the satisfaction of that intellectual
curiosity and longing for mental strength and mental wealth
which cause the foundation of Universities and establish them in
public sympathy and affection.??

This notion of ‘public sympathy and affection’ for universities is

an intriguing one in considering the extent of public support for
higher education generally in Australia over the years since. Sydney
University’s Extension Board had no doubts about that role in the
early years of the twentieth century:

It is conscious of an obligation on its own part to the community
at large, of whose aspiration it is the symbol that makes a vigorous
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university try to irrigate its whole land from the reservoir of
learning it constitutes, and the new springs of knowledge it may
succeed in opening.23

This vision of a ‘reservoir of learning’ was not always appreciated by
those the Extension Board sought to serve, particularly in the country,
where lectures were often organised in conjunction with the local
School of Arts or Mechanics’ Institute. These two institutions were
the main providers of education for adults throughout the nineteenth
century outside of the formal institutions.? Operating under the
control of a local committee, and part-funded through government
grants, Schools of Arts and Mechanics’ Institutes usually comprised
a library, reading room and a lecture room. Intended as centres of
culture and recreation, their most significant role was in rural areas,
where the extent of their impact varied, often according to the vision,
or lack of it, of the local committee.

The Sydney University Extension Board complained that, until the
introduction of new government policies on subsidies in New South
Wales, ‘there was little to prevent a School of Arts from becoming
what by no stretch of the imagination could be called a “School”

or thought of in any connection with the “Arts”, except those of
billiards and sensational fiction’.?> The Board said that, while most
Schools of Arts were very cooperative, in one town the organisers
‘constrained the [visiting] lecturer to speak in the open air because
its hall had been let as a supper-room for a hall’.26 In another town,
the Honorary Secretary of the School of Arts made no arrangement
for accommodating a visiting lecturer nor met him on arrival, and
‘showed his personal interest in the lectures by staying away from
them all’.#”

Tutorial classes

At this time, just before World War I, formal education in Australia
was provided mainly through primary schools (including evening
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schools for adults), technical schools and colleges, and the four
universities: Tasmania, Adelaide, Melbourne and Sydney, the
latter three all having established extension boards. Peter Board,
Director of Education for New South Wales 1905—22, introduced
Evening Continuation Schools in 1911 to provide continuity of
education between primary school and employment, a precursor
to the development of high schools.?® Board was also a member of
the Senate of the University of Sydney, and from the time of his
appointment as Director of Education had been critical of what he
saw as the university’s inaccessibility:2°

If a university is to be a living force in the state, ... a power making
for the prosperity of the state, and if it is really worthwhile for the
highest knowledge to become available to all who are in a position
to apply it for practical purposes, and who feel the need for it in
their daily occupations, then it is not sufficient that the university
should wait for those to climb to it who really need its help. It
must come out to meet them.3°

Board initially favoured the University of Wisconsin system

of extension lectures accompanied by pre-arranged courses of
reading, as well as its large correspondence program, with visiting
lecturers, and regarded extension lectures based on the nineteenth
century British model as ‘mere dilettantism’.3* However, through
his involvement in the Imperial Education Conference in 1911 and
the Congress of the Universities of the Empire in 1912, both held
in London, Board was impressed by the concept of tutorial classes,
developed by Oxford and Cambridge Universities through ‘joint
committees’ with the Workers’ Educational Association (WEA).

The WEA was the brainchild of Albert Mansbridge, who saw it as

a means of utilising the knowledge of the universities to help ‘the
workers’ develop political and industrial power. It was supported by
the leading British universities, Oxford and Cambridge, as a way of
better reaching into their communities (and being seen to do so) and
supported by the British government as an alternative to some of the
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more radical alternatives, such as Labour Colleges, which began to
emerge in the early years of the twentieth century.3? Underpinning the
WEA’s activities was a commitment to voluntarism and democracy,
along with high academic standards and the pursuit of objectivity.33
The organisation also claimed it was non-party-political and non-
sectarian.

The tutorial class model was first launched at Oxford University in
1907, under a joint committee of WEA and university representatives.
There was an expectation that at least three quarters of the students
in these classes would be ‘actual labouring men and women’3+ and all
were expected to commit themselves to three years of serious study,
producing on average an essay each month.3> William Temple, the
first national president of the British WEA, espoused the virtues of the
Association’s model on an Australian tour in 1910, and the extension
boards at Melbourne, Sydney and Adelaide Universities subsequently
affiliated with the British WEA.3¢

With the groundwork laid, there were a number of confluences over
the next few years which led to the development of tutorial classes at
the University of Sydney and an ongoing relationship with the WEA.
The first of these was the election in 1910 of a Labour Government
in New South Wales which was supportive of Peter Board’s belief

in the need of reform of the university. Board drafted a University
(Amendment) Bill for the government, which was passed in 1912, and
which provided for ‘the establishment and maintenance of evening
tutorial classes in science, economics, ancient and modern history
and sociology’.?” The government grant to the University of Sydney
was doubled.

About the same time, Albert Mansbridge wrote to a recent arrival
in Sydney, David Stewart, a cabinetmaker by trade, inviting him to
help establish a WEA branch in Sydney. Stewart had been an active
unionist and supporter of workers’ education in his native Scotland,
and as a delegate to the New South Wales Labour Council in 1912,
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he persuaded that body to investigate the possibility of sponsoring

a scheme of worker education. Boughton has shown that there was
already a ‘vital, independent, working class and socialist movement
flourishing in Australia’ at the end of the nineteenth century and into
the twentieth but, as in Britain, its proponents were seen as more
radical than those courted by the WEA movement.3®

On receiving the invitation from Mansbridge, Stewart wrote to A.C.
Carmichael, New South Wales Minister for Public Instruction, and
to H.E. Barff, Registrar of the University of Sydney. The Minister
referred Stewart to Peter Board, who showed him the provision for
tutorial classes in the recently passed University (Amendment) Bill,
and encouraged him in his approaches to the Labour Council and the
University.3°

However, Stewart had difficulty making inroads at the university.
He claimed that neither the Vice-Chancellor, Judge Alfred Paxton
Backhouse, nor the Chancellor, Sir Norman McLaurin, ‘had any
sympathy with the extension of University culture to working-class
students’, and that McLaurin had said: ‘Teaching economics to
washerwomen. Phew!’#® Stewart found Barff ‘coldly polite’ and was
told that, despite the increased government grant, the University
had no funds set aside for tutorial classes. Board then intervened,
convincing the government to earmark £1,000 ($2,000) of the State
grant for this purpose.# Nevertheless, only one such class was held
prior to 19144 and the University was unimpressed by the concept
of the joint committee — W.J. Woodhouse, Professor of Greek and
Chairman of the Extension Board, was in favour of the University
directing and controlling the new ‘movement’.4

Nevertheless, there was individual support from such leading
academics such as R.F. Irvine, Professor of Economics, and Francis
Anderson, Challis Professor of Logic and Mental Philosophy.
Mungo MacCallum, foundation Professor of Modern Languages and
Literature, and Dean of the Faculty of Arts, advised the Chancellor
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that although he was ‘a little against having anything to do with such
a movement’, he thought Stewart should be invited to the University
‘to find out precisely what he represents’.# The Extension Board
itself claimed that it had been ‘watching with interest the growth in
England of the Tutorial Class movement associated so intimately
with the name of Mr Mansbridge, and had been looking forward to
the day when it should prove possible to inaugurate an analogous
movement in this State.’# Its chance came when Mansbridge came to
Australia in 1913, invited by representatives of Sydney and Melbourne
Universities.

Mansbridge was an outstanding speaker, and managed to win over
many influential people, including the Australian Prime Minister,
Edmund Barton, and the New South Wales Premier, W.A. Holman.
Board arranged for Mansbridge to address the Sydney University
Senate on 23 August 1913, and the outcome, according to Stewart,
was that:

The Professorial Board of the University... after naming

their earlier objection to the plan, examined the University
(Amendment) Act as it affected tutorial classes, and having
discussed the matter with Mr Mansbridge, recommended that
the classes should be administered by three representatives
of the University and three representatives of the WEA. This
organisation was accepted by both the Senate and the WEA.4

The Extension Board reported that, before Mansbridge took his final
departure in November 1913, ‘he and the Board had the satisfaction of
knowing that all was ready for the first Tutorial Class under the Act,

to begin work early in 1914’.47 Whitelock suggested that Mansbridge’s
message appealed to the universities and the establishment because

... it substituted definition for the muddle of extension, it might
defuse industrial unrest, and it soothed sore consciences. It
seemed democratic and it was certainly good works.+
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The Department of Tutorial Classes, as it came to be known, endured
for another 50 years at the University of Sydney, before it developed
into the Department of Adult Education and was later transformed
into the Centre for Continuing Education.

It might have been different — Higgins quotes a suggestion from
historian Fred Alexander, that as a result of visits to the USA by
Peter Board and James Barrett from Melbourne, ‘Australia seems

to have come within an ace of getting a marriage between the
empirical groupings of the Sydney University (and to a less extent
Melbourne University) extension boards and the experiences of
Wisconsin’.# However, the British University influence, coupled with
the persuasive voices of Mansbridge and Stewart, was just too strong.
Whitelock said that Mansbridge carried the ‘magic aura of Oxbridge
approval’, and that his close friend, A.L. Smith of Balliol College,
Oxford, had influential contacts at Australian universities.>°

First director

No doubt at the urging of Board and under the influence of
Mansbridge’s eloquence, the New South Wales government

made a special annual grant to the University of Sydney for the
employment of a ‘Lecturer and Organiser of Tutorial Classes’. On the
recommendation of Mansbridge, the university appointed Meredith
Atkinson, an Oxford graduate and tutorial class lecturer at the
University of Durham. Stewart claimed that Chancellor McLaurin was
the only senate member to vote against the appointment.>* However,
the depth of support for the initiative from other senior university
staff can be gauged by this recollection by Jane Clunies Ross of a
dinner for Atkinson arranged in London in 1913 by Professor J.T.
Wilson while on leave from Sydney University:

To meet the Meredith Atkinsons came Professor Edgeworth David
[Professor of Geology and Chair of the Professorial Board]...
and Henry Barraclough [shortly to be appointed Professor of
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Mechanical Engineering]... The three men from Sydney [i.e. with
Wilson] were old friends and colleagues, and Wilson as Chairman
of the Professorial Board for some years, and David as Dean

of the Faculty of Science, had had a hand in planning the new
Department of Tutorial Classes; these two had, since their arrival
in the late 1880s, played a considerable part in the growth and
expansion of University teaching and were enthusiastic about
expanding its sphere outside its own scholarly walls and into the
community in general.5?

Atkinson arrived in Sydney in March 1914, taking over from Professor
Irvine the first tutorial class, on Industrial History. On this occasion
the class comprised mainly ‘industrial workers’ and from the
beginning, the non-award nature of the classes was strongly set, the
Extension Board reporting that ‘the class followed the example of its
English prototypes in definitely disclaiming the desire to receive a
diploma as tangible reward for work done’.53

As ex-officio secretary, Atkinson called the first meeting of the Joint
Committee in April 1914, with Holme, Irvine and Todd from the
University of Sydney, and Stewart and two unionists representing the
WEA. The latter three were frustrated when they learned that there
were sufficient funds for only three tutorial classes instead of the eight
they had envisaged. Atkinson took these three classes — one at the
University, one in the suburb of Burwood and one south of Sydney at
Wollongong. The Extension Board was delighted with the results:

The spirit animating the students has left little to be desired. Mr
Atkinson affirms that in keenness, earnestness, and application,
they are at least equal to the best tutorial classes of which he had
experience in England. The small select library attached to each
class has been thoroughly well used...54

The Board also noted that the preliminary organisation of the classes
had been undertaken by the WEA Secretary, David Stewart, and

this was the pattern of the arrangement for many years — the WEA
organising the courses and the University of Sydney delivering. In
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its reporting, however, each body tended to identify itself as the key
agency. It was several decades before the arrangement started to
unravel as the University of Sydney began to go its own way and the
WEA gradually became a provider as well as an organiser of courses.
In other states, the WEA quickly disappeared in Western Australia,
was banned by the Queensland government in the 1930s, lost its
place in Victoria with the post-World War II creation of the Council
of Adult Education, and was similarly ousted by the Board of Adult
Education in Tasmania in the late 1940s. Only in South Australia did
it maintain a strong university link before going its own way in more
recent years.

The war years

The outbreak of World War I in 1914 immediately affected the
university’s extension activities. There was a decrease in the number
of extension lectures, especially in rural areas, and an increased
demand for classes to study the causes and other aspects of the war.5
Consequently, ten ‘Study Circles’ were formed around those topics,
an early break from the British model of tutorial classes, and an
indication of the University’s willingness to accommodate students’
wishes. The next year the Extension Board decided to restrict
extension lectures to topics related to the war, but also managed

to offer in July 1916 a class on English literature at Wills Tobacco
Factory in Sydney.5¢ The aim of this series of studies was ‘to interest
the girls in the works of a few of the great English writers’. The
response of the girls is not recorded.

In line with its focus on wartime matters, the Extension Board also
attempted to show support for one of Britain’s allies by offering a
series of lectures that year on ‘Some aspects of French literature, art
and thought’. However, attendances were affected by reduced services
of trams and trains as a result of ‘a recurrence of industrial trouble.’s
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Some university staff were also involved in a different form of

adult education during the war. Towards the end of the conflict in
Europe, the Australian Army introduced a scheme of education to
help overcome boredom for those waiting for transport ships home
and to prepare them for their return to civilian life. Among those
prominent in the AIF Education Service were Professor R.S. Wallace
who was Director of the Corps Central School in France, and
Professor R.C. Mills.5® Wallace later became Vice-Chancellor at
Sydney University and both men were supporters of a similar but
expanded Army education scheme during World War I1, and of course
took a keen interest in the University’s provision of adult education.

By 1917 Atkinson’s title at the university had changed from ‘Organiser’
to ‘Director’ of Tutorial Classes; he had also been elected President

of the WEA of New South Wales. His successor as Director, Gerry
Portus, described him as ‘an excellent missionary, full of enthusiasm
and energy’, although Portus seemed to have reservations about
Atkinson’s activities:

In season and out Atkinson preached that only widespread
enlightenment would prevent war in future. All up and down the
country he lectured on the economics of war, a subject we knew
very little about, and in which, it is safe to say, he was only a
couple of jumps ahead of his hearers. This impressed the Labour
Government of the day and, with the help of Peter Board, the
subsidy to the University for Tutorial Classes was bumped up
until it had been quadrupled by the end of the war.5

Atkinson became heavily involved in the conscription debates that
raged when Prime Minister William Hughes called two referenda on
whether Australian men should be called up for compulsory military
service. A Sydney-based, pro-conscription organisation, the Universal
Service League, was formed, with Atkinson as secretary and Professor
Mungo MacCallum as president. Atkinson’s actions brought the

WEA into strong conflict with the anti-conscriptionist trade unions,
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but Stewart managed to convince the Labour Council of the WEA’s
impartiality.®°

Shortly afterwards, Atkinson fell out with MacCallum because the
latter opposed giving the Director of Tutorial Classes professorial
status.® Induced by the offer of professorial title and status, and
an increase in salary, Atkinson took up a similar position at the
University of Melbourne early in 1918.62

Hardly had he left when MacCallum proposed that the University
Extension Board should take control of the Tutorial Classes, without
any WEA involvement. The reasons given were that inadequately
qualified tutors had been engaged by the WEA, that the financial
administration was ‘inadequate’ and that ‘Labour was not the

only interest which should be catered for by the Tutorial Classes
Department, and even if it was, the WEA was not sufficiently
representative.’ This proposal created a stir, but MacCallum as
Dean of Arts had considerable influence at the university, and a
Committee of Inquiry was established to investigate the notion. As a
result, Gerry Portus, who had been about to take up the position of
Assistant Director to Atkinson before the latter resigned, was made
Acting Director, and F.A. Bland was appointed Acting Assistant
Director, both for one year while the Committee undertook its review.

Crane and Walker claimed that Peter Board felt an obligation to
support the WEA, and that as the Chairman of the Joint Committee
the redoubtable Professor Francis Anderson took MacCallum’s
criticism as a personal affront.®+ With support from Board, Anderson
took the unusual step of arranging for himself, Portus and Stewart to
address directly the Senate on the issue. The result was a compromise
that saw MacCallum’s proposal rejected in favour of a revamped
Joint Committee comprising five University representatives and four
from the WEA.% The principle of equal representation followed under
the British model had thus disappeared in New South Wales within
five years, but the relationship continued for decades.
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Twelve months after Atkinson’s departure, Portus replaced him as
Director of Tutorial Classes and F.A. Bland became assistant director.
Both were to go on to become prominent in Australian academic and
public life.

Discussion and conclusion

The provision by the Senate for extension lectures from 1886 not only
indicates the University’s commitment to reach into the community
early in its life but also set a pattern of adult education provision that
persisted for more than a hundred years: well-qualified lecturers,

an emphasis on liberal studies/humanities subjects, student fees for
each course, oversight by a committee of the Senate, a set number of
lectures, and a certificate of attendance or completion rather than an
accredited award of the University.

The reasons for the introduction of extension lectures followed those
of English universities — to provide education courses that met the
needs of the public, and to enhance the image of the university in the
community. Harrison later observed:

The public relations function of adult education, of which
farsighted university statesmen have always been aware, was thus
present as a secondary consideration from the very beginning of
the universities’ entry into the field.®

As the first Director of Tutorial Classes at the University of Sydney,
Meredith Atkinson continued the pattern set by extension lectures,
but also developed the relationship with the Workers’ Educational
Association, a relationship that extended into the early 1980s,
although the balance of power changed shortly after his departure.
He had a chequered career at the University of Sydney, and the
conscription referenda furore dominated much of his time there.

Portus saw Atkinson’s pro-conscription activities as a ‘grave
disservice’ to the adult education movement, citing continual criticism
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that the WEA was in opposition to the workers it was supposed to
serve.®” Colin Badger, a leading figure in Australian adult education
post World War II, gave a none-too-complimentary picture of the
foundation Director:

It is impossible to avoid the impression that Atkinson, in

his Sydney period, was a difficult, insecure, thrusting young

man, adroit, quite skilled in manipulation of affairs to his own
advantage and none too scrupulous. ... he managed to increase the
original grant for his Department from £1000 to £5000 by 1917,
secured his own appointment as a lecturer in Economic History
at a salary of £160 a year in addition to his Director’s salary,
obtained a seat on the Faculty of Arts and by some very deft work
had his protégé, Margaret Collisson, appointed in July 1917 as a
full-time assistant to himself as organiser of study circles under
Extension Board auspices.®®

Nevertheless, despite the wartime constraints and disputes, Atkinson
oversaw a steady if unspectacular growth in enrolments. Almost from
the beginning, however, the participants were generally middle class
and predominantly female, not the ‘workers’ that Mansbridge had
envisaged.®

The imbroglio over conscription and later over the status of the
position of Director of Tutorial Classes also underlines the role

that individuals played in the direction of adult education at the
university. One of the most significant was Peter Board, as a member
of the Senate, who not only was behind the state government bill
that led to the establishment of tutorial classes but also prominent in
debates about the governance of the new agency. Many years later,
the Secretary of the WEA in New South Wales, Douglas Stewart,
described Board as ‘the real parent of the WEA in the southern
hemisphere’.7

Some of the most prominent professors at the University of Sydney
at the time, including Mungo MacCallum and Francis Anderson,
were also keen supporters of extending the university to the wider
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community, even if they differed on how the initiative should be
managed. It appears that they were genuine in their attitudes,
although Boughton was sceptical:

The university intellectuals who took their brand of liberal
education to the workers initially in the Extension movement,
then through the WEA, were part of this attempt to guide the
newly emerging and rapidly mobilising industrial working class
down an educational pathway which did not seriously challenge
either privilege or property.”

There were certainly strong political beliefs among some of those
involved with the establishment of extension lectures and then
tutorial classes at the University of Sydney. The activities of
MacCallum and Atkinson, outlined above, and the radical views of
Professor Irvine”? are testament to that. And it was a volatile period
politically, economically and socially, with widespread radicalism,
strikes, and the turbulence of World War I.

Nevertheless, while there may have been some paternalism in their
approach, there does appear to be a commitment among senior
academics to the principle of extension as an educational outreach,
whatever their political beliefs. Many of these supporters saw the
university as having a leadership role in the community which could
not be achieved through its formal program of courses alone. As a
result, from the late nineteenth century and especially in the first two
decades of the twentieth, the University of Sydney developed a strong
vision of adult education as a legitimate function of the university
which it managed to sustain in one form or other through to the
present time, thus apparently fulfilling what the Extension Board in
1911 called ‘an obligation of its own part to the community at large’.
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There are economic and socio-cultural differences that characterise
the north and south of Italy. A stereotype is that university
students from rural southern Italy are more disadvantaged

and isolated than those from the urban north. Past research has
hypothesised that differences in socio-economic status impact on
student learning, which is a factor of thinking style. This study

set out to explore if university students from a northern and a
southern Italian university report markedly different thinking style
preferences. Samples of 170 students from the University of Calabria
and 263 students from the University of Milan were surveyed
using Sofo’s (2005) Thinking Style Inventory. If economic and
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socio-cultural differences impact on preferred ways of thinking of
university students, the impacts may very well be mediated through
various pedagogical or informational methods and communication
technology. The results of the study did not produce all the expected
differences.

Aim

This study sought to understand more clearly the nature of thinking
styles as defined in the theory of reality construction (Sofo 2005)
through a comparison of thinking styles of northern and southern
Italian university students. We gained this understanding through
testing thinking styles against established different economic and
socio-cultural variables in two regions of Italy. There are significant
economic, social and political differences between the northern

and southern regions of Italy. Zhang & Postiglione (2001) called for
further investigation between the nature of thinking style and socio-
economic status. This study aims to confirm if university students
from two socio-economic regions of Italy (south and north) report
different preferences for thinking styles as measured by the Thinking
Style Inventory (TSI) underpinned by a theory of reality construction
(Sofo 2008). In this study, we hypothesise that university students in
southern Italy will report a higher preference for conditional thinking,
more bound to follow rules and authority than northern students,
and that they prefer to be less inquiring and less independent than
northern university students. In other words, low socio-economic
conditions tend to impact on thinking styles that are socialised so
that southern university students will prefer more dependence on
authority, less inquiring and less independence in thinking than
students from the north.
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Context

If we consider the percentage of gross domestic product (GDP)

per inhabitants (expressed in terms of purchasing power and the
mean value of the EU for 2005), the northern region of Lombardy
shows a value of 136.5 (€ 31,618 GDP per inhabitant) while the
southern region of Calabria is equal to 67.5 (€ 15,641 GDP per
inhabitant) (EUROSTAT 2008). There are also notable differences in
unemployment rates, with the north having an unemployment rate
of 2.4% for men and 4.3% for women, while the southern region of
Calabria has an unemployment rate of 12.2% for men and 18.2% for
women. Given these rates, it is not surprising that Calabria shows
the highest youth unemployment rate (46.1%) in the entire European
Union (Mlady 2006).

The two regions also demonstrate varying graduation rates for post-
graduate students. In Calabria, SVIMEZ (2007) conducted a survey
to explore the life experiences of graduates up to three years after
completion of their university degree. Of the 5,800 postgraduates,
60% were employed and 50% of these were found to have left
Calabria in order to work in northern Italy regions. In contrast, the
Lombardi region was found to attract its labour force from other
Italian regions (including Calabria) and from overseas. The survey
conducted by Bosetti (2008) showed that in Lombardy in 2007,
76,000 immigrants arrived from overseas of which more than 60%
were graduates and 16% had completed post-graduate studies. More
than 270,000 people are known to arrive every year in Lombardy
from other Italian regions, and these people are typically in search of
employment and better life opportunities.

The two areas from which the surveyed students live and interact are
also very different from the socio-cultural point of view, particularly
with regard to the metropolitan/rural contrast. According to Simmel
(1971), there are differences between metropolitan inhabitants

and citizens from small to medium sized towns. The first observed
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difference relates to neuro-psychological features, as metropolis
inhabitants tend to receive a rich set of stimuli that is rapidly evolving
and changing and a plethora of impressions milling around in their
minds. In response to the numerous stimuli, people learn to react
with their intellect more than with their heart. The second observed
difference relates to economics, as a metropolis is usually the centre
of the monetary economy. Every trade consists of money or its forms,
and workers or producers use money to work for a given market and
for a consumer that they do not necessarily know. This leads people
to relate everything to money to develop pragmatic behaviours and
to use a formal and at times ‘cold’ manner for human relationships.
Metropolitan citizens, continuously exposed to such stimuli, tend to
be anoetic or less reactive than rural citizens so that most things are
considered ‘normal’. Even metropolitan youth shows this indifferent
and sceptical behaviour compared to youth coming from more stable
and quiet places (Pittamiglio 2003). The other difference is that the
metropolis attracts economic, technological and cultural resources. It
offers a multitude of answers for a multitude of human needs.

Given the differences between metropolitan and rural citizens, it

is useful to identify and explore some of the specific differences

that arise in this study, some of which can be explained by the
socio-economic and cultural background of the territories where

the universities are placed and the surveyed students live. The
University of Milan has been labelled one of the greatest Italian public
universities, and it is placed in a city that is known as the economic
and cultural capital of Italy. Milan is also the administrative capital of
the Lombardy region (northern Italy) that is one of the richest regions
in the European Union. Milan is also a city at the centre of a region of
almost 9.5 million people, with the main part of Lombardy territory
being densely populated and gravitating towards Milan (ISTAT
2007). Students from the University of Milan live in one of the richest
and most innovating areas of both Italy and the European Union

with different job and life opportunities from those students living in
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other parts of Italy. For University of Milan students, attendance at
university is not the only possible choice to achieve a better life, and
some choose to attend for other reasons including passion or fashion,
thus giving University of Milan students a stronger motivation than
the Calabrians.

In 2005, the University of Milan had 9,485 postgraduate students
amongst a total student population of 62,658 students. Over half

of these (55.4%) were from the province of Milan, with a further
31.4% from the other provinces of Lombardy, 12.9% from the other
Italian regions and 0.7% from overseas. This indicates that almost
87% of University of Milan students were from Lombardy (Chamber
of Commerce of Milan 2007). More current data show that 23% of
bachelor-level students live in Milan, 32% in the province, 31% in
the region and 14% outside of Lombardy, while 20% of masters-level
students live in Milan, 29% are from the province, 32% from the
region and 18% from outside Lombardy (Universita degli studi di
Milano 2008).

In contrast, the University of Calabria is the main public university

in Calabria. Calabria is located in the southern part of Italy and is
known as one of the poorest regions in the European Union. The
region has more than two million people living in rural areas or in
small to medium -sized towns, sometimes connected to urban areas.
The University of Calabria is placed in the urban area of Cosenza
with a population of almost 150,000 people. The majority of students
(over 90%) come from Calabria, and these students tend to live in

a poor context characterised by assisted economy and the highest
youth unemployment rate in the European Union. Calabria contains
a plethora of small and medium-sized towns that are predominantly
rural, resulting in students arriving at the University of Calabria after
a life spent in a quiet and rural environment characterised by strong
clan/family culture that encourages or coerces in them a closed-
mind. Anecdotally, students have been found to attend the University
of Calabria in the hope of more opportunities for gaining employment
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as post-graduate students, for passion and personal interest and

in order to escape from the boring countryside. Students of the
University of Calabria tend to know that, due to the socio-economic
conditions of Calabria as a region, the opportunity of becoming an
educated emigrant is very high, thus there is a high rate of graduate
and post-graduate students emigrating from Calabria for genuine
chances of employment due to the incapacity of the region to absorb
the newly-qualified labour force.

It is possible to suggest points of contrast between students from the
northern University of Milan and those from the southern University
of Calabria. Generally, the University of Milan students reside in a
metropolis that encourages in them an open mind compared with
their Calabrian counterparts. Environmental stimuli are one of

the factors that encourage an open mind. For example, students in
Milan have continuous possibilities to meet and interact with people
coming from the rest of Italy, Europe and also overseas, and thus
live a comparatively ‘fast’ life with relationships that are generally
informal. In summary, the students contained in the northern group
and southern group are relatively homogeneous in relation to their
geographical origin, whereby students within a group attend the
same study path and tend to collaborate with like-minded people.
Anecdotal evidence and personal experience of the authors suggests
that, while the two groups are homogeneous within themselves, they
are two heterogeneous groups.

In some international surveys considering younger students

and their performance (including tests such as the Programme

for International Student Assessment, Trends in International
Mathematics and Science Study and the International Adult Literacy
Survey), Italy always has been ranked at low levels, similar to many
Mediterranean countries. Considering the average performance

in the four skills tested by PISA (see Table 1), we notice that the
median difference between North and South shows a difference (by
construction) equal to about 100 points.
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Table 1: Italy PISA Competency Test (2003)

Mathematics Humanistic Scientific Problem

literacy literacy knowledge solving
North West 510,118 519,794 540,335 513,131
North East 526,749 535,206 543,785 528,959
Central 487,724 503,230 516,278 498,196
South and Islands 428,135 449,723 452,278 442,413
Italy 467,549 486,109 493,855 476,113

Looking at the students’ performance in mathematics, it is evident
that there is a difference based on geographic distribution: in the
northern regions, only two provinces show low performances,
whereas in the southern regions, no province has achieved the same
level as the northern regions. Bratti, Checchi and Filippin (2006)

try to shed light on these results by maintaining that individual
capacities are normally distributed in the country. One interesting
point is the importance of local labour market conditions as a

cause of the North-South gap and they find that employment
probability is highly correlated with individual student performance.
The higher the occupation rates, the better level of performance

that the students achieve. They link this variable to the students’
aspirations and expectations. In their study, where there was a high
unemployment rate (30%) for young people and widespread irregular
work, students felt a sense of impotence and fatality, which affects
individual learning processes. The authors showed a similar negative
relationship between levels of crime and student achievement.

Leonardi (1995) showed that there are two different kinds of social
systems in Italy, even if they do not always fully coincide with the
geographic division between North and South. One system, based on
social capital, is able to influence institutions in order to make them
create pressures and structures for the collective good. The second
system, based on the primacy of private interest, does not stimulate
institutions to go beyond the failures of the collective action.
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Literature review

IQ tests give us a measure of the power and potential of our

mind, while inventories of styles of thinking give us a measure of
preferences or alternative ways to use our minds. Thinking styles are
preferred ways of using our mind and are useful to understand since
they provide an alternative to ability and performance measures such
as intelligence tests. Thinking styles have been shown to be better
predictors of academic variables and employment variables (Zhang
& Sternberg 1998). Preferences may also be easier to develop than
our innate ability and as such provide a worthy alternative focus for
improving our effectiveness and efficiency. As noted by Martinello
and Cook (1994: 14), ‘the more diverse the modes of thinking used by
an inquirer, the greater the potential for discovery’.

Thinking style can be understood from many perspectives and five
are briefly reviewed here: cognitive, personality, learning, reality
construction and mental self-government. The cognitive perspective
portrays style as intellectual choice using particular preferences

and thinking abilities above others such as preferring to tolerate
ambiguity rather than act impulsively (Harrison & Bramson 1982;
Harvey, Hunt & Schroder 1961; Kagan, Joss & Sigel 1963; Kagan
1966; Pettigrew 1958; Shouksmith 1972). The personality perspective
promotes style either as a fixed personality type (Myers & Myers
1980) or as an evolving preference (Gregorc 2006). The learning-
centred perspective maintains that people prefer to adapt their
behaviour in particular ways and learn best when encouraged to use
their preferences (Dunn & Dunn 1978; Kolb 1976; Renzullil & Smith
1978). It is also possible to separate ways of thinking depending on
the level of similarity or difference. For example, Vincenti (2001)
provides a definition as to the difference between divergent and
convergent thinkers:

... divergent thinkers have a broad vision and use imagination
to generate a variety of possible solutions to a problem, whereas
convergent thinkers use logical reasoning to arrive at a single
correct solution that is considered the best (p.45).
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Sofo’s (2005, 2008) theory of reality construction postulates that
our style of thinking corresponds to how we prefer to perceive and
interpret the world. Thinking style also includes the way a person
uses the structure or elegance of their mind to respond effectively
to information or a situation. Typically, people utilise a number

of styles in combination and thus develop a thinking style profile
that represents their preferences across a number of different life
demands. Alternatively, Sternberg’s (1997) theory of mental self-
government postulates that our thinking styles are structured in a
similar way to general government styles. This theory defines the
concept of style as a preference rather than an ability and provides
a unifying framework for integrating different thinking styles. The
theory is an extension of Sternberg’s triarchic theory of intelligence,
since it asserts the primacy of understanding intelligence in action via
thinking styles as the ability to adapt rather than simply appreciate
intelligence as an individual quantity (Sternberg 1988).

The theories of thinking styles posed by Sofo (2005) and Sternberg
(1997) bridge the gap between the various theoretical perspectives
since they emphasise the need to comprehend thinking in action
within context. People develop their thinking styles from among
alternative preferences which comprise a blend of contextual demand
and personal preference. Sternberg (1997) maintains that thinking
styles vary across tasks, situation and personalities. It would appear
that styles of thinking are socialised through significant others, are
teachable through the education system and are internalised based
on culture (Sternberg & Ruzgis 1994). Different styles have different
values based on situations, context, culture and eras. Preferences
and strength of such preferences vary across individuals and their
life spans, including across age, sex, work and travel experience

(Zhang 1999).

In this study, the idea of varying thinking styles based on geographical
location and socio-cultural economic differences is explored. In order
to do so, it is first necessary to set the scene further by analysing the
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varying demographics that characterise the students attending the
University of Milan (northern Italy) and the University of Calabria
(southern Ttaly), which complements the context described earlier.
It becomes apparent in doing so that there are a number of key
socio-economic and cultural differences between the two surveyed
groups.

Methodology

Samples of 263 students from the University of Milan and

170 students from the University of Calabria were surveyed using
Sofo’s (2008) Thinking Style Inventory. While it would have been
desirable to match students perfectly in terms of level (graduate and
undergraduate) and type of course, the researchers used samples of
convenience. The important thing is that students were located in
two distinct universities — Milan in one of the prosperous economic
and fashion centres of northern Italy and Calabria located in the poor
southern part of Italy.

Sample from the University of Milan

One sample involved 263 students enrolled in a variety of courses
at the University of Milan in northern Italy. Three quarters (75%) of
these students were enrolled in an undergraduate political science
program (undertaking majors in economics and communication)
which is designed for students interested in working in the

business and financial industry. The remainder of the Milan sample
included students undertaking a masters-level finance program

or a masters-level communication major. These programs aim to
develop in graduates a high level of economic knowledge including
the ability to determine and tackle specific financial problems.
Students are therefore expected to know the basic notions of
mathematics, economics, law and management, as well as having a
multidisciplinary knowledge of economics in order to operate directly
in the various financial contexts.
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Graduates of the courses are able to carry out autonomously the
professional tasks that typify top managerial jobs — both within
Italy and abroad — in organisations such as banks, insurance

and management companies, pension funds, regulated markets,
supervisory bodies and independent administrative authorities.
The communication program is characterised by a rigorous
approach encompassing the social sciences and humanities, and
courses examine the research and theory of human interactions
and relationships within varying contexts. Students completing

the communication program typically work in areas including
business leadership, entertainment and politics, though may also
find employment in advertising or public relations firms. A small
proportion of the sample included students completing a Masters in
Nursing Management (featuring a special emphasis on professional
development) in order to enhance the ability of nurses to enter
organisations and engage in management and policy discussions,
while the remainder were doctoral-level students in fields ranging
from engineering to economics and Italian literature.

Sample from the University of Calabria

The other sample consisted of 170 students (enrolled at both
undergraduate and post-graduate levels) from the University of
Calabria in southern Italy. The undergraduate sample (60%) was
enrolled in a Bachelor of Management Engineering degree which
offers an overall view on theoretical, methodological and applicative
aspects of planning, analysis, design and management of businesses
information. Upon successful completion, students would be
competent in mathematics, basic sciences, engineering sciences,
systems and business design processes, data analysis, statistical
modelling and problem solving. Graduates of the degree typically
work in small and medium enterprises or public administration areas,
fulfilling technical and administrative roles requiring political and/
or managerial decision making such as being an energy manager,



280 Francesco Sofo, Michelle Berzins, Cinzia Colapinto and
Salvatore Ammirato

city manager, mobility manager, security manager or maintenance
manager.

The postgraduate sample (40%) was enrolled in a Master of
Management Engineering degree undertaken by coursework. The
course explores the technological, economic and organisational
aspects of knowledge management in both organisations and
communities. Specific methodologies and techniques for developing
knowledge management systems, and thus supporting business
decision processes, are also introduced to students. Particular
attention is devoted to students’ emerging ability to use knowledge
modelling as a means of formally representing knowledge through
logic in order to achieve expert systems planning. Graduates of

the program typically apply analysis, design, management and
optimisation to retail, information, production, manufacture,
services, telecommunications and transport systems. They may
also seek employment within business administration, business
process management, areas of technological innovation and/or
analysis of financial systems. A key outcome of the program was the
management engineer’s ability to work in different contexts: from
research to systems design, and from management to the control
of high technologies. The management engineer can work in both
manufacturing firms (such as in purchasing, material management,
production systems or logistic systems) and in service firms and
public administration (such as in areas of business organisation,
management control, industrial marketing, investment evaluation
and risk management).

Survey guestionnaire

The Thinking Style Inventory (TSI) measures reported preferences
for stylistic aspects of intellectual functioning and is based on Sofo’s
theory of reality construction (2005) whereby people create their
own realities through their ways of thinking. According to Sofo
(2005), the name of the theory emanates from a constructivist
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premise and the idea that people actively create their reality from
their social interactions which are based on personally preferred
ways of thinking. Interpersonal responses or interactions are based
on how people like to think about issues. As shown in Table 2, people
are thought to co-create their personal reality based on a profile of
five different styles of thinking: conditional, inquiring, exploring,
independent and creative.

Table 2: Summary of five thinking styles (Sofo 2005)

1. Conditional Accepting what others think and say without questioning them

Asking questions to improve understanding of message or

2. Inquirin, . .
! 8 information

3. Exploring Looking for alternatives and difference

4. Independent Allocating priority to one’s own thinking

5. Creative Thinking in pictures to get a sense of the whole

The basic assumption of these styles is that people have preferences
and different degrees of confidence and control in how they use their
knowledge, attitudes and mental skills in building their reality and in
dealing with information, people, tasks and daily situations through
their thought processes. With regard to the first style, individuals
are said to strongly rely on, and accept, what others think and say
without questioning, which creates a personal reality based on a
predominantly conditional style of thinking. When people prefer

to ask questions and inquire about feelings and solutions, they are
said to be co-constructing their reality through preferring to use an
inquiring style of thinking. When people explore feelings and seek
multiple perspectives, they are constructing their reality through an
exploring style of thinking. Allocating priority to one’s own thinking
and relying on one’s own feelings, solutions and opinions is said to
be a preference for an independent style of thinking, whilst thinking
in pictures, visualising and imagining to get a sense of reality is a
preference for a creative style of thinking.
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The styles shown in Table 2 reflect both convergent thinking

(where people do not move beyond what is presented to them) and
divergent thinking (where people move away from one-dimensional
concrete analysis and actively synthesise information by questioning,
exploring, evaluating and imagining different information as a basis
for formulating and co-creating their own distinctive views about the
world). Both convergent and divergent ways of thinking are necessary
depending on the demands of different situations and what a person
wants to make of them. For example, situations of safety or danger
may be more efficiently handled through a convergence in thinking
(such as following a fireman’s instructions to exit a burning building
swiftly), whereas city planners may best solve a city’s traffic problems
through using a divergent style of thinking and exploring alternatives.

An English-version of the TSI is provided in Appendix 1. Data
provided by respondents are the end product of a thinking-reflecting
process about their preferences for thinking in particular ways. The
50 items on the TSI require respondents to think about their ways

of thinking. Without reflection about their own personal thinking
processes, subjects would not be able to complete the inventory. The
meta-thinking process required is structured for respondents since
they need to reflect on their ways of thinking in a comparative mode.
Respondents are asked to rank order their preferred ways of thinking,
pitting five alternative thinking behaviours against each other on each
of the ten items to determine their overall thinking style profile. Each
item has five alternatives using a Likert-scale from 1 to 5, where 1
signifies thinking behaviour that is ‘least like me’ and 5 signifies ‘most
like me’. Each of the five alternatives on each of the ten items must be
ranked in order of personal preference. A weakness of self-reporting
is that respondents may report a particular profile of personal
preferences which does not reflect their actual thinking behaviours.
There is an assumption in the TSI as with other similar inventories
that respondents are accurately self-aware.
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Results and discussion

A Cronbach alpha is a coefficient of reliability or consistency, and thus
it is desirable to achieve a score close to 1. A very high Cronbach alpha
(e.g. 0.9) would indicate that the various items contained within a
multi-item scale are indeed measuring the same underlying construct
but in fact are too close to each other to be useful. Isomorphism is not
desirable, but a modest level of correlation, such as a Cronbach alpha
of 0.7 or 0.8, is typically regarded as acceptable in most social science
research (UCLA 2008). Table 3 presents the data from this study.

Table 3: TSI subscale Cronbach o coefficients
Northern Italy Southern Italy

Subscale Items

(n=263) (n=170)
Conditional 1ato 10a 0.61 0.53
Inquiring 1b to 10b 0.45 0.36
Exploring 1cto 10¢ 0.51 0.53
Independent 1d to 10d 0.61 0.48
Creative 1e to 10e 0.75 0.59
Means of a coefficients: 0.59 0.50

As shown in Table 3, the alpha levels were in the modest to moderate
range for all subscales except the inquiring subscale which was in the
low range (0.45 for northern Italy and 0.36 for southern Italy). This
is a weakness of the Italian version of the TSI and a revision of the
translation could be helpful. The results on these subscales therefore
need to be interpreted with caution.

Table 4 indicates the two statistically significant differences that
were found when analyses were conducted on the two samples. The
southern Italian sample was found to have significantly lower scores
than the northern Italian sample on both the conditional and inquiry
subscales. Comparatively speaking, this means that southern Italian
students’ preferences for keeping the rules and taking instructions
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was significantly lower than the preferences of northern Italian
students (mean difference equals 1.07). The northern Italian students
expressed a stronger desire for following policy and regulations than
did southern Italian students. Likewise, southern Italian students
had significantly lower preferences for asking questions than the
preferences held by northern Italian students (mean difference
equals 2.05). Hence, northern Italian students expressed a stronger
preference for asking questions to improve understanding of a
message or information. This difference points to a style of preferring
to be more assertive than the southern counterparts.

Table 4: Means and significant values of measurement on the TSI

Thinkin Mean for Mean for

stvle g Northern Italy Southern Italy p-value
ty (n=263) (n=170)

Conditional 21.08 20.01 <0.001%*

Inquiry 33.59 31.54 <0.001%*

Exploring 34.47 34.48 0.968

Independent 33.01 32.61 0.474

Creative 28.93 29.59 0.345

* a difference significant at the p=0.05 level

Two factors are discussed here in terms of their impact on the results,
effect size and sampling. For the conditional style of thinking, the
effect size is equal to 0.2 which is a small effect size, and for the
inquiry style the effect size is small to medium, 0.42. The magnitude
of differences of absolute figures is small overall which means that in
spite of the statistical significance of the results in the conditional and
inquiry styles across the two samples, the chances of rejecting the null
hypotheses are small to medium at best. Given the small to medium
effect sizes, the chances are that the research hypotheses are false,
thus indicating the possibility of no significant differences in the two
samples across the thinking styles.
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Second, sampling may have had an effect on the results in terms of
selecting samples of convenience which included unmatched samples
of undergraduate and post graduate students in different disciplines.
The southern group had more postgraduates (40%) who are more
mature and may thus influence why this group shows less preference
for the ‘conditional’ style of thinking than the northern group with
less postgraduates (25%). The convenience sampling method may
also have impacted on the results since the samples used in the two
regions were those studying social science disciplines in northern
Italy and technical disciplines in southern Italy. It may well be that
because of the nature of social science disciplines, students in the
northern Italian group are generally more inclined to ask questions in
the learning process than the southern Italian group simply because
the study of social science per se requires more discussion than the
study of technical content, and further, teaching in the two disciplines
is structured to promote different learning approaches through
inquiry and discussion. This could have a potential effect on why the
northern Italian group exhibited more preference for the ‘inquiring’
style of thinking.

The findings of this study indicate a number of interesting points

of convergence and points of divergence in thinking style among

the northern and southern samples of Italian university students.
First, there is a notable absence of statistically significant difference
among three of the five styles. The preferences for three of the styles
(exploring, independent and creative) do not vary significantly across
the samples, which indicates similarities and convergence at three
particular points in the profiles. These three points of union indicate
that there is similarly equal levels of preference (upon comparison)
for looking for alternatives and differences — in other words, a

high level of preference exists among both samples for multiple
perspectives in comparison to two of the other thinking styles
(conditional and inquiry).
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Type 1 thinking style defined by Zhang and Postiglione (2001) refers
to people who prefer to challenge norms and take risks which has
relationship to low preference for conditional thinking and high
preference for exploring and independent thinking. This in fact
describes the general thinking style profile of the samples surveyed
in this study. Type 2 thinking style refers to people who tend to
favour norms and be authority-oriented which has relationship to
high preference for conditional thinking. In this study, there was no
high preference, comparatively, for conditional thinking even though
northern Italian students had higher preference for the conditional
style compared with southern Italian students.

The current study does not support studies from previous decades
about the relationship between thinking styles and different socio-
economic status (Adorno, Brunswik, Levinson & Sanford 1950;
Kreml 1977; Scarr 1984).

Conclusion

The hypothesis at the outset of this paper stated that the numerous
economic, socio-cultural and political differences between the north
and south of Italy would impact upon the thinking styles of students
from the two regions. This hypothesis was motivated by results of
previous research on the impact of socio-cultural factors on learning
and also by other stereotypical assumptions about the north and
south. Some of these assumptions include the idea that students have
more stimuli in urban living areas and their minds would be more
reactive than those students from rural and poorer areas. Another
stereotype is that thinking style results could be related to social and
easy-going life-style in rural living where there would be pressure

to follow rules since supervision would be stricter and a patriarchal
culture would be likely to exist. A third stereotype arising from the
knowledge that the north of Italy is rich and the south is poor is

that urban students are more open-minded. This research has not
supported any of these stereotypes.
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The finding of interest in this exploratory study is that there are more
similarities than differences among the two samples of students
from northern and southern Italian universities. The statistical
significance found in two of the five thinking styles was in part
puzzling and opposite to what we expected. Students from the south
did not express a preference for greater dependence on authority.
Given the caution we have indicated on two of the reliabilities on
two of the subscales of the TSI, there is still an overall firm and
generally consistent result that indicates that known socio-cultural
and economic factors do not impact on university students’ thinking
styles. This is consistent with some previous research which lent
partial support for a link between SES and thinking styles (Zhang

& Postiglione 2001). One argument used for a different thinking
style between students from two different socio-economic levels

is that students from a higher SES have more exposure to issues,
discussions and evaluations through the family at home. We contend
that the results of this study lend more support to the idea of the new
global society which potentially exposes everyone more readily to
visual stimuli and electronic means of building social capital where
discussions and evaluations can occur more frequently through

a system of information technology that has not been diffuse in

the past.

This study has provided information on the relationship between
thinking style and socio-economic differences. We found that
reported ways of thinking are generally quite similar, but with two
notable differences between the northern and the southern students’
reported preferences for thinking. In such a case where there are
differences in thinking styles based on socio-cultural differences,
academics could be informed of the need to encourage in their
students the development of more flexible thinking styles and to
adapt their preferences in the best way possible to deal with the
specific nature of problems in different situations. There is a general
need to encourage students to increase their cognitive awareness and
breadth of preferences for ways of thinking.
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This study has involved exploratory research on the differences

and whether this line of inquiry is worth pursuing in further detail.
We suggest that the diffuse use of information and communication
technology (ICT) is a reason why thinking styles are not so different
among students from two markedly different regions of Italy. This
would make for an interesting line of further research to explore

the relationship between the use of ICT, as a tool for building social
capital, and thinking styles. Through this research there has been a
contribution to the literature on thinking styles in the following ways.
First, there has been empirical evidence presented on the relationship
between socio-cultural and economic differences of two regions

and university students’ reported thinking styles that are defined

by a constructivist model of thinking styles. Second, it is not clear

if thinking styles are socialised or if there are forces more powerful
than socio-cultural and economic ones, such as communication and
information technology, which build social capital across geographical
regions and impact on thinking styles.
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participant-directed learning culture in the
Australian environmental movement

Rick Flowers and Andrew Chodkiewicz
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Environmental groups seek to educate and change people, yet
there is little discussion and debate about the various theories and
practices they use. One has only to think about the big, national
environment groups like Australian Conservation Foundation,
Wilderness Society, Greenpeace, Friends of the Earth and World
Wildlife Foundation to note that they go about their educational
and change practices in distinct ways. And then there are new
groups like Climate Action, GetUp and Climate Camp who are
seeking to educate and change people in more contemporary ways.
We think that adult educators could play a helpful role in fostering
more critical and participant-directed interrogation among
environmental groups about aspects of their practices that focus
on change and education. In this paper, we report on focus groups,
case studies and a literature review we conducted for a coalition
of three environmental non-government organisations and a state
government agency to do just that.
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Posing questions about new forms of change practice

There are four imperatives that drive us in this paper. The first is

the need and desire to address climate change. The second is to

pay more attention to the nature and form of strategies used by
environmental groups to bring about changes in public policy,
industry practices, lifestyle and consumer practices. The third is our
assertion that there is an educational dimension to the actions of pro-
environmental groups to bring about change. And the fourth is our
interest in creating a learning culture where Australian environment
groups are engaged in participant-directed analysis of their and each
others’ educational and change practices. And that is the purpose of
this paper: to present ideas about the possible organising features

to develop a more research-oriented, learning culture where this
analysis will be continuous and participant-directed. In other words,
how can environment groups, as they are the participants in this
context, feel safe to analyse and learn from each other? To date, there
has been little relevant empirical research about these aims. Hall

and Taplin (2007) presented a useful framework for a ‘big-picture’
analysis of campaign strategies used by Australian environment
groups, but they note that ‘further research is required to compare
the perceived achievements and political impacts of the campaigns...
and to adequately assess campaign effectiveness’ (p. 105). We agree
that further research is required but argue there should be bottom-up
or participant-directed, not just top-down, external expert-driven
research.

Since 2005, climate change has emerged as the central environmental
issue in rich countries of the Organisation for Economic Co-operation
and Development (Stern 2006, IPCC 2007, Flannery 2007, Gore
2006). There has been a significant increase in public interest in
Australia about environmental issues (NSW DEC 2007). A survey

by the Climate Institute (2008) showed that public awareness and
understanding of the importance of environmental issues was and
remained ahead of both political and bureaucratic action, even after
the financial crisis of 2008 had taken hold.
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To elaborate on the second imperative mentioned above, a reason

to pay more attention now to change and educational practice in

the Australian environment movement is to respond to new forms

of practice. Jeff Angel is Director of the Total Environment Centre,

a non-government organisation. He asserts that membership of
environmental groups in Australia is declining or at least changing.
While membership of the big national groups is steady, Angel asserts
that local conservation groups are dwindling. Whether empirical
evidence bears his assertion out in the stark terms he depicts is not
that important.

What Angel’s assertion does point to is that there is a change in the
type of environment groups people are joining and the actions they
are taking. But more important is the perception Angel, and other
experienced environmentalists, have about the need to change. Local
conservation groups, according to Angel, are no longer in vogue.
Twenty years ago he was active in forest campaigns but is happy to
have now moved on and be active on other fronts. Having said that
membership in conservation groups is declining, Angel suggested
that there is now a greater public awareness of environmental issues.
This translates into people being more willing to persuade their peers
about changing behaviour to foster sustainability. There is, according
to Angel, less stigma in recent times associated with being ‘green’.

If Angel’s assertions are correct, this throws up various challenges.
And they are captured in the types of questions that were posed by
members of the steering group that commissioned our research. In
this paper, we will focus on the following three questions :

«  What can environmental groups draw from research and different
disciplinary traditions to inform their efforts to involve people in
pro-environmental action?

«  What are the new types of environmental actions and groups
emerging?
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« What are the ways that environmental groups can work together,
share their knowledge of change, and enhance adult learning in
the Australian environmental movement?

We are especially interested in ways that non-government
environmental groups (NGOs) can collaborate with each other and
with government agencies. This concern with strengthening the
collaboration among environmental groups to support learning

was a priority for the Mittagong Forum, a coalition of the main
environmental NGOs formed in 1997, with the aim of broadening

and strengthening the Australian environment movement. In 1999
they commissioned a study (Flowers & Parlane 2000) to improve the
ways that environmental NGOs supported adult learning and training
across the groups and the community.

Background

The study reported here (Flowers & Chodkiewicz 2008) resulted
from collaboration between a state government agency and a number
of key environmental groups in NSW, as part of a wider effort to
encourage government agencies and environmental NGOs to work
more effectively together by supporting research and learning about
effective change practices. The NSW Department of Environment
and Conservation (DEC), in partnership with the Total Environment
Centre (TEC), Nature Conservation Council of NSW (NCC) and the
Australian Conservation Foundation (ACF) engaged us to investigate
and make recommendations on how environmental organisations
might identify the needs of and develop support mechanisms for
individual grassroot champions for sustainability who provide
information and encouragement to people in their local area or
network. We were asked to research available literature and to
conduct a number of focus groups.

This research was premised on the view that sustainable living could
become a core concern for the community. Whilst there are signs
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of positive change with the adoption of initiatives like GreenPower,
rejection of plastic bags, curbside recycling, installing solar energy
panels, rainwater tanks and water conservation, there is still a long
way to go to make it a ‘way of life’. The challenge continues to be
about how to reduce consumption and one’s environmental footprint,
while maintaining the same (or better) standard of living. The
increased awareness of global warming is adding an impetus to the
campaign for sustainable living.

A feature of environmental advocacy NGOs is that they seek to bring
about behavioural and social change for sustainability. They rely

on people who are willing to plan and facilitate action for change.
We understood that the consortium partners wanted this particular
research to inform their ongoing efforts to support people engaged
in action for change. They were especially interested in supporting
people working for change in families, communities, with NGOs and
in the public arena. This research therefore focused on what would
inform and support ‘change-practice.’

The literature reviewed was analysed in terms of what the research
tells us about the new forms of environmental action and theories

of change, across three distinct domains of pro-environmental
behaviours: (a) public and community, (b) family and household and
(c) consumer domains. We also explored current practices of change
in focus group sessions with a sample of participants who were
involved as activists in these three domains, and through a number of
selected case studies of projects led by NGOs.

Analysing theories of change — insights from bodies of literature

In our review of recent literature to find answers to the questions
mentioned above, it became clear that it would not be possible to
identify single answers or even outstanding best practice examples
because there is such a variety of commentators and researchers who
have diverse starting points. We propose one way of helping to make
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sense of the diverse ideas and arguments is to locate them in distinct
disciplinary traditions. We reviewed four disciplinary traditions and
bodies of literature: sociology; political science; behaviour change and
psychology; and education. There are other disciplinary traditions
that are relevant; for example, ecology and public communication

or social marketing. However, there is not sufficient space to discuss
them here.

It is possible to identify distinct starting points in each body of
literature. For example some sociologists, rather than asking how
information and education can produce champions for sustainability,
ask how can habitus (celebrations, rituals, materialities, times and
spaces) be devised that will encourage them. They examine what sort
of cultural capital strengthens and encourages pro-environmental
behaviour. They analyse discourses. Discourses exert enormous
influence over beliefs about and action towards the environment.
What are the various and dominant discourses (storylines, key
metaphors and other rhetorical devices) that people draw on to
understand society and the environment? To what extent and in what
ways have these discourses contributed to more sustainable futures?
What can be done to strengthen pro-environmental discourses? There
is, of course, contestation between discourses and the terms of these
debates are always changing. For example:

... once areas of marshy land were called swamps. The only
sensible thing to do was to drain them, so the land could be put
to useful purpose. Today, we call these same areas wetlands,
and governments have enacted legislation to protect their value
in providing habitat for wildlife, stabilization of ecosystems and
absorption of pollutants (Dryzek 2005: 3).

Political scientists pose broad-brushed questions such as: Why
and when do environmentalists succeed or fail in environmental
campaigns? Success is defined by influencing change in public
opinion and government policies. This leads to analytical questions
about the organisational structures and nature of NGOs. For example,
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how will NGOs choose which battles to fight, how to differentiate
themselves from one another in order to attract membership and
funding, and how to decide when to form alliances and when to work
separately?

A body of research devoted to behaviour change, largely
undertaken by psychologists, focuses on how to change people’s
behaviours in household, community and workplace settings. A
typical question that is posed in this tradition of research would

be: what factors and practices lead to people reducing their energy
consumption? Another challenge, once people have been involved in
taking action for the environment, is how to keep them involved. This
issue has been the focus of a number of environmental psychologists,
such as De Young (1996) who researched durable pro-environmental
changes and Geller (2002) who developed a ‘flow of behavior change’
model. It clearly set out three key elements in moving individuals
along a spectrum — from ‘environmentally unfriendly habits’

to ‘environmentally friendly behaviour’ and then onto ‘ongoing
environmentally friendly habits’.

The three key elements of Geller’s model of facilitating
pro-environmental behaviour are providing information, feedback
and social support. Providing information includes running events
or expos. Providing positive feedback includes highlighting success
stories, reporting back on numbers involved, successes, and
recognising and rewarding effort and achievement. Social support
includes making people feel they were supported, that they were part
of a bigger effort by the local and global community (Staats, Harland
& Wilke 2004: 343). Staats et al. (2004) also made the point that the
most widely used way of promoting pro-environmental behaviours
in household programs had been through using just one of these
elements — providing information. Of the other two, providing
feedback has been included less frequently, while social support has
rarely been implemented in any household interventions.
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Educational researchers focus on questions about learning. Part
of the challenge for the environmental movement is to recognise the
value of learning that takes place not just in formal settings, but also
in social action and struggle (Foley 1999). An example of the richness
and variety of such learning can be seen from Foley’s study of learning
in a green campaign (Terania Creek). This kind of analysis leads to
thinking more about ‘sites of learning’.

Identifying various ‘sites of learning’ helps focus on where, when and
with whom learning happens. They are located along a continuum
and can range from formal education and training (for example,
courses with defined curricula), informal education (instruction that
is built from and for particular events and projects such as non-
violent direct action training during an environmental campaign, or
an issue based seminar), informal learning (conscious and systematic
efforts to learn from experience, involving individual or group
reflection), to incidental learning (learning that is embedded in other
activities, is often tacit, but which nevertheless continually informs
action) (Flowers & Chodkiewicz 2008).

Another approach to consider is popular education. Whelan

(2005) argued that taking a popular education approach provided

a way of breaking out from the traditional and dominant modes of
environmental communication and education. He suggested that
many environmental programs in the community often focused just
on raising public awareness. They provided information, featured
didactic messages, and used only community-based social marketing
approaches. In contrast, popular educators built their work from
the daily lives of community members, addressed their social,
political and structural change priorities, and emphasised collective
rather than individual learning. Through a number of case studies,
Whelan (2005) showed how a popular education approach created
opportunities for education through social action.
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We are suggesting there is a need to be more explicit about
disciplinary lines of enquiry, and to consider how as adult educators
it is possible to draw on these multiple lines of enquiry. And so, when
examining what constitutes success of a change process, we propose
it is useful first to identify what type of change is being facilitated.
We take as a given that ultimately all efforts aim to change and
improve the state of the environment. But there are various aspects
that must change first in order for the state of the environment to
improve. Table 1 summarises the areas of change and matches them
to particular disciplinary traditions.

Table 1: Areas of change and disciplinary lenses

Areas of change Disciplinary lenses
Organisational and social values, cultural Sociology

norms, social movements and community

aspirations

Public policy and social movement Political science

strategies

Individual, household, organisational Behavioural change and psychology

practices and behaviours

Awareness, knowledge, values, attitudes, Education
language, skills and competencies

Participation in the Australian environment movement

The community-based environmental movement continues to
involve significant numbers of people across Australia. According

to Hutton and Connors (1999), by the late 1980s at the end of an
intense period of campaigning and growing professionalism among
environmental NGOs, there were more than 300,000 members of
these groups Australia-wide. Indications are that overall membership
numbers have grown since, but the available data is only partial,

and it is difficult to provide a comparison between the older
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established groups and the newly formed groups. Table 2 reports
on the membership of a number of the larger, more established
environmental groups.

Table 2: Membership of the more established groups

Group 1998 2006
Landcare/bushcare 164,600 130,000
Greenpeace n.a. 130,000
National Trust 78,000 n.a.
ACF 60,000 n.a
Other 166,500 n.a.
Total number 469,100 n.a.

It shows that, in 1998, an estimated 469,100 people were members
of environmental groups in Australia (Lennon 2001). A breakdown
showed that 164,600 people belonged to a Landcare or catchment
management group, 78,000 were with the National Trust, 60,000
in ACF, and a further 166,500 in a range of other smaller groups.
Recent studies show that, by 2006, Landcare groups and Greenpeace
each had about 130,000 members across Australia (Ragusa &
Holden 2006), and there were well over a thousand environmental
groups in NSW (Herriman et al. 2007: 3), with the NSW Nature
Conservation Council (NSW NCC) representing 114 of the more
established environment groups. In NSW in 2007, among the
1,863 Landcare groups across the state, the membership totalled
47,780 (Landcare NSW 2007).
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Table 3: New groups — members, groups, participants

Group 2007

GetUp 230,000 members
Climate Action Movement 130 groups
Climate Action network 67 organisations
Climate Camp 1,200 participants

Among the new groups (Table 3) is GetUp, which includes among
its campaigns a significant number addressing environmental and
climate change issues. From 2006 the membership grew quickly so
that, by the end of 2007, Get Up had more than 230,000 members
registered online across Australia (Flowers & Chodkiewicz 2008).
Also important is the new climate action movement, which in 2007
had more than 130 Climate Action Movement groups set up across
Australia, with 57 of them in NSW (NCC 2008) and more than

67 affiliated organisations were part of the Climate Action Network
Australia (CANA 2008). Another new important form to emerge was
the community-based Climate Camp. Organised by a coalition of
groups, it brought together more than 1,200 participants in a mix of
discussion, learning and action over four days in Newcastle in July
2008 (Climate Camp 2008).

Analysing practices of change

In the focus groups we organised and the case studies we researched,
we studied change practices in a number of domains — including

the public policy and community action domain, the family and
household domain, and the consumer and market domain. Here

we will highlight a number of the themes that emerged across these
domains related to new ways of engaging people to become more
involved in pro-environmental actions.
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Overall we found in our study that NGOs were continually struggling
with change and with finding a balance between staying with the
‘old’ and developing the ‘new’. Among the main aspects they were
struggling with were:

« language

« organisational structures

« ways of defining issues

« membership and participation opportunities

« ways of communicating and educating

« measuring the impact of their work

« priority-setting about whom they seek to work with.

Adult education in the public policy and community action domain

A strong feeling emerged in our discussions of a real divide between
new and old forms of organising, and between what appealed

to younger people (16—35 year olds) and older people (50 years

and over). These views seemed to leave out families with older
children and the middle aged (35 to 50 year olds). Asked about
membership of environmental groups, focus group participants

who were experienced activists felt that membership of established,
community-based environmental groups had fallen over the last
decade. Another said that there continued to be significant differences
among community-based environmental groups in their focus and
appeal. The older more established ones, like the ACF, appealed to
older people and the newer ones, like Greenpeace, to younger people.

New ways of engaging people were discussed, including an example of
the new internet-based groups like GetUp. One activist felt that these
groups were successful because they reached people in new ways and
enabled people to choose more easily in which issues they would get
actively involved. One focus group participant was concerned about
the kinds of involvement that occurred in these new groups and what
getting involved online with GetUp really meant. He suggested that
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the level of involvement it achieved, such as having people joining
online or signing a petition online, was a superficial action.

There was also scepticism about the value of participation in events
that specifically focused on bringing in young people like the Live
Earth concert in Sydney in June 2007. A union activist disagreed and
said that their earlier Rockin’ for Rights concert, organised by the
union movement, was a successful event, involving and recruiting
young people into the campaign against the federal government’s
Work Choices legislation. Not only did younger people get involved
but many joined up as union members. It was suggested that younger
people were more likely to respond if approached on the street or

in a shopping centre, and they were willing to sign up as a member

or to make a donation to a group like the World Wildlife Fund. An
experienced activist suggested that while people would get involved in
programs, new groups or new initiatives, at the same time they could
be easily turned off from taking any further actions. This suggested
the level of commitment to taking environmental action was weak.

GetUp

One of the largest of the new, online-based, independent, community
campaigning groups in Australia is GetUp. It was formed in 2006
with the specific aim of building a more progressive Australia,
bringing together like-minded people who wanted to increase the
level of active participation in our society, and to focus specifically

on political change. Set up as a non-profit organisation, it has been
supported by individual donations and various non-government
organisations, unions and community groups. It has a more targeted
focus on the political process than the other online-based groups, and
with more than 230,000 members nationwide in 2007, Get Up has
been able to mobilise between 20,000 and 100,000 people to take
actions on specific issues.
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While the group generally appeals to a younger generation, its
membership is drawn from other age groups as well. Most of its
members join up online, and can get involved in a range of issues

and campaigns. The environmental campaigns have included a

Save Our Heritage and a Climate Action Now campaign. The ways
that individual members generally have been involved have been

by: signing up online as members and receiving a regular email
bulletin; joining campaign actions by signing online petitions, and/
or making donations; proposing ideas for action — such as putting

up billboard advertisements to bring David Hicks home, skywriting
messages above Parliament House, Canberra, on the day crucial votes
were to be taken on the Migration Bill; or turning the most popular
suggested ideas on election issues into funded 30-second television
advertisements. In the lead up to the 2007 federal election GetUp
members were asked to create, rate and help fund the production and
airing of 30 second television ads to achieve a better, fairer Australia.
Members uploaded more than 150 advertisements onto the GetUp
site, including ones on climate change.

In November 2008, GetUp was involved in partnership with Nature
Conservation Councils in each state in Walk Against Warming
rallies in Australian capital cities, leading up to the government’s
announcement of its carbon trading scheme. Earlier in the year, it
staged a Climate Torch Relay to focus attention on climate change
issues. GetUp has also arranged some face-to-face meetings for
members as a way of bringing people together locally. But these kinds
of meetings have not been a central part of their activities.

Climate Action groups

In response to the issues of climate change, new coalitions of groups
have been formed as a way of mobilising large numbers of groups
and members. Various climate action groups across Australia have
been brought together as members of the Climate Action Network
Australia, which together has more than a thousand organisations.
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This coalition includes environmental and climate, national
environmental, environment, human rights and youth, aid and
development, faith-based, renewable energy and energy efficiency,
state-based and regional environmental organisations as members
(CANA 2008).

As a key state-based organization, the NSW NCC set up in 2007 one
of its major climate change initiatives the Climate Movement, which
is an online hub that brings together almost 130 climate action groups
around the country, with 57 of them located in NSW (NCC 2008).
The website provides a space for groups to register and be part of
actions on climate change that include traditional forms like media
releases, submissions and mass actions. The site includes tips,
resources, a ‘what’s on’ section, and an online way to make donations.
Significantly, many of the groups have only a few registered members,
but they are able to reach out into their local community and involve
many more people when either online or mass actions are called like
the Walk against Warming in Sydney in 2006 that attracted over
40,000 people.

Climate Camp

One of the new forms of environmental mass activism and learning is
Climate Camp, which began in the United Kingdom in 2006 and has
inspired events in Australia, New Zealand, United States of America
and Germany. A coalition of groups including Rising Tide, Australian
Students for the Environment Network, Friends of the Earth and

the Change Agency organised the first Australian Climate Camp in
Newcastle in 2008. Climate Camp takes a consensus-based education
and training approach to social action for environment. Taking

place over six days, the camp not only brought together more than
1,200 people, but featured a major focus on discussion and learning
as part of the camp.
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All the climate camps that have taken place in various countries

are conceived as week-long, intensive, action-oriented education
events. In the case of the Newcastle camp, there was a combination
of on-site workshops, forums and discussions about climate change,
social change and mass action. It also featured a number of sessions
providing specific training in non-violent direct action, as a lead-up to
a number of direct actions by participants against the export of coal,
as well as a debrief after the actions.

As a way of bringing people together and helping them to develop
stronger social and motivational connections at the camp,
participants were able to join together in both affinity groups and
neighbourhood groups. A feature of Climate Camps in the UK has
been the organisation in regions across the UK of neighbourhood
groups, which were set up to bring people together before each camp.

Adult education in the household domain

ACF's GreenHome

The success of the ACF’s GreenHome project was seen as a good
example of the new ways of involving people in changing their
behaviour in the home. It was the brainchild of a younger staff
member at ACF and started in 2005 before the recent upsurge of
public interest in climate change issues.

A feature of the program has been that people were involved

through a mix of online and face-to-face activities involving three
key strategies — providing information, feedback and support — as
suggested by the Geller model. Information was impo