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Abstract
This research examines the concept and practice of citizenship education in a
residential school setting and its effect on the participating students’ developing sense
of community. It is achieved by using a triangulated mixed method case study to
examine Wesley College’s Year 9 residential program, based in the rural township of
Clunes, central Victoria, Australia. A number of data collection methods are utilised,
including surveys, in-depth interviews and observations.

A strong and enriching

element of this research is that of participant observation, made possible through the
researcher being a teacher at the school.

This research concludes that the Wesley at Clunes Program provides, in the
main, an effective program of participatory citizenship and this is especially relevant in
regard to community engagement. Students attending Clunes were found, as the term
progressed, to experience an increase in their sense of community and community
connectedness. On an individual level, students found that the Clunes program
provided valuable learning for them in regard to being a member of a range of
communities. Some recommendations are made in the final chapter, based on the
research findings. These are designed to inform and improve current practice.

Finally, and perhaps most interestingly, this research has many implications for
contemporary educational theory and practice. These include innovative teaching and
learning approaches for Year 9 students, the formation of middle years education; the
teaching of citizenship education, educational engagement and socialisation, the
acquiring of personal relationships within a residential school, and how to develop a
sense of community within an educational context.
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Chapter One – Purpose and Organisation

Introduction and purpose of this investigation
This is a mixed method study of socialisation, citizenship and community as it
is found within a Year 9 residential educational setting. The program being examined is
based in the small, rural, Western Victorian township of Clunes, near the provincial
city of Ballarat. This offers an interesting contrast to the students’ normal schooling at
Wesley College in the bustling metropolis of Melbourne. The concept of having a
residential Year 9 program is not unique; however, basing the program within an
already established community is. This, in itself, adds another dimension to the Clunes
residential experience for students and staff as they endeavour to create a classroom
within a community, and in turn a community within a classroom. Added to this are the
multifaceted, interlinking communities in which the Wesley at Clunes student engages
whilst at Clunes. These include the students’ Melbourne community, their house group
community, Wesley at Clunes campus community, and the wider Clunes township
community. The result is a fascinating situation of great sociological and educational
interest. In broad terms, the purpose of this research, therefore, is to examine how the
Wesley College students’ sense of, and connection to, community is affected by their
time in Clunes.

As the concept of community and, in turn, sense of community, is so broad,
framing this research within the realms of citizenship education provides focus and
direction. It is within the establishment of community that the teaching of citizenship
skills comes to the fore with students needing to develop the skills and knowledge
necessary to enable them to live within and contribute to their different communities.
While it is evident from examining previous research (Downey, 2002; Gorur, 2008a,
9
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2008b; Loader, 1999; Mason, 2002; McDonough, 2002) that students can develop
some citizenship skills by attending the Clunes campus, no research has examined in
detail the effect of the residential program on the participating students’ sense of, and
connection to, community.

The focus on students’ sense of, and connection to, community requires the
defining of the terminology. After all, the term ‘community’ is one that is fraught with
many different connotations. For the purpose of this research the simplistic definition
of ‘a group of people who have something in common’ was provided to students to
describe a community. This definition was developed using an extensive review of
literature relating to community and sense of community. The works of Dawson (2006)
and McMillan & Chavis (1986), in particular influenced this definition. The formation
of this definition is explained in more detail within the methodology chapter of this
thesis. While the use of the simplified term ‘a group of people who have something in
common’, could be seen to be trivialising the more in-depth works of Dawson (2006b)
and McMillan and Chavis’ (1986), the simple nature of this terminology allowed
students to expand this definition through their qualitative answers. They did this by
adding their own terminology of ‘together’ to the definition to further expand and
delineate their understanding.

Within education the introduction of residential programs at Year 9 provides an
additional and fascinating area of study. Many, including Wesley College’s Clunes
campus, were introduced as a way of engaging Year 9 students with their education and
in doing so, providing students with a form of initiation into their adult lives. Cole,
Mahar, & Vindurampulle (2006a, p. 12) comment that “students in Years 9 and 10 are
intrinsically less motivated in learning activities than children in Prep to Year 4” and
10
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that this “…lack of engagement and motivation in learning can have a significant
impact on the learning outcomes for these students.” The residential programs are
often located away from the students’ main campus and provide them with many
different opportunities to participate in what they may perceive as relevant and
meaningful educational tasks. With the increasing prevalence of Year 9 programs
within the educational milieu, this topic is worthy of exploration.

Historical and sociological background to this study
Clunes
Clunes is the location for Wesley College’s residential program. It is a small
rural township nestled in the heart of the Central Victorian Goldfields region. The
Indigenous Djadja Wurrung were the first inhabitants of this area, although, due to the
extensive mining activity, little evidence can be seen of their occupation in the
township of Clunes today. In 1839, Donald Cameron, the first European settler to
arrive in the area, took up a pastoral run on the edge of what is now the Clunes
township. The tranquillity of the area came to an abrupt end on the 15th of July, 1851,
when Clunes became the site of the first payable gold found in Victoria and, as such,
the first Victorian Goldfield, causing a rush of people to the area. For the first few
months, the gold that was mined was mainly alluvial and therefore easily extracted. By
September 1851, the alluvial gold was gone and “the potholed landscape again became
the province of Donald Cameron and his sheep” (Woodland, 2001, p. 6). A Gold Rush
started again in September 1855 with the introduction of machines that could crush the
large chunks of quartz and, in so doing, expose the gold within. Land issues abounded,
however, and with the majority of the gold being located on private land, and the
crushing machines not being suited to the Clunes environment, this ‘rush’ again petered
out. In 1856 the Port Phillip Mining Company took an interest in the goldfields of
11
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Clunes and with their international experience supporting them, gold mining in Clunes
became profitable (Woodland, 2001, pp. 8-9). The population of Clunes underwent a
steady increase during this time, swelling to a peak of 6203 in 1874 (Clunes Museum,
2011). There were eight schools, 850 dwellings, five churches, and seven quartz mines.
There were also 15 hotels, 12 grocers, one baker, six butchers, four fruit and
confectionery shops, two restaurants, four boarding houses, two tailors, three drapers,
four bookshops, two painters and paperhangers, two ironmongers, four blacksmiths,
two wheelwrights, two stationers, two doctors, three foundries, one gas works and
several brick making yards (Clunes.Org, 2011).

Over time, mining became less profitable as the mines had to go deeper and the
gold was harder to extract. Mining ceased in Clunes in the mid 1890s, which led to an
exodus from the township as miners moved onto other Australian and international
goldfields. Those left in Clunes diversified, establishing knitting mills and other
factories, however, the heady days of the gold rush were not repeated (Ballarat.com,
2011).

The population of the Clunes township is now approximately nine hundred. The
township has one primary school, three churches, a post office, pharmacy, newsagent,
petrol station, butcher, green grocer, supermarket, hotel, cafés, a swimming pool,
community sports centre, and various other antique and collectable stores. There are
also several clubs that cater to the variety of ages living in the township and
surrounding areas. These include a football and netball club, bowling club and the
senior citizen’s club.

Although Clunes does have an elderly population, there have

been recent increases in the number of people with young families moving from
Melbourne for the cheaper housing available in Clunes and the country lifestyle. The
12
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future viability of the township of Clunes “was reported as being directly linked to the
Wesley College development during the inception of the campus” and while this cannot
be proven it does demonstrate the support and link that the community of Clunes has to
the college program and vice versa (Downey, 2002, p. 7).

Wesley College
Wesley College Melbourne commenced in 1866 at the St. Kilda Road campus.
It was created through the efforts of Walter Powell, who donated, and encouraged
others to donate their money, to fund the opening of a Wesleyan Methodist Secondary
College in Melbourne. Interestingly, part of his desire to see the college open came
from his concerns over what was happening to the fundamentals of community through
people living on the goldfields. He stated that, “the chronic worldliness of the
community had been aggravated into delirium. As the love of money raged, the love of
souls waxed cold in many hearts… new Towns became ghastly emporiums of
sensuality and sin…” Gregory (as cited in Lemon, 2004, p. 27 ).

When Wesley College opened, it was a boys’ school with boarding facilities.
The college is now a co-educational, independent day school, of the Uniting Church of
Australia (Lemon, 2004). In 2011 the college has three campuses; St. Kilda Road,
Glen Waverly and Elsternwick, and has a combined enrolment of approximately 3,000
students, making it one of the largest independent schools in Australia (Wesley
College, 2011d). The college prides itself on its values and vision. These include
“educating the whole person through the timeless principles of learning, to know, to do,
to live with, to be, with innovation and wisdom” (Wesley College, 2011e).
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In 1997, amid national concerns regarding Year 9 education and under the
guidance of Principal David Loader, Wesley College developed the idea for a Year 9
residential campus in the township of Clunes. Extensive community consultation was
undertaken with the Clunes community, including a public meeting at the Town Hall
attended by 400 people. The Courier newspaper reported that the population of Clunes
would increase by 10% when the development opened and “the town’s number of
empty shops is also expected to be reduced and the influx of parents visiting their
students will be a boon for the accommodation and service industries” (Hill, 1999).

In late 1999 the residential units were “built around the old Methodist and
Presbyterian Church building”. The plan was to combine groups from all three of the
Melbourne campuses. The aim was for students to be “as self-reliant as possible and
learn how to coexist in a small country town” (Lemon, 2004, p. 568). Thirteen student
houses were constructed, each sleeping eight students in twin share accommodation.
One house has two single bedrooms to accommodate students that require more
personal space. The first group of students arrived in February 2000.

At the time of this research, only 11 houses are in use as two houses were
reassigned as staff accommodation. As a result, the total number of students able to
attend Clunes in a term is 881, however, the roll seldom reaches this number due to the
student attendance being spread out over the four school terms. Students are educated
not in traditional classrooms, but in the buildings, streetscapes and surroundings of the
Clunes township and rural countryside.

1

Due to a restructuring of staff accommodation and administration facilities in 2010, only 10 houses,
which cater for up to 80 students, are currently in use.
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Since it first opened in 2000, the curriculum at Clunes has been continuously
reviewed and refined to enhance students’ learning outcomes. In Term One, 2009, a
new curriculum was implemented which was based on a wider Wesley College
initiative that utilises the philosophies of ‘Understanding by Design’ (Wiggins &
McTighe, 2005). While the curriculum was therefore relatively new when students
attended Clunes in Term Two, 2009, anecdotal evidence suggests that this did not have
any undue influence over the results of this research, as the areas that students mention
within their surveys and interviews were, for the most part, untouched by this
curriculum change.

Four previous research projects have been completed on the Wesley at Clunes
Program. In 2002, Tamara Downey, a Master of Education research student at Ballarat
University, investigated whether Wesley College had become a part of the Clunes
community, according to the people of Clunes. A second research project, a Master of
Education thesis by Sharon McDonough (2002), examined the extent to which students
who attended the Clunes campus developed a sense of identity. An internal evaluation
of the Wesley at Clunes Program was also undertaken in 2002. This report focused on
the progress of the program since its initiation and reported the results of a quantitative
survey completed by students, parents, teachers from Wesley College Melbourne and
Wesley at Clunes, and qualitative interviews of 29 students. In 2008, ethnographic
research by Radhika Gorur (2008), for the Wesley College Institute for Innovation in
Education, built on the research of McDonough (2002) by examining the learning
practices and program features that make learning at Clunes unique. This literature is
discussed in considerable detail in Chapter Two of this thesis.
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Research questions
This research could, quite obviously, proceed in many directions. To focus the
study on citizenship education and sense of community, I explore the following
questions:
How does participation in Wesley College’s Year 9 residential program affect
students’ sense of and connection to community?

What effect does this program have on students’ understanding of what it means
to be a member of a community?

What aspects of the program do students view as contributing positively to their
sense of community?

What aspects of the program do students view as contributing negatively to
their sense of community?

Focusing on the students’ participation in the Wesley at Clunes Program
provides the opportunity to gain further insights into how a sense of community
evolves over time, and in turn, what students actually gain from participating in the
program when it is socially, emotional and physically very different to their lives in
Melbourne. It also allows Wesley College to receive relevant feedback on the parts of
the program that support the students development when it comes to creating a sense of
community, and at the same time, areas of the program that may hinder this
development.

Through gaining this understanding it is hoped that future programs,

both at Wesley College and within the wider educational community, will support and
build on young people’s sense of community in a positive and supportive fashion.
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Purpose and Organisation

Scope of this study
This research is a delimited study into the effects of the Wesley at Clunes
Program on the attending students’ evolving sense of community. As such, the
students’ family backgrounds, prior schooling, maturity, experiences and relationships
prior to attending the Wesley at Clunes Program, are not examined in detail. These
elements could, however, be considered to directly affect a student’s sense of
community and as a result this research can only be viewed as a ‘snap shot’ of the Term
Two, 2009, students’ experiences at the Clunes campus. Contrasting this research with
the earlier works of Downey (2002), Gorur (2008a, 2008b), Mason (2002) and
McDonough (2002) into the Wesley at Clunes Program does, however, provide a wider
view of the background of the research.

When reading this thesis it is important to remember the multifaceted character
of communities and the evolving nature of the people who live within them. As will be
discussed within the analysis and findings, some Wesley College students found the
youth of Clunes to be intimidating and felt threatened when in their presence. The
majority of Clunes youth whose behaviour may have led to this disquiet have now
moved away from the Clunes township. My own observations and anecdotal evidence
indicate that Wesley College students no longer experience these feelings when
interacting with their current peers in Clunes.

It is also important to remember that every group of Wesley College students
that attends Clunes forms its own ‘culture’2. The students who attended the Wesley at
Clunes campus in Term Two, 2009, were considered by the Clunes staff to be an

2

This research utilises Gilbert and Hoepper’s (2011, p. 288) definition of culture. They state that a study
of one’s culture is a study of the meanings, “language, symbols, beliefs, understandings”, found within a
group.
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outstanding group of young people who had minimal interpersonal issues and
demonstrated an ability to communicate with each other and with staff at a very high
level. This again demonstrates the need to view the results of this research as a ‘snap
shot’, as not every group of students that attends Clunes functions at this level.

This research is undertaken using a triangulated mixed method research design,
with the added dimension of some characteristics of an ethnographic, participant
observation, case study. This design has been utilised due to my role as a teacher at the
Wesley at Clunes campus which provides a level of depth to this research that would
not have been achievable had I been employed elsewhere. While every effort has been
taken to avoid researcher bias affecting this data, my closeness to the research must be
taken into account when reading this thesis. The use of a mixed method research design
helps to reduce the risk of researcher bias being introduced and the triangulated nature
of the analysis ensures that the data was supported on many levels. This helps to reduce
any possible weaknesses in the data interpretation. To further reduce the possibility of
researcher bias entering this work, colleagues at Wesley College were asked to review
this report and provide feedback on any areas that they felt were inaccurately
represented.

Educational relevance and significance
This study is relevant to, and significant for, educational theory and practice in
many ways. These include approaches to teaching and learning at Year 9, the formation
of middle years education, the teaching of citizenship education, educational
engagement at Year 9, the teaching of personal relationships within a school
curriculum, and understanding the developing sense of community within an
educational context.
18
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By adapting Rovai’s (2002) survey instrument, which measures classroom
community, this research provides a tool that can be used within other educational
institutions and classrooms to further explore and develop an understanding of a sense
of community.

Doing so provides opportunities to create enhancements to their

curriculum that may assist students to become more engaged within their schooling.
The research also provides evidence that students do benefit from participating in
residential programs in relation to their development of sense of community and
community engagement. It also shows that students benefit from participating in
Community Service style programs within their education. Finally, this research is
relevant to understanding how Year 9 residential programs affect students’ sense of
community. The notion of sense of community is a problematic area when it comes to
research, but one that is increasingly relevant and significant in the eyes of educators
and social science researchers.

Outline of the study
The overarching purpose of this study is to explore the concept of citizenship
education in a residential based setting and its effect on the students’ developing sense
of, and connection to, community. The effects of the Wesley at Clunes Program on
students who attended the Clunes campus in Term Two, 2009, are investigated and
analysed.

The literature relevant to this research is reviewed in Chapter Two where it is
separated into three key sections. The first explores the Wesley at Clunes Program.
This includes the underpinning philosophies, the learning outcomes and an examination
of previous research undertaken on the Clunes program. Section Two explores the
theoretical background of residential programs and endeavours to provide the rationale
19
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behind why schools, such as Wesley College, utilise this style of program with their
students.

The third section examines the concepts of citizenship education and

provides theoretical literature relevant to the concepts of community and in turn, sense
of community. In doing so it explores the multilateral links between these concepts and
the Wesley at Clunes Program. Theories relating to group formation are also explained
within this section to provide an understanding of the journey students undertake whilst
at Clunes, from being an individual to a group member, and in turn, a group member to
a member of a community.

The methodological approach to the research problem is outlined in Chapter
Three. Here the use of a mixed method research design is described, and justified. The
different qualitative and quantitative methods used are also explained in detail and
areas of possible weakness are explored, while ways of reducing this weakness are
addressed.

In Chapter Four, analysis of the data using a triangulated mixed method design
is presented. This data is presented in five sections. The first provides an examination
of the students understanding of the term community and their perception of the traits
of a good community member. Section Two explores the key research question of ‘how
does participation in Wesley College’s Year 9 residential program affect students’
overall sense of and connection to community’ and shows that Wesley College students
who attend Clunes do experience an increase in their sense of community and
community connectedness. Section Three explores the growth of the individual and
finds that the multifaceted elements of community that student’s find themselves in at
Clunes provide valuable learning for them on an individual level and also in relation to
what it means to them to be a member of a community. Section Four explores the
20
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students’ feelings of, connections to and experiences in community and reveals the
interlinking nature of the communities of which students find themselves to be a part
whilst living at Clunes, along with elements of the program that help or hinder their
sense of community. Section Five presents the data in relation to the question ‘what
effect does this program have on students’ understanding of what it means to be a
member of a community”. The findings are broad and diverse, and provided support to
the claim that the Wesley at Clunes Program does affect the participating students’
understanding of what it means to be a member of a community and in doing so,
provides us with an understanding of what it means to be a community member.

In the concluding chapter of this thesis a summary of the significant findings is
presented with consideration given to the existing research examined within the
literature review. The implications of the current research for Wesley College, future
researchers and educators in residential programs, is then explored. The final part of
this chapter provides recommendations for future research, which could expand on and
enhance the current research. In doing so it would provide an even broader knowledge
base with regard to sense of community and Year 9 residential education.
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Chapter 2 – Review of the Literature
Introduction
The notion of community and, in turn, sense of community has been explored
for many years. The sociologist, Ron Wild, cautions that, “…community is one of the
most notorious concepts in sociology. There is little agreement as to what is meant by
the term” (1981, p. 17). It is, however, clearly of significance to educators with the
dimension of ‘community engagement’ being included in the Civics and Citizenship
domain of the Victorian Essential Learning Standards. Gilbert and Hoepper (2011, pp.
4-6) also promote the notion of community when they argue for the inclusion of
Studies of Society and Environment within the new Australian National Curriculum.
This domain would addresses issues within the community and community
engagement. They state;
Many examples of student action and participation in civic and citizenship
education are achieved through collaborative action with the local or wider
community. These partnerships could be with another school, a community
group, local council, or business. Forging links with the community has
advantages for students and schools, including providing: opportunities for
students to make a difference in their own or another community; access to
resources that may not be otherwise available to the school; [and] opportunities
to learn life skills (Gilbert & Hoepper, 2011, p.414).
The notion of a sense of community within a classroom or learning community is
therefore topical and worthy of exploring for it reflects the feelings that members of a
community “have in relation to their belonging to a community” (McMillan & Chavis,
1986, p. 9).
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Also worthy of exploring is the concept of residential based or alternative Year
9 programs which aim to increase student engagement and learning, and provide
avenues for students to be active members of a community. While Year 9 programs
have been topical for some time the concept of residential based Year 9 programs was
brought to the fore in the 2010 Victorian Election where the Victorian Labour
Government proposed a policy whereby all Year 9 students in government schools
would have the chance to participate in a “two week residential experience to develop
life skills such as self-reliance, leadership, independence, respect, teamwork and caring
for others” (Victorian Labour Party, 2010, p. 2) . Careful examination of sense of
community and Year 9 residential education is therefore required in order to answer the
key research question: How does participation in Wesley College’s Year 9 residential
program affect students’ sense of community?

The literature informing this case study is presented within three key sections of
this chapter. The first explores the unique program run by Wesley College at its Clunes
campus. It outlines the philosophical reasons the program was introduced and examines
previous research into the program. The second explores the theoretical and
philosophical background that has contributed to the creation of dedicated middle
school settings and, in particular, the use of residential setting programs with Year 9
students. This section is split into four distinct, yet equally important parts. Part One
explores the theory of adolescent development and, in particular, the “…profound
physical, social, emotional and intellectual changes” associated with this time (Cole, et
al., 2006a, p. 2). Part Two examines Generation Y and the generalist theories of how
young people born after 1980 learn and act within society, as well as what they value
within their education. Part Three explores recent ideas and recommendations relating
to educational engagement at Year 9. Part Four considers the concept of residential
23
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programs. It examines education happening within Victoria in residential settings, and
how this in turn relates to engaging Year 9 students within education.

The third section of this literature review examines the concepts of citizenship
education, sense of community and group development. This is split into four parts.
The first explores the Wesley at Clunes Program’s links to the curriculum. This is done
by considering the Victorian Essential Learning Standards as the basis for all
curriculum taught within Victorian schools. Part Two examines the concept of
citizenship education as an area of the curriculum that matches succinctly the aims and
objectives of the Wesley at Clunes Program. It defines the notion of citizenship, while
at the same time exploring whether Wesley at Clunes can be considered to be teaching
its students citizenship skills. Part Three explores the concept of community as an
element of citizenship, with a focus being given to establishing just what the term
‘sense of community’ means within our classrooms and how this can be assessed. The
final section of this chapter examines the theory of group development as a means of
understanding the transition students may go through when they merge from being
individuals to group members, and in turn, group members to members of a
community.

Section 1. The Wesley at Clunes Program
In 1997 David Loader, the then Principal of Wesley College, one of Australia’s
largest independent schools, proposed the idea of a residential experience for Wesley’s
Year 9 students in the small, rural, Western Victorian township of Clunes. He hoped
that the project would,
Create in the heart of Clunes a residential educational setting in which Year 9
students from Wesley will be able to explore the personal, cultural, spiritual and
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community domains and for this educational study to be integrated into the total
learning experience offered to middle school students (Loader, 1999).

The development of the Wesley at Clunes Program grew from a review of the
Wesley College middle school in 1998, which was influenced by research on middle
schooling from both Australia and worldwide. Mason (2002, p. 6) comments that
“…this research suggested that students in Middle School were preoccupied with
identity, relationships and developing a sense of purpose and direction in their lives in a
world that for them, was becoming increasingly fragmented and uncertain”.

In

outlining his vision of what Clunes could be, David Loader stated that,
There has been much discussion in recent times of the need to reinvent
initiation… On the threshold of adulthood, young people show a great deal
more interest in becoming effective adults than they do in studying what we see
as central core subjects such as history, mathematics, science and the like… The
reinvention of initiation is needed to aid the transformation of a young person to
an adult, the movement of a young person from isolation into community, the
shift from dependence to independence and interdependence. A good initiation
process takes dependent people and enables them to grow through a formal
educational process into independent people who are able to recognise the
central importance of ‘rites of passage’ for a community of well being (Loader,
1999, as cited in Mason, 2002, p.7).

Loader’s comments echo of different cultures and times gone by where
initiation was considered the norm and a key part of the transition from a child to an
adult. His views are further expanded by exploring the words of Calame who
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endeavours to clarify the methods and definitions used within the field of anthropology.
He states that,
The rite of passage [his emphasis] has played an important role during the last
century, especially in the anthropology of the ancient world…it would appear
that its principal actor, the individual, pursues throughout the course of his life
an entire series of these ceremonial stages: in this manner he overcomes several
“limits” or “borders”… thus each passage serves to modify and model the
individual while introducing him to a new status… in the passage to a new
status, man [sic] becomes what he needs to be (1999, p. 280).
In outlining the underpinning philosophy for this residential experience, Loader
identified three key aspects: “the philosophy of self, the interlinking communities,
[and] the place of spirituality and culture”. The overall aim of the residential project
was “the education of the whole person in community” (Loader, 1999, p. 3)

In 2000 the Clunes campus was opened. Since then, up to 96 students per term
have left the metropolitan campuses of St. Kilda Road, Glen Waverly and Elsternwick
to attend the Clunes campus for eight weeks at a time. Due to its small size and
students moving to another campus at the end of Year 9, students from the Elsternwick
campus do not currently attend Clunes in Terms Three and Four3. There are four
separate groups of students each year (Lemon, 2004, p. 568). Students live in single
sex houses of up to eight students and are directly responsible for all aspects of their
domestic life, “…including, shopping, cooking and cleaning and care of the vegetable
garden” (Wesley College, 2011a). No adults live in the houses with the students. The
students undertake their shopping in the local Clunes community, purchasing groceries

3

At the time of this research, students from the Elsternwick campus attended Clunes in Terms One, Two
and Three. This practice was changed in 2010 when students from Elsternwick began attending Clunes in
Terms One and Two only.
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from the supermarket, meat from the butcher, and fruit and vegetables at the green
grocer.

The curriculum is different from that which the students study at their
Melbourne campuses. As the Wesley at Clunes website explains, “the curriculum is
student-centred and often negotiated in a collaborative manner with staff” (Wesley
College, 2011c). Students participate in a wide variety of activities and courses. These
include Community Service, a self-directed investigative project, and the completion of
dedicated focus courses, which support the six key learning areas of Self,
Relationships, Community, Environmental Sustainability, Place and Time, and
Learning (Wesley College, 2011b). Central to the aims and curriculum of the Wesley at
Clunes Program is the notion that the Clunes community is part of the ‘classroom’ for
the students and that their learning can happen both within the campus and within the
wider community. Through this close link to community it is hoped that students will
gain a stronger ‘sense of community’. Marshall (2004) commented that it is “…the
sense of community which most of all embodies the Wesley spirit. There is a
community within each house, there is the community of [the] Wesley at Clunes
Village and there is the wider Clunes community”.

In 2002, Tamara Downey, a Master of Education research student at Ballarat
University, investigated whether Wesley College had become a part of the Clunes
community, according to the people of Clunes. To do this, Downey framed her study
within the argument that “…community is an ambiguous concept due to its idealistic
nature” (Downey, 2002, p. 12). As such, she based her research on the idea that
“community consists of a set of relationships” and “that every member of the Clunes
population could be treated as a member of the community” (Downey, 2002, pp. 1327

Review of the Literature

14). She also used two related assumptions to delineate the concept of community
within the study; “that participants in the study have interpreted the word community
differently and secondly, that one’s ideas about what it means to be part of a
community depend on one’s ideas about community” (Downey, 2002, p. 88). As a
result Downey framed the term community as consisting of “an ideal set of
relationships… which may or may not exist in reality” (Downey, 2002, p. 3).

Downey’s qualitative research focused on participant observation, the
examination of written material related to the Wesley at Clunes venture, semistructured interviews and a survey of 13% of the residents of Clunes. Due to the
research focus being on the effect of the newcomer (in this case, Wesley College) on
the already established Clunes community, no Wesley College staff or student was
surveyed or interviewed as part of the research (Downey, 2002, p. 35).

Three

conclusions were formed. The first was that “the meaning of community is inextricably
linked to the way in which the concept of community functions as an ideal concept”. In
the case of her research Downey discovered that “the quality of the relationship
between college and community is dependent upon how people think about community
in the first place” (Downey, 2002, pp. 118-119). The second was that the concept of
community “forms the basis for a genuine partnership between Wesley College and the
Clunes community”.

Downey does however caution that “the future of this

partnership… will clearly depend on the continuing provision that each has something
that the other needs and/or wants” and that this will be affected by time and the degree
of mutual concern that Wesley College and the Clunes community have for each other
(Downey, 2002, pp. 120-121). The third conclusion was “that (great) potential exists in
the Wesley/Clunes partnership for a genuine city-country alliance”, if the people of the
Clunes community and Wesley College are willing to develop it (Downey, 2002, p.
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122). Of important note are the tensions identified within this research regarding
Wesley’s membership of the Clunes community that stem from the township,
“…playing a curriculum role for other people’s children and the school performing a
town renewal function in someone else’s community” (Downey, 2002, p. 123).

A second research project, a Master of Education thesis by Sharon McDonough
(2002), examined the extent to which students who attended the Clunes campus
developed their sense of identity. This included the development of a greater
understanding of the “self, community and their [students’] roles in communities”
(Lloyd & McDonough, 2001, p. 3). This research used a stratified systematic method of
sampling with a group of twenty-two students. The data was collected using a variety
of methods, including self-description questionnaires, “…standardized tests, semistructured interviews, focus group discussions, participant observations, and a
structured schedule for comments by teachers” (Lloyd & McDonough, 2001, p. 2). The
results showed that the Wesley at Clunes Program had a positive impact in the areas of
self-concept, learning and understanding of community.

In the area of community the report outlined that students’ relationships with
their Wesley College peers were positively affected by their Clunes experience,
although “the majority of students did not interact significantly with ‘peers’ in the
Clunes community” (Lloyd & McDonough, 2001, p. 4). Reasons provided for this
included; Wesley students wanting to establish relationships with other Wesley peers
due to these relationships being easier to maintain; Wesley students creating links with
Clunes locals through the sporting program and not everyone being interested in
pursuing sporting activities; the students being in Clunes for only eight weeks which
affects the amount and types of relationships possible with community members; and
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the students’ own preconceptions towards community interaction (McDonough, 2002,
pp. 66-69).

This research also found that curriculum related work assisted students with
their understanding of community by helping students to,
…become clearer on the nature of community and the relationships that exist in
it; derive some satisfaction from being part of a network within the community;
recognize a range of different individuals, roles and interactions within a
community; make comparisons between a rural and metropolitan community;
and enhance their appreciation of (and tolerance towards) individual and
community differences” (Lloyd & McDonough, 2001, p. 5).
Another finding was that students who attended the Clunes campus were able to
demonstrate a greater degree of understanding relating to their learning styles and
preferences at the end of the eight-week program than they could at the start of the
program. Students also appeared to be able to identify the factors and elements that
contributed to their approaches to learning. In addition to this McDonough identified
that…
The domains of learning experienced by adolescents within the residential
program have strong parallels with the forms of learning called for in reviews of
middle school education. The domains of learning identified as part of the
extended

residential

learning

experience

compose

cultural/citizenship,

social/emotional, school-type and life-skill (2002, p. 78).

Expanding on the Cultural Knowledge and Citizenship Skills domains,
McDonough stated that,

30

Review of the Literature

… immersion within a community setting led to the development of learning in
a number of areas… including the lifestyles of others, patterns of social
interaction, the make-up of communities and an individual’s role within a
community setting. As such the residential experience can be viewed as having
a clear impact upon the understanding of community of participants in the
program (2002, p. 95).
Overall, McDonough found clear growth in the students’ “…understandings of what
constitutes a community and their role within community” (2002, p. 100).

An internal evaluation of the Wesley at Clunes Program was undertaken in
2002. This report focused on the progress of the program since its initiation and
reported the results of a quantitative survey completed by students, parents, teachers
from Wesley College Melbourne and Wesley at Clunes, and qualitative interviews of
twenty-nine students. Twenty-two Year 10 students were also interviewed. As these
students were interviewed in 2000, when in Year 9, this provided an insight into the
ongoing effects of the Clunes program. The results showed that the program was
achieving its initial aims in most areas. In addition to this it was identified that parents
were enthusiastic about their children attending Clunes. By going to Clunes, students
developed greater self-confidence, independence and the knowledge and skills to create
relationships with others. It was also found that work still needed to be done in the area
of relationships with the wider Clunes community and in particular the creation of joint
projects with the community of Clunes (Mason, 2002).

In 2008, ethnographic research by Gorur (2008), for the Wesley College
Institute for Innovation in Education, built on the research of McDonough (2002) by
examining the learning practices and program features that make learning at Clunes
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unique. Fifty students, parents and staff were interviewed, and onsite observations and
document analysis were undertaken. The report found that the twenty-four hour-a-day,
seven day-a-week, nature of the program promoted an increased sense for the students
of their own impact on their physical and social surroundings, which then encouraged a
sense of responsibility as well as empowerment in the students whilst at Clunes.
Interestingly this responsibility and empowerment was not always long lasting, with
parents, students and Melbourne staff reporting that “student behaviour and actions
‘revert’ to ‘pre-Clunes’ ways very soon after returning” from their time in Clunes
(Gorur, 2008b, p. 3). Gorur does comment, however, that
The most enduring changes appear to be those that may not be very easily
apparent in actions – greater confidence, greater (need for) independence, and
possibly a greater understanding of and respect for others, and the capacity to
develop deep and enduring friendships. Students themselves focused on rather
more profound changes than doing dishes or making beds. They seemed aware
that the learning they experienced at Clunes had changed and affected them
deeply (2008a, p. 13).

Also identified within this research was the students’ awareness that they are
themselves a part of history by attending the Wesley at Clunes Program and, as such,
they often had a desire to leave a lasting legacy within the Clunes environment. This
was done in a variety of ways, with the most noticeable being through participation in
Community Service and the Collective Potential Program where students worked
together in groups to do something important for the community (Gorur, 2008a, p. 20).
Overall, Gorur found that,
the Clunes experience enables students to develop deep insights about self; gain
a sense of agency and empowerment; develop new capacities; gain a sense of
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independence in thought and action; learn to relate with people with a greater
sense of understanding and empathy, and get an understanding of themselves as
part of a community (2008b, p. 3).

These findings are congruent with the original underpinning philosophy for the
Clunes program and, in particular, the three key aspects of the program; philosophy of
self, interlinking communities and the place of spirituality and culture.

Through

reviewing the literature on the Wesley at Clunes Program, it is evident that this
program helps address needs for the college within its middle school program, provides
many learning opportunities that engage students with their learning, offers students the
opportunity to connect with their peers and the broader community in a setting outside
that of their normal schooling and provides students with some enduring changes that
may be evident after the students leave Clunes. The next section of this literature
review further explores the theoretical underpinnings behind middle schooling and in
doing so provides more detail as to why Year 9 programs are utilised by schools within
their educational framework.

Section 2. Theoretical and philosophical background of Year 9 programs
Adolescent development:
Adolescence is recognised as a time of great change in the lives of young
people. Knipe and Johnstone explain that
…Adolescence has been constructed as a challenging time in terms of the
human life span, a time when young people undergo a period of challenge,
which impacts not only on the individuals themselves but also on those who are
sharing in this part of their journey (2007, p. 4).
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This view is supported by Cole et al. (2006a, p. 2) who propose that “students
approaching Year 9 experience profound physical, social, emotional, and intellectual
changes associated with the gradual period of transition from childhood to adulthood”.
Chadbourne (2001, p. 4) argues, however, that the term ‘adolescence’ is socially
constructed. This view is reinforced by Knipe and Johnstone (2007, p. 4) when they
explain that “the social emergence of adolescence was closely linked to cultural,
economic and political changes evoked by industrialisation and the establishment of
mass education”. While this may be the case, recent information on the intellectual,
social and emotional changes evident during adolescence is worthy of reviewing.
Doing so provides an insight into the learning needs and requirements of Year 9
students and, in turn, provides a possible justification for the establishment and use of
residential programs with this age group.

According to Cole et al. (2006a, p. 4), recent technological advancements have
resulted in an increased knowledge of the development of the adolescent brain. Until
recently, it was thought that the only time the brain undergoes dramatic development,
producing cells and connections and removing unused ones, is in utero and for the first
18 months of life. New research has shown that a second phase of brain development
occurs during adolescence. Within the frontal lobes the development of new
connections reaches its peak at approximately 11 years of age in girls, and 12 years of
age in boys. These new connections are then ‘pruned’ through various learning
experiences until the adolescent is approximately 16 to 18 years of age. The frontal
lobes are the last place where this development takes place and as they are the sections
of the brain that enable us to “plan, consider, control impulses and make wise
judgements”, behaviour and emotion are less adequately controlled due to a …“lack of
synchrony between a mature body and an immature nervous system” (NSW
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Department of Education and Training, 2011). Risk taking behaviour can be the result
of this lack of balance between the mature body and developing brain. Other areas of
the brain to develop during adolescence include: the temporal lobe, “which is
associated with hearing, language and expression”; the cerebellum, which is
“associated with the coordination of muscles and physical movement”; the occipital
lobe, which is “associated with the ability to process visual information”; and the
parietal lobe, which is “associated with sensory input and body orientation” (Cole, et
al., 2006a, p. 5).

A key theme emerging from this literature is that adolescent knowledge is
constructed, and “the environment and the types of activities that adolescents engage in
may have a significant impact on how the brain develops” (Cole, et al., 2006a, p. 5).
Other research by the New South Wales Department of Education and Training (2011)
expands on this view by stating that,
the brain learns best when appropriately challenged in an environment that
encourages taking risks, but where it is not subjected to high levels of stress, or
negative emotional reactions. Unpleasant feelings, such as fear, anger and
helplessness, impair thinking, while more pleasant feelings, such as calm, safety
and self-determination, tend to enhance thinking.
For students participating in any educational setting the new learning experiences and
environments in which they find themselves will influence their brain development by
strengthening relevant connections and removing non-relevant ones. Caution does,
however, need to be utilised within the residential setting, as the brain development
students experience can be either positive or negative depending on the levels of stress,
anger or helplessness that the adolescent feels and these feelings may be heightened
through their experiences within a residential program.
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While it is important to understand the impact of the adolescents’ experiences on
their brain development, it is also important to realise that students in Year 9 are
influenced by many other external factors. One such factor is the generation into which
they are born, and, as a result, the students’ exposure to technology, family situations,
and global influences. Generational theory is therefore worthy of exploring in order to
form a greater understanding of the theoretical basis for residential programs.

Generational theory, Generation Y:
Generational theory “is the theory that underlies the classification of people
according to broad bands of birth years”. Generational theory, is within itself a
generalisation, however, it does provide us with an idea of the culture that is inherent in
the generation being explored (Dyson & Zink, 2007, pp. 4-5). Gilbert and Hoepper
(2011, p. 288) explain that a study of one’s culture is a study of the meanings,
“language, symbols, beliefs, understandings”, found within a group. Generational
theory is therefore seen as an exploration of these areas as they relate to a particular
generation. Generation Y (also called the Millennials) is inclusive of people born
between 1980 and 2000. It is adolescents from this generation who are currently
attending secondary school, and as such, attention needs to be given to understanding
the behaviours, interests and learning styles of adolescents from this generation.

According to Zevenbergen and Zevenbergen (2007, p. 24) “there is an
increasing awareness that the youth of today are very different to other generations”.
This view is supported by McCrindle who states that,
the biggest divide facing our society is not a gender divide, racial divide,
income or technology divide… it is the generational divide. For those of us
involved in engaging young people it must be remembered that the gap between
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us and them is constantly growing: school students are always aged 5-18 but we
are getting older (2003, p. 1).
As educators it is important to remember that the generation born after 1980 is “the first
generation raised in a world immersed in digital technology, the global village and
where change is the norm” (Zevenbergen & Zevenbergen, 2007, p. 24). They are also
the generation that has lived through “… the age of the internet, cable television,
globalisation, September 11, and environmentalism”, all of which have had a
considerable influence on the behaviour of this generation (McCrindle, 2003, p. 2).

According to recent research, Generation Ys value the opinions of their peers
and are highly sociable (Dyson & Zink, 2007; McCrindle, 2003; O'Reilly, 2000;
Zevenbergen & Zevenbergen, 2007).

“They are on a search for fun, for quality

friendships, for a fulfilling purpose and for spiritual meaning” (McCrindle, 2003, p. 4).
They are very tolerant of others, due to their ethnic diversity, and have a strong
community and friendship focus. They are also more likely to make decisions based on
the influences of their peers and will put their core values aside, in order to embrace the
values evident within their community and to reach a community consensus
(McCrindle, 2003, p. 2; O'Reilly, 2000, p. 4; Zevenbergen & Zevenbergen, 2007, pp.
26-29). They value the concept of family more so than money and “insist that their
families will always be more important than money and careers” (O'Reilly, 2000, p. 4).
Generation Ys want older generations to mentor them and value the creation of
relationships with older generations (Zevenbergen & Zevenbergen, 2007, p. 28).
McCrindle (2003, p. 4) outlines that Generation Ys are,
…seeking specific direction from someone who knows them, their situation,
and has even travelled that way themselves. They are looking for real life role
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models and mentors who not only know the way, but also go the way, and can
show the way.
McCrindle also outlines that Generation Ys seek understanding and respect, want
interactive classrooms and meaningful and relevant education, and require
communication that demonstrates understanding, openness, and a genuine interest in
the students personally (McCrindle, 2003, p. 5).

Within education, Generation Ys need to be recognised as being extremely
good at multi-tasking, problem solving and parallel processing, due, in part, to their
high use of computers. Zevenbergen and Zevenbergen (2007, p. 33) state that in a
survey of Generation Y (Millennial) workers, it was found that,
Millennial workers were very strong problem solvers, relied on estimation,
were happy to defer cognitive labour to technology, saw tasks holistically and
saw technology as an integral part of their workforces.

Based on the literature it is reasonable to conclude that residential programs
provide a suitable context for the educational experience of students from Generation
Y. For these students, the highly sociable nature of some residential programs where
students live and work together, along with the ability of students to feel part of an
authentic community, are very positive and engaging within their education. The
students’ desire for relevant and meaningful education would be directly reflected
within the daily requirements of the residential program, where students are often
expected to cook and clean for their housemates and engage within Community Service
(Dyson & Zink, 2007; Harding, 2003; McGlennon, 2004; The Alpine School, 2001).
These factors also contribute to establishing how student engagement can be increased
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within the middle school environment. The next section will explore the concept of
educational engagement at Year 9 in more detail.

Educational engagement:
The literature surrounding middle schooling in Australia and worldwide
provides us with an image of young adolescents who are feeling disengaged with their
education. According to Dowson, Ross, Donovan, Richards, & Johnson (2005, p. 1)
“the main hypothesis guiding this literature is that school structures, environments and
cultures negatively affect students’ motivation, producing negative psychological
reactions, which in turn can lead to declines in middle-school students’ engagement and
achievement at school”. This view is expanded by Hayes and Chodkiewicz (2006, p. 5)
who outline that disengagement from schooling is the result of a mix of “social,
economic and educational factors”. They found that in areas of lower income, or within
families

who

experienced

extreme

economic

pressure,

student

educational

disengagement could be increased. Student disengagement was also increased in these
areas when there was a reduction in support from government agencies, when parents
were not involved with their child’s education and when parents did not have positive
interactions with their child’s school (Hayes & Chodkiewicz, 2006, pp. 5-6).

According to Cole et al. (2006a, p. 2) the Victorian Schools Innovation
Commission received in 2004 “an overwhelming message from schools and others
working in education that Year 9 in Victoria is a very difficult year for teachers and
students and that the traditional models of learning and teaching are not successfully
engaging the majority of Year 9 students and meeting their learning needs”. They also
comment that “students in Years 9 and 10 are intrinsically less motivated in learning
activities than children in Prep to Year 4” (Cole, et al., 2006a, p. 12). They suggest that
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it is not that these students are unmotivated to learn, but rather, the learning activities to
which students are exposed during their school day are less likely to awaken the
students’ curiosity and therefore engage them in learning. They comment that “this
lack of engagement and motivation in learning can have a significant impact on the
learning outcomes for these students” (Cole, et al., 2006a, p. 12).

Much research has been conducted into how best to engage Generation Y
adolescents within education, and also into what should be included within the
curriculum for these students. Dowden outlines that,
Improved understandings about the developmental and educational needs of
early adolescents (10-14 years of age) in the last twenty years indicate that
curriculum designs for the middle grades need to lead to classroom programs
that are relevant and meaningful to all young people (2007, p. 51).
Central to academic engagement is, according to Bishop and Pflaum (2005, p. 9), an
authentic learning environment, where students experience a sense of belonging and
community. They report that “students identified social dimensions of the classroom as
influencing their subsequent academic engagement, including the positively perceived
roles of belonging to an authentic community and the opportunity for leadership; and
the negatively perceived influences of peer judgement and distraction” (Bishop &
Pflaum, 2005, p. 2). This view is supported by the previously explored Generation Y
research, which outlined the importance of friendships and belonging to communities
to the happiness of Generation Ys.

Dowson et al. (2005) identify eight key areas that are responsive to the
developmental needs of early adolescents and that influence student engagement within
the middle school. These key elements are “relevance, responsibility, belonging,
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awareness, engagement, competence, ethics, and pedagogy” (Dowson, et al., 2005, p.
1). The meanings they attribute to each of these areas are provided below:
•

Relevance relates to the personal meanings and understandings students derive
from the activities being undertaken and especially in relation to how these
activities relate to their real life.

•

Responsibility refers to students being responsible for their own learning and
feeling empowered to view the world critically and to act independently,
cooperatively and responsibly within it.

•

Belonging “refers to the sense of acceptance and affirmation received within the
context of a supportive and safe learning environment … At the heart of
belonging is the need for early adolescents to become part of a network of
meaningful relationships within the school community”.

•

Awareness refers to both self and social awareness.

•

Engagement occurs when “students’ developmental needs are met through tasks
that are motivating and challenging and that invite affiliation”.

•

Competence refers to the need for students to gain competence in the areas of
skills, and subject matter.

•

Ethics awareness is defined as “a focus on justice, care, respect and concern for
the needs of others in the context of the every-day practice of students, teachers
and administrators”.

•

Pedagogy refers to the teaching methods and theories teachers utilise with
students. A key focus of this area should be on educators seeking to “engage
students in active learning rather than passive reception of knowledge”
(Dowson, et al., 2005, pp. 3-6).
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Dowson et al. (2005, p. 6) surmises that the eight elements “should provide concrete
markers defining processes and practices most likely to result in happy, well-adjusted
and high achieving adolescents in the middle years of schooling”. The eight elements
have a strong correlation to both the learning needs of adolescents and the generational
needs of Generation Y.

Further to the research of Dowson et al. (2005) is the work of Cole, Mahar and
Vindurampulle (2006b, p. 1). They created a resource with the aim of making
“…young people’s schooling at Year 9 more challenging, engaging and rewarding”.
They contributed 10 suggestions to assist schools to put educational theory into
practice. These suggestions were to:
1. Provide structures and procedures that deliver timetable flexibility and enable a
strong bond to be developed between staff and students.
2. Provide classroom organisation and teaching and learning practices that are
responsive to the diverse learning, social and emotional needs of young
adolescents.
3. Provide a curriculum program structure that facilitates deep engagement with
learning.
4. Provide learning opportunities that support students to engage with, and provide
practical support, to their community.
5. Provide opportunities for students to experience adult like roles and
responsibilities.
6. Provide opportunities for students to participate in special events or programs
that are of substantial interest and/or challenge to them.
7. Provide opportunities for students to celebrate and be recognised for their
contributions, efforts and achievements.
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8. Provide opportunities for students to develop a special relationship with an adult
from within or beyond the school community.
9. Provide a distinct physical environment dedicated to Year 9.
10. Provide opportunities for intensive off-campus learning experiences
(Cole, et al., 2006b, pp. 1-10).

Given these research findings concerning educational engagement, it is possible
to conclude that residential programs can increase student educational engagement by
providing students with the opportunity to be part of an authentic learning environment,
where the lessons learnt frequently originate from the daily activities of running a
household and interacting within the community (Marshall, 2004, p. 7). As a result the
students’ level of responsibility and ownership may also increase. This, along with the
opportunity to be part of a genuine community, ensures that there is a high degree of
relevancy for the young people involved. This view is supported by the work of Gilbert
and Hoepper (2011, p. 144) who found that using enquiry based learning, experiential
learning and residential based programs all had a positive effect in increasing student
educational engagement. While the elements outlined here are some of the many
linked to increasing student engagement, they are not the only elements that can be
found within residential programs. A closer look at residential programs is therefore
required in order to further establish the theoretical backgrounds influencing them.

Educating Year 9’s in residential programs:
According to Rix and Twining (2007, p. 329), “since the 1970s there has been
an increasing drive to create a diversity of educational provisions that will meet the full
range of needs ‘presented’ by learners”. Since this time many programs have been
created in residential settings to address students’ learning needs and engage students in
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education. Within this research, the residential programs the students attend are
campuses located in different communities or environments to their ‘normal’ school.
In these environments students often reside for five weeks or more, sharing their
accommodation, and looking after the venue with staff and their peers (Dyson & Zink,
2007; Harding, 2003; McGlennon, 2004; The Alpine School, 2001).

In addition to

Wesley College’s Clunes Program, there are many other examples of residential
programs around Victoria. These include three state run residential Year 9 leadership
programs based at Dinner Plain, Marlo and Glenormiston; year long programs at
Geelong Grammar School’s Timbertop campus, near Mansfield, and Lauriston Girls’
School’s Howqua campus, set in the Howqua Valley; term based programs through
Methodist Ladies College, that utilises its remote Marshmead campus, near Mallacoota;
and Ballarat and Clarendon College that has a campus on King Island (Ballarat
Clarendon College, 2011; Geelong Grammar School, 2010; Gnurad-Gundjidj Campus:
School for Student Leadership, 2010; Lauriston Girls' School, 2011; McNeill, 2001;
The Alpine School Campus, 2011; The Snowy River Campus: School for Student
Leadership, 2009).

While all of these programs are different in location, they all appear to have
similar themes and philosophies stemming from their underlying rationales and desired
pedagogies. The Timbertop website states that while attending Timbertop,
Adolescents develop personal skills and qualities beyond those possible in a
traditional suburban day school. While living together in a small, supportive and
secure community, they are exposed to intellectual, physical and emotional
challenges under demanding environmental conditions. They connect to their
personal strengths, develop confidence and learn the value of co-operative
endeavour (Geelong Grammar School, 2010).
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Similar themes are echoed by the Lauriston Girls’ School website which outlines that
the unique environment of the Howqua campus allows its girls to acquire new skills,
experience teamwork and interdependence with peers and adults, learn to live away
from home and from primary sources, meet a variety of academic, social and physical
challenges, become increasingly aware of the natural environment and develop new
friendships (Lauriston Girls' School, 2011).

Qualitative research undertaken at the Remote School (pseudonym), an eight
week residential program located in a remote alpine setting, asked students questions
about “how they found their time at the school, what they have liked and not liked
about their experience at the school and some of the things they feel they will take
away with them” (Dyson & Zink, 2007, p. 6). Overall, students reported that they found
their time at the Remote School to be a positive learning experience. Aspects students
identified as contributing to this positive experience included: “the relationships they
build with each other and the staff, communicating with others, [and] a sense of
community” (Dyson & Zink, 2007, p. 6). The students’ ability to take on more adult
like roles within the learning community, as well as their perceived responsibility in
terms of developing and maintaining positive communication networks with peers, was
also outlined.

This supports the views expressed by Cole et al., (2006b) and Dowson et al.,
(2005) when they outline that adolescents want learning environments that provide
them with quality friendships, the opportunity to belong to an authentic community,
meaningful and relevant learning opportunities, and the chance to perform adult roles.
Students also talked about their positive and close relationships with teachers,
supporting the views of McCrindle (2003) and Zevenbergen and Zevenbergen (2007),
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that young people want to form relationships with older people and want mentors in
their lives. The themes of communication, relationships and community resounded
throughout the examined literature on the schools outlined. Another commonality is the
idea of a student centred curriculum that empowers students to be involved and to make
connections within their communities, both on and off their campuses (Dyson & Zink,
2007; Harding, 2003; McGlennon, 2004; McNeill, 2001).

Taking part in residential programs of this nature also has an impact on student
brain development. By experiencing a variety of alternative learning experiences to
those they may experience in their ‘standard’ classroom, such as: Community Service;
living in houses or dormitories with students their own age; cooking and cleaning for
themselves; and taking responsibility for their own learning; the students’ knowledge
base is expanded and, as a result, connections within the brain are strengthened.
Programs in residential settings do, however, need to exercise a certain degree of
caution. The learning environment needs to encourage positive risk taking, and feelings
of safety, self-determination and calm. Environments that encourage high levels of
stress, negative emotional reactions, feelings of anger and or helplessness will impair
student thinking and, in turn, their brain development (NSW Department of Education
and Training, 2011).

At the foundation of all school-based programs is the curriculum of the school.
In Victoria, this curriculum is guided by the Victorian Essential Learning Standards.
This area is therefore worthy of exploring in terms of how residential-based programs
‘fit’ within the curriculum.
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Section 3. Citizenship, sense of community and group development
The Victorian Essential Learning Standards:
The Victorian Essential Learning Standards (VELS) describe what is deemed
essential for all Victorian students to achieve between their Prep year and Year 10. The
learning standards provide, according to the Victorian Curriculum and Assessment
Authority (2009b), “a set of common state-wide standards which schools use to plan
student learning programs, assess student progress and report to parents”. From the
findings of Downey (2002), Gorur (2008a, 2008b) Mason (2002) and McDonough
(2002) and it is reasonable to conclude that the aims of the Wesley at Clunes Program
are congruent with the Interpersonal Development domain of the VELS documentation.
The descriptor for this domain states that:
Learning in the Interpersonal Development domain supports students to initiate,
maintain and manage positive social relationships with a range of people in a
range of contexts. It is through the development of positive social relationships
that individuals become linked to society, develop a sense of belonging and
learn to live and work with others. In a pluralistic, multicultural society such as
Australia, with varying interests, values and beliefs, it is essential that
individuals learn to participate in groups whose members are from diverse
backgrounds. In this domain there is a particular focus on developing students’
capacity to work cooperatively as part of a team as this is widely acknowledged
as being a core requirement for success in the workplace and in the community
(Victorian Curriculum and Assessment Authority, 2009f).

In outlining the different stages of learning and development that youth go
through, the Victorian Curriculum and Assessment Authority outlines that Year 9 is a
time when students are developing greater independence of both mind and interests.
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Students at this age are generally well into adolescence, and have started to think of
themselves as adults and to have considered their future roles in life. At this time they
are “experiencing profound physical, social, emotional and intellectual development
changes as they move to greater levels of challenge and independence” (Victorian
Curriculum and Assessment Authority, 2009c). It is also at this time that students are
required to develop the skills and competencies that help them engage within
communities.

The Victorian Curriculum and Assessment Authority (2009c)

acknowledges that students have some of these skills prior to commencing Year 9,
however the challenge at this age is in having the knowledge and ability to initiate and
apply the necessary skills to given situations. The skills that are outlined include:
•

basic fundamental skills (for example, literacy, numeracy, technology);

•

people skills (for example, communication, team-work, customer
service);

•

thinking skills (for example, organising, problem-solving, creating,
planning);

•

personal attributes (for example, responsibility including for one's own
health and physical wellbeing, flexibility, self-esteem);

•

business skills (for example, innovation and enterprise); and

•

community skills (for example, civics).

While the program at the Wesley at Clunes campus may be considered as
addressing the majority of these skills, a key link can be found to the Civics and
Citizenship domain through the avenue of community skills. The Civics and
Citizenship domain aims to provide students with the
knowledge, skills and opportunities to understand and practise what it means to
be a citizen in a democracy. …This domain facilitates the practise of citizenship
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skills, the exploration and development of values and dispositions to support
citizenship and the empowerment of informed decision making. Teaching of
civics engages students in active interaction with the community (Victorian
Curriculum and Assessment Authority, 2009a).
The meaning of the term citizenship, as it is used in this description, is open to the
interpretation of the reader. There are many theories as to what citizenship skills
should include, what a good citizen is and even what the term ‘citizenship’ means. The
following section provides a background view of civics and citizenship education in
Victorian schools. It then explores in more detail whether Wesley College’s Clunes
campus is teaching citizenship skills.

Concepts of citizenship:
The teaching of citizenship education within Australian schools has a history of
criticism and reform. In 1995 Nichol commented that “concern about young people’s
lack of knowledge and interest in citizenship and politics in Australia is widespread.
Politicians and newspaper editors often decry their ignorance and apathy” (Nichol,
1995, p. 4). In 2001, Print, Moroz and Reynolds formed a similar view. They explained
that,
The Centenary of Federation has highlighted the need for a new look at
Australia’s Federal Constitution. At the same time, it has become apparent that
for the nation to be truly democratic, the Australian population must be
informed and active citizens. This has drawn attention to community ignorance
and apathy about our government structures and processes and, rightly or
wrongly, criticism has been levelled at our schools for not teaching more about
Civics and for not engaging students in active citizenship (2001, p. 1).
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Many curriculum documents have been created to assist teachers in the delivery
of citizenship education. In the 1970s a Society In View course was designed and
trialed, in 1987 the Social Education Framework was developed and in 1998 the
Commonwealth Government provided funding to establish a national civics and
citizenship curriculum, known as the Discovering Democracy Program (Nichol, 1995,
p. 12; Print, et al., 2001, p. 1). Research by Tudball (2001) into the effectiveness of the
Discovering Democracy Program, found that in Victorian schools there was a great
need for professional development of teachers in the area of civics and citizenship
education. Tudball found that some teachers were having trouble defining what civics
and citizenship education actually entailed, and therefore what skills and knowledge
should be included within their teaching. In trying to define the key content of what
should be included, Victorian teachers outlined that they felt “…emphasising the
formal processes of government is only part of CCE [civics and citizenship
education]… participation in real life issues is essential” to students’ learning (Tudball,
2001, p. 93).

Civic issues and trends identified for teaching in civics education

included “drug taking, homelessness, ecological sustainability, multiculturalism,
reconciliation, globalisation, and the impact of communications technology” (Tudball,
2001, p. 104).

In July 2003, at the Ministerial Council on Education, Employment, Training
and Youth Affairs (MCEETYA) meeting, Ministers agreed on the development of
statements of learning for civics and citizenship education that “define and deliver
common curriculum outcomes to be used by jurisdictions to inform their own
curriculum development”. These statements were developed in “response to concerns
about the lack of consistency that exists in curriculums across the nation and the impact
this is having on an increasingly mobile student population” (Australian Education
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Systems Officials Committee, 2006, p. ii). The statements of learning were separated
into four-year stages and were structured around three broadly defined aspects of civics
and citizenship. These were Government and Law, Citizenship in a Democracy and
Historical Perspectives.

In 2008, the Melbourne Declaration on Educational Goals for Young
Australians promoted two educational goals. They were, that “Australian schooling
promotes equity and excellence” and that “all young Australians become successful
learners, confident and creative individuals, and active and informed citizens”. It
outlined that successful learners are active and informed citizens who,
•

act with moral and ethical integrity

•

appreciate Australia’s social, cultural, linguistic and religious diversity,
and have an understanding of Australia’s system of government, history
and culture

•

understand and acknowledge the value of Indigenous cultures and
possess the knowledge, skills and understandings to contribute to, and
benefit from, reconciliation between indigenous and non-indigenous
Australians

•

are committed to national values of democracy, equity, and justice, and
participate in Australia’s civic life

•

are able to relate to and communicate across cultures, especially the
cultures and countries of Asia

•

work for the common good, in particular sustaining and improving
natural and social environments

•

are responsible global and local citizens
(MCEETYA, 2008, pp. 7-8).
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This documentation provides, according to Gilbert and Hoepper (2011, p. 409), a
“national policy to guide the development of CCE in Australia”. They do outline,
however, that the Australian Government, civics and citizenship website does not
reflect the broad approach outlined within the MCEETYA documentation.

In Victoria, the introduction of the Victorian Essential Learning Standards in
2006 led, once again, to the restructuring of civics and citizenship education for
Victorian teachers. Standards in the Civics and Citizenship domain are structured into
two separate dimensions: Civic Knowledge and Understanding, and Community
Engagement (Victorian Curriculum and Assessment Authority, 2009e). The Civic
Knowledge dimension has as its focus “the principles and practices that underpin civic
institutions and civic life in communities and societies” while the Community
Engagement dimension has as its focus “the development of skills and behaviours
students need to interact with the community and to engage with organisations and
groups” (Victorian Curriculum and Assessment Authority, 2009b). According to Prior
(2006, p. 7), “this is the dimension in which students have the opportunity to enhance
their skills – intellectual, emotional and social, to explore their values and to generally
develop a positive disposition towards actively engaging with the community”. These
statements outline more specifically the notion that citizenship is more than
government rules and regulations, it also includes the ability for students to engage
with their communities and practice skills such as “responsibility, decision making,
planning, problem solving, cooperation with others, social skills and leadership”
(Victorian Curriculum and Assessment Authority, 2009d).

This view of citizenship education is supported by Osler and Starkey who state
that “citizenship involves making connections between our status and identities as
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individuals and the lives and concerns of others with whom we share a sense of
community” (2005. p.8). McLeod (2006, p. 5) expands on this view of citizenship
when she proposes “citizenship can be understood not only in terms of whether one
possesses and exercises certain rights and freedoms, but also in terms of the
dispositions, habits, and ethical modes of conduct that are encouraged and sustained”.
While these definitions appear to support each other, Gilbert argues that citizenship is a
contested concept, suggesting,
Some definitions emphasise the nation state as an entity to which people should
give allegiance and loyalty. Other definitions emphasise individual rights or a
shared sense of community.

Others focus on citizen participation in

government (2004, p. 140).

In 2003, Kerr also viewed citizenship as a contested concept, stating that
“citizenship and by association citizenship education… is not always easy to define
precisely because of competing conceptions and contexts” (Kerr, 2003, p. 6). Kerr did,
however, propose that there are a number of linked themes that help to define
citizenship and in turn citizenship education. These include:
the preservation of something, such as democratic society and its associated
rights; the notion of participation in society; the preparation or capacity building
of young people for active and informed participation; a focus on inclusion or
integration into society; a concentration on contemporary society; the
encouragement of partnerships; and the promotion of an international
perspective (Kerr, 2003, p. 7).

Osler and Starkey (2005, p. 78) argue that “in the spirit of the [United Nations]
Convention on the Rights of the Child… formal education systems should promote the
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kind of learning…that helps young citizens to recognize their common humanity, make
connections between their own lives and those of others and operate effectively in
contexts of cultural diversity and change”.

They therefore proposed a new

‘cosmopolitan’ view of citizenship, explaining that,
Cosmopolitan citizenship is a status deriving from equal entitlements to human
rights. Importantly, it is based on a feeling of belonging and recognition of
diversity across a range of communities from the local to the global. It is a
practice involving negotiation, equitable resolution of differences and work
with others to promote freedom, justice and peace within and between
communities (Osler & Starkey, 2005, p. 78)

As can be seen from the many definitions provided in this chapter, the notion of
citizenship education has evolved as its importance in education has increased. What
can be surmised from the literature, however, is that the aims and objectives of the
Wesley at Clunes Program do lend themselves to the teaching and learning of
participatory citizenship skills. Throughout the literature on citizenship, there has been
a constant theme of the students learning the skills necessary to become a member of
the community and thus an active citizen. This research will therefore focus on the
community elements of citizenship education with particular reference given to the
work of Osler and Starkey (2005) and Prior (2006).

Concepts of community and sense of community:
Having established from the literature that the program at Wesley College’s
Clunes campus does place students in situations where citizenship skills are learnt, we
can now determine how student participation in a program of this nature affects their
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sense of community. In order to do this we must first understand the terminology and
literature surrounding the concept of community and in turn, sense of community.

By its very character, the concept of community is difficult to define. As noted
previously, Wild argued that community is a
…notorious concept in sociology. There is little agreement as to what is meant
by the term. Some sociologists refuse to use it and refer to locality or village
for geographical aspect and to social system for the organisation of social
relations. Others decline to define community and employ it in a deliberately
vague way (1981, p. 17).
Mannarini and Fedi also agree that defining community is difficult. They state that,
The definition of the concept of community has proved to be a tricky issue in
the social sciences… An ongoing debate has taken place between opponents
and supporters [of the term]. The former insist on the necessity of getting rid of
the concept because of its ambiguity and inappropriateness to contemporary
society… The latter strive to rehabilitate it because, notwithstanding its
ambiguity, it expresses the emotional side of being together (2009, p. 211).

Although it may be difficult to define, the notion of community is gaining
growing significance within the educational milieu. This is evident within Victorian
schools with the dimension of ‘community engagement’ being included in the Civics
and Citizenship domain of the Victorian Essential Learning Standards documentation.
The concept of community is also recognised as being crucial to educators in relation to
middle years education, student engagement and the creation of authentic learning
environments (Cole, et al., 2006b; Dowden, 2007; Dowson, et al., 2005). Within each
of these areas it has been found that students benefit from being part of a community,
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through which they can share mutual experiences and get to know others. While
students are interacting within a community, one can assume that they will establish
within themselves a sense of the community with which they are engaging, and in turn,
what it means to be a member of that particular community.

The term ‘sense of community’ is fraught with varying connotations, with many
researchers (Dawson, 2006a; Mannarini & Fedi, 2009; McMillan, 2011; McMillan &
Chavis, 1986; Noddings, 1996; Nowell & Boyd, 2010; Peterson, Speer, & McMillan,
2008; Rovai, 2001) providing varying and sometimes contradictory definitions.
McMillan rather poetically, describes the sense of community as a complex notion. He
states,
When trying to describe it, one is attempting to define a spirit. That is the point
of the first half of the term “sense of.” Defining a spirit is like catching
lightning in a bottle. It is like grabbing oxygen out of the air. It is doable, but
you will never do it perfectly (2011, p. 511).

Although McMillan states the above, his definition and theory of sense of
community remains, after nearly 20 years, the “primary theoretical anchorage for most
studies of SOC [sense of community]” (Mannarini & Fedi, 2009). McMillan developed
his theory in 1976 and subsequently presented it with his colleague, Chavis, in 1986.
Since that time other researchers (Chiessi, Cicognani, & Sonn, 2010; Mannarini &
Fedi, 2009; Nowell & Boyd, 2010) have critiqued the theory, validated it and, on
occasion, suggested changes. McMillan has also reviewed and adapted his original
theory as he has gained new thoughts and knowledge (McMillan, 1996, 2011;
McMillan & Chavis, 1986; Peterson, et al., 2008).
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In their theory presented in 1986, McMillan and Chavis defined a sense of
community as,
A feeling that the members of a community have in relation to their belonging
to a community, a feeling that members worry about each other and that the
group is concerned about them, and a shared faith that the needs of the members
will be satisfied through their commitment of being together (McMillan &
Chavis, 1986, p. 9).
They then proposed a four-factor model based on the literature of that time. They
found that there are several key elements that make up a person’s sense of community.
These include membership, influence, reinforcement, and shared emotional connection.
They outline that,
•

Membership is the feeling of belonging or of sharing a sense of personal
relatedness.

•

Influence, is a sense of mattering, of making a difference to a group and of
the group mattering to its members.

•

Reinforcement is the integration and fulfilment of needs. This is the feeling
that members’ needs will be met by the resources received through their
membership in the group.

•

Shared emotional connection is the commitment and belief that members
have shared and will share history, common places, time together and
similar experiences (McMillan & Chavis, 1986, p. 9).

In 1996, McMillan reviewed his original work, extending the principles offered
by McMillan and Chavis (1986). McMillan states, “the same four elements remain but
are rearranged and renamed as follows: Sprit, Trust, Trade, and Art”. He also outlines
that his view of ‘sense of community’ had changed in that he now views it “as a spirit
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of belonging together, a feeling that there is an authority structure that can be trusted,
an awareness that trade and mutual benefit come from being together, and a spirit that
comes from shared experiences that are preserved as art” [his emphasis] (McMillan,
1996, p. 315). In 2011, McMillan provided an update of his research in response to
substantial criticism of his theories by Nowell and Boyd (2010). In his update he
provided a summary of what he called “McMillan Theory” where he combined his
1986 and 1996 theory. This summary is provided in Figure 1 and provides a clear and
user-friendly version of his theory.
McMillan Theory, 2011

1. Membership (1986)/Spirit (1996)
a. Boundaries
1.

Barriers marking who belongs and who does not

2.

Symbols denoting membership

b. Emotional safety
1.

Able to speak honestly

2.

Safe to be vulnerable

c. Sense of belonging
1.

Expectation of belonging

2.

A feeling of acceptance

3.

Awareness of being welcome

d. Personal investment /dues paying to belong

2. Influence (1986)/Trust (1996)
a. Personal investment
1.

Sacrificing to be a member gives one a sense that membership
is earned.

2.

Personal investment makes a community more attracted to the
investing member.

Figure 1: McMillan Theory (McMillan, 2011).
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McMillan Theory, 2011 continued
2. Influence (1986)/Trust (1996)
b. Community norms influence members to conform
1.

Norms

2.

Conforming behavior.

c. Members need to conform for consensual validation just as a community
needs for its member to conform to maintain cohesiveness.
d. Members are attracted to groups that allow members influence over or in
the group
e. Influence between community and members and members and
community operates concurrently.

3. Integration of Fulfilment of Needs
a. Communities meet member’s needs.
b. Strong

reinforcements

to

belong

include

status,

success,

and

competencies of other members.
c. Shared values – or consensual trading
d. Integrating needs and resources or complementary trading
e. Transformative trading – teaching skills
f. Generative trading – handing off responsibilities and roles from one
generation to the next

4. Shared emotional Connection (1986)/Art (1996)
a. Members must share time.
b. There must be certain quality to time-shared
1.

Events must have value – drama (1996)

2.

Events must have closure.

3.

Events must honor members

5. Time becomes symbolized in rituals, common symbols, and traditions.
Shared stories emerge.

6. A spiritual bond emerges from shared history.

Figure 1: McMillan Theory (McMillan, 2011).
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Even though McMillan provided his updated model in 1996, the original
McMillan and Chavis (1986) model is still considered the primary theoretical model
(Mannarini & Fedi, 2009; Nowell & Boyd, 2010). In 2008, Peterson et al. reviewed the
1986 model and created a ‘brief sense of community scale’ to “represent the SOC
[sense of community] dimensions of needs fulfilment, group membership, influence,
and shared emotional connection” (Peterson, et al., 2008, p. 61) For the purpose of this
study they outlined that sense of community “refers to the fundamental human
phenomenon of collective experience” (p. 62).

Their research was supportive of the

earlier findings of McMillan and Chavis (1986), outlining that a person’s sense of
community is created from the fulfilment of their needs, membership to a group, having
some form of influence within the group and an emotional connection. In addition they
found that these factors correlated to a person’s level of “community participation,
psychological empowerment, mental health, and depression” illustrating, therefore, that
a person’s sense of community can be influenced on a multidimensional level
(Peterson, et al., 2008, p. 70).

While the four key elements defining a sense of community can be seen as
being positive, Noddings (1996, p. 245) cautions that “community is not an unalloyed
good; it has a dark side, and both educators and students should be aware of it”.
McMillan and Chavis (1986, pp. 9-10) support this view by outlining that while the
element of membership can bring with it a sense of belonging, membership also has
boundaries between those who do belong and those who don’t. While the boundaries
protect the interests of those who belong to the community, those who don’t fit within
the boundaries can be subject to exclusion, rejection or isolation.
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In 2001, Rovai recognised that classroom communities are a specific type of
community due to their unique characteristics.

These characteristics included

classroom communities being set in the world of education with their primary purpose
being one of teaching and learning, and there being a fixed length of time applying to
the community, as once the educational experience is completed the community may
end. Rovai defined classroom community as,
a feeling that members have of belonging, a feeling that members matter to one
another and to the group, that they have duties and obligations to each other and
to the school, and that they possess shared expectations that member’s
educational needs will be met through their commitment to shared goals (2001,
p. 34).

Rovai then proposed that there are four components of classroom community;
these are “spirit, trust, interaction and learning” (2001, p. 34). His theory built on and
adapted McMillan and Chavis’(1986) elements of community. Rovai (2001) outlines
that spirit is recognised as a feeling of belonging and membership within the group,
trust is the “feeling that the community can be trusted and that feedback will be forth
coming”, while interaction is the feelings of closeness and mutual benefit that come
from interacting with others. Learning is outlined as the feeling that knowledge and
meaning are actively sought within the community and that the community “enhances
the acquisitions of knowledge and understanding” (Rovai, 2001, pp. 34, 35).

While there is supporting evidence to suggest that ‘sense of community’ can be
measured, Dawson (2006) comments that
there exists little in the way of developmental indicators to guide practitioners
in generating a sense of community among the student cohort or to evaluate the
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level of community experienced by students, as well as the effect of any
learning and teaching activities on the student sense of community (Dawson,
2006a, p. 495).
Contrary to the views of Dawson, Rovai (2002) developed a quantitative instrument to
measure the sense of community in classrooms. Rovai field-tested the 20-item
classroom community scale on 375 distance-learning students at a private university.
He found, after reviewing the literature, that there were 20 key “characteristics of sense
of community, regardless of setting, [which] include feelings of connectedness,
cohesion, spirit, trust, and interdependence among members” (Rovai, 2002, p. 201). In
addition to these 20 key characteristics, Rovai developed another 20 characteristics
related specifically to the classroom as a setting for the development of community.
Professors who taught educational psychology courses undertook a process of analysis
on the initial 40 key characteristics. This resulted in the initial 40 characteristics being
reduced to 20. Rovai’s findings from the implementation of the test document were that
the test instrument,
…generates an overall classroom community score as well as two subscales:
connectedness and learning. Connectedness represents the feelings of the
community of students regarding their connectedness, cohesion, spirit, trust, and
interdependence. Learning represents the feelings of community members
regarding interaction with each other as they pursue the construction of
understanding and the degree to which members share values and beliefs
concerning the extent to which their educational goals and expectations are
being satisfied (Rovai, 2002, p. 207).

Rovai’s instrument to measure classroom sense of community (CCS) has been
validated and utilised in further studies of online, and online and blended learning
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environments (a mix of computer based learning and classroom based learning)
(Dawson, 2006b; Graff, 2003; Ouzts, 2006; Overbaugh & Nickel, 2011; Shea, Sau Li,
& Pickett, 2006). The findings have been consistent and support the notion that Rovai’s
instrument is a valid way to measure the sense of classroom community within these
environments.

While the Wesley at Clunes Program is not an online program, it is an
educational program and as Rovai’s instrument is designed to be utilised within an
educational context it is the aim of this study to adapt the CCS for the purpose of this
research. Doing so will provide a way of measuring the sense of community within
students at the Wesley at Clunes campus and in doing so, allow us to establish the
effect the program has on a student’s sense of community.

Stages of group development:
As already outlined, there are many measures of ‘sense of community’ and
through the work of Rovai (2002) a tool is available to measure the sense of community
prevalent within educational settings. One area still worthy of exploring within this
literature review is the notion of how students merge from being individuals to group
members, and in turn, group members to members of a community. While Rovai’s tool
provides us with a measure of how the students’ sense of community is affected by this
journey, a brief examination of the literature relevant to group development provides an
indication of the process that is being undertaken during this journey.

In 1965 Bruce Tuckman first published his model of group development and it
remains, according to Cassidy (2007, p. 413), “one of the most commonly cited models
of group development today”. Tuckman’s model “reviewed the literature dealing with
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the development sequence in small groups” (Tuckman, 1965, p. 384).

He then

identified three main settings: the ‘group therapy setting’; the ‘human relations
training-group setting’; and the ‘natural-group setting’. He outlined that in the group
therapy setting the key task was to “…help individuals better deal with their problems”.
In the human relations training-group setting the key task was to “…help individuals
interact with one another in a more productive, less defensive manner, and to be aware
of the dynamics underlying such interaction”. In the natural-group setting, the key task
was for the group “to perform some social or professional function”. (Tuckman, 1965,
pp. 384-385). Tuckman hypothesised a four-stage development sequence as a
conceptualisation of the changes in group behaviour. Within this model he
distinguished between the interpersonal stages of group development and the task
behaviours that are exhibited by the group at each stage. He summarises his model into
four key headings; Forming, Storming, Norming and Performing.

Forming
The first stage of the model is orientation through testing and dependence. In this stage
the group comes together and subsequently sorts out the tasks that need to be done and
the participants’ interpersonal relationships with each other. There is a high
dependency on relationships with group leaders to help facilitate this stage. The group
may feel uncomfortable when they first meet and individual anxiety may occur as
individuals wonder how they will fit in with the larger group.

Storming
The second stage is when conflict often occurs. Participants question authority, and
there may be inter-group conflict and polarization around interpersonal issues.
Emotional responses to tasks may occur as the group tries to establish their hierarchy.
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Norming
In this phase the group develops cohesion and resistance is overcome. Tuckman states
that “new standards evolve, and new roles are adopted. In this task realm, intimate,
personal opinions are expressed” (1965, p. 396). The group starts to cooperate on
projects, which creates an atmosphere of cooperation. There are genuine offers of help
between group members and a willingness to accept this help is seen in return.

Performing
In this stage “roles become flexible and functional and group energy is channelled into
the task” (Tuckman, 1965, p. 396).The group concentrates on the task at hand and there
is forthcoming support and interaction among group members. There is a commitment
to making relationships work and an “attitude of ‘we’ instead of ‘me’ often prevails as
members become much less dependent” on external leadership (Priest & Gass, 2005, p.
68).

In 1977, Tuckman and Jensen reviewed Tuckman’s 1965 model with the
current literature. They found that “many of the authors described a group’s behaviour
and offered their own models of group development”, however they were found to be
very similar to Tuckman’s original model (Tuckman & Jensen, 1977, p. 425). Through
the course of their review Tuckman and Jensen found that there was a need for a fifth
stage of group development, which they titled ‘Adjourning’.

Adjourning
In this stage the group experiences closure of the task. “The group wraps up loose ends,
bringing work to a close usually with adjourning anxiety. Members may begin to miss
the deep focus they achieved in performing their work and may have trouble coping
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with closure” (Priest & Gass, 2005, p. 68). Those for whom the group held emotional
significance may have trouble admitting that it has come to an end and may need
assistance in easing the transition. (Bonebright, 2010; Priest & Gass, 2005; Tuckman,
1965; Tuckman & Jensen, 1977).

While these stages of group development may seem systematic, Bushe and
Coetzer (2007, p. 192) caution that “group development needs to be seen as a journey
that is never completed… things change that bring back developmental issues” and as
such, the group may move backwards and forwards between the five stages outlined
here.

In 2007, Cassidy revisited the Tuckman research to see if it was relevant within
an experiential education context. She found through the meta-framework defined in
her study that groups have,
individual, group, purpose, and work concerns present at every stage of their
development. Each of these concerns shifts to become the main emphasis of the
group as it develops and determines stages: individual concerns (Stage 1); group
concerns (Stage 2); purpose concerns (Stage 3); and work concerns (Stage 4). A
fifth stage-concerns with termination (Stage 5) (Cassidy, 2007, p. 415).
She also found that the majority of the models used within her study described conflict
as a theme within a stage. This is conducive with Tuckman’s storming stage. Through
her framework, described above, Cassidy suggested a shift in focus away from the
actual conflict, to an examination of what caused the conflict. In doing so Cassidy
states that “Tuckman’s ‘Storming’ stage may not be a clearly defined stage for
practitioners outside of therapeutic groups – thus limiting the applicability of
Tuckman’s model in experiential education” (Cassidy, 2007, p. 416). While this may
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be the case, there is little empirical evidence provided within Cassidy’s study to
validate her new framework and, as such, Tuckman’s (1965) model will be the model
referred to within this study.

Conclusion
The concepts of citizenship and community on many levels appear to be
mutually entwined and to provide a basis from which to examine Wesley College’s
Year 9 residential program. Since the aim of this research is to answer the question
‘How does participation in Wesley College’s Year 9 residential program affect
students’ sense of community’, the literature was separated into three key sections.
Section One explored the philosophical underpinnings behind the Wesley at Clunes
Program as well as previous research undertaken on the program. Examining this
research also provided a broader view of the research problem that this research hopes
to answer.

Section Two explored the theoretical underpinnings behind middle school
residential programs, such as the Wesley at Clunes Program. Given the literature
surrounding residential programs, it is possible to conclude that the theories of
adolescent development, Generation Y, and educational engagement, have all
contributed to the theoretical basis for the establishment of residential programs at Year
9. The literature for this section was therefore separated into these key areas.

In studying adolescent development it became evident that during adolescence a
significant stage of brain development occurs and new connections are formed and
pruned. Through linking this with adolescent participation in residential programs, it is
reasonable to conclude that this style of program would influence brain development by
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exposing students to new learning experiences that contribute to the strengthening of
relevant connections, and the removal of non-relevant connections within the brain.

A focus on Generation Y followed, which explored how people born after 1980
learn and act within society, as well as what they value within their education. From
the literature it became apparent that people born into Generation Y are often highly
sociable, value their friends and family, enjoy being part of an authentic community,
value mentoring from older members of their communities, and prefer an educational
environment that is both relevant and meaningful.

Educational engagement was also examined and the results found that
residential programs by their very nature can increase student engagement. A multitude
of reasons were provided, including: students being part of an authentic learning
environment; having the opportunity to engage with older members of their
communities; feeling a genuine part of a community; increased levels of responsibility
and ownership over their daily routine; and lessons being relevant to the students’
immediate situation, such as running a household and interacting within a community.

Finally, residential programs were explored and cross-referenced with the
previously examined educational theories of adolescent development, generational
theory, and educational engagement.

All of the residential programs examined

provided students with an opportunity to be part of an authentic community, thereby
ensuring that this need of adolescence was addressed, while most of the
recommendations of Cole et al. (2006b, pp. 1-10) for putting educational engagement
theory into practice at Year 9, strongly matched the educational goals of the residential
programs. Through these programs students were able to engage with and provide
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support to their communities, participate in a dedicated Year 9 learning environment
and were given opportunities to develop special relationships with adults from within
or beyond the school community. For Generation Y students who embrace the values
evident within their communities, and who enjoy having older generations as mentors
and role models, programs based in residential settings can provide these learning
experiences. These settings also provide the students with the opportunity to be part of
a genuine and relevant learning experience. All of the educational theories examined
were shown to interlink and support each other. This leads to the conclusion that there
is not one theory relating to the formation of middle school residential programs, but a
complex intertwining of many educational theories centred strongly on the need to
engage Year 9 students within their educational programs.

Section Three of the literature review explored the concepts of citizenship,
sense of community and group development.

It sought to place the aims and

objectives of the Clunes program within the Victorian Essential Learning Standards,
thus demonstrating the links between the curriculum and the program. In doing so it
was found that links exist between the Clunes program and the Interpersonal
Development and Civics and Citizenship domains, of the VELS documentation. From
the literature, it also became evident that the Clunes program does provide students
with the opportunity to learn community focused citizenship skills.

This led to the

exploration of the concept of community and, in turn, sense of community. ‘Sense of
community’ is found to include feelings of membership, influence, reinforcement and
shared emotional experiences. Educational communities differ from other communities
in that they have a clear focus on learning and a relatively fixed tenure due to the
course or program having a fixed end date. The four key components of educational
communities are spirit, trust, interaction and learning. Through the work of Rovai
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(2002), an instrument to measure classroom sense of community in online and blended
communities was created. This instrument provides a way to measure the effect of the
Wesley at Clunes Program on students’ sense of community. Caution will need to be
exercised in its use, however, to ensure that the research instrument and subsequent
results are specific to the Clunes program.

While Rovai’s tool provides us with a measure of how students’ sense of
community is evolving during their time at Clunes, an examination of the literature
relevant to group development was warranted to understand the processes that students
may move through while they attend the Clunes program. Subsequently five key stages
of group development were found to exist. These were titled Forming, Norming,
Storming, Performing and Adjourning. It is important to acknowledge the reoccurring
nature of this model with some students and groups moving backwards and forwards
along the continuum instead of in a continual forward motion.
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Chapter 3 - Methodology
Introduction
As previously stated, this is a mixed method study of socialisation, citizenship
and community as it is found within Wesley College’s Year 9 residential program
based in the township of Clunes. While existing research on the Wesley at Clunes
Program provides evidence of students gaining some citizenship skills, no previous
research has examined in detail the effects of this program on the students’ growing
sense of, and connection, to community. In broad terms, the purpose of this research is
to examine how the Wesley College students’ sense of, and connection to, community
is affected by their time in Clunes.

The purpose of this chapter is to expound the methodology used within this
research. The particular methods and techniques utilised to establish how the students’
sense of community is affected by their participation in the Wesley at Clunes Program
is explained. The methodological approach is described in two parts of this chapter.
The first provides an explanation and justification of the research design and methods.
This is followed by a discussion of the terminology of ‘community’ as it will be used
within this research. A workable definition is provided in order to clarify what is
considered a confusing terminology and in doing so, a degree of clarity is formed
within the research for both the research subjects and the researcher.

Overall research design
Mixed method research:
This research utilises a mixed method research design, with the added
dimension of some characteristics of an ethnographic, participant observation, case
study approach. According to Creswell (2012, p. 535) “a mixed methods research
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design is a procedure for collecting, analysing, and “mixing” both quantitative and
qualitative data in a single study to understand a research problem”. This view is
expanded by Johnson, Onwuegbuzie and Turner (2007) who analysed current thoughts
in the world of mixed method research to provide an overall definition. They stated
that,
Mixed method research is an intellectual and practical synthesis based on
qualitative and quantitative research; it is the third methodological or research
paradigm (along with qualitative and quantitative research). It recognizes the
importance of traditional quantitative and qualitative research but also offers a
powerful paradigm choice that often will provide the most informative,
complete, balanced and useful research results (p. 129).
Integrating the findings of quantitative and qualitative data has, according to Bryman,
The potential to offer insights that could not otherwise be gleaned… Mixed
methods research is not necessarily just an exercise in testing findings against
each other. Instead, it is about forging an overall or negotiated account of the
findings that brings together components of the conversation or debate (2007,
pp. 9-21).

Recently the integration of quantitative and qualitative research has become
increasingly common and, as a result, there are now many different typologies of mixed
method research (Bryman, 2006, pp. 97-98). For the purpose of this research a
triangulated mixed method approach will be utilised. In a triangulated approach the
researcher uses more than one method of research as part of the validation process.
Doing so “ensures that the explained variance is the result of the underlying
phenomenon or trait and not of the method” being utilised (Johnson, et al., 2007, pp.
113-114). According to Jick,
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The effectiveness of triangulation rests on the premise that the weaknesses in
each single method will be compensated by the counter-balancing strengths of
another… although it has always been observed that each method has assets and
liabilities, triangulation purports to exploit the assets and neutralize rather than
compound the liabilities (1979, p. 604).

Ethnographic case study:
Ethnographic research designs are, according to Creswell (2012, p. 462),
“qualitative research procedures for describing, analysing, and interpreting a culturesharing group’s shared patterns of behaviour, beliefs, and language that develop over
time”. An ethnographic case study, therefore, is the in-depth exploration of the shared
patterns, beliefs, language and behaviour that develop within a group as it interacts over
time. Further to this is the notion of the ethnographic case study being a ‘bounded case
study’ whereby the case being researched is “separated out for research in terms of
time, place, or some physical boundaries” (Creswell, 2012, p. 465). Babbie (2004, p.
293) provides an example of this when he describes a case study as “the in-depth
examination of a single instance of some social phenomenon, such as a village, a
family, or a juvenile gang”. According to Yin (2003, p. 8) the unique strength of a case
study is the ability to deal with multiple forms of data including documents, artefacts,
interviews, and observations. There are some limitations to this style of research that
need to be addressed in order for the research to be valid. These include the time
required to conduct a thorough case study, the possible overgeneralisation of findings
and that the researcher may introduce bias due to their close connection with the case
study (Yin, 2003, pp. 10, 11).
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Study overview
A triangulated mixed methods study, with some elements of an ethnographic
case study, has been chosen for this research as it allows an in-depth study to be
undertaken of the Wesley at Clunes Program. The data is sourced from a variety of
locations including surveys, in-depth and open-ended interviews, and observations. An
anthropological viewpoint is also possible due to my employment as a teacher at the
campus during the research period. These research methods have been chosen, as I
believe no single method of data gathering will supply a range of data great enough to
answer the research questions. Completing only interviews with students would provide
snapshots of the students’ journeys up to the time of the interview. Completing multiple
intensive interviews with the same student during his or her time at Clunes would
provide more detail, however, it is not achievable due to the time pressures placed on
students within the Wesley at Clunes Program and the work commitments I face as
both a researcher and staff member at the campus. Undertaking observations provides
the opportunity to record information and behaviour as it occurs and, as a staff member,
at the campus, permission to do so has been forthcoming and any potentially negative
issues regarding the developing of rapport with the research participants is reduced.
Completing only quantitative surveys provides a good source of statistical data, yet
combining this data with the qualitative survey questions, interviews and observations
provides an overall view of how the students’ sense of community is evolving during
their time at Clunes.

To date, the examination of ‘sense of community’ has been done using
primarily quantitative methods (Chiessi, et al., 2010; Dawson, 2006b; Peterson, et al.,
2008; Rovai, 2002). These research studies were designed to measure the participants’
sense of community at the particular time the research was being undertaken and did
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not take into account the changes in the participants’ sense of community over a period
of time.

Research by Ouzts (2006) combined a quantitative survey with qualitative

interviews, however this was done to validate the research tool. This research was also
aimed at measuring the participants’ sense of community at a given time. In this
research I argue for the use of a mixed method design as it provides a sound
contribution of data from both methods, which when combined at the analysis stage,
will result in data with very few weaknesses due to the counterbalancing strengths
found within each of the research methods utilised.

There are some possible limitations within this research. One such limitation is
that researcher bias could be introduced due to my closeness to the research being
undertaken. The use of a mixed method research design helps to reduce this limitation
and the triangulated nature of the data ensures that the data is supported on many
levels, which also helps to reduce any possible weaknesses in the data interpretation. A
recognised limitation of case study research is the amount of time it actually takes to
complete the research. In this research the length of time for data collection is restricted
to one school term. Doing so reduces the time-consuming nature of gathering,
processing and analysing the data. This helps to maintain currency within the research
and also guarantees that the results will be processed within a short period of each
other. Processing the results so closely together will assist with the data analysis and
will help to ensure that the analysis is completed simultaneously and in an integrated
fashion rather than independently, which would not be representative of a mixed
method design. Completing the data collection within one term also requires the
findings to be deliberately presented as a focused ‘snapshot’.

75

Methodology

Research methodology
Setting and sample:
Students enrolled at the Wesley at Clunes campus in Term Two, 2009, were
invited to participate in this research. Due to the case study nature of this research, the
setting was predetermined to be the Wesley College campus in the small rural township
of Clunes. As Creswell (2012, p. 628) defines the setting as “the place in which a story
physically occurs”, other areas of the Clunes township utilised by the students during
their classes and free time, such as shops within the main street and the Town Hall, also
need to be included within the setting.

A qualitative style of sampling was utilised within this research as, according to
Creswell, the intent in qualitative inquiry is “not to generalize to a population, but to
develop an in-depth exploration of a central phenomenon…you select people or sites
that can best help you understand the central phenomenon” (Creswell, 2012, p. 206).
The sampling strategy utilised was that of homogenous sampling. Creswell identifies
homogeneous sampling as being when the researcher “purposefully samples individuals
or sites based on membership in a subgroup that has defining characteristics” (2012, p.
208). In this research, the common subgroup was created through the students all
attending Wesley Colleges’, Clunes campus in Term Two, 2009. No external factors
were taken into consideration in relation to choosing this term; rather, it was chosen
because the research was ready to happen in terms of ethics approval and the research
tools being ready to implement. The use of an homogenous sampling strategy ensured
that the students included within the research were part of the relevant subgroup and
therefore able to provide in-depth information on the central phenomenon. Conducting
the research with only the students attending the Clunes campus in Term Two, 2009
does limit the research results, in that the research is restricted to one population of
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students. This is counterbalanced by the significant depth of the data generated within
the term through the use of a mixed method study.

Conducting research with students from only the one term causes other possible
limitations within the results. During the year the students’ depth of knowledge and
maturity may increase and this will not be explored or considered within the scope of
this research. Further to this, every group of students that attends the Wesley at Clunes
campus varies in terms of personality and overall group culture. The time of year that
students attend Clunes can also affect the results of this research. In Terms Two and
Three, male students are able to play football with the Clunes team, which at times
depends on the Wesley students to have enough players to field a team. This, therefore,
provides another avenue for students to connect with members of the local community
that may not be present during other terms. This could provide some results that cannot
be seen as generic to other terms.

Attendance numbers at the Clunes campus vary during the four school terms,
due in part to the way students’ attendance is combined from the three Melbourne
campuses. As such, during some terms the Clunes campus will have approximately 88
students in attendance, whilst in other terms this number can be reduced to 60 students.
In Term Two, 2009, 70 students attended the Clunes campus. All students were given
the opportunity to be surveyed subject to their own and their guardian’s consent. This
was accomplished by sending the research permission forms and participant
information sheets to parents with Wesley College’s standard Clunes paperwork
(Appendix A-D). Of the 70 sets of information distributed, 37 were returned, which
equated to a return rate of 52%. Of those returned, 36 (51%) gave permission to
participate in the survey, whilst 30 (42%) gave permission to be interviewed.
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The sample size for the in-depth, one-on-one interviews was set at 10. This
equated to a third of the students that gave their permission and 14% of the total
students on campus. While 10 may seem a relatively low number to interview, the
time-consuming nature of conducting in-depth interviews, along with the other rich
sources of data available, meant that this number was considered achievable in terms of
data management and generation. To obtain the 10 students, the names of the 30
students who granted permission to be interviewed were separated by gender. From
these groups the names of five male and five female students were drawn randomly
from a hat. These names were then checked to ensure that at least one male and one
female were included from each Melbourne campus. This was deemed important, as
the Melbourne based campuses are all very different in location, size, amenities and
culture, and these characteristics could skew the data if all students interviewed were
from the same campus.

Research instruments
Quantitative survey:
This research utilises a significantly adapted form of Rovai’s (2002) instrument
to measure classroom community scale (Appendix E and F). Rovai created this
instrument to measure the sense of community and connectedness students experience
in online learning environments. It has subsequently been utilised in blended learning
environments. As yet it has not been utilised solely within a traditional, classroom-style
setting. In addition to measuring a sense of community, this instrument was also
designed to measure “classroom-specific community issues” that students experienced
as part of their learning communities and the shared common values students had in
relation to their educational goals and expectations (Rovai, 2002, p. 201). For the
purpose of this research, the questions pertaining to the classroom specific issues were
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heavily adapted. This is due to the focus of the current research being on the students’
growing sense of community and community connectedness, and not on their views
relating to classroom specific issues.

Rovai’s (2002) instrument also used a variation of negative and positive
wording in its statements, for example, “I feel that this course does not promote a desire
to learn”. For ease of student reading, this wording was (with the exception of
statement 18) restructured to be in the positive form. Statement 18, “I feel uncertain
about some people in my house”, was left worded in the negative form as it was
considered easier to read, and therefore respond to, than other statements which could
have portrayed the same meaning and the wording of ‘I feel…’ is consistent with the
other survey statements. Next to each statement in the survey is a “five-point Likerttype scale of potential responses: strongly agree, agree, neutral, disagree, and strongly
disagree” (Rovai, 2002, p. 201). Participants are required to select the response on the
scale that best reflects their feelings about the statement.

Six long answer questions

with a qualitative focus are also included within the survey. These questions ask for
examples of things that contribute positively or negatively to the students’ house,
campus and wider Clunes community. A seventh question was included in the second
survey pertaining to the students’ preferred way of keeping in touch with family and
friends (Appendix F).

Validation of the quantitative survey
Validation of the survey instrument occurred in two distinct phases. The
instrument was first trialled with students in Term Three, 2008. Eighty students were
asked to complete a printed survey. They were also asked to provide feedback on
aspects of the survey that they felt did not make sense, or needed to be reworded, and
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the overall layout of the survey. The students were very forthcoming with their praise
and criticism of the initial survey. All of the students who gave feedback on the survey
design liked the survey layout. Their answers to the question ‘was the layout of the
survey friendly to use, why or why not?’ included,
Straight to the point, clearly set out, easy to understand.

Easy to understand and allowed clear feeling/expression.

It was easy to tell what was meant to be done and how to do it.

It was easy to use and do.

Questions were easy to read and directions of use were friendly.

Because it was simple and easy to follow. The wide rows made it easy to follow
as well.

While the students liked the overall layout, they found some of the questions
vague, and some of the language too ‘grown up’ and therefore not relevant to them.
Their comments included,
The questions were a bit weird. Make the questions easier to understand.

Some of the questions were too broad so it made it hard to answer them.

Some of the questions were a little too vague and some should be allowed to
have an area where students can comment.
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A resounding theme from within the student feedback was a lack of
understanding regarding the term ‘community’. As a result a lot of students found it
difficult to respond to the questions that used this term. This resulted in a definition for
the term ‘community’ being developed, which was then provided at the start of the
survey, to assist students in answering the survey questions. While this was not ideal,
in that it would have been beneficial to have the individual students provide their own
definition, it was necessary so that the students could answer the survey from a
common basis. The following statement was provided at the start of the surveys.
In this survey the term ‘community’ refers to a group of people who have
something in common. Examples of communities can include: your Clunes
house, the Clunes campus, the Clunes township, your family, sporting groups,
etc.
The process under which this definition was constructed will be explained later in this
chapter.

A second trial was conducted in Term Four, 2008 with 28 students from the one
class, which equated to 36% of the students attending the campus in that term. This trial
imitated the way the final survey was to occur, with students filling in the first survey
near the start of their Clunes journey and a second survey near the end. The students
completed the survey to a higher level and their qualitative statements also showed
more depth compared to the initial 80 students that provided feedback on the survey
design. Rewording some of the statements and providing a definition of community
was attributed to this response. The graphs produced from the trial survey also
produced information conducive with what was anticipated for the Wesley at Clunes
research. Students were also asked to recommend whether they felt the survey should
be conducted ‘online’ or via a hard copy. The result was overwhelmingly for a paper81
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based survey, as the students felt that this was easier to fill in and reduced the
likelihood of computer-based problems.

While conducting the trial surveys did ensure necessary changes were
addressed, the process of adjusting and then testing the survey instrument to ensure the
results were valid for the research was time consuming. Using this survey did,
however, ensure that the opinions of a large group of students could be obtained in
relation to how students’ sense of community is affected by participation in the Wesley
at Clunes Program and the anonymous nature of the survey contributed to the students’
willingness to answer it in an open and honest fashion.

Qualitative interviews:
Individual qualitative interviews were conducted with students during their
Clunes experience in Term Two, 2009. Creswell (2012, p. 217) states that “a qualitative
interview occurs when researchers ask one or more participants general, open-ended
questions and record their answers”. The information obtained from these interviews
was documented in a self-designed interview protocol (Appendix G). “An interview
protocol is a form designed by the researcher that contains instructions for the process
of the interview, the questions to be asked, and space to take notes of responses from
the interviewee” (Creswell, 2012, p. 225).

Completing qualitative interviews allows the participants to describe their views
and opinions openly and in their own words. This provides a greater level of depth to
the research than if only surveys were completed. There are also weaknesses to
interviewing, including, the time it takes to record and transcribe the interviews, as well
as the possible bias introduced through the researcher summarising the information to
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be put into the research report. Students may also be selective in how they answer
questions, depending on their relationship with the researcher.

To reduce the likelihood of students being unwilling to share information with
me in the role of researcher, as opposed to their teacher, I requested from the Head of
Campus that I not be a House Leader4 for the term that the data gathering was
conducted, as the other teaching roles at the campus involve less pastoral care and
therefore potentially less of an emotional connection with the students. I feel this was
important in terms of the students’ willingness and ability to disclose information to me
in the role of a researcher. Students were also informed at the start of the interviews
that I was undertaking them in the role of a research student at La Trobe University and
therefore the students were free to be completely candid. Students were also informed
that any issues revealed during the interviews that affected their own or other’s
personal safety would be mandatorily reported, as part of my duty of care as a teacher.

Trustworthiness and creditability of the qualitative interviews
Examining the interview protocol for trustworthiness and creditability occurred
over two distinct stages. Firstly, colleagues at the Wesley at Clunes campus examined
the interview questions. They provided feedback on the language used and presented
thought provoking responses as to the suitability of the questions and the answers likely
to be received. The feedback received resulted in the language of the survey being
changed to a more casual and easily understandable tone, which was deemed necessary
for students to be able to understand and answer the questions adequately. Once
changes had been completed to the original interview protocol it was tested with a

4

A House Leader is responsible for the overall supervision and pastoral care of the students within their
houses. They play a key role in the students’ day-to-day living at Clunes, including helping students to
manage the demands of living with others whilst maintaining a functioning, clean and tidy, household.
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small number of students. The feedback received showed that no alternations were
required and that the data generated within the interviews was sufficient to mix with the
quantitative survey results in order to answer the key research questions.

Participant observation:
Due to the case study nature of this research, I was able to undertake participant
observations during the term. A participant observer, is according to Creswell (2012, p.
214), “an observational role adopted by researchers when they take part in activities in
the setting they observe”. Smyth and Holian (2008, p. 35) refer to participant observers
as having insider status in that they are researching from within the organisation they
are studying. They comment that, “insider status enables researchers to engage with
and report events and issues as they occur, allowing understandings to unfold
naturalistically”. Bell (1999, p. 156) supports this view when she states that, “direct
observation may be more reliable than what people say in many instances. It can be
particularly useful to discover whether people do what they say they do, or behave in
the way they claim to behave”.

The advantages of this style of research “include the opportunity to record
information as it occurs in a setting, to study actual behaviour, and to study individuals
who have difficulty verbalizing their ideas”. The disadvantages include problems
gaining permission and therefore access to the research site, difficulties building
rapport with individuals, and the closeness the researcher can have to the research, and
as such the possible reduction in his or her ability to be objective in his or her reasoning
and findings (Creswell, 2012, pp. 213-214).
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In the case of this research, my status as a teacher at the Wesley at Clunes
campus provided me with an ‘insider’ perspective. While this was advantageous in that
I could build rapport at the research site through intimate knowledge of the program,
the risk of bias in the research findings may have been increased through this detailed
knowledge. To reduce this bias, an observational protocol (Appendix H) was followed
for recording field notes and multiple observations were conducted. The field
observations were also considered as a part of the larger case study and therefore any
representation of bias was substantially reduced.

The data received through this

method was transcribed and coded, and formed part of the triangulated analysis for this
research. The credibility and trustworthiness of the findings relating to this data is
therefore increased, as the data needed to be validated against the interviews and
surveys.

Research procedures - Data collection and analysis
Prior to any research being undertaken, ethical approval was sought from the
Human Research Ethics Committee, La Trobe University, Bendigo. After this was
granted, approval was requested from Wesley College, Melbourne, to undertake this
research at their Clunes campus. This permission was granted in Term Four, 2008.
Participant information and permission letters were then sent to the students and their
guardians in Term One, 2009 (Appendix A-D).

Data collection and analysis – quantitative survey:
All students for whom written permission to survey was granted were surveyed
in a structured class based session. The survey was printed and all students were
supplied with a pen to complete the survey. Students were told to find their own space,
away from others, in the campus’s Jubilee Hall. They were given as much time as they
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needed to complete the survey. The first survey was conducted at the end of the
students’ first week at Clunes to capture their thoughts and feelings relating to their
connection to others and their feelings of community in the early stages of their Clunes
experience. The second nearly identical survey was conducted during the students’ last
week at Clunes to capture the evolution of their thoughts and feelings relating to
community. Due to the students completing the surveys in the class-based setting, the
response rate for both surveys was 100%.

After students completed the surveys the data was transferred into a quantitative
computer program (Excel), which increased the speed and accuracy with which the
results could be generated. Using Excel also allowed graphs of the quantitative data to
be easily constructed. For all of the questions except, question 18, the following scoring
scale was used to transfer the five-point, Likert-type scale of potential responses into
data that can be scored, and thus analysed; strongly agree=1, agree=2, neutral=3,
disagree=4, and strongly disagree=5. For question 18 this was reversed, with the scale
of potential responses scored as strongly agree =5, agree=4, neutral=3, disagree=2, and
strongly disagree=1. (Rovai, 2002, p. 201).

As this data was predominantly used to describe trends within the students’
answers, descriptive statistics was used to analyse the data. Descriptive statistics
“indicate general tendencies in the data” such as the mean, median and mode, as well as
the spread of scores including the variance, standard deviation and range (Creswell,
2012, p. 182). In order to obtain the overall score of the sense of classroom community,
the weights of all 20 items were added together. Total raw scores therefore ranged
from a maximum of 100, which would show an emphasis on strongly disagreeing, to a
minimum of 20, which represented strongly agree answers and therefore a person who
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felt a higher sense of community (Rovai, 2002, p. 202). Each survey was numbered for
example 1.4, where the ‘1’ represented the survey completed at the start of the term and
the number ‘4’ shows that this was the fourth survey processed from this group. This
assisted in tracking the data during the processing and analysis stage. It is important to
note that, due to ethical considerations, the students were not assigned identification
numbers for both surveys. As such, the numbers representing the students’ responses to
the first survey; i.e. 1.2, 1.3, do not represent the same students’ responses in the
second survey; i.e. 2.2, 2.3.

Data collection and analysis – interviews and observations:
The interviews occurred from the second week of the school term and
concluded in the last week. Each interview was undertaken with different students in a
one on one setting. This was chosen with the hope that students would be more willing
to contribute and discuss their honest feelings about their Clunes experience without
other students listening.

All interviews were audio recorded in accordance with the

interview protocol and were transcribed by me. Student and staff names were changed
within the transcripts so that students and staff are not identifiable within the research.
For representation in the analysis section of this thesis the interview transcripts were
given randomly assigned student numbers, eg ‘Student 1’.

Multiple observations were conducted throughout the same school term in
which the surveys and interviews were also conducted. Each observation was recorded
using a pre-designed observation protocol and all observations were recorded as soon
after the observed event as possible. Many different events were observed on campus,
including: the first day when students arrived; sporting events; classes; trips away from
the campus; Community Service; and the final goodbyes at the Clunes campus. A
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limitation of this particular style of data collection was the difficulty of being an active
teacher in some of these activities, versus the role of observing. At times this was
problematic and, as such, some data was gathered from a purely observational role.
Others were undertaken in the capacity of teacher, or joint teacher of an activity. The
observations were also transcribed.

Data analysis occurred by reading the transcripts and observations in their
entirety several times to find broad categories for the data and coding these categories
so that common themes could be established. According to Creswell (2012, p. 244)
“codes are labels used to describe a segment of text or an image”. These codes were
then compared and contrasted between all of the transcripts until general reoccurring
themes were found. These themes were then examined to establish commonalities and
variances.

Mixed method analysis:
After individual coding and analysis occurred the data was checked for any
inconsistencies that may indicate that the data was invalid. The interview and survey
data was then merged together with an equal weighting. Analysis was then conducted
on this data by once again looking for key themes. The observational data was also
added to this mix; however, it was mainly used as a way of supporting and enriching
the data that emerged from the interviews and surveys.

Defining community
As has been discussed within the literature review, defining the terms
‘community’ and ‘sense of community’ are shrouded in difficulty. Following feedback
from within a trial research group it became clear that a definition needed to be
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provided to assist students with completing the quantitative survey. A review of the
literature surrounding community and, in turn, sense of community, found that
McMillan and Chavis’ (1986) definition was the most valid and commonly referred to
when defining ‘sense of community’. They stated that a person’s sense of community is
made up of several key elements, which include membership, influence, reinforcement,
and a shared emotional connection. While this definition was valid for the term ‘sense
of community’, a simplified definition was also required for the terminology
surrounding the notion of community.

Using the work of Dawson (2006b, pp. 154-155), two broad domains of
community were evident. They were “locality and the sharing of common interests”.
From this basis the simplified definition of ‘a group of people who have something in
common’ was created for use in the quantitative surveys. While this definition could be
seen to be trivialising McMillan and Chavis’ (1986) definition of ‘sense of
community’, the simplistic nature of this terminology allowed students to then add to
and expand on this definition through their qualitative answers. They did this by adding
their own terminology of ‘together’ to the definition to further expand and delineate
their understanding. There was no definition of community given within the qualitative
interviews as students were asked to provide their own definitions. Further discussion
of the students’ definitions can be found in the analysis section of this thesis.

In addition to defining the term community for use within the surveys, a clear
understanding of the key elements necessary for a person to become a member of a
community was required to assist with the analysis and interpretation of the data.
Utilising and adapting McMillan and Chavis’ (1986) model of sense of community
provided an outline of the necessary elements along with their supporting descriptions,
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which were used as evidence within the analysis and interpretation. It is important to
note however, that this list is not exhaustive, and not every member of every
community will exhibit all of these elements at any given time.
•

Membership – the feeling of belonging or of sharing a sense of personal
relatedness.

•

Influence – having a sense of mattering and of making a difference to a
group, and the group mattering to its members.

•

Reinforcement – the integration and fulfilment of needs. This is the feeling
that members’ needs will be met by the resources received through their
membership in the group.

•

Shared emotional connection – a commitment and belief that members have
shared and will share history, common places, time together and similar
experiences (McMillian & Chavis, 1986, p. 9).

Conclusion
Using a triangulation mixed methods research design in the scope of a case
study provides a broad level of depth to this research and in doing so reduces the
likelihood of researcher bias. Through the triangulation approach, the strengths of the
quantitative surveys and the qualitative interviews and observations are enhanced,
while their weaknesses are reduced. Doing so increases the reliability of this research
as all data generated is examined and compared against each other to ensure the
transparency and validity of the research findings.

Due to the case study nature of this research, the research findings are specific
to the program that Wesley College implements through its Clunes campus. The
findings of this research should not, therefore, be taken to represent the broader
population of students attending residential programs, and should instead be taken to be
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generalisations or trends arising out of this particular case study, which may or may not
be relevant to other Year 9 educational centres.
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Chapter 4 – Discussion and Analysis
The purpose of this study is to examine how participation in Wesley College’s
Year 9 residential program affects the students’ sense of, and connection to,
community. Four key questions form the basis for this study. They are:
How does participation in Wesley College’s Year 9 residential program affect
students’ sense of, and connection to, community?

What effect does this program have on students’ understanding of what it means
to be a member of a community?

What aspects of the program do students view as contributing positively to their
sense of community?

What aspects of the program do students view as contributing negatively to
their sense of community?

This chapter addresses these research questions by presenting analysis and
discussion of the qualitative and quantitative data, which was collected in Term Two,
2009, and then merged using a mixed method triangulated research design. While the
focus on community was at the core of this research, it quickly became evident that the
learning, knowledge and experiences of the individual needed to take centre stage, for
without the individual’s interactions with others there would have been no community
to examine. The collection, examination and analysis of this data was therefore
multifaceted and time-consuming. Students attending the Clunes campus engage with
at least four separate, but interlinking, community groups. These are: their Melbourne
home community, which still plays an active role in the student’s day to day existence,
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even though they are removed from it; the house group community, within which they
live whilst at Clunes; the Clunes campus community; and the Clunes township
community.

The interlinking nature of these communities and the students’ roles within
them did create problems when presenting the data. To simplify this the data is
presented in five key sections. The first provides an overview of the students’
understanding of the term ‘community’ and the traits of a good community member.
This information provides a basis from which to view and interpret the rest of the
research.

Section Two explores how participation in Wesley College’s Year 9

residential program affects students’ overall sense of, and connection to, community. In
doing so it seeks to answer the question ‘how does participation in Wesley College’s
Year 9 residential program affect students’ sense of, and connection to, community’.

The findings of Section Two are expanded in Sections Three and Four. Section
Three examines the growth of the individual, while Section Four explores the students’
feelings of, connections to, and experiences in community. The Wesley at Clunes
Program is also examined in this section, to discover the aspects of the program, that
contribute positively to the students’ sense of community, and the factors, if any, which
hinder this development. Through examining the program in this way the answers to
the research questions, ‘What aspects of the program do students view as contributing
positively to their sense of community’, and ‘What aspects of the program do students
view as contributing negatively to their sense of community’, are formed.

The final section of the analysis addresses the question ‘What effect does this
program have on students’ understanding of what it means to be a member of a
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community’. This is done by re-analysing the data presented in Sections One to Four
with a focus given to examining the effects of the program on the students’
understandings of what it means to be a member of a community.

Section 1. Students’ understanding of community
As previously explained, an individual’s understanding of what the term
‘community’ means can vary from person to person. Although a definition was
provided within the survey of “a group of people who have something in common”,
students who were interviewed were asked what they thought a community is and how
they would define it. As all of the interviews occurred some weeks after the first
survey, I was curious to see if the students restated the provided definition or
constructed their own. Out of the 10 students interviewed, 7 described a community as
being ‘a group of people’. This is congruent with the definition provided within the
survey. While the survey definition may have influenced the answers to this question, 8
of the 10 students interviewed expanded on the survey definition by including spatial
notions and reference to the term ‘together’ within their answers. The following two
answers are typical of those received.
I would define a community as a group of people umm, not necessarily living
together but being together, and sharing an area together (Student 5).

A group of people…they work together and it’s like they stick together (Student
7).
From this basis it appears that the students had a reasonably uniform view of what a
community is and therefore the results of the interviews and surveys are generally
congruent.
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To further explore the students’ understanding of the term ‘community’ and to
see how they applied their definition in a practical sense, they were asked to identify
the communities they thought were present within the township of Clunes.
Unsurprisingly, nearly all identified the Wesley College community and the broader
Clunes township community. Other community subgroups were also included, with 7
out of the 10 students interviewed identifying the Clunes shopping precinct, and the
patrons who use it, as a community, while 6 of the 10 students identified the sporting
clubs within Clunes as being a subgroup with some characteristics of a community.
Student 3 expanded on the concept of communities when she outlined,
When I first came I thought it was kind of just one big community, but then you
know as I kind of get to know the place it, it seems like there’s kind of a little
community within, like the health centre and then there’s the museum staff and
the people at Widow Twankey’s [a local coffee shop], so there’s kind of little
communities within the big community (Student 3).
This fits within the spatial notions identified by the students when they included the
term ‘together’ in their definition of community and highlights the fascinating, slightly
blurred nature of communities when the people involved merge from being members of
a group into that of a community.

Students were also asked, ‘What makes a good community member’ to
establish if any students had views that were vastly different from the usual responses,
as these could affect their answers to the interview questions. While the answers
provided were varied, some common themes did emerge. These included the
personality traits of being positive, happy, helpful, generous, kind, and possessing
leadership skills with awareness for the whole group’s well-being and having a desire
for it to succeed. Student 1’s answer is representative of the answers received,
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Probably a happy and willing person that’s going to provide safety and fun for
people and is outgoing, always ready for something new…and ready to bring
everyone together and organised, very organised to make everyone join
(Student 1).
While Student 9 agreed with the qualities listed for a good community member, she
also observed, rather perceptively, that
Every community is different; they look for different kinds of qualities in
people (Student 9).
This response suggests a growing awareness that the qualities needed within one
community are not necessarily the same for all communities. The following analytical
sections support Student 9’s perceptive statement by explaining the results of the
Clunes Sense of Community Survey and outlining the different communities and
community subgroups in which students attending Wesley at Clunes are involved.

Section 2. Students’ sense of and connection to community
Using the survey data, observations and interviews an understanding was
formed of how participation in Wesley College’s Year 9 program affects students’
sense of and connection to community. This data also provides a delineation of the
changes in the students’ perceptions of community and their feelings about community.

Quantitative data was obtained via the Clunes Sense of Community Survey
(Appendix E and F), which was designed to measure the changes in the students’ sense
of community as the term progressed. In the initial survey, taken at the end of Week
One, the highest score was 72, with the lowest score being 32 (Appendix I). The
highest score obtainable was 100, which would indicate a very low feeling of
community, while the lowest score possible was 20, which would represent a very
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strong feeling of belonging and participating in the community. The average was 44.7,
with a standard deviation of 9.7. In the second survey, taken during Week Eight, the
highest score was 58 and the lowest score was 21 (Appendix J). The average was 40,
with a standard deviation of 9.7. This survey showed that overall the students’ sense of
community and feelings of community connectedness increased during the seven
weeks between the surveys. To further support these findings the data was converted to
percentages (Appendix K) and the change between the percentages was examined.
Statements 3, 8, 10, 11 and 15 all showed substantial positive change (19-28%)
between the first and second survey in relation to the number of students who strongly
agreed with the statement. This further supports the notion that the students’ sense of
community and feelings of community connectedness increased during their time at
Clunes. The following graphs present these changes and show the variance between the
first and second survey.

Figure 2: I feel connected to all of the people in my house
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Figure 3: I feel included within my house

Figure 4: I feel happy to speak openly with all of my housemates about my thoughts
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Figure 5: I trust others in my house

Figure 6: I feel that I can discuss problems in our house with everyone who lives in it.

This developing sense of community awareness and belonging is supported by
the qualitative data, which includes observations and interviews completed during the
term. At the start of their Clunes experience students were observed sitting in small
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groups which, for the majority, were with students from their own campus. As the term
progressed, the campus divide reduced and they socialised with students from different
campuses. At the end of Clunes, little, if any, division was evident for the majority of
students, who sobbed and hugged in the Jubilee Hall prior to their parents collecting
them, to take them back to Melbourne. Student 2 summed this up when she said,
I had never met quite a lot of people that are up here and now I feel like almost
everyone up here is one of my best friends and, um, so I can, like, go and talk to
anyone, and you are accepted in everything and everyone’s really friendly.
There is quite a lot of community spirit going around and even when you’re
having a disagreement with someone… you go and fix it… (Student 2).

While an overall increase in sense of community and feelings of community
connectedness can be gained from the data, these findings cannot be viewed in
isolation. The observations, interviews and qualitative answers provided within the
survey show that the creation of sense of community and feelings of community
connectedness are multidimensional and for students who attend the Clunes campus the
nature of the friendship groups and wider communities that are founded and joined
differ considerably.

To understand this further the remainder of this chapter has been separated into
three key sections. Section Three examines the development of the individual self, with
students identifying their individual growth as being of utmost importance to their
learning, as well as being part of a community. Section Four explores the students’
feelings of connections to, and experiences within, communities. This section examines
the four community groups to which students appear to relate whilst at Clunes. These
are the students’ home community, the emerging community within the students’
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houses, the Wesley at Clunes community, and the wider Clunes community. Section
Five explores the effects of the Wesley at Clunes Program on the students’
understandings of what it means to be a member of a community.

Section 3. Growth of the individual
Students often commented in the interviews that they had gained new skills and
knowledge during their time at Clunes. One common area of personal growth was in
the development of household skills, with students stating that they learnt how to cook,
clean and be more independent within the household setting. Another area of growth
cited by students was in their deepened interpersonal relationships. Students identified
making friends, dealing with interpersonal problems (when they had no escape from the
person with whom they were having conflict due to the nature of the program), and
learning to trust others, as particular areas of personal growth. Other skills identified
within the interviews included: dealing with people in a more positive and productive
way; finding the courage to try new things; not leaving work to the last minute; talking
through problems; and being more interactive with others. Student 2 summed up his
learning when he stated,
You learn to cook for yourself, budget, save electricity, just everything really
that you wouldn’t normally, do at home… you take for granted your parents
will do it for you or someone does it for you, but you don’t [do it]. Then, when
you come up here, everything is your responsibility. So, you have a choice, you
can come up here and learn to become independent, or you can come up here
and not try, not completely throw yourself into the learning experience and just
bludge your way through and not learn anything. But I decided, after the first
couple of days, that I wanted to learn everything I could from all the situations I
got given, so all the opportunities that I got I decided to take them all, so I learnt
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to cook, I learnt to clean, I learnt to budget and I learnt to buy all the food for
myself, so yeah, I have become a lot more independent I think (Student 2).

Interesting insights into student growth and development were also provided in
the qualitative answers within the survey. In the first survey student answers were often
focused on the individual and what he or she was doing personally to assist the
developing community within his or her house or the wider campus or local
community. Some examples of these comments include,
I contribute positively to my house community by cooking for everybody and I
feel that is how things happen (Survey 1.1).

Living with the people you get to know them (Survey 1.15).

I feel as though I contribute to my house as I do all my jobs and if I don’t do
them all I respect others who may have a problem with me. I do my best for
everyone (Survey 1.2).

When people ask for your help because you feel like a resource to the house
(Survey 1.10).

Helping you get up, reminding you to do the dishes because you feel like they
are including you in what’s going on and don’t want you to fail (Survey 1. 14).
These statements were typical of the many survey responses received.

At the end of the eight weeks when the second survey was completed the
responses showed a new emphasis and focus on team-based activities with students
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seeing themselves as part of a larger community and therefore having the ability to
interact with and affect the lives of others. Examples of student comments include,
When everyone is together in the house that contributes positively to my
feelings of belonging (Survey 2.1).

If someone is sick you should go out of your way to help them. When you’re
sick at Clunes it is not the same as being home, that is why it is important to
make them feel at home (Survey 2.2).

Helping around the house, taking care of responsibilities because it means I
have a duty and meaning to be here (Survey 2.4).

House Meetings, cooking with housemates and free house time as we get a
chance to get to know each other and it’s a lot of fun (Survey 2.18).

I think that doing Cluster Sports5 and House Days6 do contribute positively to
our Clunes house community; it brings us altogether and makes us help each
other (Survey 2.5).

When we all get together, tell jokes and have a laugh, because this makes me
feel that everyone wants each other as a part of the house (Survey 2.19).

5

Cluster Sports is an inter-house, team based, and alternative sporting games competition. Each house
group is combined into a team (Cluster) with another house group and an emphasis is placed on having
fun and participation. Due to program changes in 2011, Cluster Sports was renamed FASTA Games.
FASTA stands for Fun, Active, Social Teamwork-orientated Alternative games. Students are now
grouped into ‘tribes’ instead of Clusters to participate in the activities.

6

During House Days students spend time with their House Leader and also have classes relating to
living in a community and menu planning.
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There are arguably many social, psychological and educational reasons for this
change. In the first week, when the initial survey was completed, students were not
fully aware of the program and what it required. They were still trying to find their
place within the program and therefore needed to focus on themselves in order to
comprehend their place within their new society. When the second survey was
completed, in Week Eight, students had been at Clunes for seven weeks and knew the
program intimately. They also knew what was required of them and were, for the most
part, comfortable with these requirements. The students therefore had far more
knowledge, understanding and capacity within themselves to be thinking about others,
and this led the students to answer the questions asked of them in more detail and with
more emphasis on their group socialisation, growing knowledge, and feelings of and
about community.

The changes also support McMillan and Chavis’ sense of community theory
(1986, p. 9). They propose that a person’s sense of community is made up of feelings
of membership, influence, reinforcement, and a shared emotional connection.
Membership, they outline, “is the feeling of belonging or of sharing a sense of personal
relatedness”, while influence is “a sense of mattering, of making a difference to a
group”. They describe reinforcement as the “feeling that members’ needs will be met
by the resources received through their membership in the group” and shared emotional
connection is the “commitment and belief that members have shared and will share
history, common places, time together and similar experiences” (McMillan & Chavis,
1986, p. 9). All of these elements were visible in the students’ answers in the second
survey and provide a further indicator that students attending the Clunes campus
experience a greater level of sense of community as their time at Clunes progresses.
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Students also identified interactions with their peers and within friendship
groups as affecting them on a personal level. For nearly all activities at Clunes students
are put into groups and this can, on occasion, lead to students being placed in a group
with people they may not necessarily know well or be friends with. This is particularly
noticeable at the start of the term when students are still getting to know each other and
to find their place within the hierarchy of the Clunes campus. Student behaviour and
interaction on two separate trips to Sovereign Hill (a working gold museum in
Ballarat), were observed at the start of the term. For each trip students were requested
to have at least one other person with them when walking around the museum during
their ‘free time’, which was part of the risk management assessment for the activity. On
one occasion a student outlined that she had not yet made friends with the other girls in
her group and she therefore needed to swap groups so that she could be in a group with
her friend. This would therefore allow her to have someone with whom to walk around.
Without this swap happening, the student may not have had anyone to keep her
company during her ‘free time’. Another time a student was observed walking around
Sovereign Hill by himself. When questioned, he said that he had no one to walk around
with as the other students had left him alone and the only person he knew well was in
the other group. When the other group had lunch this student was able to join his friend
and explore the museum.

While these two cases are relatively minor and easily solved, they do provide
examples of a bigger and often reoccurring issue for students; that of feeling isolated
within the large group. McMillan & Chavis identified this when they outlined that
membership to a group can bring with it a sense of belonging, but it also has boundaries
between those who do belong and those who don’t, and while the boundaries can
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protect the interests of those who belong to the group, those who don’t fit in can be
subject to exclusion, rejection or isolation (McMillan & Chavis, 1986, pp. 9-10).

The theme of exclusion was explored within the survey results and also the
interviews. The following sample taken from the first survey is representative of the 12
answers received discussing feelings of exclusion or isolation within house groups.
The different campuses, they all stay in their own groups (Survey 1.6).

When you are left out of groups on purpose you feel as if you are not wanted
within the community (Survey 1.10).

Exclusion, especially because there are many different friendship groups, which
not all of the house members are included in (Survey 1.11).

Not be included and treated poorly because it makes you feel bad (Survey 1.5).

In the second survey 4 of the 36 students surveyed referred to issues of
exclusion or isolation within house groups. They included,
People not including others in convos [conversations] because it’s anti-social
(Survey 2.3).

Leaving someone out of the group, it separates us (Survey 2.13).

When I don’t feel included or no one signs out with me it makes me feel sad. I
also feel sad and angry when people don’t do their jobs and have no respect for
others (Survey 2.9).
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If someone goes to other houses instead of choosing to be around our house, it
makes us feel as though they would rather be in another house (Survey 2.14).

This reduction in numbers does show that during the term feelings of isolation
and exclusion were reduced. This could be due to students getting to know each other
better within their own house groups, and through the vast range of activities on offer
as the term progresses. These provide opportunities for students to meet and form
friendships with people outside their own houses. Some of these activities include
Cluster Sports, Trivia Nights, Discos and Performance Nights where students perform
music, act or dance to entertain their peers. Further to this, staff take an active role in
deliberately enrolling students in classes with a mix of people from other house groups.
Any student who is considered to be struggling is encouraged to seek assistance from
his or her House Leader, peers, Cluster Leaders (Melbourne staff), parents or the
campus counsellor. It is of concern that, despite the support processes in place, four
students still felt isolated or excluded at the end of their Clunes experience.
Understanding further ways of determining and reducing these feelings of isolation is
beyond the scope of this research, however, it is essential that staff work on this
weakness within the program. I will provide tentative recommendations on how this
can be done within my conclusion.

Section 4. Feelings of, connections to and experiences within community
The home community:
Every student who attends Clunes is different, yet in the same way they are also
very similar, for all students leave behind friends and family in Melbourne and find
themselves placed in Clunes where they need to balance the creation of a new
107

Discussion and Analysis

community with their desire to know about, and be a part of, their pre-existing life in
Melbourne. Through the use of interactive technologies, including campus provided
access to payphones and email, students are increasingly able to maintain their existing
school and home networks. For some students, therefore, their arrival at Clunes is
relatively straightforward as they look positively on what the next eight weeks will
bring.
From the very beginning I felt at home at Clunes. I didn’t really have any
problems with being there and I loved it (Student 2).
Yet other students arrive with some trepidation and angst about how they will ‘survive’
for eight weeks without having their families, friends, mobile phones, and access to
social networking websites.
The first two weeks it was really hard for me to be away from my mum and dad
(Student 3).

Before coming to Clunes I was feeling quite nervous, but when I met my
housemates, I felt more confident (Student 8).

Before coming to Clunes, I thought that I would miss home a lot and I was
expecting to really struggle with constantly being around people (Student 10).

My home community… is sad because I miss my parents and my brother and
everything but um, and I miss my friends back [in Melbourne] and the other
communities (Student 6).

Only three of the interviewed students stated that they had not been missing
home. These students arrived at Clunes with the foresight to recognise that their Clunes
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experience was temporary and that they would soon be returning to their lives in
Melbourne. They all acknowledged that after Clunes they would need to work hard to
regain their previous Melbourne relationships, but all felt that it would be possible for
them to do so. These students were ‘living in the moment of Clunes’ and this possibly
helped them to curtail any feelings of homesickness. The words of Student 2 provide a
summary of the sentiments of these three students,
I always have the knowledge that I am going to go back to all the people … in
Melbourne, so I haven’t really, I have not felt homesick (Student 2).
Student 10 summarised the complex relationships that students attending Clunes
experience when she outlined what it is like wanting to be a part of the Clunes
community, yet at the same time, being aware of what was happening within her own
home community. She stated that,
It’s quite weird being away from them, I feel like I am getting behind in a way.
I am getting behind on what’s happening and because once you are in a
community… if you are heavily involved you know everything that is
happening and I feel in a way that I am sort of getting behind with some things,
but you know I will just have to work hard on it when I get home I guess… I am
trying to work my way into this community at the moment and I am not really
thinking about back home much. I am just trying to figure out where I am here,
because I guess I can’t think about where I am not going to be for the next few
weeks. I mean its Week Six now. I have got to concentrate on where I am and
not where I was because I will be home again soon, but you know it will be
there, the community will be there, but I won’t be able to come back here
(Student 10).
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Two other interviewed students outlined the feeling of getting behind on what is
happening as a concern. They also linked this concern to the feeling that things would
be changing in Melbourne and that their sports groups and families would be
continuing on without them which meant that they would need to catch up when they
got back from Clunes. These students appeared to be trying to live between two
separate worlds, their lives in Clunes and their lives in Melbourne. Student 3, who had
been particularly homesick, said the following after injury required her to return home
for an unscheduled visit, which also allowed her to see her family and friends.
I think being able to see them and knowing that they are, like, still there, but
also going home and knowing that nothing had changed, like the house was still
the same, everyone was still the same, like, I think that just made it better. So it
wasn’t, it didn’t feel like I was missing out or anything (Student 3).

An explanation as to why the students have such strong feelings of connection
to their home community can, again, be found in the work of McMillan & Chavis
(1986). The elements of membership, influence, reinforcement, and a shared emotional
connection apply just as relevantly to a student’s home community as it does to the
student’s new Clunes community. In this case McMillan & Chavis’ thoughts on
exclusion and isolation can be seen to be occurring to students at Clunes in relation to
their home communities, because the students are simply not physically present within
their home community whilst they are at Clunes and therefore do feel some feelings of
isolation and exclusion from it.

The receiving of regular communication from home was seen as being of very
high importance to the majority of students attending Clunes. This connection reduced
the feelings of isolation and exclusion that they felt from their home communities. The
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majority of students identified the instant nature of email communication and telephone
calls as their most common ways to communicate with others. Student 10 explained
why email is so popular when she stated,
Without email I don’t know how I would survive here, because it’s quick and
you can also send really long emails and it will get to them straight away. You
can know that it has gotten to them and it’s just really good. I mean, if I had to
send letters every time I wanted to tell my mum something I would just, oh, it
would drive me crazy (Student 10).
While emails were identified as being good for quick communication, the writing and
receiving of letters provided a keepsake for the student that they could hold onto and
reread. Student 9 commented that,
It’s just nice when you don’t get to see them every day you can like read
something that they have written themselves so it’s just really nice and you get
to put it up on your wall and read it every night (Student 9).

During the term students were often tasked with distributing the mail to their
peers and it was interesting to observe how their peers swarmed around the students
who were giving out the mail. On one occasion a group of students were witnessed
distributing the mail and one yelled out to another ‘Hey, you have a package’. The
student receiving the package yelled out, ‘A package!’ and shrieked with delight as she
ran to receive her docket that allowed her to collect the package from the Post Office.
Similar interactions were observed at other times during the term. While receiving
mail from home can be seen as a positive, those who do not receive mail from home
can feel disappointed, excluded, and, at the extreme, rejected by their families. In this
case a student was observed to look very sad as he walked away from the group,
commenting under his breath, ‘Maybe tomorrow’. This situation illustrates again the
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feelings of isolation that may occur for students and the role that the student’s
Melbourne based family and friends can play in helping to reduce these feelings for
them while they are attending the Clunes campus.

The students’ emerging house community:
Students at Clunes live in house groups of six to eight. The houses are single
sex, although they do usually have a sister or brother house with whom they share a
House Leader and undertake activities throughout the term. Each house has four twinshare bedrooms, two bathrooms, and a laundry, kitchen, dining and lounge area (‘the
pit’). One house is slightly different in that it has two single and three twin-share
bedrooms to cater for students who may need additional privacy or personal space.
While students do put forward preferences for a friend with whom they would like to
share a room, due to the vast number of students that are accommodated, this
preference is not always possible. Students do usually know, however, at least one or
more other people within their house group. In Term Two when this research was
conducted, most houses had a mix of students from all three of Wesley College’s
Melbourne campuses; St. Kilda Road, Glen Waverley and Elsternwick.

Within the Wesley at Clunes Program, the house group is the first group or
small community to which students are exposed. It is therefore often the first place
where conflict or harmony will occur for students. Some have never shared a room
before, whilst for others, establishing their place within the house hierarchy is a
formidable and daunting task. Others take it all within their stride and appear to find
common ground quickly. When asked what it was like settling into her house, Student
6 stated,
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It was really weird at first because… it just felt like I knew the people in my
house for ages even though it's only been like one week and we get along really,
really well. [There are] times where you say ‘Oh I wish they weren’t in your
house’ because they annoy you, but you get over that and then you’re, like
wow, its actually really great they are here because it’s another person you can
be friends with and get to know and they can help you… You haven’t lived
with them before, but it was really easy and… after you have been hanging out
with them you just realise that, wow, I made friends like three times as fast as
what I would have at school because you are around them all of the time
(Student 6).
Not all house groups settle in as quickly and some problems can occur. Student 9
commented that settling into her house was,
…hard in the beginning, because I had heard a lot of stories about one girl…and
your parents tell you not to believe it if you hear it from someone else but, as
time went on, you kind of realised that maybe they [the stories] might have been
true… It is still hard but I suppose we know each other better now, you know
when to back off and you know when to kind of talk about it and stuff like
that…(Student 9).

These statements are also supported by the results of the Clunes Sense of
Community Survey where students showed an increase in their feelings of community
within their houses from the start to the end of the term. As part of this survey students
were asked to identify elements of the program that contributed positively to their
feelings of belonging to their house community. In the first survey completing
household tasks featured highly with students identifying cooking, cleaning, eating
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together, and doing jobs as things that contributed to their sense of community. Some
examples of student comments include,
Cooking and cleaning, because we have to work together (Survey 1.6).

Working and having fun together because everyone gets along and you work as
a team (Survey 1.8).

The fact that we get along well helps but also we are all very generous because
my house members offer to make things and clean up for each other (Survey
1.13).

Interestingly, not completing these tasks was often observed to be a source of
conflict within the house groups and could therefore be seen to be taking away from the
students’ sense of community.

When these tasks were completed, however, they

appeared to provide an ‘in-road’ into the forming of relationships with others, most
likely as a result of students completing mutual experiences together. In the second
survey students overwhelmingly identified house time, Cluster Sports, House Meetings,
living together and House Days, as things that contributed positively to their feelings of
belonging.
I love being involved in Cluster Sports as we work as a team. In-house time
allows me to shake off any negative thoughts and spend time with my
housemates and by myself (Survey 2.9).

Something that contributes positively is definitely Wednesday House Day. This
is when we air all of the tensions that have been caused during the week.
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Cluster Sports as well because it’s great to see a group of people cheering each
other on (Survey 2.15).

Things that contribute positively to my Clunes house community are in-house
time because everyone can relax and get along, sharing food because food
brings us all together, and helping housemates out because it’s just a nice thing
to do (Survey 2.10).

All of these activities require students to spend time together as a house group,
often with the added incentive of having to work together to achieve a common goal.
All of the activities identified, with the exception of Cluster Sports, are undertaken with
only their house group, which therefore forces them to spend time together.
Observations taken during the term also supported these findings. During in-house
time, where they could only be in their own house, it was not uncommon to see
students spending time together in their pit area playing cards, listening to music,
painting toe nails, or sharing snacks. During House Days, House Leaders would meet
with their house group for an hour and a half and the students were given opportunities
to discuss any problems that were occurring within their house. This would usually
help the group address the issues and plan strategies to move forward and reduce the
chances of the problem recurring. For some houses conflict did occur often, with the
airing of problems and concerns happening on a weekly basis. This conflict was often
about household tasks that were not done to a very high standard by one or more of the
housemates, or differing standards in what was deemed ‘acceptable’ for these tasks due
to the students’ varying cleaning abilities and prior experience.
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Although Cluster Sports was seen as building the house community, it is
different from the other activities in that the house groups are combined into teams
(Clusters) with other house groups that are not their sister or brother house. The teams
then compete against each other once a week in an alternative games-based
competition. Students dress up in their team colours and this appears to create feelings
of membership for the students to their team. Points are awarded for wearing the
Cluster colours, the most valuable player, winning games and assisting staff. As the
term progresses these points are keenly sought, with the winning team having an
advantage in the final competition. Having a points based competition does encourage
most students to participate, as they appear to not want to let down their team-mates.
There are, however, some students who do not wish to participate, for social or physical
reasons, and this does, on occasion, cause them to be excluded from the group
activities.

In contrast to the majority of students, a small number felt that Cluster Sports
and other house-based activities were not beneficial for them. They felt that such
activities took away from their sense of community.
When the houses are separated into teams [Cluster Sports] it gets too
competitive and we lose sense and friendly competition (Survey 2.1).
In house curfews, because we have to stay in our house quite a lot so we can’t
interact with others (Survey 2.6).

In-house time, because it separates every house (Survey 2.12).

In-house time, because some members of my house are unbearable (Survey
2.12).
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While these students are in the minority, their answers do highlight the difficult nature
that a program such as Wesley at Clunes has in trying to address the needs of all
students, while at the same time trying to reach a common goal, which in this case
includes the students feeling part of, and functioning as, a community.

Students also identified other things that they felt contributed negatively to their
sense of community. These included feelings of isolation and exclusion, and fights or
arguments that occurred within the house. Some examples of students’ answers include,
Some people in our house don’t really like each other, so they always argue
(Survey 1. 32).

Not being included and treated poorly, because it makes you feel bad (Survey
1.5).

When I don’t feel included or no one signs out with me it makes me feel sad
(Survey 2.9).

Arguing and fights, because it breaks the sense of teamwork and community
(Survey 2.17).
When people are fighting in the house (Survey 2.31).

As mentioned in the previous section, there was a noticeable difference in the
number of students commenting on exclusion between the first and second survey, with
12 students mentioning it in the first survey and only four in the second. This reduction
in the number of students feeling excluded or isolated could be due to the students
getting to know each other better within their own house groups, the vast range of
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activities offered outside the house as the term progresses, and strategies adopted by
staff, such as one to one conversations and group meetings, which encourage a sense of
worth, belonging and safety.

A slight increase was evident in relation to comments about fights or arguments
between the surveys, with five students commenting on it in the first survey and seven
in the second. These findings are congruent with observations undertaken at the Wesley
at Clunes campus, where, on occasion, students could be heard having vocal
disagreements with their housemates over a range of issues. The students themselves
often resolved the majority of these disagreements without staff intervention. The
increase in disagreements as the term progresses could symbolise the growing level of
comfort that the students feel with each other and their burgeoning desire to express
their concerns with their housemates, rather than ignoring them, as they may have done
at the start of the term. The results of the Clunes Sense of Community Survey support
this finding with students asked to respond to the statement, ‘I feel happy to speak
openly with all of my housemates about my thoughts’ (Figure 4).

A substantial

increase was seen between the start (Survey 1) and end of the term (Survey 2) in
relation to the students’ willingness to speak openly with their housemates.

The

following student comments also provide further insights into the evolving nature of
the students’ relationships within their houses.
Challenges for me [at Clunes] were getting along with people in my house. In
the beginning it was rocky but in the end it turned out that we are great friends.
I just stuck it out and eventually we put aside our differences and worked
around them (Student 9).
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I had frustrations with housemates at times. I was able to overcome this by not
snapping and overreacting and realising that I should talk with them to find out
what the problem was rather than jumping to conclusions (Student 6).

One important lesson I learnt at Clunes is that it’s better to address problems
before they get worse and I have become a lot more confident in doing this
(Student 10).

This finding supports the growing hypothesis that students attending the Wesley
at Clunes campus do experience an increase in their sense of community as they
progress through their time in Clunes. In accordance with the views of McMillan and
Chavis (1986), it could be construed that as the students establish stronger feelings of
membership, influence, reinforcement, and emotional connection to each other, they
may experience times of conflict as part of their group and community formation. As
they work through the conflict, the students desire to be a member of the community is
still present and the shared experiences for those involved of having travelled through
the conflict, may help them to be closer than before.

It appears prudent at this stage to revisit Tuckman’s (1965) theory of group
development as it applies to the development of house groups and, in turn, house group
community. In the first stage, ‘Forming’, the house group comes together and
subsequently sorts out the tasks that need to be done and the participants’ interpersonal
relationships with each other. Hence the importance outlined in the first survey of the
students completing their household tasks which then provided an ‘in road’ to the
creation of positive relationships. The second stage, ‘Storming’, is seen through the
occurrences of conflict and disagreements during the term, which were initially
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discussed with House Leaders during House Meetings. As the term progressed, the
individuals involved often resolved these conflicts without the need for external input.
The stage of ‘Norming’ occurs with the development of group cohesion and the
offering and receiving of assistance from each other. This appears in the second survey
through the ease with which students relate to each other and the happiness they
express at sharing time in their houses together. The third stage, ‘Performing’, occurs
when the group concentrates on the task at hand and there is forthcoming support and
interactions among group members. A shift in attitude is also seen from ‘me’ to ‘we’.
This shift is visible between the first and second survey. In the first survey the focus
was keenly on the completion of household tasks, while in the second survey, the focus
was changed to that of students spending time together and completing common goals,
such as the cleaning and cooking. This evidence supports the belief that students
attending the Wesley at Clunes campus do move through the stages of group
development identified by Tuckman (1965) as their sense of community increases
during the term.

The Wesley at Clunes community:
Students attending Clunes are challenged in many different ways. One such way
is the concurrent nature of the establishment of the communities to which they belong.
While students are endeavouring to establish their places within developing house
communities, they are also asked to contribute to and participate in the wider Wesley at
Clunes community. This community includes not only the students, but also the
teaching staff, residential staff and their families (who live in houses surrounding the
campus), administration staff, cleaners, maintenance and grounds staff.

120

Discussion and Analysis

During the interviews students were asked if they felt a part of the Wesley at
Clunes community. All of the interviewed students said they did. Interestingly the
survey results showed only a slight variation between the first and second survey when
students were asked for their response to the statement, ‘I do feel an atmosphere of
community at this campus’ (Figure 7).

Figure 7: I do feel an atmosphere of community at this campus.

A possible justification for this slight variation could be that some students
indicated that they felt very welcome at the Clunes campus from the start of the term,
and this feeling remained throughout their time at Clunes. The graph, therefore, should
be interpreted not in relation to the lack of movement between the two surveys, but
instead, in the consistency of its results. The comments of Student 3 expand on this
theory stating that,
Everyone is so welcoming, like all the staff are really welcoming and then
everyone in town was really welcoming, and all of the students were really nice
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so it’s kind of hard not to feel like you are a part of it [the Wesley at Clunes
community] (Student 3).

Students were asked how and why they felt a part of the campus community
and what things contributed to these feelings. Two key themes emerged. These include
relationships forming through being together, and the role of the program as a support
and structure for the students being together and therefore forming relationships. The
students commented that,
We get together so much. In the morning there’s morning meeting, and I think
that’s, even though you have to get up for it at 7.45am, I think it’s a really good
thing because there is not really any other time that we are all together… I
really like our group because everyone sort of looks after each other and they
trust, I think there is a lot of trust that goes around… mostly people care about
each other (Student 10).

Because we are living in the same area and you have classes with pretty much
everyone on campus… With the different classes there’s different people so you
get to know them better or you get to spend more time with them, and then
during sign-out time7 if you have other friends you can catch up with them as
well (Student 4).

We do things like the Community Cooking where we meet the other people and
it’s on campus, we do Cluster Sports, um, because someone is our House
Leader we get to mix in with them, and because we do things with the house

7

Sign-out time occurs daily. During this time students can leave the campus in groups of two or more
and visit designated areas within the Clunes township. Students must sign in and out of the campus with
a staff member who records their movements on a visual register.
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that is next to us we get to communicate with those people. Because we are all
in a house that makes, if you like, a community and especially with morning
meetings that’s a community thing (Student 1).

These themes are supported and expanded by the survey data. Aspects of the
program that supported group formation and teamwork were recognised as being
crucial, as was feeling included within the student’s house groups and the wider
campus community. The following represent the broad nature of the students’ answers
when asked what aspects of the program contributed positively to their feelings of
belonging to the campus community.
Doing the run and music, both of them are very including (Survey 2.34)

Hanging out at other houses because friendships form (Survey 2.13).

Helping everybody, free time is the best of all because you are surrounded by
people and this allows you to meet them (Survey 2. 21).

Cluster Sports is a good positive way of feeling like your part of a community.
We compete with others but still congratulate each other (Survey 2.5).

Saturday Night Fever because you get to talk and hang out with other houses
(Survey 2.10).

I think [being in] the Beckworth Running Team has a positive impact on the
community as we all work as a team in encouraging each other (Survey 2.9).
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Spending time with different students [and] doing things as a whole campus
such as the Harvest Feast8 (Survey 2.22).

The Running Program (Beckworth Running Team) deserves a special mention
within this research in relation to its role in establishing a community atmosphere and
also for its role in assisting students to establish a sense of community. Students choose
between running and participating in the Fitness Program, which involves playing an
assortment of different sports to maintain or improve the students’ general fitness level.
The aim of the Running Program is for students to complete scheduled training runs
that increase in difficulty as the term progresses. They then finish the term with a 12
kilometre run from the campus to the summit of Mount Beckworth (a nearby mountain
that overlooks the township of Clunes). Those who complete the run have their names
recorded on the honour board within the main campus hall. Students who complete the
run without stopping receive a star next to their name to indicate this achievement. This
board receives a lot of attention with students checking to see if their relatives and
friends have their names on the board.

Within the Running Program there is a strong emphasis placed on supporting
each other to finish the run. Students are encouraged to give each other ‘high fives’ if
they pass one another and to ‘double back’, whereby they go from being at the front of
the group to running behind the back runners so that they can support and encourage
others to finish the run. While this may seem off putting to some runners, for the
majority, it does appear to work and they appreciate the support that they receive from
their teammates. At the end of each run students are given the opportunity to
acknowledge the efforts of their peers and it is often those who have given the most
8

The Harvest Feast occurs once a term and involves all students preparing and partaking in a combined
meal within the Jubilee Hall.
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encouragement or who have tried the hardest who are acknowledged. When asked
about the Running Program students commented,
The run is especially good. Everyone that did the run is very, very friendly…
everyone supports everyone. When we were running up Beckworth I had a great
sense of support it was coming from everyone, we were running up the hill and
then there was just shouting coming from everywhere all the encouragement is
amazing (Student 2).

I found it [running] hard but when I got the fitness level up it was good. I was at
the back of the pack, but at the end I was at the front sort of middle part. It was
really good: if I didn’t have all the people encouraging me to do it I probably
would have thought ‘I can’t be bothered’ (Student 5).

At first I did not want to do it [the Running Program], but now I think what
keeps me going is the acknowledgements at the end… and it’s not like by
yourself, everyone is encouraging you while you are running… you get to run
in pain with your friends, so they know what it feels like as well (Student 8).

I feel [the Running Program] is one thing that will be left here for me because I
am going to get my name up on the board with a star next to it and I am going
to make it up Beckworth and I am going to be remembered for making it up
Beckworth… I am going to be remembered for being part of the group that we
are, because we are a really good running group (Student 10).

The Running Program represents, on a small but adept level, McMillan and
Chavis’ (1986) sense of community theory in action. The students’ comments make it
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evident that they do experience feelings of membership and a shared personal
relatedness by participating in the program. The element of influence was also visible
through students acknowledging and giving encouragement to others. Reinforcement
was the third element that was identified in this theory and, in the case of the Running
Program, it can be found in the receiving of acknowledgements and encouragement
from others within the running group. The last element that McMillan and Chavis
identify is that of a shared emotional connection. They describe this as the commitment
and belief that members have shared and will share history, common places and time
together. All of these elements are represented with students becoming part of a longstanding history when they take part in the program. The desire of some students to see
their name on the Beckworth Running Board is testament to this. All students who
partake in this program know that they will share the training runs and the final 12
kilometre run together. Students who participate in the Running Program appear to
form a tight knit and supportive group and experience a powerful sense of community.

As with any group or community there can be some negatives. Students who are
injured or suffer an illness that requires them to miss multiple training runs are no
longer able to participate in the Running Program and this has led to them becoming
very upset. This may be due to the student suddenly finding him or herself removed
from the group and in turn removed from what has become an important element of
group socialisation and sense of community for them. The few students affected appear
to miss this community link and the feelings they receive through this connection.
When Student 7 injured himself he stated,
…I kind of miss it, just running with the group and talking and, yeah, pushing
yourself (Student 7).
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Two other areas of the program worthy of mention in relation to the creation of
sense of community are the Music Program and the Circus Program. Both of these
differ to the Running Program in regard to the amount of time students spend together
practising and the level of acknowledgement and encouragement that was observed.
They do, however, provide students with another structured way in which to meet
others, work towards a common goal, and be part of the history of the Wesley at Clunes
Program, by performing in the shows held on Presentation Day and at other times for
the community. The social and emotional development that students gain from
performing should not be underestimated. Student 2 described his feelings when he
said,
In the Music Program we go out and we perform for children…I had never sung
before in my life, never played the drums before, I learnt both of them while I
was up here [at Clunes]. I just went out and sang with someone, like all the
other members of my band had all played before and they are all experienced
except for myself and the other singer…I went out and sang with him and the
confidence you get from seeing everyone start jumping up and down and
singing along is, ah, really good…I had decided before I had even performed
that it didn’t matter if the crowd wasn’t getting into it, it didn’t matter if they
weren’t enjoying my type, my style of music, I was going to make it a good
show no matter what they think of me. I was going to prove to myself that it
was a good show by head banging, going crazy, jumping up and down, singing
as best I could. Putting on the show more for myself than for them to prove to
myself that all the things that I had learnt were definitely taking the top, that I
wasn’t shy, that I could sing, and so I was proving it all to myself and to no one
else really (Student 2).
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Student 2’s desire to ‘put on a good show’ symbolised both his individual
journey at Clunes, where he felt an increase in his level of confidence and also his
desire to motivate others within his performances. Through their participation within
the Music and Circus Programs students do gain membership to a select group: they
encourage and receive encouragement from others (influence and reinforcement) and
they share an experience together. In doing so they become a part of history within the
program. McMillan and Chavis’ (1986) sense of community theory appears relevant
within these parts of the program as well.

Factors reducing sense of community
While the students were able to recognise many areas of the program that
contributed to their feelings of belonging to the campus community they were also able
to recognise aspects of the program that they viewed as reducing their sense of
community. These included in-house time, exclusion from the group and personal
attitudes. The following is representative of the range of student answers.
When the houses are separated into teams [Cluster Sports] it gets too
competitive and we lose sense and friendly competition (Survey 2.1).

In house curfews, because we have to stay in our house quite a lot so we can’t
interact with others (Survey 2.6).

In-house time because it separates every house (Survey 2.12).

People not going to morning meeting (Survey 2.3).

Being lazy and negative (Survey 2.4).
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Not introducing yourself to others and not making the most of every
opportunity (Survey 2.35).

It is interesting to note that the elements of the program identified in the
negative sense, when it came to creating campus community, were often seen in the
positive form when it came to creating a sense of community within house groups.
These differences exemplify one common element required for the creation of a sense
of community: that of spending time together. Elements of the program identified in
this chapter in the negative form, such as in-house time, and Cluster Sports provide
opportunities for house groups to be together and therefore increase the chances of the
students forming a strong house community. At the same time, they limit the
involvement of students with people outside of their own house and therefore
potentially reduce the students’ chances of forming a strong campus based community.

The wider Clunes community:
For the majority of the Wesley College students being in a small community
such as Clunes was vastly different to their communities within Melbourne. Students
identified this in terms of size, the way people interacted with each other and the
opportunities for interaction. Learning gained from this experience did contribute to the
students’ understanding of community, their sense of community and connection to
community.

Interviewed students were asked if the Wesley at Clunes Program made them
feel a part of the local Clunes community. Out of the 10 students interviewed, seven
stated that they did feel a part of the community, while the remaining three commented
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that they ‘sort of did and sort of didn’t’. A common thread identified by those who felt
that they were a part of the community was the concept of doing something within or
for the community. This was seen as crucial to the students’ feelings of belonging and
having membership within the Clunes community. Both the interviewed students and
those who were surveyed identified activities such as Community Service and
volunteering at events, sign-out time, shopping in the township, feeling accepted by the
locals and participating in community sporting activities as things that contributed to
their feelings of belonging. Some examples of student comments include,
…On Fridays because I do Community Service, um, you get to join the other
communities and locals, and you’re involved in the whole town of Clunes and
you are not just isolated on the campus, so you get to you know, um, explore the
town and get involved with everybody (Student 6).

I think allowing us to go out into the community is a great thing because we get
to meet the local members and talk to them (Survey 2.5).

I enjoy doing regular Community Services (Survey 2.11).

Community Service… gives us a chance to give back to the community and
thank the people who support Wesley at Clunes (Survey 2.18).

Meeting and talking to locals… community time on Fridays and basketball in
the Community Centre (Survey 2.22).

The role of Community Service in the creation of community is worthy of
exploring separately due to its popularity within the Wesley at Clunes Program.
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Community Service happens every Friday for the first seven weeks of the students’
time at Clunes. Students who are not enrolled in the morning Music Program (which
also runs at this time) select a Community Service in which they wish to enrol for the
week. The opening of enrolments on a Tuesday afternoon sees a swarm of activity
around the campus as students attempt to select the activity in which they wish to
participate. All services have limited numbers, so as not to overwhelm the community
members who take them and to make the students useful at their chosen destination.
The most popular Community Service at the time of this research was ‘Walking with
the Senior Citizens’. When asked why this was so, some students provided the answer
of ‘it finishes early’ and therefore they had more free time on campus. Other students
answered that they had formed relationships with some of the members of the Senior
Citizens Club and therefore wanted to see them each week. On the day this activity
was observed seven of the nine students enrolled had been walking with the Senior
Citizens many times and it was therefore interesting to witness the interaction of
Student 7 with one of the Senior Citizens. Both the student and senior member of the
Clunes community became engrossed in their conversation, with Student 7 removing
himself from his peers and walking at the back with the community member so that
they would not be interrupted. This willingness to engage with older members of
society is congruent with the work of Cole et al. (2006b, p. 4) who recommend that
Year 9 students should be provided with opportunities “to develop a special
relationship with an adult from within or beyond the school community”. Most of the
other Community Services provide opportunities for similar interaction with members
of the Clunes community.

While Community Service provides opportunities for students to engage within
the local community, it is possible, due to the way the timetable is structured, for
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students not to complete Community Service, or to choose a Community Service that
does not involve them interacting with members of the community. This, therefore,
may reduce the students’ abilities to interact or create meaningful relationships with
local community members. Student 4 outlined his feelings in relation to creating
relationships with members of the local community when he said,
…You really don’t get to do much with the Clunes community, you’re just
staying in the area. The only way you can really get involved is, like, if you get
into the footy or the netball, or at basketball but that’s pretty much it, like there
is no interaction with everyone else because they are always at school and then
on the weekend you don’t really see them… there’s people that probably don’t
even know anyone from the Clunes community, yeah, cause they like don’t get
the opportunity to go, because maybe they are not sporty, and they don’t do
football or basketball or they want to do the newsletter [for Community
Service] instead of going out into the community (Student 4).
This outlines the vastly different journeys that some students have whilst at Clunes,
with some taking opportunities to participate in community based activities whilst
others focus their efforts more internally within the Wesley at Clunes campus.

To further expand this research, students were asked to identify things that they
felt contributed negatively to their feelings of belonging to the Clunes community.
Interestingly, in both the first and second surveys and the interviews, students identified
tension between the Wesley at Clunes students and members of the Clunes community.
This was especially relevant in the area of the students’ interactions with local people
of their own age. Wesley students stated that they received ‘nasty’ looks from Clunes
youths and that they are talked to or about, in a rude way. Some examples of the
student responses include,
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Some local teenagers are really rude to us they often think we are snobs
(Survey 2.18).

Some locals look down on us and believe that we do not belong here; it makes it
hard to feel part of the community (Survey 2.26)

The younger Clunes citizens don’t accept you (Survey 2.15).

Locals give you weird looks because you are from Wesley (Survey 2.13).

Members of the community don’t take us as part of the community, [and] when
they talk about us in a rude way (Survey 2.5).

Within the interviews Student 3 outlined how she sometimes felt intimidated by
the local young people when she stated,
The teenagers, the people who are our age, they seem to think that we think we
are all that, but really we don’t, they like to intimidate us, well they intimidate
me at least (Student 3).
Student 9 commented that,
I think the younger people in Clunes, not avoid, but they don’t really mingle
with the Wesley’s because they know, like, they just… we are not really here
for very long-which, kind of, we are here and then we are gone and so there’s
not really a point. But, um, it’s annoying how we have sign-out time and then
some days we don’t, and then we don’t get a very big window to socialise with
the community (Student 9).
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The concept of not being at Clunes for long was also explored by many of the students,
with some identifying that their short (eight week) term at Clunes could be the reason
for the lack of connection formed between them and members of the community their
own age. The majority of students were able to recognise relationships within the
community as requiring input on both sides and for some students the short time they
are at Clunes made this not seem worthwhile.

In both surveys some students articulated the need for Wesley students to
engage in a positive manner with the Clunes locals. This lack of positiveness was more
pronounced within the second survey, with some students suggesting that if Wesley
students were rude to local people then a sense of community between the two groups
would not be able to be formed.

Some examples the students provided of rude

behaviour included, “ignoring locals when you walk past” (Survey 2.35) and “acting
rudely to the people you walk by on the street” (Survey 2.8). Another student expanded
on this when he/she commented, “If some people have no respect for the people of the
community or me, then the community and trust doesn’t form” (Survey 2.9).

A contributing factor to the multi-layered constructs of community between the
Wesley at Clunes students and the local community could be the way that some Wesley
students view the township of Clunes and their role within the township. Some students
expressed how their financial contribution to the Clunes community was a ‘saving’
factor for Clunes and that without the Wesley at Clunes contribution the township of
Clunes would be vastly different. Confirming this with the Clunes community is
beyond the scope of this study, however, what this can lead to is a belief within a small
minority of the Wesley at Clunes students that the community of Clunes is indebted to
them for their support of Clunes. One student commented that they “keep the
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community alive here, so it doesn’t go downhill” (Student 8), and while this may, in
part, be true, it would be interesting in future research to establish how members of the
community of Clunes feel about this statement.

Overall, the Wesley at Clunes students’ interactions with people from within the
Clunes township was viewed as being very positive. The following two responses were
typical of those received.
Um, I think people are nicer here I don’t know why but definitely they are more
friendly here, they are friendly to new people and its just so small… they are
more helpful. People help each other a lot I find here, um they are kinder to
people they say hello… they are happy to stop and chat for like five minutes
even if they have got to do something (Student 6).

When we go down the street everyone’s kind and friendly to you and they know
who you are and that you are from Wesley and, yeah, it’s good… it makes you
feel a part of it (Student 5).

Many community members from Clunes willingly give their time to engage
with the Wesley at Clunes students and to make them feel at home. An example is
during the students’ very first day at Clunes, when a community group supplies an
afternoon tea9 where students, staff and community members, including councillors,
shopkeepers, church members, and community elders, mingle and get to know each
other. Very few, if any, Clunes teenagers attend the afternoon tea. Students were
observed approaching locals and engaging them in conversation, whilst at the same
time, some local people sought out the quiet and reserved students to make sure that
9

Wesley at Clunes supplies a donation to the community group for providing the afternoon tea.
Different community groups supply the afternoon tea each term.
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they felt socially included.

This is only one example of the many beneficial

interactions between the Wesley at Clunes students and the local Clunes community. It
does typify, however, the experience of the majority of the students whilst at Clunes
and undoubtedly contributed to the students’ understanding of what it means to be a
community member, and also, what being a community member in a small town feels
like. Student 2 summed up his thoughts on community with the following,
I now picture community in a whole different way and, um, the way people help
out in the community I sort of think more now about how I could help out in my
community… I play a bigger role now than ever before because I know from
experience what it feels like to be part of that [the Clunes] community and to
help, and so I try to put back into it because it’s a great feeling when you are a
part of the community (Student 2).
Student 10 explained his learning in the area of community with the following,
I used to see communities just as dependences, like this depends on this. It’s a
lot more than that, it’s about relationships as well and concern for others…and
trust that others won’t be bad people. I used to think that all they did was
depend, but there is the other side of the dependency, there is the giving. It’s all
about give and take, you know, and being cool with that give and take. I used to
think it was sort of just about how they all depended and it just sort of goes in a
circle, but there are so many little communities within a community that’s
something I have also realised and the way they are all interlinked is just so
much (Student 10).
Student 1 epitomized many of the interviewed students’ responses when he stated that,
There is a real sense of community at Clunes because everybody knows
everybody and it’s such a small community… everyone is a lot nicer (Student
1).
136

Discussion and Analysis

This reference to size and knowing each other was very common within the
interviews and survey responses. This was especially the case when students compared
their feelings of community within Melbourne to the feelings of community they
experienced whilst living at Clunes.

Student 3’s response was typical of those

received,
Because Clunes is a small community I think everyone knows each other and
they are very nice to each other, whereas in my suburb, you walk past someone
and you have no idea who they are, so you just keep walking (Student 3).
Student 6 added the dimension of time to his response when he commented that,
Clunes is just so small that you get to know everybody so quickly and it’s such
a quiet place. It’s so friendly, everybody here is so nice and back at
home…Melbourne is busy, it’s this, that and the other, and you just don’t have
the time to get to know everybody as well as you do here at Clunes (Student 6)

On the surface, these references to spatial notions and elements of time appear
to contrast the earlier views provided by students that their time in Clunes is short in
duration and therefore they may not meet or form relationships with members of the
local community. It is important to remember, therefore, that the earlier outlined
concerns were in relation to Wesley students meeting Clunes locals their own age and
were not shown to be relevant to the wider Clunes community. It appears from this
research that students who participate in Community Service and other community
based activities are able to establish relationships with older members of the Clunes
community and therefore feel a part of the wider Clunes community through these
relationships.
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Section 5. What effect does the Wesley at Clunes Program have on students’
understanding of what it means to be a member of a community?
I now focus on the effects of the program on students’ understandings of what it
means to be a member of a community.

The concluding data presented here is

portrayed using the generic term of ‘students’; however, it is important to remember
that the learning and experiences of all students are different and the findings could
therefore differ from student to student.

The analysis showed that students learnt that a community is a group of people
with something in common and that they do ‘stuff’ together, and, through being
together and doing ‘stuff together’, relationships can form. They also learnt that
forming relationships requires input from both sides and that a positive and polite
attitude is usually necessary for relationships to form. Students realised that by
participating in the community and doing stuff within or for it, their feelings of
belonging to the community increased. They also learnt that it takes effort to be a
member of a community. This includes keeping in touch with members of the
community when they are away from it, with an example being the students’ home
community where emails, letters and phone calls were needed to help students keep in
touch. They also discovered that communities are concurrent and interlinking in nature,
and that they can be a member of multiple communities at the same time. Some
students discovered that there can be two sides within communities; those that are
included and those that are not, with some students experiencing these feeling during
their Clunes experience.

Students also formed a greater understanding of how their actions affect others
within the community and therefore the importance they have in ensuring that their
actions support the wellbeing of others. They also realised that problems between
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community members need to be addressed if the community is to continue functioning
at a high level and if it is to move past any problems that do occur. They also
discovered that conflict (arguments and disagreements) do happen within communities,
but it is how they are dealt with that matters in relation to being a member of a
successful community. Some students also discovered that everything they do has a
consequence, which may be positive or negative, and this affects both them and the
other people around them. They also realised that they can learn as much from their
mistakes as they can from their successes.

The effects outlined here are broad and diverse, and support the claim that the
Wesley at Clunes Program does effect the participating students’ understanding of what
it means to be a member of a community. In doing so the program can be seen to be
providing students with opportunities to learn citizenship skills, as outlined in the
Victorian Curriculum and Assessment Authority (Victorian Curriculum and
Assessment Authority, 2009e) documentation.

The Community Engagement

dimension of this documentation has, as a focus, “the development of skills and
behaviours [that] students need to interact with the community and to engage with
organisations and groups”. Through the findings presented within this section and,
indeed, this chapter, we can conclude that the Wesley at Clunes Program does address
the civics and citizenship education dimension of the curriculum. In so doing, it
provides students with real life experience in being part of active and diverse school
and small town communities.
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Conclusion
The purpose of this chapter was to present an analysis and discussion of the
qualitative and quantitative data, which was collected simultaneously and then merged
using a mixed method triangulated research design.

In the first part of this chapter an examination of the students’ understanding of
the term community was conducted, as was their perception of the traits of a good
community member. The result showed that students held very similar views when
defining a community, using the common term of ‘a group of people’ and ‘together’
within their responses. Traits of a good community member were seen to vary
depending on the community of which the person was a member; however, they did,
for the most part, include the personality traits of being positive, happy, helpful,
generous and kind.

The key research question of ‘How does participation in Wesley College’s Year
9 residential program affect students’ overall sense of and connection to community’
was explored in Section Two. The Clunes Sense of Community Survey revealed an
increase in students’ sense of community and feelings of community connectedness
between the first and second surveys. This growth and development is supported by the
qualitative data. The creation of a growing sense of community and feelings of
community connectedness were found to be multidimensional, while the nature of the
communities founded and joined differed somewhat between the many students who
attended the Clunes campus. The analysis revealed that Wesley at Clunes students
engage with at least four separate, but interlinking, community groups. These are: the
students’ Melbourne community (in the broadest sense); their house group community
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(the most immediate and smallest); the Wesley at Clunes campus community; and the
wider Clunes township community.

Analysis and discussion in the third section of this chapter showed that the
multifaceted elements of community in which the students found themselves provided
valuable learning for them on an individual level and also in relation to what it means
to be a member of a community. As the term progressed it was evident that students
moved from a predominantly individualistic or self-focus to one of considering the
greater good of the wider campus and small town communities and also their place
within them. Students also showed growing understandings of their personal ability to
affect and influence the experiences of others within these often disparate, yet
sometimes linked, communities. This was congruent with the work of Tuckman (1965)
into the development of small groups when participants merge from being individuals
to group members, and in turn, group members to members of a community.

Section Four explored the four interlinking communities that students are part of
whilst at Clunes and the elements of the program that contributed both positively and
negatively to their overall sense of community. In doing so it provided answers to the
research questions, ‘What aspects of the program do students view as contributing
positively to their sense of community’ and ‘What aspects of the program do students
view as contributing negatively to their sense of community’. The results illustrated
that a positive for developing community in one area may be seen as a negative in
another area. An example of this is in relation to the establishment of house group
communities where students spending time inside their houses with their housemates
contributed positively. This time together in their own house was also seen as a
negative when it came to establishing the wider Clunes campus community and
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developing knowledge of, and relationships with, the Clunes township and the local
people. The receiving of regular communication from home was seen to be positive in
relation to the students’ home community. While completing household tasks, in-house
time, Cluster Sports, House Meetings, living together and House Days all contributed
positively to their feelings of belonging to their house group Community. Aspects of
the program that supported group formation and teamwork were recognised as being
crucial to establishing the wider campus community. These included the Running
Program, Music Program, Circus Program, Cluster Sports and free time. Parts of the
program students identified as helping them to connect with the local Clunes
community included; Community Service, volunteering at events, shopping in the local
township, feeling accepted by the locals and participating in community sporting
activities.

Students were also able to identify elements of the program that contributed
negatively to their sense of community. The main issue identified was that of students
feeling isolated and excluded. This occurred in all four of the community groups
identified and while an improvement was seen during the term, for some students the
feelings of isolation and exclusion remained at the end of their Clunes experience. An
explanation for these feelings is provided in the sense of community theory provided by
McMillan and Chavis (1986, p. 9). They propose that a person’s sense of community is
made up of feelings of membership, influence, reinforcement, and a shared emotional
connection. Through the research it was possible to identify many different
opportunities for students to establish feelings of a sense of community whilst at
Clunes. McMillan and Chavis caution, however, that membership of a group creates
boundaries between those who do belong and those who don’t and as a result, those
who find themselves on the outside could be subject to exclusion, rejection or isolation.
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The times that students identified feeling isolated or excluded fit with the definition
provided by them and include; being left out of groups, not being included within house
groups and having no one with whom to ‘sign out’.

Students were also able to identify some elements of their interactions within
the local community that contributed in a negative way to their sense of community.
These included: only being in Clunes for a short period of time and therefore having
trouble creating relationships; not being accepted; being talked about in rude ways; and
feeling intimidated by some of the local teenagers. Overall, however, students
described their interactions with the community as positive and Community Service
was considered one of the substantial highlights of the students’ time in Clunes.

Section Five explored the key research question of ‘What effect does this
program have on students’ understanding of what it means to be a member of a
community’. It re-analysed the data from the previous sections with a focus on the
effects of the program on students’ understandings of what it means to be a member of
a community. The findings were found to be broad and diverse. They provide support
to the claim that the Wesley at Clunes Program does increase the participating students’
understanding of what it means to be a member of a community. It is also possible to
conclude that the Wesley at Clunes Program does provide students with the opportunity
to gain citizenship knowledge and skills in accord with the guidelines of the Victorian
Curriculum and Assessment Authority (Victorian Curriculum and Assessment
Authority, 2009e).
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Introduction
The overarching purpose of this study is to explore the concept of citizenship
education in a residential based setting and its effect on the students’ developing sense
of, and connection to, community. This was done by examining Wesley College’s Year
9 residential program, based in the rural township of Clunes. By its very nature the
examination of community and sense of community is complicated, time consuming
and quintessentially based on defining the complex notion of community. Two key
definitions for community and sense of community were used to frame this research.
The first was used within the qualitative surveys distributed to students. It defined
community as “a group of people who have something in common”. This definition
emerged from a literature review surrounding the notion of community, with particular
notice given to the work of Dawson (2006b, pp. 154-155) who found two broad
domains of community: “locality and sharing of common interests”, and McMillian and
Chavis (1986), who proposed that a person’s sense of community is made up of
feelings of membership, influence, reinforcement, and a shared emotional connection.

Using these two definitions provided scaffolding to this triangulated mixed
method research design and in doing so allowed a complex data analysis and
interpretation to occur in order to answer the four key research questions. These
questions are,
How does participation in Wesley College’s Year 9 residential program affect
students’ sense of, and connection to, community?

What effect does this program have on students’ understanding of what it means
to be a member of a community?
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What aspects of the program do students view as contributing positively to their
sense of community?

What aspects of the program do students view as contributing negatively to
their sense of community?

This chapter presents a summary of the significant findings, while giving
consideration to existing research examined within the literature review. The
implications of the current research for Wesley College, future researchers and
educators in residential programs, are then explored. This chapter concludes by offering
recommendations for future research.

Summary
From the literature review and the resulting research it is evident that the
Wesley at Clunes Program provides students with opportunities to gain skills and
knowledge in participatory citizenship and this is especially relevant in the community
engagement domain. Through this research it can be concluded that Wesley College
students who attend Clunes experience an increase in their sense of community and
community connectedness as the term progresses. Further to this, the multifaceted
elements of communities in which students find themselves whilst attending Clunes
provide valuable learning for them on an individual level, and also in relation to what it
means to them to be a community member.

Specific findings in relation to the key research questions are presented in the
following section of this chapter. These findings are contrasted with previous research
conducted on the Wesley at Clunes Program. Doing so provides breadth to the research
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and reduces the ‘snapshot’ effect of the findings, which arises because the information
was gathered from the one establishment and over a single school term.

Students’ understanding of communities and their roles within them:
Whilst at Clunes students were found to engage with at least four separate, but
interlinking, community groups. These were: their Melbourne home community (in the
broadest sense); their house group community (the most immediate and smallest); the
Wesley at Clunes campus community; and the wider Clunes township community.
Through their interactions with these different community groups students learnt that a
community is a group of people that, as many related, ‘do stuff together’ and through
being together and ‘doing stuff together’, relationships form. They also learnt that it
takes effort for these relationships to form and, in turn, for them to be and feel like a
member of a community. In this regard the structure of the Wesley at Clunes Program
was recognised as a support for students being together and forming relationships.
Students discovered that conflict can, and does, occur within communities. They also
discovered that everything they do has a consequence, which may be positive or
negative, and this affects both them and the people around them.

A good community member was recognised as having the personality traits of
being positive, happy, helpful, generous and kind. They were also considered by some
students to possess leadership skills, while at the same time having awareness for the
whole group’s wellbeing and having a desire for it to succeed. A growing awareness
was also shown that the qualities needed within one community were not necessarily
the same for all communities. The findings of Lloyd and McDonough (2001) and
McDonough (2002, p. 100) that there was clear growth in the students’ “understandings
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of what constitutes a community and their role within community” through attending
the Clunes program support and validate the current findings.

Clunes community:
Central to the aims and curriculum of the Wesley at Clunes Program is the
notion that the community of Clunes plays a key role as a ‘classroom’ for students.
Essential to this classroom is the connections students make with the residents of
Clunes. These connections are formed in a variety of ways, including Community
Service, volunteering at events, shopping in the township, feeling accepted by the
‘locals’, and participating in community sporting activities. Students who participate in
the school’s Community Service Program are able to establish relationships with older
members of the Clunes community and therefore feel a part of the Clunes community
through these relationships. By participating in these activities within the wider
community feelings of belonging to the community are formed. The research indicates
that learning gained from this experience did contribute to the students’ understanding,
sense of and connection to community. There were students who did not participate in
these activities, due to the way the timetable is structured and through the way they
choose their subjects. As a result they did not show the same level of interaction and
connection with local community members.

The majority of Wesley at Clunes students found it difficult to establish
relationships with Clunes youths. Some students said that they had received ‘nasty
looks’ from the younger locals and that they were talked about in rude ways, which
meant they did not feel welcome to establish relationships with them. Other reasons for
this lack of connection could be the short (eight week) duration of the Wesley College
students’ time in Clunes (and therefore a lack of willingness from both sides to provide
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input into a relationship that may be difficult to maintain post Clunes), and the variation
in the Wesley students’ timetable which meant that their opportunities to socialise with
local students were limited. This again typifies the early statement that ‘through being
together and doing stuff together, relationships form’. As the Wesley at Clunes students
spend little time with people their own age from within the Clunes community, their
relationships are somewhat limited. Conversely, as they spend a great deal of extra
time with their school peers and teachers, relationships of trust, belonging and sense of
community, are often enhanced.

These findings are congruent with, and a development of, those of Lloyd and
McDonough (2001), who found that the majority of students attending the Wesley at
Clunes campus did not interact significantly with the youth of the Clunes community.
Reasons for this included the Wesley students wanting to establish relationships with
their Wesley peers, links being made through sporting programs at Clunes and not
everyone being interested in pursuing sporting activities, and the eight week duration of
the Clunes program which limits the time students have to create relationships.

In 2002, Downey (p. 122) found that potential existed for a genuine city/country
alliance between the people of Clunes and Wesley College. From the current research
this alliance does appear to have formed with certain areas of the community. This is
most noticeable in relation to older generations of the Clunes community, with students
meeting various community members on the first day at an afternoon tea, engaging
with them in Community Service and through shopping in the local community. This
alliance does not appear to have been formed between Wesley students and local
people of their own age.
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Internal research conducted by Wesley College in 2002, supported the findings
of McDonough (2001) and Downey (2002), finding that work still needed to be done in
the area of relationships with the wider Clunes community and in particular the creation
of joint projects with the community of Clunes (Mason, 2002). While the current
research shows that relationships with more senior members of the Clunes community
are being established, creating joint projects with the young people of Clunes could be
one way that an apparent gap in these community development relationships could be
addressed.

Possible options and recommendations will be provided within the

implications section of this chapter.

Development of a sense of community:
For students who attend the Clunes campus the creation of a sense of
community and feelings of community connectedness are multidimensional, with the
nature of the friendships groups and wider communities that they formed and joined
differing considerably. By using the McMillan and Chavis (1986) model of ‘sense of
community’ as a basis, we can conclude that through attending the Wesley at Clunes
Program, students develop an increase in their sense of community, relevant to the
communities with which they engage whilst at Clunes. Students also experience an
increase in their feelings of community connectedness during the eight weeks they are
present in Clunes. This development is evident through the changes in the students’
language and behaviour during the term. At the start of the term students often focus on
their own personal situations. The language used within the surveys and interviews
reflects what the students are personally doing to assist the developing community
within their house, wider school or local community. At the end of the eight weeks a
shift in language is evident, with students describing and demonstrating a new focus on
team-based activities and, by their actions, portraying greater consideration for their
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housemates and the wider Clunes community. Students are also able to see themselves
as members of a wider community, which gives them the ability to interact with and
affect the lives of others.

Positive influences on sense of community:
Students are able to recognise many positive aspects of the program when it
comes to the creation of a sense of community and community formation.
Overwhelmingly, the elements of the program that support group formation and
teamwork, such as the Running, Music and Circus Programs, are recognised as being
crucial. So too are the strong feelings of belonging generated within the students’ house
group and the wider campus community. The research finds that living together, inhouse time, Cluster Sports, House Meetings and House Days, contribute positively to
the students’ feelings of belonging. Parts of the program students identify as helping
them to connect with the local Clunes community include Community Service,
volunteering at events, shopping in the local township, feeling accepted by the locals,
and participating in community sporting activities. Completing household tasks
features highly with students as a way of contributing to their sense of community
within their house, while not completing these tasks is considered a significant source
of conflict that takes away from their sense of goodwill and community.

The findings of the current research are also congruent with the work of Lloyd
and McDonough (2001, p. 5) who explored what the students got out of the structured,
curriculum-based parts of the Wesley at Clunes Program. They comment that students
“become clearer on the nature of community and the relationships that exist in it; derive
some satisfaction from being part of a network within a community; [and] recognize a
range of different individuals, roles and interactions within a community…” The
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current research expands on this, with students outlining the benefits they gain from the
program not just in terms of structured curriculum areas, but also from their free time
which provides them with opportunities to socialise within their houses, the wider
campus and the local Clunes community. Having opportunities to socialise with others
was seen as crucial to developing their sense of community.

Factors reducing the sense of community:
Students also identified areas of the program that contributed negatively to their
sense of community. Interestingly, the elements of the program identified in the
negative sense when it came to creating campus community, were often seen in a
positive form when it came to creating a sense of community within house groups.
These differences exemplify one common element required for the creation of a sense
of community - that of spending time together. When students spend time doing
activities with one community group, for example within their house, they are isolated
from the other communities that they wish to form or join, for example the wider
campus and town communities.

Two other areas were identified as contributing negatively to the students’ sense
of community. These were disagreements and arguments that occur within the house
and feelings of isolation and exclusion. While disagreements and arguments did occur,
they appeared to be, for the most part, a way of creating a stronger sense of community
once the argument or disagreement was over. This typified the students’ willingness to
address problems with their peers as the term progressed and they felt more
comfortable with them.
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Students in every community group raised feelings of exclusion and isolation as
an issue. The number of students experiencing these feelings was greatest at the start of
the term, due to students not knowing each other, and was seen to reduce as the term
progressed. This reduction in numbers is due to students getting to know each other
better within their own house groups, the vast range of activities on offer as the term
progresses, and the active role staff take in ensuring the wellbeing of students. At the
end of the term there were still four students experiencing feelings of isolation and
exclusion from within their home, house, campus, or wider Clunes community.

These findings are similar to those of McMillan and Chavis (1986, pp. 9-10)
and Noddings (1996, p. 245), who found that membership to a community creates
boundaries between those who do belong and those who don’t and while the boundaries
protect the interests of those who do belong, those who don’t fit within the boundaries
can be subject to exclusion, isolation and rejection.

Homesickness was also identified as leading to the feelings of isolation and
exclusion experienced by some students while they were at Clunes. Whilst there are
many reasons for homesickness occurring, isolation and exclusion from the student’s
home family and community was a common cause identified within this research.
Using the McMillan and Chavis (1986) model of ‘sense of community’, it is possible to
conclude that some students who attend the Wesley at Clunes campus feel isolated and
excluded from their home communities because they are not physically present within
that community whilst they attended Clunes. For those students the awareness that they
are missing out and getting behind on things that are happening at home is a real
concern. In contrast, those students not affected by homesickness feel that they are
able to maintain their pre-Clunes relationships whilst they are at Clunes and they hold
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the belief that they will soon be able to catch up on what has happened when they go
home.

While this research did not establish a precise way of reducing homesickness,
the receipt of regular communication from home, in particular letters and parcels, did
help students feel included within their home communities and led to a potential
reduction in the students’ feelings of homesickness. In contrast, students who did not
receive mail from home were seen to feel excluded and possibly rejected by their
family and friends from within their home communities.

Individual learning and personal growth:
While students attending the Clunes campus learn about communities, sense of
community, and what it means to be a community member they also show personal
growth in a variety of other areas. These include the development of household skills
where students learn how to cook, clean and be more independent. They also gain
deeper interpersonal relationships skills through making friends, dealing with
interpersonal problems when they had no escape from the person with whom they were
having conflict, and learning to trust others. Other areas of personal growth include
dealing with people in a better way, finding the courage to try new things, not leaving
work to the last minute, talking through problems and being more interactive with
others.

The current research supports the findings of Lloyd and McDonough (2001, p.
2) and McDonough (2002) who found that the Wesley at Clunes Program had a
positive impact in the areas of self-concept, learning and understanding of community.
These findings are further supported by an internal evaluation of the Clunes program
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conducted in 2002, which found that students who attended Clunes developed greater
self-confidence, independence and were able to create relationships with others
(Mason, 2002, p. 71). Ethnographic research undertaken by Gorur (2008a, p. 3) for the
Wesley College Institute for Innovation in Education, found that the Clunes experience
enabled students to learn to relate to others, develop insights about themselves, and
gain understandings about themselves as a member of a community.

Discussion and implications
This study has important implications for educators. This is especially relevant
for those working in the field of Year 9 education as well as those who work within
residential programs. These implications can be divided into two main sections. The
first explores the implications of this research on the Wesley at Clunes Program, while
the second highlights the implications that are noteworthy for researchers and educators
in residential programs.

Implications for Wesley at Clunes:
The implications of the current research study for Wesley College’s Clunes
Program, lends itself to suggestions and recommendations for further program
development. Overall the findings show that through attending the Clunes program
students can, and do, create relationships with others, develop a sense of community
and an understanding of community life, and experience individual learning and
personal growth. This confirms the importance of this style of program in relation to
the development of a sense of community with Year 9 students, and in turn, the place
of the Wesley at Clunes Program in providing students with opportunities to learn and
experience participatory citizenship.
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While students showed an increase in their understanding of community and
sense of community, the level of interaction they had within the local community did
vary amongst students.

This was particularly noticeable in the establishment of

relationships between Wesley at Clunes students and members of the Clunes
community their own age. This finding was congruent with all of the past research
undertaken on the Wesley at Clunes Program, showing that this is a long-standing
problem, which is yet to be addressed.

The creation of more opportunities for Clunes students and local young people
to spend time together may be one way to address this. The continuation and expansion
of sporting links, including inviting local students to be members of the Running and
Fitness Programs, is one such way. The development of other interests such as joint
music concerts and circus performances is also an option. Caution would need to be
utilised if implementing these changes, as the addition of local students to these
programs could have positive or negative effects on the feelings of community that the
Wesley students gain through being members of these programs.

Students outlined that participating in Community Service increased their
feelings of belonging to the local Clunes community. This outcome supports the work
of Cole et al. (2006b, pp. 1-10) who recommends that students be provided with
opportunities to “develop a special relationship with an adult from within or beyond the
school community” and that students be provided with opportunities to give practical
support to their communities. Not all students currently participate in Community
Service due to timetable constraints. A change in the campus timetable to include a
second Community Service or moving Community Service so that it does not clash
with the Music Program would ensure that all students are provided with the
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opportunity to create relationships with older local community members. This change
would need to be done with caution so as not to overuse the relationships Wesley
College has with local community members who allow the students to volunteer within
their business and organisations. Diversifying the Community Services that are offered
would also alleviate this potential difficulty.

These options may still not address this issue as, at the end of the day, the
Wesley at Clunes students are only temporary residents within the township of Clunes
and the eight week duration of the term has been identified in both previous and current
research as one reason for these relationships not forming. To address this by having
the same group of students attend Clunes for two terms at a time, or even a full year,
would require a fundamental change in the philosophy, structure and amenities of the
program. If, philosophically speaking, Wesley College is happy to accept that some
Wesley at Clunes students do create relationships with older community members
while, at the same time, relationships with their local peers are seldom created, this
would remove any preconceived pressure from students and staff for these relationships
to form.

Reducing Homesickness:
The experience of feeling isolated from one’s home community was found to be
a potential cause of homesickness for some students attending the Clunes program.
Informing parents of the need to keep in touch with their child via mail and email, so as
to keep their connection to their home communities strong, is one possible way that this
could be addressed. Staff would need to monitor the situation if the student is overtly
homesick when introducing this recommendation, as contact from home could
potentially help or hinder the situation depending on the student.
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Reducing students’ feelings of isolation and exclusion within the program:
Feelings of isolation and exclusion were more pronounced at the start of the
term than at the end of term. This could be due to students not knowing each other very
well at the start of the term and the vast range of activities offered which provide
opportunities for students to socialise with each other as the term progressed. Some
students still expressed feelings of isolation and exclusion at the end of the term and
while there is no easy or right way to address these feelings, the following
recommendations may assist these students to feel less isolated during their Clunes
experience.

At the start of the term, when students attend Sovereign Hill, staff members
could split the students into groups of four for their free time. Doing so would provide
an opportunity for students to socialise with students with whom they may not
otherwise socialise. This would also mean that no student would be left on his or her
own whilst exploring the venue. Staff members would need to exercise caution when
creating the groups, as a mis-matched pairing could create a group that has animosity
towards some members and this could negatively affect the students’ feelings of
inclusion and community. This tactic could also be used with other activities at the start
of the school term.

House Leaders could introduce ‘icebreaker’ style activities into their first House
Meetings to encourage the students to get to know each other better early on. These
activities could then be expanded to include wider groups within the campus.
Additional program time would need to be provided for this to happen. This should not
be at the expense of the students’ free time, which has been recognised as being of high
importance to the creation of relationships and sense of community.
157

Implications, Recommendations and Conclusion

The staff of Wesley at Clunes could explore the implementation of programs
that aim to reduce students’ potential feelings of isolation and exclusion. Examples of
these programs include Positive Education (Seligman, Ernst, Gillham, Reivich, &
Linkins, 2009), and the Australian Government Funded MindMatters Program
(Commonwealth of Australia, 2010).

Implications for researchers and educators in residential programs:
This study has valuable implications for researchers and educators working
within residential programs. The following section outlines these implications.

Researchers:
Researchers wanting to explore the development of a sense of community
within their educational setting may find the adapted sense of community survey useful
when designing research studies in this area. A further expansion that could be utilised
within future research would be to issue each student with a unique identification
number to be utilised within the first and second survey. Doing so would allow the
individual student’s journey, in relation to the development of his or her sense of
community, to be mapped, which would provide even richer results than those
contained within the current research. Extra consideration would need to be given to
gaining ethics approval due to the students being identifiable when processing the
research because of their individual identification number.

Educators in Year 9 Residential Programs:
Due to the case study nature of this research, the findings are specific to the
Wesley at Clunes campus. The results can therefore only be seen as trends arising from
this particular case study, which may or may not be relevant to other residential
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programs. The comparison of the findings against previous research does provide
breadth to the findings, however; other residential programs are asked to use their own
discretion when exploring these findings for use within their own programs.

Educators in Year 9 residential programs may find this research valuable when
it comes to designing meaningful and relevant education programs. Of important note
is the finding that students need both structured and unstructured time within their day
where they can be with other students. Allowing students this time creates relationships
and through the creation of relationships, communities form. Staff must be aware that
when students are contained within their house groups they are working on creating
their house group community, but as a result, they are not creating a wider campus
community. Providing time within both groups appears to be the only way of
addressing this issue. It is also important to consider the role of free time for students in
constructing their communities. Free time provides students with opportunities to
socialise with others outside of their classes and in doing so allows them opportunities
to form and maintain relationships with people they may not otherwise see.

The current research validates the work of Cole et al. (2006b) and Dowson et al.
(2005) in relation to working with Year 9 students in education. This is especially
relevant in the areas of responsibility, belonging, active learning, challenge and
engagement. The structure of the Wesley at Clunes Program, along with the students
participating in Community Service and volunteering at community events, is seen as
central to the Wesley at Clunes Program achieving these outcomes. Educators within
other residential settings may find the work of Cole et al. (2006b), Dowson et al. (2005)
and the findings of this research useful, when designing or reviewing their residential
programs.
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Recommendations for future research
The undertaking of any form of research can, inadvertently, create many more
questions than those that are solved. Although this research contributes to the field of
knowledge concerning community, sense of community and external Year 9 residential
programs, it also creates areas of future research worthy of exploring. These include,

1. Repeating the research undertaken by Downey (2002), to investigate the Clunes
community’s view of whether Wesley College has become a part of the
community. This research could also be expanded to include the financial,
social, and environmental ramifications for the wider township and local people
of having the Wesley campus situated within their township.

2. A longitudinal study could be conducted which contrasts students who do attend
the Wesley at Clunes Program with those who do not, to see if their sense of
community varies as time goes on and also to explore the long lasting effects of
the program on students’ learning.

3. The research sample could be extended to include students from other
residential programs in a variety of locations across Victoria. As Wesley at
Clunes is the only program located within a residential town, it would be
interesting to see if the participating students’ sense of community develops in
the same way as it has done during this research, or if it is different due to the
different locations and communities with whom students interact.

4. A research study could be conducted within current residential programs to
examine homesickness and whether students’ feelings of homesickness are
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reduced or increased through the receiving of regular communication from
home.

5. A study could be conducted into the effect of implementing Positive Education,
MindMatters, or another related program, in reducing students’ feelings of
isolation and exclusion. To do this would require the implementing of one
group of students that undertakes study in this area and one group that does not.
It would also be interesting to see if the short (eight week) duration of the
Clunes program produces any substantial benefits for students in this area, or if
they simply forget what they have learnt after their Clunes experience. A
longitudinal study would therefore be warranted in this area.

Conclusion
The overarching purpose of this study is to explore the concept of citizenship
education in a residential based setting and its effect on the students’ developing sense
of, and connection to, community. The research indicates that, as the term progresses,
Wesley College students who attend Clunes experience an increase in their sense of
community and community connectedness. The multifaceted elements of communities
in which students find themselves whilst attending Clunes provide valuable learning for
them both on an individual level and what it means to them to be a community
member. The structure of the Wesley at Clunes Program is recognised as a support for
students being together and their relationships forming. Interestingly, the inclusion of
free time for students is found to be fundamental when it comes to creating
relationships across the wider campus and within the wider Clunes community. While
the majority of students experience positive interactions within community groups, a
small minority feels excluded and isolated during their time at Clunes. For some, this
161

Implications, Recommendations and Conclusion

occurs predominantly at the start of the term, before they get to know other students
and local community members; while for a few these feelings continue throughout their
Clunes experience. The creation of positive relationships with local Clunes community
members is seen to occur through the Community Service Program, sporting links,
volunteer work and shopping within the local Clunes community. These relationships
are mainly limited to older members of the Clunes community with only a small
number of Wesley students forming relationships with local people of their own age.

The implications of my social and educational research for the Wesley at
Clunes Program, researchers, and educators of Year 9 residential programs, are broad
and varied. For Wesley at Clunes the creation of more opportunities for Clunes students
and local young people to spend time together appears warranted, unless
philosophically the College is willing to accept that in the program’s current structure
these relationships seldom form. Reducing feelings of isolation and exclusion for
students could be achieved in many ways. These include staff putting students into
groups when on excursions at the start of the term and parents and friends being
notified of the need to keep in touch with the students while they are at Clunes, in order
to reduce the feelings of isolation and exclusion from home. Finally, the school could
investigate the benefits of implementing programs such as Positive Education or
MindMatters to reduce the students’ feelings of isolation and exclusion at a personal
level.

Researchers who are measuring the development of a sense of community
within their educational setting may find the adapted Sense of Community Survey
useful when completing their research. Other educators in Year 9 residential settings
will draw from the research findings when they seek to design meaningful and relevant
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education programs, particularly the need for students to have both structured and
unstructured time within their day, to develop relationships with other students.
Educators within other Year 9 residential settings may also find useful the work of Cole
et al. (2006b), Dowson et al. (2005) and the findings of this research, when designing
or reviewing their residential programs.

Many recommendations for future research have been provided within this
chapter. They include:
Repeating the research of Downey (2002) into the Clunes community’s view of
Wesley College and whether it has become a part of the community,

A longitudinal study contrasting students who attend the Wesley at Clunes
Program with those who do not, to see if their sense of community varies as
time goes on,

Repeating this research with a wider research sample which includes students
from other residential programs,

Creating a research study to explore whether contact from the students’ home
communities reduces their feelings of isolation and homesickness, and

Examining the effects of Positive Education, MindMatters, or other related
programs, in reducing students’ feelings of isolation and exclusion.
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Extending the research within any of these areas would expand and enhance this study,
providing an even broader knowledge base with regard to sense of community and
citizenship and for the refinement of future Year 9 residential education programs.
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Appendix A – Consent Form
Po Box 199,
Victoria 3552 Australia
T +61 35444 7222
F +61 35444 7777
www.latrobe.edu.au/education

Faculty of Education
Wesley College supports this request for research

Consent to Participate in the Research
Title of the project:
CITIZENSHIP EDUCATION AND DEVELOPING A SENSE OF COMMUNITY:
A CASE STUDY OF A SCHOOL YEAR NINE RESIDENTIAL PROGRAM

FHEC No: R042/08
I (the participant) have read (or, where appropriate, have had read to me) and understood
the participant information sheet and consent form, and any questions I have asked
have been answered to my satisfaction. I agree to participate in the project, realising that I
may withdraw from the study at any time and may request that no data arising from my
participation are used, up to four weeks following the completion of my participation in the
research. I agree that research data provided by me or with my permission during the
project may be included in a thesis, presented at conferences and published in journals, on
the condition that neither my name nor any other identifying information is used.

I, the participant give permission to participant in the short survey Yes
No
at the start and end of my Clunes experience.
(Please circle)
I, the participant give permission to have a follow-up interview
of approximately 20 minutes.

Yes
No
(Please circle)

Name of Participant (block letters):
_________________________________________________________________
Signature:________________________________ Date: ____________________
Name of Parent/Guardian (block letters):
_________________________________________________________________
Signature:______________________________ Date: _____________________

Name of Investigator: Mary Laughton,
Wesley College and Faculty of Education, La Trobe
University
Signature:______________________________ Date: _____________________
Name of Investigator Supervisor:

Dr Raymond Nichol,
Faculty of Education, La Trobe University
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Appendix B – Parent/Guardian Information
Faculty of Education

Po Box 199,
Victoria 3552 Australia
T +61 35444 7222
F +61 35444 7777
www.latrobe.edu.au/education

Wesley College supports this request for research

Parent/Guardian Information
Title of the project:
CITIZENSHIP EDUCATION AND DEVELOPING A SENSE OF COMMUNITY:
A CASE STUDY OF A SCHOOL YEAR NINE RESIDENTIAL PROGRAM
Dear Parent/Guardian,
Please find enclosed information and consent forms for a research project being
conducted at the Wesley at Clunes Campus in Term Two, 2009.
Please read and discuss the information in these forms with your child, prior to giving
your consent for your child to participate.
As a teacher at the Wesley College Clunes Campus, I have a strong interest in this
topic and it will form the basis of my research for a Master of Education in the Faculty
of Education, La Trobe University, Bendigo. The findings will be of value for the
school, future pupils and staff because the data will assist in future planning for
community participation and program design.
The consent of both you and your child will be needed for your child to be included in
the research program.
If you agree to your child being involved in this research, then please return the
consent form in the enclosed envelope and retain the ‘Participant Information Sheet’
for your own records.

For further information, or if you have any questions regarding the research project,
please contact me. My details are as follows:
Telephone: 03 53459307
Email: mary.laughton@clunes.wesleycollege.net
Thanking you in anticipation,

Mary Laughton
B.Rec.Ed (Recreation and Outdoor Education)
Grad Dip. Teaching and Learning (Secondary)
Teacher, Wesley College Clunes Campus

Please retain this form for your future reference
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Appendix C – Participant Information
Faculty of Education

Po Box 199,
Victoria 3552 Australia
T +61 35444 7222
F +61 35444 7777
www.latrobe.edu.au/education

Wesley College supports this request for research

Participant Information Sheet
Title of the project:
CITIZENSHIP EDUCATION AND DEVELOPING A SENSE OF COMMUNITY:
A CASE STUDY OF A SCHOOL YEAR NINE RESIDENTIAL PROGRAM
FHEC No:

R042/08

Researcher:

Mary Laughton
Master of Education Student
La Trobe University, Bendigo
Teacher, Wesley College, Clunes
Phone: 5345 9307
Email: Mary.Laughton@clunes.wesleycollege.net

Chief Supervisor:

Dr Raymond Nichol
Senior Lecturer – Faculty of Education
La Trobe University, Bendigo
Phone: 5444 7329
Email: r.nichol@latrobe.edu.au

The aim of this research is to establish how participation in the Wesley at Clunes
Program affects students’ connection to and sense of community.
You have been identified as being eligible to participate in this research, as you will be
attending Wesley College’s Clunes campus in Term Two, 2009.
As a teacher at the Wesley College Clunes Campus, I have a strong interest in this
topic and it will form the basis of my research for a Master of Education in the Faculty
of Education, La Trobe University, Bendigo. The findings will be of value for the
school, future pupils and staff because the data will assist in future planning for
community participation and program design.
Participating in this research will allow you to reflect on your experiences at the Clunes
campus and to develop deeper understandings of these experiences and your own
sense of community.
Your participation will involve completing a short survey in the first and last weeks of
the Clunes Program. These surveys will ask you questions relating to your sense of,
and connection to the people at the Clunes campus and in the local community. You
may also be interviewed for approximately 20 minutes, either individually or as part of
a group. You can choose to participate only in the survey, or both the survey and the
interviews. There is a place to indicate your choice on the consent form.
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Every effort will be made to ensure your confidentiality. All names will be changed to
ensure that you cannot be identified in written transcripts. The content of your
interviews will not be discussed in any way that can identify you.
Participation in this research is voluntary and you may withdraw at any time. Further
to this you have the right to request that data arising from your participation not be
used in the research project, provided that you do this within four weeks of the
completion of your participation in the project. Please complete the “Withdrawal of
Consent Form” or notify me (the investigator) by e-mail or telephone if you wish to
withdraw your consent.
The data collected in this research will be analysed for my research project and written
up in a thesis. The results may appear in publications. The research data may also be
re-examined at a future date and used within other studies that I may undertake. All
data collected will be stored in a password protected hard drive and in a locked filing
cabinet within a secure office. At no stage will your personal contact details be
disclosed to anyone other than myself as the principal researcher. If you should wish
to access this information you may do so at any time during the research period. If
you choose to participate in the interviews you can request a copy of the interview
transcript at any time during the research period.
For further information or if you have any questions regarding the research project
please contact me by telephone or email. My details are as follows:
Work: 03 53459307
Email: mary.laughton@clunes.wesleycollege.net
If you have any complaints or queries that I (as the investigator) have not been able to
answer to your satisfaction, you may contact,
Ms Joan Freeman
The Secretary,
Faculty Human Ethics Committee,
Faculty of Education,
La Trobe University,
Victoria, 3086,
Phone: (03) 5444-7983
Email: j.freeman@latrobe.edu.au

Regards,

Mary Laughton
B.Rec.Ed (Recreation and Outdoor Education)
Grad Dip. Teaching and Learning (Secondary)
Teacher, Wesley College Clunes Campus
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Appendix D – Withdrawal of Consent Form
Faculty of Education

Po Box 199,
Victoria 3552 Australia
T +61 35444 7222
F +61 35444 7777
www.latrobe.edu.au/education

Wesley College supports this request for research

Withdrawal of Consent for Use of Data Form
Title of the project:
CITIZENSHIP EDUCATION AND DEVELOPING A SENSE OF COMMUNITY:
A CASE STUDY OF A SCHOOL YEAR NINE RESIDENTIAL PROGRAM

I, (the participant), wish to WITHDRAW my consent to the use of data arising
from my participation. Data arising from my participation must NOT be used in
this research project as described in the Information and Consent Form.

I

understand that data arising from my participation will be destroyed provided
this request is received within four weeks of the completion of my participation
in this project. I understand that this notification will be retained together with
my consent form as evidence of the withdrawal of my consent to use the data I
have provided specifically for this research project.

Participant’s name (printed):
…………………………………………………………
Signature:
…………………………………………………………

Date:
…………………………………………………………

169

Appendix E - Clunes – Sense of Community Survey (1)
Please note:
In this survey the term community refers to a group of people who have something in
common. Examples of communities can include: your Clunes house, the Clunes
campus, the Clunes township, your family, sporting groups, etc.
Directions for completing the survey:
Below, you will see a series of statements concerning your time in Clunes.
Read each statement carefully and place an X in the box to the right of the statement
that comes closest to indicating how you feel about your Clunes’ experience.
You may use a pencil or pen.
There are no correct or incorrect responses.
If you neither agree nor disagree with a statement, or are uncertain, place an X in the
neutral (N) area.
Do not spend too much time on any one statement, but try to give the response that
seems to best describe how you feel about your Clunes’ experience.
Please respond to all items.

1

2

3

4

5

6

7

8

Strongly
Agree
(SA)

Agree

Neutral

Disagree

(A)

(N)

(D)

Strongly
Disagree
(SD)

SA

A

N

D

SD

SA

A

N

D

SD

I feel connected to all of
the people in my house

SA

A

N

D

SD

I feel that it is easy to get
help when I need it

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

I feel that students in my
house care about each
other
I feel that I am
encouraged to ask staff
and students questions

I do feel an atmosphere
of community at this
campus
I feel that I receive
appropriate feedback
from my housemates
I feel that I receive
appropriate feedback
from the campus staff
I feel included within my
house
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9

I feel that members of my
house depend on me

10 I feel happy to speak
openly with all of my
housemates about my
thoughts

Strongly
Agree
(SA)

Agree

Neutral

Disagree

(A)

(N)

(D)

Strongly
Disagree
(SD)

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

11 I trust others in my house

12 I never feel alone at this
campus

13 I feel that I can rely on
others in my house
14 I feel that other students
at Clunes do help me
learn
15 I feel that I can discuss
problems in our house
with everyone who lives
in it
16 I feel that I am given lots
of opportunities to get
help from other students
and staff
17 I feel confident that
others will support me
18 I feel uncertain about
some people in my
house
19 I feel that being at Clunes
does promote a positive
feeling of belonging to a
community within me
20 I feel that being at Clunes
does promote a positive
feeling of belonging to a
community within my
fellow students

**Adapted from A.P. Rovai / Internet and Higher Education 5 (2002) 197–211 209
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Please write your answers to the following questions:
1. What things do you view as contributing positively to your feelings of
belonging to your Clunes house community?
Why? (Cluster Sports, inhouse time etc)
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
2. What things do you view as contributing negatively to your feelings of
belonging to your Clunes house community?
Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
3. What things do you view as contributing positively to your feelings of
belonging to the Wesley at Clunes campus community? Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
Please go to the next page…
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4. What things do you view as contributing negatively to your feelings of
belonging to the Wesley at Clunes campus community? Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________

5. What things do you view as contributing positively to your feelings of
belonging to the Clunes community? Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
6. What things do you view as contributing negatively to your feelings of
belonging to the Clunes community? Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
Thank you for your time ☺
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Appendix F – Clunes – Sense of Community Survey (2)
Please note:
In this survey the term community refers to a group of people who have something in
common. Examples of communities can include: your Clunes house, the Clunes
campus, the Clunes township, your family, sporting groups, etc.
Directions for completing the survey:
Below, you will see a series of statements concerning your time in Clunes.
Read each statement carefully and place an X in the box to the right of the statement
that comes closest to indicating how you feel about your Clunes’ experience.
You may use a pencil or pen.
There are no correct or incorrect responses.
If you neither agree nor disagree with a statement, or are uncertain, place an X in the
neutral (N) area.
Do not spend too much time on any one statement, but try to give the response that
seems to best describe how you feel about your Clunes’ experience.
Please respond to all items.

1

2

3

4

5

6

7

8

Strongly
Agree
(SA)

Agree

Neutral

Disagree

(A)

(N)

(D)

Strongly
Disagree
(SD)

SA

A

N

D

SD

SA

A

N

D

SD

I feel connected to all of
the people in my house

SA

A

N

D

SD

I feel that it is easy to get
help when I need it

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

I feel that students in my
house care about each
other
I feel that I am
encouraged to ask staff
and students questions

I do feel an atmosphere
of community at this
campus
I feel that I receive
appropriate feedback
from my housemates
I feel that I receive
appropriate feedback
from the campus staff
I feel included within my
house

174

9

10

11

12

13

14

15

16

17

18

19

20

21

Strongly
Agree
(SA)

Agree

Neutral

Disagree

(A)

(N)

(D)

Strongly
Disagree
(SD)

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

I feel that I can rely on
others in my house

SA

A

N

D

SD

I feel that other students at
Clunes do help me learn

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

I feel confident that others
will support me

SA

A

N

D

SD

I feel uncertain about
some people in my house

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

SA

A

N

D

SD

I feel that members of my
house depend on me
I feel happy to speak
openly with all of my
housemates about my
thoughts
I trust others in my house

I never feel alone at this
campus

I feel that I can discuss
problems in our house
with everyone who lives in
it
I feel that I am given lots
of opportunities to get help
from other students and
staff

I feel that being at Clunes
does promote a positive
feeling of belonging to a
community within me
I feel that being at Clunes
does promote a positive
feeling of belonging to a
community within my
fellow students
It is important to me to
leave a legacy at Clunes
(planting tree, name on
Beckworth board, etc)

**Adapted from A.P. Rovai / Internet and Higher Education 5 (2002) 197–211 209

Please go to the next page
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Please write your answers to the following questions:
7. What things do you view as contributing positively to your feelings of
belonging to your Clunes house community?
Why? (Cluster Sports, inhouse time etc)
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
8. What things do you view as contributing negatively to your feelings of
belonging to your Clunes house community?
Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
9. What things do you view as contributing positively to your feelings of
belonging to the Wesley at Clunes campus community? Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
Please go to the next page…
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10. What things do you view as contributing negatively to your feelings of
belonging to the Wesley at Clunes campus community? Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________

11. What things do you view as contributing positively to your feelings of
belonging to the Clunes community? Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
12. What things do you view as contributing negatively to your feelings of
belonging to the Clunes community? Why?
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
___________________________________________________________
7. What was you favourite way of keeping in touch with family and friends at
home while you were at Clunes?
Mail (post)
Email

Please rate 1-4 with 1 being the
most popular

Telephone
Other

Thank you for your time ☺
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Appendix G – Interview Protocol – student interviews
Project:

CITIZENSHIP EDUCATION AND
COMMUNITY: A CASE STUDY
RESIDENTIAL PROGRAM

DEVELOPING A
OF A SCHOOL

SENSE OF
YEAR NINE

Time of interview:
Date:
Place:
Interviewer:
Interviewee:
Position of Interviewee:

General information:
***Check consent form is present for student – if not do not interview
This project is to establish how participation in Wesley College’s Year Nine residential
program affects student’s sense of and connection to community
Data is being gathered through interviews, surveys and observations.
The information from this interview will be transcribed (typed) and examined as part of
the research process.
Your name and any others that you mention will be changed in the transcripts (typed
forms).
The transcripts will be stored in a locked filling cabinet and will be password protected
in any computer files they are stored in.
*** Turn on and test the computer recorder

Research questions:
1.

What do you think a community is? How would you define it?

2.

What makes a good member of a community?

3.

What communities do you think there are in Clunes?
If needed prompt on campus and within the Clunes township
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4.

Does the Wesley at Clunes Program make you feel part of the local
Clunes community? How/Why?

5.

What about the Wesley at Clunes Campus? Do you feel part of this
community? How/Why?

6.

What Campus are you from? Is there a difference in how the Wesley at
Clunes community and your campus community go about things?

7.

Take a moment to think about the way people interact in your suburb
and in Clunes. Is there a difference? How/Why?

8.

What Communities were you involved in before you came to Clunes?
Prompt on family, sporting links
What is it like to be away from them?

9.

What parts of the Wesley at Clunes Program help you to gain a stronger
connection to the communities around you?

10.

What parts of the Wesley at Clunes Program prevent you from gaining a
stronger connection to the communities around you?

11.

Has the Wesley at Clunes program affected how you think about
communities and the roles people play within them? If so how?
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12.

Have you gained any new skills to help you with being a member of a
community since being away from home?
Prompt group resilience and independence?

Other potentially relevant interview points: establishment of house, Cluster
Sports, Running Program, friends on campus, friends left behind in
Melbourne

***How do you keep in touch with people at home?

***Do you think you have changed since the start of Clunes?

*** Thank the individuals for their cooperation and participation in this interview.
Assure them of the confidentiality or the responses and the potential for future
interviews
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Appendix H – Observation Protocol
Field note: Citizenship Education and Sense of Community
Setting_________________________________________________________
Role of observer: ________________________________________________
Time:_________

Time

Date:__________

Length of observation:________

Description of occurrences:

Reflective notes
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Survey Number

Statement 1

Statement 2

Statement 3

Statement 4

Statement 5

Statement 6

Statement 7

Statement 8

Statement 9

Statement 10

Statement 11

Statement 12

Statement 13

Statement 14

Statement 15

Statement 16

Statement 17

Statement 18

Statement 19

Statement 20

total

Appendix I – Collated Data Survey 1

1

2

2

2

1

2

3

2

2

3

2

2

2

2

2

3

2

2

2

2

2

42

2

2

2

3

2

1

3

2

2

2

4

2

4

3

2

2

2

3

2

3

2

48

3

2

1

2

3

2

2

1

2

3

3

2

2

2

3

2

2

2

4

2

2

44

4

2

2

3

2

2

3

1

3

2

3

3

2

3

2

2

2

2

4

2

2

47

5

2

2

1

1

2

2

2

2

2

2

2

2

2

2

2

2

2

3

3

3

41

6

3

3

4

4

3

4

3

4

3

5

3

4

5

4

3

3

3

4

4

3

72

7

2

2

3

2

1

3

2

2

2

3

2

3

2

3

2

2

2

3

2

2

45

8

4

2

2

1

3

2

1

2

3

3

2

2

2

2

3

2

4

3

3

46

9

3

3

4

3

3

3

4

2

4

4

4

5

4

3

4

3

3

4

3

3

69

10

2

2

2

1

1

2

1

2

2

3

2

1

3

2

3

2

1

4

1

1

38

11

2

3

2

3

1

3

4

1

2

1

2

3

3

2

1

2

3

4

1

1

44

12

2

2

2

1

2

3

2

2

2

2

2

1

1

1

2

1

1

5

1

1

36

13

3

1

2

1

2

2

2

2

2

3

3

3

2

1

2

2

2

4

1

3

43

14

4

2

3

1

2

3

2

2

2

4

2

2

2

3

3

2

3

4

3

3

52

15

2

2

1

3

1

3

3

1

2

1

2

1

2

3

2

3

3

2

1

1

39

16

2

2

4

4

2

2

3

2

2

4

4

4

2

2

3

2

3

2

2

51

17

2

1

1

1

1

2

1

1

3

2

2

1

2

1

2

1

2

4

1

1

32

18

3

2

3

2

2

3

2

3

4

3

3

3

3

2

3

2

2

3

2

2

52

19

1

2

2

2

2

2

2

1

2

2

2

2

2

3

3

3

2

3

2

2

42

20

2

2

4

2

3

3

2

2

4

3

2

3

2

2

3

2

2

4

3

3

53

21

2

1

3

2

1

2

1

2

2

2

2

1

2

2

2

1

1

2

2

3

36

22

4

3

3

3

3

4

2

3

3

4

4

4

4

2

4

2

3

4

3

3

65

23

1

1

2

2

2

2

2

1

4

2

2

2

2

3

2

2

2

2

3

2

41

24

2

2

2

1

1

3

2

2

4

3

3

2

2

1

4

2

2

1

2

3

44

25

2

3

4

3

2

3

2

2

2

4

2

2

3

2

4

2

2

4

2

2

52

26

1

3

2

3

1

2

2

1

2

3

3

2

2

3

4

3

2

2

1

1

43

27

2

1

3

2

1

2

2

2

3

3

3

2

2

2

2

1

2

4

2

1

42

28

2

2

2

2

2

3

2

2

3

2

2

3

2

2

3

2

2

3

1

1

43

29

2

2

2

1

3

2

2

2

3

2

2

2

2

2

2

2

2

3

3

3

44

30

2

1

1

1

1

3

3

1

2

2

2

2

2

2

4

1

2

2

1

1

36

31

2

2

2

2

2

3

2

1

2

2

2

2

2

2

2

2

2

2

2

2

40

32

3

1

1

1

1

1

1

1

2

1

2

1

1

1

1

1

1

4

1

1

27

33

2

2

2

1

1

2

1

2

2

1

1

1

1

2

2

2

2

2

2

2

33

34

2

2

3

2

1

2

3

2

2

3

2

1

1

2

2

2

3

5

2

1

43

35

2

3

2

1

1

2

1

1

3

2

3

2

2

3

2

2

2

4

1

1

40

36

2

3

2

3

1

1

2

1

2

2

1

2

1

2

1

2

2

2

1

1

34

Median = 43 Mode = 44 Average = 44.71 Standard Deviation = 9.35
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Survey Number

Statement 1

Statement 2

Statement 3

Statement 4

Statement 5

Statement 6

Statement 7

Statement 8

Statement 9

Statement 10

Statement 11

Statement 12

Statement 13

Statement 14

Statement 15

Statement 16

Statement 17

Statement 18

Statement 19

Statement 20

Total
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1

2

2

3

2

2

2

2

2

3

2

2

3

1

2

3

2

1

4

3

2

45

2

2

3

2

2

2

2

3

2

3

3

2

3

3

2

3

2

2

1

1

2

45

3

2

1

2

1

2

3

1

1

3

2

3

1

2

3

2

1

2

4

1

2

39

4

2

1

2

2

1

3

2

1

3

3

3

2

2

3

2

2

2

3

2

2

43

5

3

3

3

1

3

3

3

3

3

2

2

2

3

2

2

2

2

3

2

2

49

6

3

4

4

3

2

4

2

2

3

3

2

4

3

2

3

3

3

4

2

2

58

7

2

2

1

2

2

2

2

2

2

2

2

2

2

2

2

2

2

3

2

2

40

8

2

2

1

2

1

1

1

1

2

1

1

3

2

2

1

2

1

1

2

2

31

9

2

2

4

2

1

4

2

3

2

4

3

3

4

2

2

2

3

4

1

2

52

10

2

2

2

2

1

2

3

2

2

3

2

2

2

2

1

2

2

2

3

3

42

11

3

2

2

2

2

2

2

2

3

2

3

2

2

2

3

2

2

2

3

3

46

12

3

2

3

1

1

4

1

3

2

3

4

1

3

2

3

2

2

4

2

2

48

13

1

2

2

1

1

2

2

2

2

1

1

2

2

2

1

1

1

4

1

1

32

14

1

1

1

1

1

2

2

1

1

1

1

1

1

1

1

1

1

2

1

1

23

15

2

1

2

2

3

1

3

1

2

1

2

3

2

2

1

2

2

2

2

3

39

16

1

2

1

1

1

3

2

1

2

2

1

1

1

1

2

3

2

2

1

1

31

17

2

2

3

2

1

4

2

1

2

3

2

2

3

3

1

1

2

5

1

2

44

18

1

2

4

2

1

2

2

1

2

2

1

2

1

1

4

2

1

4

1

1

37

19

2

1

2

2

3

2

2

1

3

3

2

2

2

3

2

1

2

4

2

2

43

20

2

3

3

2

2

4

3

2

1

1

5

4

3

2

2

3

2

5

3

3

55

21

2

3

1

2

2

2

3

2

2

3

2

3

2

2

3

2

2

3

2

2

45

22

1

1

1

1

1

2

2

1

2

1

1

1

1

3

2

3

2

1

1

2

30

23

1

1

2

1

1

1

1

1

2

1

2

2

2

2

2

1

1

4

1

1

30

24

2

2

1

2

2

3

2

1

3

2

2

1

2

1

2

2

2

1

2

2

37

25

1

2

1

2

1

1

1

1

3

1

1

1

1

2

1

2

1

1

1

1

26

26

1

2

1

2

1

1

2

1

2

1

1

1

1

1

1

1

1

2

1

1

25

27

2

1

2

1

1

1

1

1

1

1

1

1

1

2

1

1

1

4

1

1

26

28

2

3

2

2

2

2

2

2

2

3

2

2

4

2

2

2

2

2

1

1

42

29

2

2

1

2

2

2

2

1

3

2

1

2

2

2

2

2

2

2

3

2

39

30

3

2

3

2

2

1

3

2

3

1

3

2

2

2

2

2

2

4

2

2

45

31

3

3

2

2

3

2

2

2

3

3

3

2

2

2

3

2

2

4

3

3

51

32

2

3

2

2

1

2

2

1

2

2

2

2

2

2

2

2

2

3

2

2

40

33

4

3

3

2

2

4

3

3

2

3

4

2

4

2

4

3

3

4

3

3

61

34

3

3

4

2

2

2

1

2

3

2

2

2

2

2

3

2

3

4

2

2

48

35

1

1

1

1

1

1

1

1

1

1

1

1

1

1

1

1

1

2

1

1

21

36

2

2

1

2

2

2

3

2

2

1

1

1

2

1

2

2

4

2

1

35

Median = 42 Mode = 45 Average = 40.23 Standard Deviation = 9.79
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Appendix K – Totals Collated Survey Data

Statement 2

Statement 3

Statement 4

Statement 5

Statement 6

Statement 7

Statement 8

Statement 9

Statement 10

Statement 11

Statement 12

Statement 13

Statement 14

Statement 15

Statement 16

Statement 17

Statement 18

Statement 19

Statement 20

Totals – Collated
Data
Strongly Agree
Agree
Neutral
Disagree
Strongly Disagree

Statement 1

Results of Survey 1

3
25
5
3
0

8
20
8
0
0

5
16
9
5
0

13
13
8
2
0

17
14
5
0
0

2
15
17
2
0

8
21
5
2
0

12
20
3
1
0

0
22
9
5
0

4
13
12
6
1

2
22
9
3
0

8
17
6
4
1

5
22
6
2
1

5
20
9
1
0

3
19
8
6
0

6
23
7
0
0

4
24
8
0
0

1
10
7
16
2

12
14
9
1
0

13
12
11
0
0

Total Data as a Percentage
Strongly Agree
8% 22% 14% 36% 47%

6%

Agree
Neutral
Disagree
Strongly Disagree

22% 33%

0%

11%

6%

22% 14% 14%

8%

17% 11%

3%

33% 36%

69% 56% 46% 36% 39% 42% 58% 56% 61% 36% 61% 47% 61% 57% 53% 64% 67% 28% 39% 33%
14% 22% 26% 22% 14% 47% 14%

8%

25% 33% 25% 17% 17% 26% 22% 19% 22% 19% 25% 31%

8%

0%

14%

6%

0%

6%

6%

3%

14% 17%

8%

11%

6%

3%

17%

0%

0%

44%

3%

0%

0%

0%

0%

0%

0%

0%

0%

0%

0%

0%

3%

3%

0%

0%

0%

0%

6%

0%

0%

3%
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Statement 2

Statement 3

Statement 4

Statement 5

Statement 6

Statement 7

Statement 8

Statement 9

Statement 10

Statement 11

Statement 12

Statement 13

Statement 14

Statement 15

Statement 16

Statement 17

Statement 18

Statement 19

Statement 20

Totals - Collated
Data
Strongly Agree
Agree
Neutral
Disagree
Strongly Disagree

Statement 1

Results of Survey 2

9
19
7
1
0

9
17
9
1
0

12
13
7
4
0

10
25
1
0
0

17
15
4
0
0

8
17
5
6
0

8
19
9
0
0

18
13
4
0
0

4
18
14
0
0

12
12
11
1
0

12
15
6
2
1

11
17
6
2
0

10
17
6
3
0

6
25
5
0
0

11
15
8
2
0

9
22
5
0
0

10
22
4
0
0

5
9
5
15
2

15
14
7
0
0

11
19
6
0
0

Total Data as a Percentage
Strongly Agree
25% 25% 33% 28% 47% 22% 22% 51% 11% 33% 33% 31% 28% 17% 31% 25% 28% 14% 42% 31%
Agree
Neutral
Disagree
Strongly Disagree

53% 47% 36% 69% 42% 47% 53% 37% 50% 33% 42% 47% 47% 69% 42% 61% 61% 25% 39% 53%
19% 25% 19%

3%

11% 14% 25% 11% 39% 31% 17% 17% 17% 14% 22% 14% 11% 14% 19% 17%

3%

3%

11%

0%

0%

17%

0%

0%

0%

3%

6%

6%

8%

0%

6%

0%

0%

42%

0%

0%

0%

0%

0%

0%

0%

0%

0%

0%

0%

0%

3%

0%

0%

0%

0%

0%

0%

6%

0%

0%
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Statement 5

Statement 6

Statement 7

Statement 8

Statement 9

Statement 10

Statement 11

Statement 12

Statement 13

Statement 14

Statement 15

Statement 16

Statement 17

Statement 18

Statement 19

Statement 20

Strongly
Disagree

Statement 4

Disagree

Statement 3

Neutral

Statement 2

Strongly
Agree
Agree

Statement 1

Change between Survey 1 and 2 (Survey 2 – Survey 1)

17%

3%

19%

-8%

0%

17%

0%

18%

11%

22%

28%

8%

14%

2%

22%

8%

17%

11%

8%

-6%

-17%

-8%

-10%

33%

3%

6%

-6%

-18%

-11%

-3%

-19%

0%

-14%

12%

-11%

-3%

-6%

-3%

0%

19%

6%

3%

-6%

-19%

-3%

-33%

11%

3%

14%

-3%

-8%

0%

0%

-12%

0%

-6%

-11%

-6%

-6%

-14%

-6%

3%

-3%

-6%

0%

11%

-6%

-3%

-14%

-14%

-3%

-6%

3%

-3%

-11%

0%

0%

-3%

-3%

0%

0%

0%

0%

0%

0%

0%

0%

0%

0%

-3%

3%

-3%

-3%

0%

0%

0%

0%

0%

0%

0%
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Appendix L: Graphed Survey Data
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